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Thesis Abstract
Zeynep Kiiciikceran, “ Agrarian Economy and Primary Education in the Salonican
Countryside in the Hamidian Period (1876-1908)”

Beginning from the nineteenth century, the rulers of Ottoman Empire realized the
importance of education in centralizing the administration. The Ottoman subjects
would be educated in accordance with the basic principles of the ruling mentality for
the development of the empire. In this manner, for the rulers, education created on
the one hand a way to form the subjects and on the other, a way to control them
through the knowledge given by education.

In the Hamidian era, such developmental features of education came to be observed
more obviously. Primary education, being the first step in the formation, was spread
to create loyal and productive subjects who would espouse the principles of rulers as
their own and then provide and carry on the necessary developments in the empire.
However, could a central program be effective in spreading education in the
countryside?

In the countryside of the Ottoman Empire the conditions were much more different
than the cities. In the villages the most crucial issue was to produce enough for the
next years, therefore everything about agricultural production dominated people’s
lives. Hence, the spread of education in the villages was determined by agrarian
economy; by the financial and social conditions that it created and by the actors who
benefited from these conditions. Most of the time, such conditions in the villages
conflicted with the central policies. Therefore, the spread of education in the
countryside is the story of the struggle between central efforts and the agrarian
economy. And the understanding to the history of the education will be incomplete
without a deep observation of the countryside, and an analysis of this struggle.

Salonika was on the one hand a region of agricultural prosperity and diversity on the
other its city center was one of the developed places in terms of education.
Therefore, the region of Salonika presents a perfect example to observe different
conditions than the cities and also to see the struggle between central efforts and
agrarian economy in the countryside.

Keywords: Salonika, agrarian economy, villages, countryside, primary education,
teachers, Abdiilhamid I1.



Tez Ozeti

Zeynep Kiiciikceran, “Abdiilhamid Dénemi Selanik Kirsalinda tarim ekonomisi ve
ilkokul egitimi iligkisi (1876-1908)”

Ondokuzuncu yiizyildan itibaren, Osmanli Imparatorlugu merkezilesen yénetime
giden yolda egitimin dnemini fark etmeye basladi. Osmanli Tebaasi, Imparatorlugun
gelismesi i¢in, yonetim zihniyetinin temel prensipleri mucibince egitilecekti. Bu
sekilde, yoneticiler igin egitim, bir yandan tebaay1 sekillendirme yolunu, bir yandan
da egitim araciligiyla onlar1 kontrol etme yolunu yaratti.

Abdiilhamid déneminde bu gelismeci 6zellik daha agikca gézlemlenebilir hale geldi.
Ilkokul egitimi, sekillendirmenin ilk adimi olarak, imparatorlukta ydneticilerin
prensiplerini kendisininki gibi benimseyecek ve sonrasinda gerekli gelismeleri
saglayacak ve siirdiirecek sadik ve iiretken tebaa yaratmak icin yayilmaya c¢aligildi.
Fakat, bu kadar merkezi bir program kirsalda egitimi yaymada etkili olabilir miydi?

Osmanli kirsalinda sartlar sehirlerden ¢ok daha farkliydi. Koylerde en 6nemli konu
gelecek yil i¢in yeteri kadar liretmekti, bu yilizden insanlarin yasamini tarimsal
tiretimle ilgili hersey yonetiyordu. Bu nedenle egitimin kdylerde yayilmasini
yarattig1 sosyal ve finansal kosullarla ve bu kosullardan yararlanan aktorlerle
tarimsal ekonomi belirledi. Bu kosullar, cogu zaman merkezi ¢ikarlarla gatisti. Bu
suretle, egitimin kirsalda yayginlasmasi merkezi ¢abalarla tarimsal ekonominin
miicadelesinin hikayesidir. Ve egitim tarihine yaklasim kirsalin derin gézlemi ve bu
miicadelenin analizi olmaksizin eksik olacaktir.

Selanik bir taraftan tarimsal verimliligi ve ¢esitliligi olan bir bolge iken bir taraftan
sehri egitimin geliskin oldugu bolgelerdendir. Bu nedenle, kirsal farkliliklar
gozlemlemek ve merkezi ¢abalarla tarimsal ekonomi arasindaki miicadeleyi gérmek
i¢in Selanik 1yi bir 6rnek sunuyor.

Anahtar Kelimeler: Selanik, tarim ekonomisi, koyler, kirsal kesim, ilkogretim,
ogretmenler, Abdiilhamid Il
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CHAPTER 1
INTRODUCTION

The nineteenth century was an era marked by the centralization of empires through
various instruments. In order to achieve this, the mentality of the rulers needed to be
conveyed to the subjects and the subjects needed to be formed accordingly.
Education, especially primary school education, was one of these instruments used
for the formation of the subjects according to the centralization policy. “In the true
state the ‘man’ and the ‘citizen’ are united, and education is just the development of

that unity”*

, 1Is how Hegel depicted the crucial role of education for the centralizing
states at that period. That is, to bring the mentality of the state to the subjects. Thus,
in the nineteenth century, having such a role, the empires tried to reach the subjects
and shape them through this instrument. “The emergence of public education as a
means to create much-needed work force for the modernizing states in the nineteenth
century as their bureaucracies were expanding drastically also served to ‘create’ an
ideal citizen who was loyal to the state. As the concept of ‘citizenship would emerge,

the schools would be at the service of the state...”.? In this way, education has

become a means to transform the society according to the mentality of the state. The

! Robin Small, Marx and Education (Hampshire, Burlington: Ashgate Publishing, 2005), , p. 141

2 Emine Onhan Evered, The Politics of Late Ottoman Education: Accomodating Ethno-Religious
Pluralism Amid Integral Disintegration (Ph. D. Diss., University of Arizona, 2005), pp. 22-23

% For further information about German, French or English Education look at: James Van Horn
Melton, Absolutism and the Eighteenth-Century Origins of Compulsory Schooling in Prussia and
Austria (Cambridge, New York, Melbourne: Cambridge University Press, 1988); Eda Sagarra, A
Social History of Germany 1648-1914 (New York: Holmes & Meier Publishers, 1977); Eugene
Weber, Peasants into Frenchmen: The Modernization of Rural France, 1870-1914 (Stanford, Calif.:
Stanford University Press, 1976); Raymond Grew and Patrick J Harrigan, School, State, and Society:
The Growth of Elementary Schooling in Nineteenth-Century France, A Quantitative Analysis (Ann
Arbor: The University of Michigan Press, 1991) ; Pauline Gregg, A Social and Economic History of
Britain 1760-1965 (London: George G. Harrap & Co. Ltd, 1966); Frank Smith, A History of English
Elementary Education 1760-1902 (London: University of London Press, 1931)
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rulers of the Ottoman Empire also realized the role of education as a way to create
the demanded society beginning from the nineteenth century. In fact, all these
empires realized its role, but each confronted the challenges from a different
perspective. For instance, in France, the struggle between the church and the secular
state to gain hegemony over education continued even until the twentieth century.
Similarly, in the Ottoman Empire, there was the gradual organization of the
education system in the center and in the provinces, however, there was resistance
from the local communities. Thus, having such a central role, the history of
education was one of the important issues in Ottoman history. Hence, although there
were important works to which this thesis will frequently give references, the field
still deserves further research.

The story of the development of education in the Ottoman Empire was one of
the challenges between the centre and the countryside and was a result of the rural
conditions. Aksin Somel has briefly talked about the rural conditions in his important
work Osmanli’da Egitimin Modernlesmesi (1839-1908): Islamlasma, Otokrasi ve
Disiplin [The Modernization of Public Education in the Ottoman Empire, 1839-1908
- Islamization, Autocracy, and Discipline] , but the rural conditions needed further
analysis to see the reasons of resistance. Within the context of rural conditions, this
thesis will specifically focus on the agrarian factors since the economic activities
were the main determinants in people’s lives affecting their economic conditions,
shaping the relationship among them, organizing the year according to seasonal
requirements. When we look at the Ottoman countryside, we see that the bulk of the
population living in the countryside was engaged in agricultural activity, and when

we consider this activity, we can realize that people were not only engaged in this
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activity, but were shaped, organized and directed by it. The spread of education,
therefore, being a part of such a life, was deeply influenced by the rules of
agriculture. For example, economic conditions affected the enrollment of children
and the relationship between people, precisely the hierarchy derived from the
agricultural activity which determined the development of education and challenged
its spread and the agricultural season shaped the educational terms for children. For
this reason, while examining the spread of education throughout the empire, we
cannot ignore the effects of economic conditions on it. Thus, this thesis will look at
the issue of education in the context of its relations with the agrarian conditions in
the countryside and focus on the question of how education was affected and even
shaped by such conditions, how the economic conditions in the broadest sense
determined the will of people towards education and to what extent the will of people
could limit the spread of education, which was another aspect of this broad history of
education.

The whole countryside of the Ottoman Empire was too broad to make a
research subject for a master’s thesis. For this reason, the region had to be limited to
one area. At this point, | chose Salonika, because its center was one of the developed
ones in terms of the number of schools and the methods of education. Furthermore, it
was one of the most prosperous cities of the Ottoman Empire at that period. Even
these characteristics of the city were enough to see the differences between the
countryside and the city. Salonika was the heart of the Macedonian region as it was
the port of the region making it the center for the circulation of products. The
boundaries of the province were exposed to a continuous change due to political

concerns until the middle of the nineteenth century. For instance, Manastir was
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recorded as the sancak of Salonika® in the 1296 Ottoman state yearbook, but
according to the 1299 provincial yearbook, the province consisted of Drama, Siroz
and Selanik sancaks.® The kaza of these sancaks were changed after the 1880s and
some of the nahiyes were made kazas. The boundaries of the province and the
territories belonging to it were defined in the provincial yearbook of 1307: “Our
province is divided into Salonika, Siroz, Drama sancaks. The most important and the
largest one of these is the centre of the province, Salonika sancak, and it covers half
of the lands of the whole province. It is surrounded in the east with the Siroz sancak,
in the north with the Kosova province and in the west with the Monastir province and
in the south with the Sea of Islands (adalar denizi) and it unites the whole southern
part of the province [....]. Within the province, the total number of cities, nahiyes,
villages and ¢ifiliks added up to <2123°”.° The borders of each kaza which can be
seen in the map given in Appendix | was well defined geographically in the
yearbook.

Beside this geographical limitation, the thesis is limited to primary schools in
the countryside since primary education was the first step of the intervention of the
rulers in the lives of people and primary schools were the first place where people
received the intervention and as a response resist or accept it. Thus, through this

stage it was easy to see the local dynamics and the responses of people. In addition,

* Salname-i Devlet-i Aliye-i Osmaniye. Sene 1296.
> Salname-i Selanik. Defa 7, sene 1299

6 “Vilayetimiz Selanik, Siroz, Drama, sancaklarina miinkasimdir. Bunlarin en miihim ve cesimi
Selanik merkez sancagidir ki vilayet arazisinin nisfi mikdarini ihata eylemisdir. Sarken siroz, sancagi,
simalen Kosova ve gurben Manastir vilayetleri ve cenuben dahi Adalar Deniziyle mahdud olup
vilayetin tamamuyla cihet-i gurbiyesini terkib eyler [....]. Dahil-i vilayette bulinan sehir, kasaba ,
karye, mahalle, ¢iftliklerin mecmu1 2123’ adedine balig olur” Salname-i Vilayet-i Selanik. Selanik
vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda tab olunmustur (Selanik: Vilayet
Matbaasi, 2 rebiyiilevvel 1307)



except very few cases, there were only primary schools in the countryside for very
practical reasons.

The sources that have been used within these limits needs to be mentioned as
well. The core of the research is based on archival sources, newspapers and
education and provincial yearbooks. The archival sources are the reports of the
Inspectors, Directors of Education, the petitions which were sent to the Maarif
Mektubi Kalemi from the province, the Yildiz Esas Evraki and Yildiz Miitenevvi
Evraki. The reports enable a researcher to get an idea of the situation from the eyes
of the officials. Although most of these officials wrote the documents having
parallel concerns with the state rather than dealing with the real problems and the
dynamics of the villages, a researcher can get an idea of the situation by examining
the details in the documents. However, it is still very hard to learn about the
countryside even from such documents due to the fact that there was no regular
registration of educational institutions in the countryside, which is an obstacle in
front of the researcher examining the countryside. Therefore, the archival sources
needed to be supported and compared with other sources. For instance, it was hard to
follow a school in a certain village through a time period. For this reason, although
the research is limited to the Salonika province, there are references to other regions
to make the situation clear and to enrich the samples in the absence of support from
the successive documents belonging to the same region. Most of the documents that
have been examined for this thesis in the classification of the Maarif Mektubi Kalemi
are about the appointments of teachers, the financial problems of the region as
regards education, the petitions about the construction or repairing of school

buildings and the certification of imams to teach at primary schools. In the Yildiz
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documents, the documents reflect the mentality of the bureaucrats regarding the
education problem. However, their approach remained unrelated to the countryside
most of the time, being far from understanding or even looking at the countryside,
because their primary concern was the urban centers.

In addition to the archival sources, the newspapers published in the Salonika
region have been used in the study. Especially after the second half of the nineteenth
century, education, precisely its spread into the villages, began to be seen as an issue
by a variety of contemporary observers. Various journalists and independent writers
talked about the importance of the education of the children living in the villages,
and they often stressed that the educational conditions in villages had to be
improved. At the beginning of the twentieth century, the spread of education to the
villages became so important that there was a permanent column in Yeni Asur, in
which a reporter traveling around the villages of the Salonika province wrote about
his observations. These accounts are very helpful in seeing the situation in the
villages and learning about real practices, which the archival documents lack most of
the time. Nevertheless, the records usually reflected only a part of the picture, so it
was almost impossible to follow the case, but still sometimes the situation could be
followed from different regions or, very rarely of course, if the situation was so much
important, it was possible to follow it as it was in the case of the Education
Committee in the Drama kaza.’

In addition, the provincial yearbooks of Salonika have been used. The
education statistics in them were important to have a real sense of the situation for

which they constitute a meaning. Yet, there were problems of registration in most of

" See Chapter 3.



the villages, and also the criteria in registration were not reliable enough to be used
without being supported by other sources, as was the case in the education yearbook.
For example, most of the time, the schools that were established by the state (in
terms of financing) were registered. In short, most of the village schools have not
been registered as many funded locally. Hence, it was hard to reach the real number
of schools in the countryside. Thus, while using the numbers given in the yearbooks,
a researcher must take into consideration such occasions.

There are additional primary sources that have been used in this thesis; the
agricultural textbook, called Iimi ve tatbiki cificilik dersleri sinif-1 ibtidaiye
mahsusdur: devre-i mutavassita devre-i aliye (3 ila 6), and a book called maarif-i
umumiye yahud bir ¢ifi¢inin miitalaadan istifadesi made up of the articles published
in the Hidmet newspaper. Maarif-i umumiye yahud bir ¢ificinin miitalaadan istifadesi
was used as a supportive source in understanding the life and the relations among the
people in the villages, since in the book there were some clues about village life. The
importance of the textbook comes from its content and the language. In the book, one
can evaluate such questions as what type of information had been given to the village
children and the limits of the knowledge allowed by the authorities. This also shows
the image of the village children in the minds of the rulers and the authors who were
far from being familiar with the real practices of the villages.

Additionally, a further evaluation of the sources is necessary. In the
documents, both the archival ones and the newspapers, the landlords and the kahya,
who represent the centre of power of a village were missing. In the villages, it seems
that all the processes of cultivation and everything related to the village were

determined by the inhabitants of the village. In this picture, the landlords and the
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powerful figures of the countryside who had power over the production process were
invisible. Can we think that they were invisible because they were absent? However,
we know their presence and interference. The reason behind their absence might
have been the purpose of the state that is willing to negotiate with the peasants
directly and establish a direct relationship with them. Perhaps, the archival
documents and also the newspapers were formed with such an agenda, but when
other sources, such as court records, are examined, those actors could be found.

In this thesis, the chapters are organized with these concerns and limits in
mind. In the first chapter, | examined the general development of education in the
bureaucratic and provincial levels. This chapter shows how the spread and
development of education depended, outside the will of the Sultan, on the conditions
and organizations, and on the bureaucracies and how they played a central role in this
spread. Furthermore, it also shows how education developed as a part of a provincial
governmental organization.

In the second chapter, | analyzed the general characteristics of the Salonika
region to develop an understanding of the influence of agriculture on people’s lives
and to see in what ways agrarian conditions could be effective on their lives. Also the
number of schools in the Salonika countryside is given so as to understand the effects
of the educational problem more clearly prior to the problems and obstacles of the
spread discussed in the third chapter. Due to these features, the second chapter can be
regarded as the part which provides statistics and information in the thesis.

The third chapter focuses on the problems and conditions which had direct or
indirect effects on education. This is the chapter where the argument of the thesis is

clearly stated and enriched with examples; the effect of agrarian conditions on the
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education in the countryside is also given. This chapter is equally important to see
real lives in the villages; the traditions that govern the lives of the people there, the
relationship between the people, the role and the position of some important actors in
the villages who govern all the spheres of life in a village and resist the center in
order not to lose their privileges, and the possible thoughts of children in the face of
their parents’ decision about their way of lives. Thus, on the one hand, there is a
notion about education in the villages and on the other, there is limited information
about the lives of ordinary people, which also makes the research equally important
for social history in general.

Hence, having in mind the ways in which agricultural conditions affected the
development of education, this thesis aims to look at the history of education from a
different point of view and open a new area of research in terms of this field of

history.



CHAPTER 2
ORGANIZATION OF THE EDUCATION SYSTEM

The importance of education began to be understood by the Ottoman rulers starting
with the reign of Mahmud I1. From that period on, bureaucratic institutions were
established and spread. But is in the Hamidian period that it started to shape into a
system that covered all subjects of the empire, including the people living in its
remotest corners. As ilhan Tekeli and Selim Ilkin said, “it can be said that the
application of this system [education system] was applied in the Hamidian era which
cover all of the empire”.? For this reason, the Hamidian era was the most proper era
to see both the efforts and the dynamics that created this resistance since these
encountered some resistance. Also, in looking at the Hamidian era, the continuities
and differences within this period should be taken into consideration. A comparative
examination of the change in the curricula of the primary schools in time perfectly
could help to observe the alterations.

In the light of these, the first part of this chapter will focus on, first of all, the
organization of the education system in the bureaucratic level until the Hamidian era
and in the Hamidian era. Secondly, the creation of the ibtidai school as a part of the
system, and why there was a need for these schools as a quick response to the needs
of the rulers instead of trying to turn the old style s:byan schools, which would have
been too slow. Thirdly, in this respect the spheres of the tension between the old style
sitbyan schools and ibtidai schools will be examined. In the second part, the first

point to be discussed will be the provincial organization of bureaucracy and how

8 [lhan Tekeli and Selim ilkin, Osmanli Imparatorlugu nda Egitim ve Bilgi Uretim Sisteminin
Olusumu ve Déniigiimii (Ankara: Tiirk Tarih Kurumu Basimevi, 1993), p.75
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education was placed in this organization as a result of the aim to spread the
education to the remotest corner of the empire and to bring the subjects living in the
remotest corner under the authority of the rulers. As regards this point, the duties of
various officials from different levels related to the education system will be dealt
with. The second point to be discussed will be the tension between the provincial
bureaucracy and the central bureaucracy due to the provincial conditions that were
unknown and sometimes ignored by the central organization of the ministry of
education. As such, this thesis will try to show how the provincial bureaucracy was
under pressure between on the one hand the situation in the countryside and on the
other the demands from the central bureaucracy and how the local agrarian
conditions, and the general impact of these conditions relationship, were central in

the countryside, rather than the will of the Sultan or the orders of the Ministry.

The Central Organization of Education System

The Development of Bureaucratic Organization

The first independent institution charged with educational issues was the Mekatib-i
Riisdiye Nezareti, established in 1839 to deal with the sibyan schools, which can be
considered to be the religious primary schools. Because there were no riisdiye
schools -which are similar to secondary schools- at that period, the institution was
charged with the issues of schools for children. However, in time, this institution
seemed insufficient for the desired improvements of Abdiilmecid, who wanted to see

the reforms that were granted in the Tanzimat Decree. Hence, a committee which
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was called the Temporary Education Committee (Muvakkat Maarif Meclisi)® was
established for the reforms in 1845 and this committee offered a reform program to
the Sultan for the improvement of the schools. In 1846, this temporary committee
was turned into a permanent committee® to work on educational problems and on
the accomplishment of the reforms.

This committee issued an enactment which defines the curriculum of the
primary schools; Elifba, Kuran, /lmihal (the history of prophets), tecvit
(interpretation of the meaning of Quran), harekeli Tiirk¢e muhtasar ahlak-1 memduha
risaleleri, liigat, siiliis and nesih.** Yahya Akyiiz underlines the importance of the
Enactment as the first that tries to take a look at children not as little adults, but as
children who have a different nature than adults.'? This approach to children was also
important for leading a rearrangement of the punishment methods, especially the
bastinado (falaka). The method was banned in the enactment. The enactment also
brought a new style in teaching which was different than the one in the old-style
stbyan schools. It brought some training instruments such as the ink holder, the
inkwell and a board for writing called “tas tahta”, made of a special kind of stone
which was called arduvaz. The Committee tried to balance the tension between the
need for innovations and the resistance from religious classes governing all the
schools via imams who were teaching in the szbyan schools that came to be used as

primary schools following their own way to teach the necessary knowledge to the

% Faik Resit Unat, Tiirkiye’ de Egitim Sisteminin Gelismesine Tarihi Bir Bakis (Ankara: Milli Egitim
Basimevi, 1964) , p.18

19 Bayram Kodaman, Abdiilhamid Devri Egitim Sistemi (Ankara: Tiirk Tarih Kurumu Basimevi, 1991)
, p. 14

1 Nafi Atuf Kansu, Tiirkive Maarif Tarihi (Ankara: Muallim Ahmet Halit Kitaphanesi, 1930), p.100

1.2. Yahya Akyiiz, “Ilkdgretimin Yenilesme Tarihinde Bir Adim: Nisan 1847 Talimati”, Ankara
Universitesi Osmanli Tarihi Arastirma ve Uygulama Merkezi Dergisi, Say1 5, ss.1 — 48, p.15
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children. To achieve this balance, the Committee used the statement in the
Enactment “as it had been used in Arabia™"® for the innovations.

Despite these actions that this Committee took, only one committee was not
enough for the development of the education system of the empire. Therefore, the
Ministry of Public Schools (Mekatib-i Umumiye Nezareti) was established in 1846,
working alongside with the permanent Committee as a general directorate, not as a
ministry in the sense that it was named, and its first director was Vakaniivis Esat
Efendi.’® Beside the offices that would deal with educational issues, it was necessary
to have an organization dealing with textbooks which would be taught at schools
since the translation and control of books were necessary as there was not a tradition
among the writers to write schoolbooks for children in the Ottoman Empire. To
achieve this aim, the Academy of Knowledge (Enciimen-i Danis) was established in
1851. It was designated, at first, for the translation and preparation of the
schoolbooks of the Imperial University (Dariilfiinun), but until the establishment of
the university, the institution was charged with the translation and preparation of the
schoolbooks for all levels of the education system. Yet, it was abolished in 1862.%°

These various institutions were not sufficient for establishing a systematic
organization for the education system of the empire. Thus, to regulate the educational
issues and make the people in charge work more efficiently and for a more organized

accomplishment of the reform program, the Ministry of Education was established in

3 1bid, 14.
Y Aziz Berker, Tiirkiye de Ilkégretim 1839-1908 ( Ankara: Milli Egitim Basimevi, 1945)
15 Unat, Tiirkiye’ de Egitim, 19

' Yahya Akyiiz, Tiirk Egitim Tarihi (Baslangigtan 1997 ye) (Istanbul: Istanbul Kiiltiir Universitesi
Yayinlari, 1997) , p.165
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1857.* The Ministry was composed of two departments: the first one was the
Department of Private Schools, dealing with the issues of non-Muslim schools which
were for the children of Greek, Armenian, Catholic, Jewish, and Protestant
communities and the other was Mekteb-i Umumiye which dealt with the issues of
stbyan schools.*® An organized and detailed structural change came into existence
with the Education Regulation (Maarif-i Umumiye Nizamnamesi) in 1869. According
to the Regulation, Ministry of Education was composed of the Department of the
Ministry of Education (Maarif-i Umumiye Nezareti), Secretariat (Tahrirat Kalemi),
the Accounting Unit (Muhasebe kalemi) and the Great Committee of Education
(Meclis-i Kebir-i Maarif) which was composed of two departments: Daire-i /imiye,
in charge of the books of the schools and Daire-i /dare , in charge of the staff of the
schools, museums, libraries and the press.'® The Education Regulation also defined
the basic rules in education, such as the age of the children who had to be enrolled to
schools, the financial management of all levels of schools, the duration of each level
of schools the curricula of all levels of schools, the general responsibilities of
teachers, the responsibilities of the departments within the Ministry, the new
institutions that would be established in the provinces, the rules and the conditions of
the exams and the general financial circulation for education among different
institutions.”® With this regulation, the enrollment of the children to school was made

obligatory, but was this enough to spread education throughout the empire, especially

" Berker, T tirkiye de flkdgretim, 44
B1pid.
9 Kodaman, Abdiilhamid Devri Egitim, 19

0 Mahmud Cevad ibnii’s-Seyh Nafi. Maarif-i Umumiye Nezareti Tarihge-i Teskilat ve Icraat
(Istanbul: Milli Egitim Basimevi, 2002), pp. 404-439
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in the countryside where the lives of people were directed by different dynamics
which mostly derived from the economy in the most general sense?

With this regulation, teaching at primary schools became conditional on the
obtainment of a certificate issued from the Dariilmuallimin (Teachers’ Colleges) for
the imams. It seems that the aim was to bring primary schools under the control of
the central bureaucracy which was governed and directed according to the will and
the mentality of the Sultan because in this way, through the professionalization of the
teaching staff, the mentality of the center could be carried to the subjects. In the third
chapter, it will be seen that this remained as an aim, but the real case was far more
different than the aim due to the different dynamics that shaped the countryside.
Leaving this issue to chapter 3, it should be mentioned that in order to realize this
aim, there had to be sufficient number of Dariilmuallimin in different provinces.
However, the numbers of such Colleges were far from meeting the needs for all of
the empire even at the beginning of the twentieth century. The additional schools like
Dariilameliyat or Dariilmuallimin-i Stbyan failed to meet the needs because the
number of graduated teachers was insufficient for all the regions of the empire. Thus,
most of the primary level schools remained in the hands of the imams. Kodaman says
that this situation created a dichotomy in the Ottoman education system and in the
society in the long-run. However, to talk about a dichotomy there should have been
two different types of schools, but the situation was more like coexistence and
‘hybridity’ of these two.

Apart from some small changes, the next reorganization in the state structure
of education came into existence with another important Regulation in 1879 and with

this regulation the Ministry of Education was composed of five departments: the
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Department of High Schools (Mekatib-i Aliye Dairesi), the Department of Riisdiye
Schools (Mekatib-i Riisdiye Dairesi), the Department of S:byan Schools (Mekatib-i
Stbyaniye Dairesi), the Department of Commissioning and Translation (Telif ve
Terciime Dairesi), the Department of Press (Matbaalar Dairesi).?! In addition, there
were also inspectors and the Committee of Education. This organization changed
again in 1882 with the replacement of the Department of Commissioning and
Translation with the Council of Inspection and Examination (Enciimen-i Teftis ve
Muayene) and the inspectors were attached to this new department. In the same year,
the name, ibtidai, started to be used officially instead of s:byan schools and the
department became the Department of /btidai Schools (Mekatib-i /btidaiye Dairesi)
and again in the same year, the Department of Press was abolished.?

After a couple of years, the Ministry was reorganized in 1886 according to
the changes in the policy. In addition to the departments mentioned above, the Office
of the Examination of Books and Booklets (Kiitiip ve Resail Muayene Memurlugu)
and Inspector of the Non-Muslims and Foreign Schools (Milel-i gayrimiislime ve
ecnebiye okullart miifettisi) became part of the Ministry.”® The control and concern
of non-Muslim schools took a new form with the establishment of the Inspectorship
of the Rumelia Provinces (Rumeli Eyaletleri Miifettisligi), but it was abolished after
two years?*. In addition to these departments and institutions within the Ministry of
Education, some institutions were established to control all the processes in

education later in the Hamidian era, namely the Commission for the Examination of

2! Kodaman, Abdiilhamid Devri Egitim, 27
22 Unat, Tiirkiye’ de Egitim, 25
2 Kodaman, Abdiilhamid Devri Egitim, 33
*Ibid, 52
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Published Works (Tetkik-i Miiellefat Komisyonu) was established in 1896 to control
all the books according to the censorship under the leadership of the Minister®>,
together with the Council of Inspection and Examination (Enciimen-i Teftis ve
Muayene). On top of all these, in 1903, the Council of Examination of Religious
Books (Kiitiib-i Diniye ve Ser’iyye Tetkik Heyeti) was established alongside with
these two committees.

The change in the education system of the Ottoman Empire at the
bureaucratic level took place in this way more or less, however, the core of this
change was from the sibyan to the ibtidai school; replacing the old-system with the

new one, but can we talk about a real and total shift from one to the other?

A Shift From Sibyan to Ibtidai?

First of all, the basic definitions of these two types of schools should be stated. What
are the sibyan and the ibtidai? The main differences between these two were in their
method of teaching. The ibtidai school was characterized with a new method in
reading the alphabet based on the sounds of the letters which was called usul-i
savtiye. The application of the method of usul-i cedid as a new way of reading the
alphabet was decided firstly in the Education Regulation within the context of the
reform program®. This new method could be applied only through new types of
schools which had a different curriculum from the older ones. For this reason, the

Ottoman rulers tried to spread the new style schools, the ibtidai, throughout the

% Unat, Tiirkiye’ de Egitim, 25
2 Osman Kafadar, Tiirk Egitim Diisiincesinde Batililasma (Ankara: Vadi Yayinlari, 1997) , p.182
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empire. The first new style school was Numune Iptidai Mektebi, opened in the
mosque of Nur-i Osmaniye in 1872.%” The program of this school was organized
through a competition announced in the newspaper, Takvim-i Vekayi, and the
curriculum of the school was composed of these courses which can be inferred from
the participants of the competition: Elifba (the alphabet), ahlak ( the book of morals
which includes the stories about moral teaching), fezail-i fiiliye (the important events,
probably miracles of religions including Islam), kavaid-i Tiirkiye ( Turkish grammar
rules), cografya (knowledge of geography about the five continents and the Ottoman
lands), tarih (history limited to only Ottoman history), insa (knowledge about formal
writing rules that could be necessary in state service), edebiyat-: manzume (basic
knowledge about different types of poetry), sevaz-1 imla (exceptions in Ottoman
spellings), malumat-: nafia (useful knowledge) and megsk (music).?® Although the
program of the ibtidai schools changed in time, related to the concerns of the Sultan
and the Ministry of Education the program consisted of these courses at the
beginning, especially in the Hamidian era. Beside the courses, teaching was also
different at the ibtidai schools, at least in theory or at few of these schools. The
students sat on rows of benches and the teacher had a platform in front of him. The
teacher who was teaching on a platform higher than the children emphasizes the
obedience and the respect to him and to what he taught that was set by the Ministry
according to the policy of the Sultan, symbolized by the platform higher than the

children. Additionally, children sitting on orderly benches was designed to instill in

%" Berker, Tiirkiye 'de Ilkogretim,103
*1bid, 82-84.
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them the notion of order. The ibtidai schools were controlled by the Ministry of
Education.

On the other hand, the program of the sibyan schools was based on the
teachings of the Quran and once the child learned the Quran by heart, he could have
graduated from the sibyan school. The children used to sit in front of a reading desk
and repeat after the hoca. There was not a regular registration. When a parent wanted
his child to start school, he brought him to school and delivered him into the custody
of the imam. Additionally, each of these schools had their own regulations. Most of
them were wagfs and even their curriculum was set by these regulations. So,
although they were controlled by the Evkaf Nezareti in general, each of them was
governed with different regulations. Due to these characteristics, it is essential to ask
why there was a need for the ibtidai schools instead of implementing the new
methods to the sibyan schools.

The sibyan schools were controlled by the Evkaf Nezareti and Aksin Somel
states this situation and the institutional difficulties that this situation has created as
an obstacle in front of the developments of the sibyan schools, together with some
financial hindrances.?® Additionally, most of these sibyan schools were pious
foundations which were regulated by an act of foundation, therefore, it was
impossible to make any changes against the act of foundation. Furthermore, the strict
religious character of the sibyan schools that derived from their foundation principles
brought a suspicious approach to the new methods and innovations. Such innovations

and new methods could also be seen useless for a religious education. For these and

2 Seleuk Aksin Somel, Osmanli’da Egitimin Modernlesmesi (1839-1908): Islamlasma, Otokrasi ve
Disiplin trans. Osman Yener (Istanbul: Iletisim Yayinlar1, 2010), p.59

19



also many other reasons, the rulers needed new types of schools through which it
could be easier to implement the changes. The most obvious intention of the
Hamidian era was to spread these new style schools throughout the empire, because
these new style schools were under the control of the Ministry of Education as a part
of the bureaucracy which was controlled at the center by the Sultan and his
bureaucracy, at least that was the aim. Furthermore, rather than changing the
traditional and old institutions, the new schools could be more energetic consistent
with the aim of Abdiilhamid II in the way of the society that he wanted to create. In
the long run, the aim was to turn all the schools into ibtidai, but as it was stated in the
yearbook of the empire, ... because it was decided to be converted gradually (refte

refte) all the sibyan schools into the ibtidai...”*

this could be made only gradually.
Yet, first of all, a system had to be established. The change in the programs of
the ibtidai schools clearly reflect the intention of the central bureaucracy to penetrate
into the daily lives of the people. In fact, even the frequent changes in the program of
the ibtidai schools show the control over them, at least as an objective. The obstacles

in front of the objective will be mentioned in chapter 3, but before that, the changes

in curriculum will be discussed first in order to draw the picture more clearly.

The Change in the Curriculum of /btidai

Aksin Somel talks about the era of Abdiilhamid II and the impact of his reign in the

program of the ibtidai schools throughout his book. He says that the dilemma

%0« bi’l-ciimle sibyan mekteplerinin refte refte ibtidaiye tahvili mukarre idiginden...” Salname-i

Devlet-i Aliye-i Umumiye, sene 1299 (Istanbul: Mahmud bey Matbaasi, 1299)
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between the mentalities of creating loyal state officials and productive individuals at
the beginning of the creation of the ibtidai schools could be traced well in the
programs. He adds that at the beginning of the twentieth century, the weight of the
aim of creating productive individuals merging with the concerns about the Ottoman
economy and production showed itself in the curriculum of the schools in the form of
agricultural courses in the village ibtidai schools (the introduction of the course will
be examined in chapter 3 in details) although ibtidai schools maintained their
character as the place to raise state officials.* In addition to this, another
characteristic of the change in program was the change in the program to a more
conservative form (in terms of religion and censorship). The weight of the religious
courses increased day by day while the history and the geography courses were
removed from the curriculum of the ibtidai schools. For instance, in 1878, the
curriculum of the ibtidai schools was organized in the following way; Kuran-:
Kerim, ilm-i hal, tecvid, kavaid (rules of Ottoman Turkish), imla (spelling), hesap
(counting), cografya (geography), tarih (history), kiraat-i tiirkiye (readings in
Ottoman Turkish), siiliis (a writing form)®. Between the years 1891-1892, the weight
of the religious courses in the curriculum and the emphasis on Islam increased.*

A differentiation between schools in the countryside and schools in Istanbul
and other towns came with an irade about primary schools in the same period. Aksin
Somel gives the date of the reorganization of schools as 1891-2, but in an archival

document about the books which would be read at primary schools and the

8 Somel, Osmanli’da Egitimin Modernlesmesi, 227
%2 Salname-i Devlet-i Aliye-i Umumiye, sene 1295 (Istanbul: Matbaa-i amire, 1295)
Bsomel, Osmanl:’da Egitimin Modernlesmesi, 228
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reorganization of the curriculum, the date was stated as 1893.3* Although the date
was not very certain, we are still talking about the same period and an important
differentiation between the town and countryside, and thus implementation in the
countryside. According to the reorganization, education at schools in Istanbul and in
towns would last three years and the courses to be taught were: Elifba, Quran,
Tecvid, /Im-i Hal, Ahlak, Sarf-1 Osmani, Imla, Kiraat, Miilahhas Tarih-i Osmani,
Muhtasar Cografya-yr Osmani, Hesap, Hiisn-i Hat.*®> On the other hand, primary
education in the village schools were to last for four years and the courses to be
taught there were: Elifba, Ecza-y: Serife, Hesab-1 Zihni, Quran, Ilm-i Hal, Kiraat,
Hat, Kuran-: Kerim maa Tecvid, Hat ve Imla.*® As we see, there weren’t any history
or geography courses in the village schools. Probably, they were considered as
useless for the village children since village schools were still tried to be taken under
some control and discipline. Most of the village schools were in the hands of the
imams who had been educated in the new style education just in a short period of the
summer months. Hence, in the absence of this control, the courses that were
potentially dangerous in terms of containing political ideas which could challenge the
imperial political agenda were totally removed from the curriculum to prevent
possible problems. In addition to this, the reorganization shows that primary
education in the countryside was considered as something practical, which was
reflected by the introduction of the agriculture course, therefore, it was deemed

needless to fill it with irrelevant knowledge of daily life, such as history and

% BOA, BEO 275/ 20622, 2 Rebiyiilevvel 1311 (13 september 1893)

% ibnii’s-Seyh Nafi, Maarif-i Umumiye Nezareti, 278; for further information about the courses
pp.278-287.

*Ibid, 288
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geography. However, the introduction of the agriculture course was not a solution.
Furthermore, it could even become an arena for the struggle among the power
holders in the village as it will be shown in Chapter 3.

This is more or less the same period in which the state officials tried to adjust
education into the village conditions. For example, the Minister of Education Ahmed
Ziihtii Pasa offered a booklet about agriculture to be read in the village ibtidai
schools with the intention of attract the attention of the peasants to school*” (This
document will be examined in detail in Chapter 3). In this way, the rulers tried to
extend the intention behind the creation of the ibtidai schools as an intermediary to
penetrate the subjects of the Sultan to the countryside. The objective of the extension
of the ibtidai school education and the increase in the religious courses evolved in
parallel ways: to get the attention of the peasants, to discipline them through
religious courses and to make them loyal to the Sultan, who was the protector of
religion. For instance, in the booklet of the Morals (ahlak) course, obedience to the
Sultan was repeated again and again under the title of good dispositions (iyi
huylar).®

The curriculum was reorganized again in 1904. With this reorganization,
history and geography courses were removed from the curriculum®® altogether,
because they were deemed open to interpretation and thus dangerous to state. If all
these changes are taken into consideration, it is possible to talk about an alteration

parallel to the state mentality and for this reason, the ibtidai schools can be evaluated

¥BOA, Y. MTV 115/39, 22 sevval 1312 (18 april 1895)

%8 Rehniima-y1 Ahlak (kasabat mekatib-i ibtidaiyesinde okutdurulmasi maarif-i umumiye nezaret-i
celilesince tensib kilinmigdir) (Istanbul: Matbaa-i Amire, 1315) , p.4

% Hasan Ali Koger, Tiirkiye 'de Modern Egitimin Dogusu ve Geligimi (1773-1923) (Istanbul: Milli
Egitim Basimevi, 1991) , p.129
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as instruments used to bring the state mentality to the subjects. However, is it
possible to say that this objective could be accomplished like a heavenly power from
above? Weren’t there any other dynamics, especially when different regions,
specifically in the countryside, are considered? Also, was Abdiilhamid II able to
apply the policies without provincial bureaucracy from his throne at the center?
Thus, he needs a provincial level of organization to spread the organization there, but
before moving to that issue, the duality that the ibtidai education created should be
examined.

Can we talk about a conversion from sibyan schools to ibtidai in spite of all
the efforts of Abdiilhamid II? Leaving aside the countryside which will be discussed
in chapter 3, even in Istanbul, there was a considerable number of sibyan schools
even at the very end of the nineteenth century. There were 198 old-style primary
schools and 45 state primary schools in Istanbul and 13894 students were attending
these schools*. Hence, the weight of the sibyan schools can easily be seen even in
the registered data. Surely, it should be mentioned that there were lots of non-
registered s:byan schools in the remotest places of Istanbul. In addition, it was
expressed in memoirs that the sibyan schools were more widespread in Istanbul than
the ibtidai schools.** In such circumstances, is it possible to talk about a two
dimensional education system in the empire? On the one hand, we have something

new and on the other, something old and traditional and familiar to the people.

“Alkan, Mehmet O (ed.). Tanzimat 'tan Cumhuriyet’e Modernlesme Siirecinde Egitim Istatistikleri
1839-1924/ Education Statistics In Modernization From the Tanzimat to the Republic: Tarihi
Istatistikler Dizisi/ Historical Statistics Series (Ankara: Basbakanlik Devlet Istatistik Enstitiisii, 2000),
pp.53-63

* Kara, Ismail and Ali Birinci (eds.), Bir Egitim Tasavvuru Olarak Mahalle/ Stbyan Mektepleri:
Hatiralar, Yorumlar, Tetkikler (Istanbul: Dergah Yayinlari, 2005)
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First of all, at the bureaucratic level, there were two types of educational
bureaucracy with different concerns in mind. On the one hand, there was the
Ministry of Education, which ran the state mentality and on the other, there was
Evkaf Nezareti, which had more religious concerns and which tried to maintain the
positions of the imams and the old order. Yahya Kemal Kaya says that with the
reforms, education which was under the control of the ulema through the sibyan
schools, began to be taken under the hegemony of the state through ibtidai schools.*?
Besides being aware of the differences between these two types of educational
bureaucracy, can we talk about a total separation of these types? We cannot ignore
the integration of the ulema, as the cases of imam-teachers in ibtidai schools suggest.
Perhaps there were still groups that were resisting against the integration, but in fact
the existence of the ulema depended on their success in integration themselves. The
coexistence and hybridity of ibtidai and s:byan schools was like a reflection of the
situation of these two types of bureaucracies.

Having this situation in mind, it should be noted that ibtidai began to be used
as the name to cover all the schools in the documents after 1882. This could be
evaluated as the indicator of the objective to turn all types of schools into ibtidai.
However, this situation creates some problems for the researcher due to the fact that
it prevents the researcher from observing the situation in place; for instance, if a
repair job is carried out in the sibyan school or an ibtidai school is important to see,

whether the community reject or accepted the new style education. Or, for instance a

*2 Yahya Kemal Kaya, Education, Developments and Politics in Turkey (Ann Arbor, Michigan: A
Xerox Company, 1972), p.63
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demand to construct a new building for an old or new type of school also shows the

tendency of the community.

Coexistence of Sibyan and Ibtidai

Apart from these, it should also be underlined that in most of the cases, the
differentiation remained at the bureaucratic level, especially in the countryside of the
provinces because the old style education in which the imams were teaching
continued there, that is, in the region outside the boundaries of Istanbul. Hence, it is
possible to say that there is some confusion in the names according to the official
definitions. Therefore, other indicators in the education style that could give an idea
should be considered as well. For instance, in the villages, although it was officially
called ibtidai in the documents, we see that the imams were teaching there with their
certificate which they had taken from the provincial Dariilmuallimin. One of the
reasons for this was the inadequacy of the number of teachers. This resulted in the
interpenetration because as | mentioned before, the teachers who were graduates of
the Dariilmuallimin were few in number, since even the schools were inadequate to
meet the need of the empire. For this reason, the imams continued teaching with
limited knowledge of what they had acquired in a short-term summer course at the
Dariilmuallimin to get the necessary certificate. We cannot say for sure that all the
imams had gotten the certificate. In addition, thinking that the imams changed the
teaching after they got the certificate would be very optimistic. Most probably, they
continued using their methods with extra knowledge about some courses which were

had to be taught at schools.
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Furthermore, it would be very optimistic to think that the ibtidai schools were
totally different when they were first established and when they began to be spread.
Some writers who attended an ibtidai school at the end of the nineteenth and at the
beginning of the twentieth century stated in their memoirs that at their ibtidai school,
the bastinado, for instance, continued to exist alongside with the new style alphabet
teaching although it was forbidden at the ibtidai schools*, or in another memoir the
writer said that the children were still sitting on a piece of sheepskin and reading
Amme ciizii by rocking back and forth.** Thus, we cannot talk about a shift from the
old one to the new one since we have seen the coexistence of these two types, and to
some extent an interpenetration of these two. Hence, what Benjamin Fortna states is
notable: “the hybridity of the new-style schools suggests that instead of looking for
contrasts between the ‘old” and the ‘new’, we should be prepared for a continuum of
possible permutations combining elements of both traditions...”.* In a way, we can
talk about interpenetration, however, in terms of the perception of people, the
differentiation of these two types was still there. Sometimes people tried to merge
their traditions with the ibtidai schools and sometimes they resisted the schools. For
example, even in Istanbul, sending a child to an ibtidai school was seen as adopting
the unbelievers’ habits (gavur adeti benimsemek).“® The perception of Muhtar

Nasuhoglu of ibtidai education was that ibtidai education remained mostly for the

Tevfik Saglam, “Mahalle Mektebinde” in Bir Egitim Tasavvuru Olarak Mahalle/ Sibyan Mektepleri:
Hatiralar, Yorumlar, Tetkikler, (eds.) Kara, Ismail and Ali Birinci (Istanbul: Dergah Yayinlari, 2005),
p.303

* Yahya Kemal, Beyatli, “Hayatimizin Baz1 Seneleri”, Ibid, 118.

** Benjamin Fortna, “Islamic Morality in Late Ottoman ‘Secular’ Schools” International Journal of
Middle East Studies, VVol. 32, No. 3 (Aug., 2000), pp. 369-393, p.375

% Zeki Mesud Alsan, “Aydin’da Mahalle Mektebi” in Bir Egitim Tasavvuru Olarak Mahalle/ Stbyan
Mektepleri: Hatiralar, Yorumlar, Tetkikler, (eds.) Kara, Ismail and Ali Birinci (Istanbul: Dergah
Yayinlari, 2005), p.167
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people from the palace circles even at the very end of the nineteenth century*’
according to what remained from his childhood memories. Some parents were
sending their children to ibtidai school at the very beginning of the twentieth century
but in fact, they first had sent them to a s:byan school at the age of 4-5 and then to an
ibtidai school. As a result of this, the numbers showed that the coexistence
continued, even under the name of old-style sibyan schools. For instance, in
Salonika, even at the end of the nineteenth century, there were 931 old-style
schools*® which is the official number and which should be suspected due to the
unknown situation in the villages of the provinces.

Taking all these factors into consideration, we can see the limits of the spread
of education in the state controlled form. However, in order to talk about the limits,
we should be aware of how the bureaucratic institutions from the provinces to the
villages were organized. For this reason, the provincial bureaucracy with all its duties
in the spread of the education and the limits of the spread that it confronted will be
discussed. In addition to the general limits that | mentioned so far, different regions
could have had different causes of resistance but since it is almost impossible to
examine all the different regions, the situation in Salonika will be examined after

giving the basic characteristic of the provincial organization in general.

*" Muhtar A. Nasuhoglu, “Mektep Hayat1”, Ibid, 194.

*® Maarif-i Umumiye Nezaret-i Celilesi Istatistiki (1310-1311) sene-i dersiye-i maliyesine mahsusdur
(Istanbul)
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The Provincial Organization of Education System

The Bureaucratic Level

There was a need for provincial organization at the bureaucratic level so that
education could reach all of the subjects living in the empire. Such a need was stated
in the Education Regulation of 1869. To meet this need, at the provincial level, the
solution was the establishment of Provincial Education Councils, ... under the
direction of the education director (maarif miidiiri), with a Muslim and non-Muslim
assistant, staff, and inspectors to tour the province to examine operations and enforce
standards. The councils were given the state funds available for educational
purposes”.*® So, with a multi-tier bureaucracy, the aim was to control the spread of
schools and the application of the curriculums. However, the establishment of these
councils took a long time. In fact, the regulations of education at the provincial level
had to go hand in hand with the general provincial governmental organizations
because the educational organizations were a part of the general provincial
bureaucracy. For this reason, the aims to organize the provincial educational
organization could not be considered apart from the general provincial bureaucracy,
and we will see how they were directed together. Taking this into consideration, the
successive chains of organizations in the villages and the duties of the educational
organizations at different levels will be examined in the first part. Then, the thesis

will cover some occasions of tension between the provinces and the center deriving

*Ezel Kural Shaw and Stanford Shaw, History of the Ottoman Empire and Modern Turkey, Volume
I1: Reform, Revolution, and Republic: The Rise of Modern Turkey, 1808-1975 (Cambridge, New
York, Melbourne: Cambridge University Press, 1977) , p.111
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from the local conditions, and examine how the provincial authority sometimes took

responsibility.

The Provincial Education Councils and Provincial Education Directors

In the 1869 Education Regulation, the establishment of the Provincial Education
Councils, whose duties were clearly defined in the education yearbook of 1898-9
were decided.® However, these Education Councils had to be placed within the
Provincial Organization in the provinces. The provincial law of 1871 placed the
Provincial Director of Education within the provincial organization under the
direction of the Provincial Governor. The duties of the provincial governor included
monitoring educational issues and the provincial director of education was
responsible for educational matters under the direction of him.>* The educational
matters that the education director was responsible for were stated in two articles: the
first was “... to chair the Provincial Education Council, and to take care of the
current educational affairs of the province and the actual achievements (icraat-:
fiiliye) of the decided reform, and the execution of the articles of the Education
Regulation and the directions from the Ministry of Education, and the inspection of
schools and libraries and especially middle schools (idadiye) and lycee (sultani) and

high schools (aliyye), and to take care of the spending and the use of the allowance of

*0Salname-i Nezaret-i Maarif-i Umumiye, sene 1316 (Istanbul: matbaa-i amire, 1316)

*1 Mehmet Seyitdanhoglu, Tanzimat Doneminde Modern Belediyecilig¢in Dogusu, Yerel Yonetim
Metinleri (Istanbul: Tiirkiye Is Bankas:1 Kiiltiir Yayinlar, 2010), pp.69-77
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52 and the second was “the

education within the arrangement and decision...
education director delivers the achievements and reforms within the boundaries of
the province in the context of general education to the provincial governor by making
a summary of them to be presented to the Sublime Porte”.>® The Councils of which
the Education Director was the chair were designed similar to the decision-making
bodies. Thus, the educational matters at the provincial level were run by the Council
and its Director, but the Council depended on the General Council of the Province
and the Director to the General Governor. In this way, the educational matters were
tried to be organized under the provincial organizations and the governors also had to
take care of them, at least officially.

In the 1890s, the duties of the Provincial Education Directors had been
revised with an insistence on the control over schools with an instruction.>® The
instruction reflects the strong efforts to spread education, but only spreading it was
not enough. It had to be in accordance with the state mentality. Thus, the Provincial
Education Directors had to undertake greater responsibilities, and their duties were
clearly defined in the instruction. It seems that the instruction resulted from a need to

increase control. In the instruction, we see that the Directors had the authority to

control the incomes of the smaller administrative units the instruction of schools,

>2“Maarif miidiirinin veza’ifi vilayet Meclis-i Maarifine riyaset etmek ve vildyetin maarife miiteallik
mesalih-i cariyyesine ve 1slahat-1 mukarrerenin (kararlastirilan reformun) icraat-1 fiiliyyesine ve
maarif nizdimnamesi ahkAminin (hitkkiimlerinin) ve maarif nezaretinden alinacak t’alimatin tamami-i
icrasina ve merkez-i vilayetde bulunan mekteb ve kiitiibhanelerin ve ale’l-husus i’dadiye ve mekatib-i
sultaniyye ve aliyenin teftisine ve vilayet maarifi tahsisatinin (6deneginin) karar ve nizami da’iresinde
sarf ve isti’maline nezaret ve dikkat eylemek...”, Ibid, 77

53 « Maarif Miidiri bir sene iginde dahil-i vildyetde terbiyye-i umumiyyece vak’i olan icraat ve
1slahatin fezlekesini yapub Béab-1 Ali’ye takdim kilinmak tizere valiye i’ta eyler”, Ibid.

% “Vilayat-1 Sahane Maarif Miidiirlerinin Vezaifini Miibeyyin Talimat” 8 Recep 1314 ve 1
kanunievvel 1312 (13 December 1896), Diistur, Cild 7 15 Sevval 1312-14 Zilhicce 1321; 29 Mart
1311- 19 Subat 1319 (10 April 1895- 3 March 1904)
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including the teachers and the schoolbooks®®, which shows us that the sphere of their
authority and their duties were expanded. Hence, the instruction can be seen as a
push from the center to the provinces to spread education and to increase control
while having in mind the dominant concerns of the Ministry and the Sultan.
However, spreading them independently without considering the local dynamics was

very hard to achieve. These will be discussed in detail in Chapter 3.

Expanding the Organization To The Smaller Administrative Units

Returning to the development of the organization at the bureaucratic level, it should
be noted that besides giving the authority to the provincial centers, further
organizations were needed in order to reach local levels deeply. For the sub-divisions
of the provinces, the reforms were applied according to the decisions taken by the
Provincial Committees. For instance, at the sancak level, it was stated that the
Administrative Council of Liva (Liva Idare Meclisi) had to carry the decisions to the
kaza and the kaza to the nahiyes.”® Hence, it seems that the reforms from above and
the efforts symbolize the aim of penetration into the society. Furthermore, the need to
find quick solutions to educational matters resulted in the precautions taken by the
center and the obligatory directions that needed to be applied to the smaller units of
the provinces. On the other hand, four members of the Council of Elders will

represent the village, at the nahiye level.>” These four members had to bring local

*Ibid.
% Seyitdanlioglu, Tanzimat Déneminde Modern Belediyeciligin Dogusu, 91-92
*"Ibid, 93.
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matters to the Nahiye Councils to make the final decisions, however, the decisions of
the County Councils would not be conclusive. Instead, they were allowed to be
applied only if the kaza governor permits.>®

After the provincial level, educational matters were included in the duties of
the Councils only at the smallest level: the village. Although there was not much
details, the Councils of Elders in villages were responsible for all educational matters
in the village®, including the maintenance of schools and the attendance of the
students.®® Although it was agreed that the Council of Elders would decide on
educational matters at the village level, in the Provincial Regulation, it seems that
educational issues were governed from the top to the bottom because the
representativeness of smaller levels were limited, except the relationship between the
village and the nahiye level. It seems that the application of the reforms through
these organizations was the primary concern regardless of knowing what was going
on at the smaller levels of the provincial organizations. A report presented to
Abdiilhamid IT by the Minister of Education Ahmed Ziihtii Paga implies that the
application of the reforms from above did not work. Instead, the local conditions had
to be taken into consideration.

In 1895, Ahmed Ziihtii Pasa presented a report about the situation of the
village primary schools to Abdiilhamid II in order to make the necessary
reorganizations at primary schools. He claimed that there were several interruptions

at the village level which caused the education at this level to decline. He says that

*|bid.

*bid, 95

%0 BOA, Y. MTV. 37/56, 1 cemazilahir 1306 (2 february 1889)
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because most of the children of the peasants worked on lands during the agricultural
season, a reorganization of educational terms was regarded as necessary. Ziihtii Pasa
listed the necessary arrangements that needed to be done, and in the sixth article he
said, “Although regular attendance to schools is obligatory, the attendance of the
children who are to work on the lands of their fathers during the agricultural season
will be regulated by the Education Commissions according to the conditions”.**
However, we cannot know whether this was applied or not. Most probably it was not
because the situation was already under the control of the communities and they
continued their way regardless of the arrangement. But this is important because until
that period the situation in the villages were ignored by the center and the regulations
came from above.

To return to the bureaucratic organizations in the administrative units of
provinces, the early organization included these levels. The establishment of the
Provincial Education Councils was ordered and Aksin Somel says that the formation
of the administration of the provincial education in the form of Provincial Education
Councils was not the result of a central policy, but rather, they were the result of the
efforts of Provincial Governors, prior to 1881.%

When it came to the Hamidian era, in which they tried to spread education as
quickly as possible and apply the reforms as far as possible, the existing
organizations could not meet the needs. At the provincial level, the establishment of

the Councils could not deal with the wide-range problems and works in the

81 “Okula devam mecburi ise de ziraat mevsiminde ebeveynine yardim ile miikellef olan kdy
cocuklarinin devami maarif komisyonlarinca duruma gore bir kaideye alinacaktir”; BOA, Y. MTV
115/39, 22 sevval 1312 (18 april 1895)

% Ibid.
34



educational sphere and the Councils were separated into two departments in the
1890s: the Department of Education to carry on routine bureaucratic activities and
the Committee of Education to deal with the local educational problems.®® Apart
from the terms of duties, the main difference between the two was that the
Department had to consist of only Muslim Turks, whereas the Committee was a
mixture of Muslims and non-Muslims.®*

These departments were not sufficient to spread education as far as the
provinces. The educational organizations in the smaller governmental units were
necessary. Aksin Somel points out the committees of education (maarif enciimeni or
komisyonu) and smaller governmental units of them for further development in the
spread of education in the provinces during the 1890s.% As he has depicted them,
they were like the smaller organizations of the Provincial Education Councils in the
provincial centers®, but since they were unable to reach smaller governmental units,
such committees were designed. However, the actual dates were questionable
because like the Provincial Education Councils these committees depended on the
will of the communities, and even their establishment depended on more local
conditions. Aksin Somel emphasizes that with the establishment of these committees
and councils, the center aimed at getting the local notables to participate in the
educational process with their financial power, however, the process worked totally
differently from the intention of the Ministry. With the establishment of these

councils, the local powerful people took possession of the local incomes which were

®Ibid, 29.
% Kodaman, Abdiilhamid Devri Egitim, 44
% Somel, Osmanli’da Egitimin Modernlesmesi, 137
*Ibid.
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supposed to be spent on educational expenses. In some cases the local notables even
managed to abolish the Committee. For instance, in Drama, they prevented the
establishment of the Committee for five years.®” Such cases will be examined in
detail in Chapter 3. Either, instead of abolishing the committees, they could become
co-members of different committees. In this way, they could supervise and use the
incomes. Such interpenetration reflects the educational situation. For instance, in the
Salonika’s Provincial Yearbook of 1889-90, the deputy fiscal director of the kaza
(mal miidiirii) was also in the Education Committee of the Yenice kaza. Again in the
same yearbook, we see that in the Tikves kaza, Hac1 Kazim Bey and Sinanzade Ali
Aga were in the Council of Public works (nafia komisyonu) and the Education
Committee.®® In the Salonika’s Provincial Yearbook of 1893-94, in the Ustrumca
kaza, Hasan Efendi was in the Chamber of Trade, Agriculture and Industry and he
was also in the Education Committee. In Zihne kaza, the head of the Chamber of
Trade, Agriculture and Industry and the head of the Education Committee were the
same person. Again in the same yearbook, the head of the Education Committee in
Praviste kaza was the member of the Commission of Pious Foundations.®® In the
Salonika’s Provincial Yearbook of 1902-3, we see that in the Sarisaban kaza, Ali
Sezai Efendi was the head of the Agricultural Bank fund (Ziraat Banka Sandigr) and

member of the Education Committee.”® Unfortunately, we cannot follow these

®7 «“Miilhakat-1 Vilayet”, Asir, No: 85, birinci sene, 16 muharrem 1314- 15 haziran 1312 (27 june
1896) , p. 3

%8Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur (Selanik: Vilayet Matbaasi, 2 rebiyiilevvel 1307)

%9Salname-i Vilayet-i Selanik. 1315 sene-i hicriyesine mahsus. On besinci defa olarak (Selanik:
Selanik Hamidiye Matbaasi, 1315)

"°Salname-i Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene-i hicriye 1320, on yedinci defa olarak
(Selanik: Selanik hamidiye mekteb-i sanayi matbaasi, 1320)
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people to the village level, but we know that these people were responsible for the

reforms in the countryside.

The Provincial Education Inspectors

As part of the provincial organization, the inspectors should also be mentioned. In
the Education Regulation of 1869, the inspectors were included into the system under
the central organization of the Ministry, and also, they were placed under the
authority of the Provincial Education Director at the provincial levels. After the
Education Regulation, the Office of Inspectors was established on 16th September
1869 under the Education Council and this Office included the Inspectorate of the
Sibyan and Riigdiye Schools of Rumelia and the Inspector of the Sibyan and Riisdiye
Schools of Anatolia’®. The inspectors were in charge of inspecting the schools,
reforming the buildings, spreading the newly opened riisdiye schools throughout the

empire as well as the instructions and the teaching staff. ”®

Bayram Kodaman states
that the main role of these inspectors was to provide coordination between the
provinces and the center, like a bridge between the local communities and the
governors in the Ministry.” The system was appointing the inspectors from the

center to certain provinces to get information about the situation. Kodaman

emphasizes that some difficulties including the ignorance of people prevented an

I Berker, Tiirkiye 'de flkdgretim, 76
2 Kodaman, Abdiilhamid Devri Egitim, 92
“Ibid.
" Kodaman, Abdiilhamid Devri Egitim, 92
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efficient inspection.” Can we still say this after we take the local practices into
consideration? The notion of ‘ignorance of people’ seems very similar to the point of
view of most of the inspectors who reported their observations to the center, but was
everything so simple that we can summarize the situation with the ignorance of
people?

An independent Office of Inspectors was established under the Ministry in
1887.7° This was probably the result of the increasing control over schools according
to the state mentality and of the effort to provide a more rapid spread of education. In
addition, as it can be inferred from the instruction issued in 1890 for the inspectors,
the aim of the Ministry was like an upper state control over the local institutions.
According to the third article of the instruction, the inspector had the authority to
control the Provincial Education Councils. Thus, they were appointed as the
representative of the state.”” In 1892, the Education Inspectorate of the Rumelia
Provinces (Rumeli Vilayetleri Maarif Miifettisligi) was established. This was
probably established as a separate institution to increase the focus on the region
according to the governing concerns of the Ministry and the Sultan. Since the sole
charge of the inspectors was a detailed surveillance of the situation of education in
the villages and to report the results to the Sultan and Ministry to increase the spread
of the ibtidai schools in the region. In the reports the situation could be seen in detail.
This means a further and in-place control through this additional source of

information. The Department was abolished two years later, but the inspectors

Ibid, 92-93.
"Ibid, 94.
"bid, 95.
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appointed to the provinces continued to work and some inspectors’ reports survived
providing information about the perception of the inspectors and of the situation,

especially in the countryside.

The Reports of the Inspectors, Members of Education Councils and Education

Directors

Some of the inspectors relied more on the economic side of the problems, such as
lack of income or the budgetary problems, or some concentrated on health
conditions, some focused on the absence of schools and the attendance problems,
others focused on the effects of parents’ attitudes on the attendance of the children
whereas some others were concerned with the general situation of the schools in the
villages. The inspector of Salonika depicted the general situation of schools in the
countryside of Salonika in 1901.”® The main points in his report are the enrollment of
the children and the factors that affect the enrollment. He attributes the greatest role
to poverty. Although he does not directly mention this point, his references to
poverty over and over reflect this. Then, he depicts the general situation of schools
which, according to him, could hardly be called schools. Another important point
which he stresses is this common concern of all inspectors and the Education
Directors: the lack of religious knowledge among the people. They see education as a
way to give the necessary religious knowledge which they believe is crucial to
raising good subjects and people. This was in a way the reflection of the official

discourse, because in the moral schoolbooks, we see the same causality between

® BOA, MF. MKT. 589\31, 22 recep 1319 (4 november 1901)
39



religion and being a good person with good dispositions. Besides, he also focuses on
the economic problems of education and talks about alternative ways for educational
expenses and here again, he attributes a great role to the rulers for the spread of
education. It is important that here, the inspector was aware of the situation in which
the rulers put most of the financial burden on the communities regardless the
financial condition situation of the people. Furthermore, he says that the rulers had to
take responsibility to have real and successful results. Hence, here, we see that the
inspector tried to monitor the conditions in the villages and it is possible to say that
he did not simplify the situation by labeling them as ignorant.

Ten years after this report, another inspector in Erzurum observed the
situation in the countryside.” First of all, he mentions the lack of teachers, which
kept schools empty. Additionally, he gives some numbers about the schools in the
villages and he says that in the villages, it is hard to talk about the spread of
education. On the one hand, he accuses the system, though not explicitly, and on the
other hand, he relates the problems to people’s disinterest. He says that the children
work on their parents’ farms instead of going to school because the parents are not so
much familiar with education. He further states that they are reluctant to give money.
In this way, he blames the parents for affecting in a negative way the disciplined and
regular attendance of children to school. He also talks about an interesting case in
which the community sent the teacher back.

In addition to the reports of the inspectors, we also have the reports of the
members of the Education Councils and reports of Education Directors about the

local educational conditions. For instance, a member of the Council in Salonika

" BOA, MF. HTF 1/62, 29 zilhicce 1328 (1 january 1911)
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wrote a report to the Inspector®® and in this report we see that the main concern of
that member was to constitute a proper and stable budget for educational expenses. It
can be inferred from the same report that the relationship between the provincial
budget and the central budget and the transfer of the incomes to the center
constituted the main problem in educational issues. As someone at the top of the
pyramid at the provincial center the main concern was the income of the center,
rather than the local problems and people.

Among the reports written by the Education Directors, the most important
one was the report written by Radovisli Mustafa Bey.® In this report, he depicts the
situation of the schools in the countryside and he underlines the informal education
given by the imams. His most important concern seems to be the distribution of the
incomes, such as the income coming from the boats on the Vardar River to
educational causes in alternative ways. In this way, it is possible to say that he also
regards economic difficulties as the main obstacle in the spread of education and he
tries to take responsibility as a representative of the state. Besides, in his report, we
also see that the most important effect of the absence of education is people’s
ignorance about their religion and the Ottoman language. Aksin Somel calls this
relationship between religion and the language as the proto-national case in which

religion and nationality were not differentiated.?? In this situation, we can say that

80 BOA, TFR. I. SL. 1/59-2, 25 Ramazan 1320 (26 december 1902)
81 BOA, Y. MTV. 37/56, 1 cemazilahir 1306 (2 february 1889)

82 Aksin Somel, “Maarif Miidiirii Radovisli Mustafa Bey’in Raporlar1 ve Miislim ve gayrimiislim
egitimi: II. Abdiilhamid Devri Selanik Tasrasinda Maarif Meselesi (1885-1886)”, Tarih ve Toplum
Yeni Yaklasimlar, Giiz 2005, pp.113-147, p.130
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Mustafa Bey considered the situation and the people from a point of view which was
not independent from the general discourse of the rulers at the center.

Taking all these into consideration, to what extent can we talk about an
efficient spread of education? As we have seen, even the local officials were
somewhere in between the local situations and the central concerns. For instance,
none of the inspectors-at least the ones that have been considered for this thesis- or
the Directors talked about the local dynamics and communal organizations in the
villages which have effects on the entire sphere of the lives of people including
education. Why the imams were educating the children, the fact that the hierarchy
among the people living in the villages derived from agricultural knowledge, the
notables of the villages and their effects on educational matters through the Council
of Elders, all of which will be discussed Chapter 3, were not present in the reports.
Rather than understanding the dynamics that govern the lives of people in various
ways, the reports were like snap-shots of the villages at a certain time. For this
reason, the reforms often seemed strange to the people. Therefore, there occurred a
conflict between the people and the local officials and between the local ruler who
was mostly in-between due to his confrontation with local issues and the Ministry.

The central organization, the Ministry, tried to regularize the situation in the
provinces and most of the time, enforced the reform programs to be applied. The
program was applied through provincial institutions. Therefore, we should look at the
conflicts between provincial institutions and the central ministry and also how these
conflicts and the situation in the countryside were expressed in the reports of the

officials.
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The efforts to apply the reforms came from above, but it is possible to see the limits
through the reports written from the provinces. One of the main problems that
limited the spread was financial difficulties. In the Ottoman education system the
expenses of ibtidai schools needed to be met by evkaf-: miinderise (the income from
the religious wagqfs that lost their basis of existence) and by the community. The
provincial governor of Aydin wrote a petition to the Ministry and asked for the
Ministry to finance the salaries of the teachers.®® The response from the center
emphasized the problems in the payment of teachers’ salaries from the center without
asking reasons for budgetary problems and without considering the local problems
that the provincial governor had faced. However, according to another document,
because the salary of the teacher could not be paid by the community and because
these regions were sensitive ones, the Minister approved the payment of the teachers’
salaries from the central budget of the Ministry.®* So, it seems that the concerns of
the ministers or the central bureaucrats set the policy of the Ministry, rather than the
concerns of the provincial governors, which shows the gap between the center and
the provinces. It seems that the provincial governors or the educational organizations
in the provinces were seen as the hand of the central bureaucracy to apply the
necessary reforms in their agenda. However, on some occasions concerning different
problems, the local conditions were taken into consideration in the decisions of the
Ministry. For instance, according to a petition which came from the Education

Council in Salonika, the community in Doksad village complained about the teacher

8 BOA, MF. MKT. 237/ 27, 10 rebiyiilahir 1312 (11 october 1894)
$BOA, MF. MKT 716/6, 1 rebiyiilahir 1321 (27 june 1903)
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for interrupting the local business.® In this case, the Minister decided to act on
behalf of the community, perhaps not to break the balance. In another case, the
conflict between the provincial organization and the central one, and only the effort

to apply the reforms regardless the reasons seemed much more clear.

According to a petition written by the provincial governor to the Minister of
Education,® the communities in Sokol and Bayasall1 villages in Salonika did not
want the teacher in their villages and they did not send their children to school.
Consequently, the Ministry decided to send the teacher to another village, since it
seemed that the presence of the teacher would not lead the children to go to school.
Although the Minister accepted the situation, the Ministry stated that in time another
teacher would be appointed and the community should encourage their children to go
to school as education was compulsory. The reason behind the rejection of the
parents to send their children to school was mentioned neither in the petition of the
Council nor in the response coming from the Ministry. Therefore, we can say that the
agenda was to impose the conditions set by the central rulers who were unaware of
and even disinterested to the local situation rather than understand the local
conditions causing the situation. Actually, this represents the gap between the center
and the provinces and the failure of the provinces to act as a bridge between the
people and the center.

We have seen different decisions coming from the central bureaucracy. What
provided the differences? Was it the fact that different problems- for instance, the

primary concern could be financial issues for a period- were included among the

$BOA, TFR. I. SL. 37/3667, 12 safer 1322 (28 april 1904)
8®BOA, MF. MKT. 826\66, 18 zilkade 1322 (24 january 1905)
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primary concerns of the Ministry? Or was it the fact that the priorities of the Ministry
changed from time to time according to the policy of the Sultan or did it depends
totally on the concerns of the Ministers who positioned differently according to
various problems? These are difficult to answer at this point, since they require
deeper and detailed research to compare the responses, however, it is important to
ask these questions in order to highlight the gap and conflict between the provinces
and the center. While the responses came from the centre elucidated the conflicts
between center and provinces and the central attitude towards the provincial and
local issues, the reports of provincial officials set forth their perception of local
situation and give some clues about the conflict between the provincial officials and
local people.

Some reports written by officials from different levels concentrated on the
ignorance of the peasant communities. The general tendency was to relate the
situation there to peasant ignorance which the peasants were willing to preserve
despite all the efforts of the center. Sometimes, they also remained ignorant outside
of their will. For instance, in the report of the inspector of the Erzurum province?’, it
was stated that the peasant parents left their children ignorant consciously in spite of
the efforts of the center and they even forced the teacher to resign and did not send
their children to school as a result of their ignorance. Hence, the perception of the
inspector about the people living in the countryside could not exceed his elitist point
of view. Instead of questioning why these people did not send their children to school
or why they did not want the teacher, the situation was evaluated by the inspector as

the result of such attitudes of the local communities. In the report, the inspector

S"BOA, MF. HTF. 1/62, 29 zilhicce 1328 (1 january 1911)
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mentioned the need of schools, but it seems that the inspector was talking about the
need against the will of the community according to the state policy to spread the
education. Of course, we cannot say that all of the reports ignored the living
conditions in the villages. The report of the Provincial Inspector of Salonika, which |
mentioned before is a good example of this. But still, the reports were far from
revealing the main cores of village lives. In another report which focused on the
ignorance of the peasants again the reporter mentioned that the state should pay
attention.®®

Thinking about the point of view of the officials, we should also consider
their background. These officials were very much driven by the Enlightenment
ideology as Deringil quoted from one of them says: “The people of a country without
education are like so many lifeless corpses, not benefiting humanity in any way...”.%°
Seeing education as something so crucial made education the primary of concern of
officials and led them to ignore other things when there were conflicting issues. But
still, we should note their intermediary role in the expansion and therefore, the in-

between position with people and the central authority attributed them a crucial place

in this process of application.

Conclusion

In this chapter, | tried to draw a line from the center to the provinces and villages to

show how the centrally planned reforms depended on local organizations. There was

88 BOA, Y. EE.. 11/4, 10 kanunievvel 1314 (22 december 1898)
¥hid, 98.
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a reform plan from the center, but the will of the Sultan or the agenda of the Ministry
of Education was not sufficient to spread the reforms. There was a need for
provincial educational organizations which could carry the necessary reforms to the
smallest part of the empire. However, even the will and the efforts of the provincial
organization were not sufficient to extend the reforms because local dynamics and
the acceptance of people played a crucial role. The dynamics of village life shaped
people’s ways of living including education. The fundamental dynamics in a village
life were determined by economic conditions usually shaped by agriculture which
was the dominant economic activity that most of the Ottoman population living in
the countryside was engaged in. In other words, as Ismail Hakki Tongu¢ summarizes
the situation ... living entities and the nature and the natural events constitute the
grains (nesi¢) of the weave of life. These elements influence both each other and the
schools...”.%

Having this picture in mind, | asked in what ways agriculture affected
education in the villages and to what extent do we have a close relationship between
agriculture and education? In order to consider the situation in more depth, | needed
to narrow my research to a specific area, so | have chosen Salonika as my focus
while having references to other regions. My basis of research was Salonika because
the city of Salonika was the place where the usul-i cedid movement started almost at
the same time as and in relation with Istanbul. The encounter of Muslims with
foreigners and non-Muslims and the relatively high level of the non-Muslim

education in contrast with the inadequacy of the Muslim state schools must have

%0« hayat orgiisiiniin nesiclerini canli varliklarla tabiat ve tabiat hadiseleri teskil etmektedir. Bu

unsurlar hem birbirlerine hem de okula tesir yaparlar”; I. Hakki Tongug, T.C. Kiiltiir Bakanligi
Ilkokul Ogretmen Kilavuzlar: No.8 Koyde Egitim (Istanbul: Devlet Basimevi, 1938) , p.179
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been a driving role in the reforms. Hence, the curious reformers tried to make
something for education. This was the situation in the city, but can we say the same
things for the countryside? In this way, we can even see the difference between the
city and the countryside: in the countryside, the spread of education depended on
other factors, mainly economic ones. Furthermore, Salonika was one of the most
prosperous cities in the empire. Due to tobacco cultivation, for instance, peasants got
richer, but was this enough for the spread of education or could the increase in
wealth of people be the necessary incentive for the peasant parents to send their
children to school? In order to see the situation clearly, it is first necessary to touch
upon the agricultural characteristics of the region so that it would be possible to show

how much they were crucial in the lives of people, which is the subject of Chapter 2.
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CHAPTER 3
SALONIKA

Salonika was a demographically mixed region. This characteristic of the
region determined on the one hand its appaearance and on the other its destiny, since
the region became the arena of national struggles among these ethnic groups that
lasted from nineteenth century until the seizure of the city by Greece.

According to the provincial yearbook of Salonika in 1307, the numbers of the ethnic
groups was as the following: Muslim 494,656; Greek 243,991; Bulgarian 222,316;
Jewish 37,174.** Hacisalihoglu gives the numbers of Ottoman population based on
the census in 1904 as: Muslims 1,508,507; Bulgarians 896, 497; Greeks 307,000;
Serbians 100,717; Vlachs 99,000.% However, the actual numbers of these ethnic
groups are problematic, because the population numbers became a mainstay in the
national claims, thus, all the ethnic groups tried to prove their majority in comparison
to other ethnic groups. Furthermore, Arslan says for the Drama sancak that, for
instance in the 1888-9 population census, the numbers were problematic, because the
people who lived in unreachable regions and the nomadic tribes were not counted.”
Having these problems in mind, the numbers draw a picture of an ethnically mixed
region. These ethnicities struggled against Ottoman Empire and against each other

for the hegemony of the province. The fear derived from these national struggles

*! Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur (Selanik: Vilayet Matbaasi, 2 rebiytilevvel 1307)

%2 Mehmet Hacisalihoglu, Jon Tiirkler ve Makedonya Sorunu (1890-1918) (istanbul: Tarih Vakfi Yurt
Yayinlari, 2008), p.35

* Ismail Arslan, Selanik 'in Golgesinde Bir Sancak: Drama (1864-1913) (Istanbul: Bilge Kiiltiir Sanat,
2010), p.55
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among the ethnic groups became a part of the lives both in the countryside and the
city.

However, Salonika was not a region of fear and ethnic fights. “Selanik [...]
was the city as one of the laboratories of city reforms that were applied in the context

9% and it was

of the strategy of the Empire’s in the second half of the 19" century...
“one of the Eastern Mediterranean port cities that was a candidate for development
under the influence of the strengthening relations with Europe as of the 1840s and
under the influence of modernization”.” Anastassiadou depicts Salonika with these
sentences. She says that in this context of development and modernization, Salonika
was one of the richest cities in terms of the numbers of schools®®. However, in the
countryside, the penetration of modernization, the development and the spread of
schools were related to other dynamics. They were in a close relationship with
agricultural production. In its broadest sense, the development and the spread of
schools had a very close and, in a way, a mutual relationship with the economic
development in its most general meaning since the economic conditions in which
people lived were determined by their income from the economic activity that the

people living in the countryside dealt with and most of these people dealt with

agriculture.

** « Selanik [...] 19. yiizyilm ikinci yarisinda Osmanl iktidarimn imparatorlugu yenileme stratejisi
icinde uygulamaya koydugu sehir reformlarinin labarotuvarlarindan biriydi”; Meropi Anastassiadou,
Tanzimat Caginda Bir Osmanl Sehri: Selanik (Istanbul: Tarih Vakfi Yurt Yaymlari, 2001) , p.3

% <« 1840’lardan itibaren Avrupa ile iligkilerin giiglenmesinin ve modernlesmenin etkisi altinda
biiytimeye aday Dogu Akdeniz liman sehirlernden biriydi”; Ibid.
*Ibid, 4.
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As Tevfik Giiran has stated about the empire in general, “Economic and
agricultural development were closely related to each other”® because such a rural
society could mostly be occupied with agriculture. For instance, in the sancak of
Drama, the total population was 256,000 and the population living in the countryside
was 207,000 whereas 49,000 people were living in the center of the Drama kaza™
according to the consulate reports from which ismail Arslan has quoted. There were
about 1939 ¢iftliks and villages in the countryside of the Salonika province. The
number of the population living in these villages and the ¢if/iks was approximately
715,000% around the years 1890 and 1894'% out of the overall population of 996,298
as was stated in the provincial yearbook of the same periods.*®* The number has a
margin of error, but still it indicates that a considerable proportion of the population
was living in the countryside. In addition, the population living in the countryside
was mostly occupied with agriculture. Therefore, in this thesis, the focus will be on
agriculture and its effects on people’s live including education, which is the central

issue of this thesis, however, first of all, the countryside of the province should be

s “Ekonomik ve zirai gelisme birbirleriyle yakindan alakalidur”; Tevfik Guran, 79. Yiizyl Osmanli
Tarimi Uzerine Arastirmalar (Istanbul: Eren, 1998) , p.63

% fsmail Arslan, Selanik’in Golgesinde Bir Sancak: Drama (1864-1913) (Istanbul: Bilge Kiiltiir Sanat,
2010), p.121

% | have found the number by summing up the population numbers of the centers of the kazas and
sancaks and then deducting the sum from the overall population number basing on the data in the
yearbook of 1311 and 1307. However, because some of the data were missing, | have rounded the
sum. Hence the number is not a certain one but an approximate one; Salname-i Vilayet-i Selanik.
Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda tab olunmustur (Selanik:
Vilayet Matbaast, 2 rebiyiilevvel 1307); and Salname-i Vilayet-i Selanik. Onikinci defa olarak vilayet
istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye mekteb-i sanayi matbaasinda tab ve temsil
idilmigtir (Selanik: Hamidiye Mekteb-i Sanayi Matbaasi, 1311).

'®The details of the number could be found in the yearbook; Salname-i Vilayet-i Selanik. sene-i

hicriye 1311, on ikinci defa olarak vilayet istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye
mekteb-i sanayi matbaasinda tab ve temsil idilmistir (Selanik: Hamidiye Mekteb-i Sanayi Matbaasi,
1311).

191 salname-i Vilayet-i Selanik, 1307 sene-i hicriyyesine mahsus Selanik Vilayeti Salnamesidir.
Onuncu defa olarak vilayet matbaasinda tab olunmustur (Selanik: Vilayet Matbaasi, 1307)
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introduced in terms of agricultural characteristics so as to have a look at the
relationship.

In order to understand the countryside in detail, this chapter will provide
some factual information and firstly, the general agricultural characteristics of
Salonika will be discussed. These cover such points as what was produced and under
what conditions. The second point to be discussed in this chapter is how agriculture
was governing people’s lives, that is, to what extent agriculture formed people’s
lives, to what extent agrarian activities were central in people’s lives and in our case,
how education was related to an agrarian economy. Finally, the numbers of schools
in the countryside which will give us an idea about the situation of education will be
evaluated before going into the details about the relationship between the dynamics
of the production process and the development of education in the next chapter. The
aim of giving these details is to see the elements of the general question: in what

ways could agriculture and economic conditions affect education in the villages?

The General Character of Agriculture In The Region

The first striking feature of the Ottoman peasants was their use of primitive
agricultural methods according to Tevfik Giiran: “...the agricultural tools were
primitive. There was not much benefit from the methods of fertilizers and good seeds
which could increase productivity”.*%* For such a community which was governed by

traditional tools and methods, the adoption and acceptance of new methods was

102« tarim araglari iptidai idi. Giibre ve iyi tohum gibi verimliligi arttiric1 girdilerden pek

yararlanilmazdi”; Giiran, /9. Yiizyil Osmanli Tarumi, 69
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difficult. Agricultural knowledge and methods were something that was hereditary
from father to son and something that was learned from the elders of the village. For
this reason, someone from the village trying to apply new methods or someone trying
to teach them new methods were not welcomed (bin yillik ren¢berligimizi bize mi
sgretecek?).® In addition to this, Donald Quataert says that the peasants were
resistant in their production methods and doubtful about innovations.'® Thus, due to
this tendency of the majority of the peasants, the application of traditional methods
continued. In fact, the underlying reason for this was that for the majority of peasants
who were cultivating their small plots of land the adoption of new methods was a
matter of finance, so it was hard for them to adapt to new methods as Tevfik Giiran
has pointed out: “... it was hard for the small agricultural producers who had
insufficient capital equipment to adopt modern and advanced agricultural
methods”.'® May Diaz has also stated “Within the local context the peasant’s
economic goal is to use his resources- land and its natural products, labor, water and
sun, and his knowledge of technology- to maintain his family directly rather than to

. . 1
use the products of his labor as an investment for a money return”.*®

193 Hakk1. Maarif-i umumiye yahud bir ¢ift¢inin miitalaadan istifadesi. Pp.19-20, Hidmet gazetesine
tefrika suretiyle derc olunmustur (n.p: n.p, 1312)

194 Donald Quataert, Anadolu'da Osmanli reformu ve tarim, 1876 — 1908 (Istanbul: Tiirkiye Is

Bankas1 Kiiltiir Yaynlari, 2008)

105« sermaye donatimu yetersiz olan kiigiik isletmenin modern ve ileri tarim metodlarint

benimsemesi oldukea gligtiir”; Giiran, /9. Yiizyil Osmanli Tarimi, 81

1% May N. Diaz, “Introduction: Economic Relations in Peasant Society” in Peasant Society: A Reader
(eds.) Potter, Jack, May Diaz and George Foster (Boston: Little, Brown and Company, 1967), p.51
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The Financial Features of Agriculture

According to the provincial yearbook, there were 262 ¢iftlik villages registered out of
a total of 1939 villages'®’, and in some of these ciftlik villages, the populations were
6, 5, 10 or 20. For instance, in the Kavala kaza, the populations of two ¢iftlik villages
were 7 and 4 and in one of the ¢iftlik villages of Kesendire kaza there was only one
house.’® Although there could be some more that were not registered, the number
could not much exceed the registered one, and we could say that the dominant form
of cultivation was carried out by the small farmers. These small farmers did not have
sufficient capital to make further investments since most of them were doing
subsistence farming as Giiran has pointed out. In fact, they had to do it inevitably
due to the burden of the expenditures. Giiran lists the expenditures of a small farmer
as “...one fifth for the taxes, two fifth for the consumption expenditures [bread: 213
piastre, butter: 22 piastre, other food stuff: 84 piastre, clothes: 122 piastre, other
monetary expenditures [which included again food mostly]: 119 piastre]'* and the
remaining two third was for the producing expenditures [seeds: 402 piastre, wages:
54 piastre, renovation expenditures: 89 piastre, animal feeding expenditures: 25

piastre]*'® ™ In such a situation, the peasants could not gain and save much for

197 salname-i vilayet-i Selanik, sene-i hicriye 1311, on ikinci defa olarak vilayet istatistik heyet-i
tahririyesi tarafindan tertib ve hamidiye mekteb-i sanayi matbaasinda tab ve temsil idilmistir (Selanik:
Hamidiye Mekteb-i sanayi matbaasi, 1311)

198 hid.
109 Giiran, 9. Yiizyil Osmanl Tarimi, 92
10pig,

ML« beste biri vergi ddemelerine, beste ikisi tiiketim giderlerine [ekmek: 213 gurus, yag:22 gurus,

diger yiyecekler: 84 gurus, giyim:122 gurus, diger nakdi harcamalar [yine beslenme i¢in ayriliyordu]:
119 gurus] ve geriye kalan beste ikisi de {iretim harcamalarina [tohum: 402 gurus, licret 6demeleri: 54
gurus, yenileme giderleri: 89 gurus, hayvan yemi giderleri: 25 gurus]”; Ibid, 91
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further investments. George Foster says: “Most peasants were poor, and they had to
struggle desperately for their small share of the economy and other goods available
in their village”.™? Issawi calculates the expenditures and the income of the peasants
and states that the cost of cultivation to the owner for rice paddies was 98 piastre **
and for other crops (wheat, rye, etc.) it was 63.5 piastre per doniim™* and he
calculates the net profit from wheat as 27 piastre.'*®

Hence, the low income from agricultural activities could affect the position of
the peasant parents towards education in such a situation because, after all, it is a
matter of subsistence. How the economic situation affected the positioning of the
peasants towards education will be discussed in Chapter 3. Nevertheless, under the
light of this data indicating the economic situation of the peasants owning a small
farm, it is important to examine what was cultivated in Salonika, how their

productivity was and how much income the peasants earned from these products.

The Agricultural Products

According to the yearbooks of the province, the main agricultural products of the

Salonika region are basic foodstuffs''®; such as wheat, barley™’, corn, rye, crown

2 George M. Foster, “Introduction: Peasant Character and Personality” in Peasant Society: A Reader

(eds.) Potter, Jack, May Diaz and George Foster (Boston: Little, Brown and Company, 1967), p.297

3t should have been 94.

114

Charles Issawi, The Economic History of Turkey 1800-1914 (Chicago and London: The University
of Chicago Press, 1980) , p.226

3 pid.

1% Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmusgtur, 2 rebiyiilevvel 1307 (Selanik: Vilayet Matbaasi, 1307)

171 the yearbook they are called hinta (wheat) and sa 'ir (barley) as the local usage; Salname-i
Vilayet-i Selanik (Vilayet Matbaasi: Selanik, 1303, 1307, 1311, 1315, 1318, 1320, 1322, 1324, 1325)
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vetch, lentils, oat, rice in the husk, millet, beans, and grape. The percentage of the
cultivation of these basic foodstuffs per the total cultivated lands are as follows:
barley 25%, wheat 22% (mostly in Salonika, Yenice, Kopriilii, Avrathisari, Siroz,
Zihne, Drama), corn 21% ( mostly in Salonika, Yenice, Katrin, Avrathisari, Petrig,
Nevrekop, Drama), rye 19% (mostly in Nevrekop, Kopriilii, Langaza, Petri¢, Razlik),
oat 9% (Avrathisari, Salonika, Nevrekop, Langaza, Kesendire) millet 2% (Kesendire,
Vodine, Langaza, Siroz, Kavala), rice in the husk 1% (Karaferye, Vodine, Ustrumca,
Zihne, Drama), other productions 1%.*8

The plantation season of these stuffs changed from region to region. Wheat
has two types; one is the winter wheat and the other is the summer wheat.™® The
summer wheat was cultivated in relatively cold regions and it was planted in April,
and winter wheat was cultivated in relatively hot regions and planted in the middle or
at the end of October.*® In some regions, the winter wheat was planted from
September until the end of October and in some places it was planted until the
middle of October whereas in some other places, it was not planted before the end of
October.'?! This was determined according to the temperature. “In Thrace, the

99122

plantation of wheat extends to the months of October or November”*“ as Mehmet

Olug mentions in his book about Thrace, but the season can change according to the

18 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)

9 Hiiseyin Kazim. Ilmi ve tatbiki ¢iftcilik dersleri sinif- ibtidaiye mahsusdur: Devre-i mutavassita
devre-i aliye(3 ila 6), maarif nezaretinin en son ibtidai simiflarina gére yapinugtir (Matbaa-i Hayriye
ve Sirketi: Dersaadet, 1331)

1201 pig.

121 «“Bygday Ne Zaman Ekilir?” Ziraat gazetesi, No: 28, 11 Sevval 1325- 4 tesrinisani 1323 (17
october 1907)

122 Mehmet Olug, Trakya Ziraat Ekonomisi (Istanbul: ismail Akgiin Matbaasi, 1946) , p. 66
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temperature. The weather conditions of Salonika could be comparable to those of
Thrace: so were the plantation periods.

The work did not finish with the plantation of the wheat seeds. At the end of
April, the farmers had to weed their farms and in the season of reaping (orak
mevsimi), the mature plant had to be reaped.’*® From one acre of good ( ‘a/d) soil, 8
kilos of wheat “was attained” (husule gelir)*?*, 4 kilos from poor (“Gdi) soil and 6
kilos from average soil. For instance in 1307 (1889-90), the overall product was
354,011,904 kiyye from 614,604 acre lands on which wheat was cultivated and it cost
309,760,416 piastres.’* However, it was stated that a large part of the total amount
coming from the overall income of the products was spent on the peasants’ local
requirements (ihtiydcat-1 mahalli).**® Thus, we have a period from October until
April, which coincides with the educational period. Can we say that these
agricultural works impeded the education of the children? With a simple prediction,
we can say that the children would help their parents. The effects of this situation
will be discussed in details in Chapter 3.

In addition to wheat, barley was another important basic food-stuff for the
peasants. Barley has also two types; winter and summer. “In Thrace, it was planted
beginning from fall until the end of February”.**” In Salonika, probably the season
resembles that in Thrace. According to the provincial yearbook of Salonika, the

productivity of barley was 10 kilos per acre on good soil and 5 kilos per acre on poor

123 Kazim, IImi ve Tatbiki Cift¢ilik Dersleri

124 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)

Zlbid.
%bid.
127 «gonbaharda baslamak iizere subat sonun kadar...”Olug, Trakya Ziraat Ekonomisi, 77
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soil the average of production was 8 kilos.*?® In 1307 (1889-90), barley was
cultivated in 729,965 acre of lands in Salonika and the production was 379,581,800
kiyye which worthed 237,238,625 piastre.*

Other than wheat and barley, rye, oat, corn, millet and rice in the husk were
important products in Salonika. The productivity of rye was 6 kilos per acre on good
soil and 3 kilos per acre on poor soil whereas on average soil it was 5 Kkilos. It was
cultivated on 564,650 acres which gave 271,032,000 kzyye and this cost 169, 395,000
piaster, in 1307(1889-1890)."® Oat has also two types; the winter one was planted in
October, mostly in November but in high and cold places, it was planted in the spring
(in March or April)."*! In Salonika, it was probably planted in October or November,
in the spring time depending on the temperature. On a good soil, 8 kilos of oat per
acre could be produced whereas on a poor soil it was 4 kilos per acre. The average
production was 6 kilos.*** In 1307 (1889-90), oat was cultivated on 239,653 acres of
land which gave 89,150,000 kzyye of products and it cost 55,719,322 piastre. Corn
was cultivated in a relatively high temperature since it needs more temperature and

133

humidity than wheat.”** On a good soil, 10 kilos of corn per acre and on a poor one 5

kilos per acre could be cultivated and the average was 9 kilos.*** It was cultivated on

128 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)

129 1hid.
130 1hig.

131 Hiiseyin Kazim, Cifici cocugu: Koylerdeki ve kasabalardaki ibtidai ve riisdi mekteblerinde,
idadilerin ilk yillarinda okutturulmak iizere yazilmistir. Miidafaa-i milliye cemiyeti tarafindan tabb ve
nesr ettirilmistir. Meccanen verilir (Istanbul: Matbaa-i Hayriye Sirketi, 1331-1329)

132 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)

133 «Olug, Trakya Ziraat Ekonomisi, 81

134 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)
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604, 376 acres of land in Salonika. In 1307 (1889-90), the total production was 522,
180,864 kiyye which cost 326, 363, 040 piastre.** Millet was especially important in
the feeding of animals which is crucial when plowing the fields. The productivity of
millet per acre was as follows: 10 kilos per acre on a good soil, but on a bad soil the
productivity changed dramatically: 3 kilos per acre.**® On average, the productivity
was 5 kilos per acre for millet.”®” In Salonika, millet was cultivated on a relatively
small amount of land. The total amount of land was 47,415 acres that gave
17,069,400 kiyye of millet. Its cost was also few than the others: 8, 534,700 piastre.
In addition to millet, the rice in the husk was also cultivated in Salonika as basic food
stuff though it was not as widespread as the other products. The suitable fields were
anyhow limited because it was planted on the riverside. On one acre of field, 150

kiyye of rice in the husk could be cultivated*®

which was, in fact, a high amount. It
was cultivated on 26,273 acres of land which gave 3,284,125 kiyye of product that
cost 4,926,187 piaster.**

Thus, we see that beside the economic conditions that agricultural work
created, the planting of the plants and the agricultural work they required throughout
the season overlapped with the education period. Based on this situation can we say
that the parents should have left their children out of this work in order not to prevent

their education even though the work was so heavy for them? Furthermore, the

peasants should have believed the necessity of the education for their lives to choose

31bid.
3%1bid.
1bid.
138 |bid.
bid.
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education rather than employing their children on farms. However for most of the
peasants, they are the instructor of their children and what was needed for education
was learned from farms.

In addition to the basic foodstuffs, Salonika was famous for its industrial
plants such as tobacco, cotton, opium, sesame, linen, hemp, red pepper and grapes.
Sericulture was also mentioned among the industrial plants in the yearbooks as one
of the most important productions of the province'“°, but the most important ones
that will be examined are opium, tobacco and cotton. All of them, especially tobacco,
were important because they affected the lives of peasants in various ways such as
the role in the peasants’ lives of the different agents and their intervention into
agriculture. For instance, imams were the tax collectors and the tobacco

k**! and in

commissioners in the villages as Tahsin Uzer has mentioned in his boo
addition, they were teachers in most of the villages. Hence, the whole process was
resembled a circle of chain in terms of their effects on people’s lives. Chapter 3 will
focus on this point in details.

Opium was cultivated in more than 20,000 acres in the province and Tikves
was the region where it was mostly cultivated. Some other regions were Kopriild,

Ustrumca, Siroz, Petric, Toyran, Gevgili and Menlik .**? The overall opium

production in the province was 40,280 okka, half of which was produced in the

140 1higd.

%1 Tahsin Uzer, Makedonya Eskiyalik Tarihi ve Son Osmanli Yonetimi (Ankara: Tirk Tarih Kurumu,
1979), p.32

142 salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)
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Tikves region. The income coming from opium was 8,000,000 piaster.** The
cultivation of opium was not widespread in the 1880s, however, it spread gradually.
Among the industrial plants, tobacco was the most widespread and crucial in
terms of the economic conditions of peasants. Salih Zeki says that the most suitable
conditions of lands for tobacco cultivating are the fields that are open to northeast,
facing south, on slightly inclined ridges, on little hillsides and low hills.*** The
process of tobacco cultivation was a long one. First the field had to be plowed. The
first plow was in the fall after the soil was fertilized, the second was the at the end of
the winter, the third one was with black plough or with plough in the spring just
before the tobacco seedlings were planted and the peasants having a tractor would
have had more benefits if they fallow the land.'* The tobacco seedlings were firstly
planted to seed beds in places having soft weather from the middle of December to
the end of February and in relatively cold places, from the fifteenth of February to
the middle of March.'*® Then the tobacco seedlings were planted mostly in the
spring. In Salonika, the seedlings were probably planted in June because Zeki has
stated that the tobacco peasant immigrants from Rumelia continued to plant the
tobacco seedlings even until the middle of June in Izmir as they used to do back in

147

Rumelia™", whose temperature was not much similar to that of Izmir and as Zeki has

further emphasized this caused the immigrants to harm the tobacco products.

%3 pid.

Y4 salih Zeki, Tiirkiye de Tiitiin Ziraat, Sanat ve Ticareti (Istanbul: Cumhuriyet Matbaasi, 1928) ,
p.32

“1bid, 47.
148 1bid, 59
“bid, 79.
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Tobacco was cultivated in Salonika in 58,490 acres.*® Sarigaban, Drama,
Kavala, and Praviste were the regions where tobacco was mostly cultivated and
Geuvgili, Siroz, Nevrekop, Cuma, Kesendire and Zihne were the following regions.**
But the production in the Drama, Sarisaban, Kavala and Praviste regions was one-
third of the overall production and the most valuable tobacco was the one from
Sarisaban. According to Salih Zeki, the productivity rates of tobacco plants were as
follows: 50-70 kilos small-leaved tobacco per acre of field, 80-100 kilos middle
leaved tobacco per acre and 130-150 kilos large-leaved tobacco per acre.* In the
provincial yearbook, the productivity of tobacco per acre was given as 60 kyye and
each kiyye of tobacco was sold on average for 15 piaster by the producer peasants.™!
The overall production was 3,509,400 and the income coming from this production
was 52,641,000 piaster between the years 1898-9.1>? Regarding the income of the
producer peasant, Issawi talks about the sharecroppers in 1865 as “... a 5-acre
tobacco farm worked by the two families required an outlay of £17 [approx.17,170
piaster] by the landlord and £15 [approx. 15,150 piaster] by the peasants, and after
payment of the tithes, brought a profit of £80. 10s.0d.,[approx. 88,100 piaster] which

was shared equally by the landlord and peasants”.*** Hence, the remaining part was

£25 (25,250 piaster) for two families and it was £12.5 (12,500 piaster) for one

%8 But it was growing from day to day according to the consulate reports that ismail Arslan quoted:;
Avrslan, Selanik’in Gélgesinde Bir Sancak: Drama, 317. However, in the later provincial yearbooks
the increased amount of land was not stated.

91hid.
150 Zeki, Tiirkiye 'de Tiitiin Ziraat, Sanat ve Ticareti, 152

151 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)

32| pid.

*3Issawi, The Economic History of Turkey, 208. The currency is; 1£ = 1,1 Ottoman Lira = 1000

piastre
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family. Despite these conditions, some of the peasants who cultivated tobacco had a
chance to make money from its sale, since this was the most demanded export
product when they had a just tobacco commissioner and could establish a
relationship with a just merchant, although Tahsin Uzer mentions opposite cases as
discussed below.

Tobacco was very important to the entire Salonika region as most of its
production was exported. Due to this fact, especially the community of the Drama
sancak got richer in time as Tahsin Uzer mentions in his memoirs. But, besides being
a money making product, tobacco fits the rules of a Muslim life very much according
to Arslan because it had to be harvested in the daybreak time, which is the time of
the morning prayer for Muslims.>* He says that the non-Muslims were not engaged
in tobacco cultivation so much, which was not totally true as Soctarets Petmezas
mentioned in his article the importance of tobacco for Greece’s economy in the
nineteenth and twentieth centuries.*® Yet, tobacco cultivation was very hard work
for the peasants as it required labor-intensive farming. On the other hand, the income
was more problematic than its cultivation, especially when the commissioners
entered into the picture. As | previously mentioned, the commissioners could be the
imams of the villages. Tahsin Uzer tells about the cruelty of the imam of Lestan
village as a tobacco commissioner.**® Another imam called Hact Muhammed Efendi

of the Cura village “... tyrannized the peasants in collecting the share of treasury

%4pid, 356

1% Socrates D. Petmezas, “Agriculture and Economic Growth in Greece, 18701973 in Agriculture
and Economic Development in Europe Since 1870 (eds.) P. Lains and V. Pinilla (London : New York
: Routledge, 2009)

156 yzer, Makedonya Eskiyalik Tarihi, 32
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from one eighth of the harvest of the village”.®" In addition to the imams, as Tahsin
Uzer has said there were also the agas of the village and the nahiye'*® who bought
from the producer in the villages and sold them to foreign merchants. Thus, they
acted as an intermediary and the problem derived from their intermediary situation
since they and the merchants had to gain money from this business and to make
money, they bought the tobacco from the producer for a cheaper price than its worth.
He talks about a case in which a commissioner buys the tobacco for the cheapest
price and he manages to do this in some tricky ways but the peasant does not
understand the trick.™® ismail Arslan talks about a method of the intermediaries to
buy the products from the peasants, called selem, which was widespread in the
Drama region in the nineteenth century.*®® This method was based on an oral
agreement made for the not-yet harvested tobacco at a certain price. Arslan says that
this method was used mostly on behalf of the merchant and the intermediaries to
increase their incomes.'®*

In addition to the role of the imams as intermediaries, their products were
sold at a higher price than the ones of the ordinary producer as Talip Apaydin states
in his book.'®? Since the book was a literary work and thus was subjective, it is
necessary to support it with primary sources. And the ideological background of the

writer should be noted. Considering these, the book is still important to draw a

157« k&yiin harmanlarindan alinan sekizde bir hazine hissesinin toplanisinda yapmadik zuliim

birakmadigi...”, Ibid, 41.
“*Ibid, 60

Ibid.

10 Arslan, Selanik’in Gélgesinde Bir Sancak: Drama, 281

' Ibid.

192 Talip Apaydin, Tiitiin Yorgunu (Istanbul: Cem Yaymevi, 1975) , p.14
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picture of the countryside, when supported with other primary sources. The reason
behind this privileged situation of the agas was probably their intermediary role and
relationships with the buyers. Thus, considering all this information about the
tobacco producing process, it should be emphasized that the income from tobacco for
the peasants was in a very complex situation and in our case, education was also
influenced from this situation in terms of the income of the peasants, the roles of the
imams as tobacco commissioners and the teachers and the heads of the council of
elders. In addition to the imams, the agas were also in this picture as tobacco
commissioners and members of the councils. Therefore, the effects of tobacco (i.e.
the economic situation, the heavy work that it requires and the complex relationship
that it creates in the villages) took their places among the other factors that affect
education. This will be discussed in details in Chapter 3.

In addition to tobacco, cotton is another plant that was very important for the
peasants living in Salonika. It was cultivated in the province in 110,140 acres and it
was mostly cultivated in the Zihne and Siroz regions, where one-third of the products
was cultivated.'®® The regions following these two are Timurhisari, Menlik, Drama,
Petri¢, Kesendire, Avrathisari, Ustrumca And Yenice. The productivity was 50 okka
per acre and one kiyye was sold by the peasant for 5 piaster.’®* The annual product

was about 5,500,000 okka which gives 27,539,250 piaster income to the province.'®

163 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur, 2 rebiyiilevvel 1307(Selanik: Vilayet Matbaasi, 1307)

1841 pid.
1851 big.
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In the region of Drama, there were two kinds of seeds as Arslan has

d.%® One was the American seed and the other was the local seed. The

mentione
American seed was cultivated after May. The local seed was cultivated from the
middle of March to the middle of April according to the weather conditions of the
place.’®” According to Hiiseyin Kazim, the seeds ripen in about 130-150 days and the
harvest season comes in July or in August'®®, however, Arslan gives a different

date.™®® On the other hand, the American seed was harvested 10-15 days before the

local one.*”® Thus, it is clear that the harvest season changed from July to September.

The works in Agricultural Season

As we have seen, the peasants had to work for a long period to cultivate the plants.
As Hiiseyin Kazim mentions, the period starts in the spring and he says that the
spring has a lot of work in which the peasant gets prepared for the reap season,
extracts the weeds in the crop field, plants the summer crops to the fallowing lands
which he prepared in the winter and waits for the summer.*"* Summer was mostly the
harvest season and in the fall, the soil was tilled and new plants were prepared for the
next season. As we have seen, the work of a peasant begins from the spring and

continues until the fall. James Reilly made a yearly schedule of the working periods

166 Arslan, Selanik’in Gélgesinde Bir Sancak: Drama, 309
187 Kazim, Ciftci cocugu
1%8bid.

1%9 He mentions the harvest season as the month of september; Arslan, Ismail. Selanik’in Gélgesinde
Bir Sancak: Drama, 311

Ibid.
171 s 3
Kazim, Cifi¢i cocugu
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of Palestinian peasants which probably resemble those of the peasants living in

Salonika not in terms of the products, but in terms of the yearly work that had to be

done:

November/ December: preparatory ploughing

December/ January: ploughing and sowing the winter crops
February: first prepatory ploughing or summer crops (sesame and
dura)

March: second prepatory ploughing for summer crops, sowing chick-
peas

April: sowing dura, third prepatory ploughing for sesame

May: sowing sesame, uprooting grass and overturning the earth near
sesame seeds

June: barley harvest, bean and fenugreek harvest

June/ July: bean and chick-pea harvest

August: dura harvest

September: dura harvest

September/ October: threshing dura and sesame

July through October: scattering and sifting the wheat"?

Although the types of crops and the beginning as well as the ending periods of

cultivation could be different, the length of the work must have been similar. Hence,

the peasants had to work hard in such a long period and they had to work for long

hours so as to have a good season in terms of production. Tevfik Giiran depicts the

situation with numbers: “at the beginning of the 20" century, 314 hours of work was

required starting from the preparation of the soil to the cultivation and the harvest of

the product on one hectare of land. This took 40 days with a work of 8 hours a day

on average”.'" 40 days, as Giiran says, was probably the total number of work days

for the process of harvest because as we have seen, the whole work of cultivation

needs a large season extending from mostly April to November, which requires

172)ames Reilly, “The Peasantry of Late Ottoman Palestine”, Journal Of Palestinian Studies, Vol. 10,
No: 4, Summer 1981, pp.82-97, p.87

173 <

... yirminci yiizy1l baglarinda 1 hektarlik tarlanin, topragin ekime hazirlanmasindan {iriiniin

kaldirilmasina kadar yapilan tiim isleri igin 314 is saati gerekiyordu”; Giiran, /9. Yiizyil Osmanl
Tarum, 87
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waking up early and physical labor in the field. In his book, Talip Apaydin tells the
story of a tobacco peasant who became insane due to the work on the tobacco
field."

Such an intense labor requiring the hard work of all family members (who
owns a small or middle sized-farm), especially the work of the sons who would be
the heirs of the father caused the peasants to form communities and organize all
spheres of their lives according to this agricultural work. In fact, the work of a
family’s son or sons was very important to the village community: he “... takes on

his father’s work: he knows how to harvest the crops...”.}"”

How Agriculture Govern the Lives of People: Based on the Observation of A

Traveler, Frederick G. Abbott

In the Ottoman villages, mostly, the peasants were engaged in agriculture, as Tevfik
Giiran also agrees on.'’® For this reason, in most of the Ottoman villages the lives of
the community were governed by the rules of agriculture. As May Diaz has
mentioned “His [peasant’s] actions and choices must be very directly related to the

natural sources of land, water, weather and sun [...] he is close to nature”'’’ because

Y74 Apaydin, Tiitiin Yorgunu

175 Tomas Hofer and Edit Fel, Proper Peasants, Traditional Life in A Hungarian Village (Chicago:
Aldine Pub. Co., 1969) , p.122

176 Giiran, 19. Yiizyid Osmanli Tarimi, 116

177Diaz, “Introduction: Economic Relations in Peasant Society”,50
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“peasants obtain their livelihood predominantly from the land by cultivation of crops
and raising livestock”.1"®

George Frederick Abbott, a British traveler and an author in the Macedonia
region, has observed the lives of the non-Muslim Macedonian peasants. Abbott says
that “Time among the peasantry of Macedonia is measured not so much by the
conventional calendar as by the labors [...] seed time, harvest and vintage [...] some
of landmarks in the peasant life”.*"® These are landmarks for the peasants like the
beginning of the year in the conventional calendar. Their year begins and ends with
agricultural activities. Time was formed according to the works that had to be done
for cultivation. As | previously mentioned, in the story of a tobacco cultivator that
Talip Apaydin tells, from the wake up time until dinner time, everything was set by
the harvest period of tobacco. That is, the family could eat their lunch when the
harvest of the day ended.® As the times of the days were set according to
cultivation, the months of a year also had a different meaning for the peasants due to
the cultivation as Abbott has observed.

The names of the months were different among a peasant community. They
were set by what they meant to the peasant in terms of their agricultural work. He
says, for instance, they call February as the “Great Long Month” when they ...

59181

prune and trim the trees and vines”™"" and among the peasants its name was “‘Vein-

sweller’ because during this month, the veins of the earth are swollen with water”.182

8Frank Ellis, Peasant Economics: Farm Households and Agrarian Development, second edition
(Cambridge: Cambridge University Press, 1993) , p. 7

1 Abbott, G. Frederick. Macedonian Folklore (Cambridge: University Press, 1903), p.11

180 Apaydin, Tiitiin Yorgunu

'8 Abbott, Macedonian Folklore,13

182|hid, 14.
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This shows us how sensitive the peasants were about what was going on in nature
and when this was happening. Actually, this sensitivity derived from their
agricultural work which requires knowledge about nature and the soil. They were
also sensitive about the weather which provides the necessary conditions for
agricultural work and a good season. Even the religious matters were strongly related
to weather and agricultural activity. For instance, on the 2" of February, there was
the feast of the Purification of the Virgin and “The weather which prevails on that
day is expected to last for forty days™.'®® After February, “During the first days of the
month [March] the peasants [...] rise early in the morning and hurry to the
fields...”."® The busy period of the peasants starts with March and as we can see,
their time to wake up and the rest of the day had to be formed according to the work
in the field. In addition to the importance of March to the peasants, as it has been
stated previously, the weather conditions were crucial to them. The unstable weather
of the month was also the subject of adages;

March, like a baby spoilt, is full of whims:
At times he cries, at times with fun he brims®

June has also another name among the peasants according to what the peasants do as
agricultural work in this month: it “... is known as the ‘Harvester’ because the
harvest begins in it. In fact, it is the beginning of the busiest time in a peasant’s

year...”."® For instance, July “... is known as the ‘Thresher’ to the peasant as the

®Ibid.
%1bid, 16.
®Ibid, 22.
%bid, 50
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threshing of corn begins in this month...”.*¥" September is “... the ‘month of

189 and November

vintage*”® October is “... the commencement of seed-time...
“... 1s known as the ‘Sower’ par excellence. Sowing is so essentially a characteristic
of the season... “.** Hence, the agricultural work of the month sets the meaning of
that month and how it is called among the peasants.

The agricultural works were so crucial to the peasants that they became the
subject of adages. For example, as Abbott says, in an adage which was widespread

among the peasants, the importance of sowing in October was emphasized:

If in October, you forget to sow,
Expect a passing scanty crop to now**

As we see, the agricultural work was so central in the lives of the peasants that the
elders felt the need to transmit their advice to next generations. Additionally, this
shows that agricultural knowledge was a traditional one transmitted from the elders
to next generations. The necessary work to be done for the month could be the
subject of adages so that other generations would learn a lesson from an experience.
The older generations felt the need to transmit their knowledge, since they are
important and crucial and needed to be shared with the future generations.
Sanctifying this traditional knowledge over the scientific and learned one creates the
conflicting situation, as will be shown in Chapter 3

In addition to the adages, the festivals were organized according to the

agricultural season and the agricultural work. Edmund Spencer says ““ [The

¥71bid, 59.
1881bid, 64.
%bid, 66.
190 1bid.
% 1bid.
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Agriculturists] celebrate the advent of spring, and the last day of the harvest.. 192

since the end of the harvest was like the end of a year and the coming of a new one
for them. The communities celebrate important events in their lives and as we see,
even the celebrations of the peasant communities were formed according to
agricultural practices. In addition to these celebrations, some of the religious festivals
were affected by these practices. Especially the days of saints could easily be related
to the fertility of the soil. For instance, as Abbott mentions, “the great Christian feast
of Resurrection- redemption and universal renovation-should fall at the time of the
year when Nature herself is awakening...”.**® Another example could be shown from
the month of September, the “Day of St. John”, as Abbott talks has mentioned. The
importance of this day was that the peasants did not eat any meat and grapes and “in
return, the pious peasant expects the saint to protect him against fevers”.'** The
period of the day falls at the period of the harvest and the eve of the new plantation
of the seeds. A much clearer example belongs to the month of November. Abbott
says that “Sowing is so essentially a characteristic of the season [the season of
November], and it concerns the peasant so nearly that even religion is forced to enlist
the prevailing spirit in its service. The virgin whose feast occurs on the 21 [...]
generally goes by the name of ‘Patroness of the Seed-time™'**. As we see, agriculture
was so crucial for the peasants at that period that the religious festivals were related

to it and expectations revealed themselves on this day. The expectation revealed

192Edmund Spencer, Travels in European Turkey, in 1850 : through Bosnia, Servia, Bulgaria,
Macedonia, Thrace, Albania, and Epirus; with a visit to Greece and the lonian Isles ...(London:
Colburn & Co., 1851), p.219

% Abbott, Macedonian Folklore, 25
“*Ibid, 65.
' Ibid, 66
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more clearly on another religious day: “On the 18" is held the Feast of St. Plato the
Martyr [...], whose name ingenious ignorance was transformed into St. Plane-tree
[...]. This is a very important date in the weather-lore of the coast especially. It is
said that this holy day witnesses all known kinds of meteorological vicissitude”.*®
So, as we see, even religious festivals were somehow related to nature and the
peasants who were living according to the rules of nature because of the agricultural
activity made this relationship exist in themselves, as Diaz claims, “calendar
customs, weather omens [...] rituals, which are part of peasant culture [...] attests to
his awareness of participating in an ecology”.*” The expectations from the feast days
were mostly related to productivity and a good season. They were mostly displayed
in the form of adages or turned into practices. In this way, we can see that all the
spheres of the lives of peasants were affected by agricultural practices rooted in the
past. According to Abbott, this strong relationship shows that the old pagan practices
survived among the peasants, but leaving aside questioning the source of the
practices which is irrelevant to our issue, these practices show us the strong inter-
relation between the religious faiths of that period and the agricultural activity.
Agricultural work was so central in the people’s lives that they call the stars
with the name of the tools they use. “... the Great Bear [...] is called ‘Plough’ [...],
and the different parts of that implement furnish names for other groups of stars, such

as the “Yoke’ [...], the ‘Plough-feet’ [...]...”.*8 The stars were also the address of

their expectations for a good harvest like the days of Saints. “... great attention is

8 |pid, 67.

197Diaz, “Introduction: Economic Relations in Peasant Society”, 50
% Abbott, Macedonian Folklore, 70
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paid by the peasants to the conditions attending the setting of this constellation [of
Pleiades], and from those conditions are drawn omens as to the quantity of the
forthcoming crop and fertility of cattle. If it sets in a cloudy sky, it is said to portend
a rich harvest”.*®® As we see, all the things around them were related to agriculture
and the tools they used. Agricultural work was their way of life. Therefore,
everything revolved this.

So far, we have seen to what extent and in what ways agriculture and the
economic activities of the villagers could affect education: through the economic
conditions that it creates, through the seasonal overlapping, through the complex
relationship it created within the villages and the same relationship determines
educational issues in the villages through the institutions. In addition, we have seen
to what extent agriculture influenced and shaped the lives of the peasants, which
create a specific world of thoughts. Thus, where and how could we locate the
education of children in such a life and in such an economy where “the first concern

»200 and where the

of the productive units is to grow food crops to feed themselves
main concern to provide this was working for a better harvest? How was it provided
by the peasants? Chapter 3 will cover this point and the complex relationship, but as
we see above, the agricultural practices were so dominant in the peasants’ lives that
everything in their lives carries the influence of agricultural rules and education,

especially the one that was tried to be provided by the central system, could not be

isolated from the influence of the agricultural practices. As a compromise, an

199 1hid, 71.

?% Daniel Thorner, “Peasant Economy as A Category in Economic History” in Peasants and Peasant

Readings (ed.) Shanin, Teodor (Harmondsworth: Penguin Books Ltd., Baltimore: Penguin Books Inc.,
Ringwood: Penguin Books Australia Ltd., 1971), p.206
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agricultural course was introduced to make education and schools attractive for the
peasants. Nonetheless, this created another problem by threatening the traditional
order of the villages with new scientific knowledge against traditional knowledge
although it was considered as something that could attract the village people by the
rulers at the beginning. The struggle between scientific and traditional knowledge
will be discussed in Chapter 3.

A part of the attempt to introduce such a course was to raise the school
numbers which were remarkably low because the increase of the school numbers was
strongly related with the interest of the village people in schools. Therefore, the aim
was to encourage the peasant parents to send their children to schools, however, the
introduction of the course was not enough for the delicate balance and complex
relationships between agricultural production and education in villages. Was the aim
of the center enough to spread education? Before talking about the situation of
education in the villages and its spread, it is necessary to focus on the numbers to get

an idea of the situation and to know what we are talking about.

Number of Schools

According to the reports of the inspectors about the Salonika region on different
dates, there weren’t any schools in most of the villages. The ones that existed were in
such a bad condition that no one would call them a school. In 1895, despite the report
of the provincial education director of a village in which he stated that the teaching,

the administration and the health conditions of all the schools [that he inspected]
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were suitable®”, Radovisli Mustafa Bey claimed in his report, written in the same
year, that in most of the villages there weren’t any schools. For Tikves, he underlines
that at the center of the nahiye and in relatively big villages there were schools, but
they can hardly be called schools and for the province, in general, he says that it was
even hard to find someone literate in the Muslim villages and they did not even know
the religious practices.’®® Shortly after this, another inspector stated similar things
about the ignorance of people. He says that in the villages and nahiyes, a man who
can read the Quran a little pretends to be a scholar.®® In the same period, the
provincial inspector of Salonika stressed that there weren’t any schools in almost all
of the villages.”* In addition to that report, another inspector also mentioned in his
report that in the villages there weren’t any schools, and those in the nahiyes were in
a regrettable situation.?® In addition to these, there were also writings in newspapers.
In Zaman, a peasant parent complains about the absence of teachers in the
countryside and he says that because there weren’t any schools in the countryside, he
made his child work on his land and tried to educate him with an imam at home that
he paid.”® Although this article belonged to an early date, the situation did not
change much as we have seen above from the archival data. Thus, primary schooling

was in a very bad state even at the end of the nineteenth century. Was that a general

21 BOA, MF. MKT. 246/22, 24 recep 1312 (21 january 1895)
22BOA, Y. MTV. 37/56, 1 cemazilahir 1306 (2 february 1889)
28BOA, Y. EE.. 11/4, 10 kanunievvel 1314 (22 december 1898)
24BOA, MF. MKT. 589\31, 22 Recep 1319 (4 november 1901)
25BOA, TFR. I. SL. 1/59-2, 25 ramazan 1320 (15 december 1903)

206«Selanik ahalisine bir numune”, (ibret). Zaman, No:177, dordiincii sene, p.3, 27 ramazan 1293- 4
tesrinievvel 1291 (16 october 1875)
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exaggeration of the inspectors because they idealized the situation or was the
situation as bad as they had complained and reported?

As far as the numbers are concerned, firstly, it should be noted as a caution
that the number of schools in the countryside includes a debate in itself because of
the tendency to count the new-style ibtidai schools, especially at the end of the
nineteenth century and to register the government-made schools to the yearbooks.
These problems will be discussed in detail in this chapter.

297 some numbers for the

The first detailed document from which we can infer
countryside was the yearbook of the Salonika province in 1303 (1885-6).2%
Nevertheless, using this document only cannot be adequate to have an idea about the
progress in the number of schools. In order to draw a picture, it should be compared
with the numbers given in the yearbooks of the following years.?®® Hence, these
numbers are the result of this comparison. The numbers are shown in the tables
below for each sancak.

Based on the numbers given in the provincial yearbook of 1300s, the numbers
are as follows: in the kaza of Salonika, there were 103 ¢iftliks and villages, but

except the schools whose names were mentioned in the in the education yearbook,

we do not have any information to estimate a total number of schools in the kaza.?*

207) yse the verb infer, because | found the numbers of the primary schools in the countryside by
following the method: | deducted the number of schools in the center of the kaza that were mentioned
in the Salonika yearbook of 1311 from the number of the schools in the 1303 yearbook in which it
was mentioned the overall numbers for each kaza. Therefore, the numbers are not certain, but they can
give us a notion about the situation in the villages.

2% Salname-i Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene 1303, defa 9.

299 | have compared with the numbers in the yearbook of 1311; Selanik Vilayeti Salnamesi. Onikinci
defa olarak vilayet istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye mekteb-i sanayi
matbaasinda tab ve temsil idilmistir, 1311.

?1% salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda
tab olunmustur (Selanik: Vilayet Matbaasi, 2 rebiyiilevvel 1307)
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In 92 villages and ¢iftliks*** of the Yenice-i Vardar kaza, there were 73 Muslim and
non-Muslim primary schools (including the sibyan schools and the new-style ibtidai
schools). In the education yearbook only four of them were mentioned: the ibtidai
schools in Karahamza and Kasablar (1293)?'?, Bagkdyii (1300) and Tristenik
(1305).%"* In 1312, two ibtidai schools were added to the 73 schools: Fostan and
Gayriste (1312).2* As we see, the numbers cannot be based on education yearbooks
only because according to the education yearbook, in the countryside of Yenice-i
Vardar kaza there were only 6 primary schools. The remaining ones were probably
stbyan schools and they were not counted and registered among primary schools. The
difficulties in estimating a total number of primary schools will be talked about
below in a while.

The opening and the spread of schools did not take place according to the
density of the population of villages because we know that some places where there
were no schools were more populated than some other places where schools were
opened. For instance, the population of Karahamza was 234, but there were more
crowded villages such as Kadilar with a population of 474 and Goémiince Ciftligi
having a population of 2522.%" The spread of schools depended on the will of the

community of the villages and there were such villages according to the

21 In the 1311 yearbook the total number of the villages of the kaza became 89; Selanik Vilayeti
Salnamesi. Onikinci defa olarak vilayet istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye
mekteb-i sanayi matbaasinda tab ve temsil idilmistir (Selanik: Hamidiye Mekteb-i Sanayi Matbaasi,
1311)

22The number in parenthesis was the date of their establishment.

23 Salname-i nezaret-i maarif-i umumiye. Birinci sene, 1316 sene-i hicriyesine mahsus (matbaa-i
amire: Istanbul, 1316)

24 pid.

215 Salname-i Vilayet-i Selanik. Onikinci defa olarak vilayet istatistik heyet-i tahririyesi tarafindan
tertib ve hamidiye mekteb-i sanayi matbaasinda tab ve temsil idilmistir (Selanik: Hamidiye Mekteb-i
Sanayi Matbaasi, 1311).
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216

documents=, or there were some villages in which schools were opened by personal

efforts®!’

and some peasant parents’ tendency to send their children to school was, as
the writer talked over his protagonist peasant, as a result of their belief that their
children would develop their agricultural activity after they received education.?*®
Whether the proximity of these villages played a role in the spread of schools is
another question that should be asked. Frederick Frey gives an example on this: in
one the communities “shun the schoolteacher [...] while [...] similar masses in a
comparable region do exactly the opposite”.?*® He says that it would be wrong to
expect the neighboring communities to give similar responses to similar events.
Hence, the attitudes of the neighboring villages could be different and for this reason,
the proximity could rarely be the reason behind the spread or non-spread of schools.
Furthermore, there were some cases about a village, the community of which did not
want to send their children to school and therefore, the teacher was appointed to a
nearby village.?® In addition to the difference between the neighboring villages, due
to the physical character of the region, the attitudes of the inhabitants of different
kazas and the spread of education varied from one to another. As we see from the

table, schooling was different in different kazas. Abbott says that “The mountainous

character of the province [Macedonia] keeps the various kazas, and their inhabitants

218 There are such documents in the classification of BOA, MF. MKT.

2 4sur gazetesi, No: 42, 7 saban 1313 (23 january 1896); No: 91, 7 safer 1314 (18 july 1896); No:
1012, 26 Recep 1323 (26 eyliil 1905); and the accounts of Tahsin Uzer about Ce¢ and Piirsican
nahiyes; Uzer, Makedonya Eskiyalik Tarihi

218 Hakki, Maarif-i umumiye yahud bir ¢iftcinin miitalaadan istifadesi

219 Frederick W Frey, “Surveying Peasants in Turkey”, The Public Opinion Quarterly, Vol.27, No:3,
Autumn 1963, pp.335-355, p.335

220 BOA, MF. MKT. 826\66, 18 Zilkade 1322 (24 january 1905)
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separated from each other”.??! Furthermore, the sectarian differences among the
Muslim villages (i.e.Sunni and non-Sunni villages), the nomadic and sedentary
communities, the character of agricultural production (i.e. self-sustaining production
and market-oriented production) were some reasons that determined the number of
schools and the attitude of the communities towards the schools alongside the
economic and agrarian factors that 1 will talk about in Chapter 3. It is difficult to
elaborate such specific characteristics of the villages, but such reasons should be kept
in mind as the additional reasons in lack of schooling. In addition to all these, the
railway that permitted attainability to the villages around the railway lines, could also
be questioned in the framework of schooling. Unfortunately, we cannot follow its
impact on numbers, since we have already problems in estimating the numbers, the
railway is very much important in other ways. Through the railways, the writers and
the officials could reach the villages, at least to the attainable ones, and the situation
in these villages became a public matter. For instance in Miitalaa newspaper, a series
of articles started based on the observation of the villages by a teacher travelled
along railway line.?”* Hence, in this way the interests of the writers reified through
the observation. Although its penetration seemed questionable due to the dominance
of other factors in the villages, it should be noted.

223

If we get back to the numbers, in the 46 villages and ¢iftliks“*° of the overall

Karaferye kaza, there were 3 Muslim and 22 non-Muslim primary schools. In the 75

2L Abbott, Macedonian Folklore, 1.

?2 Muallim Hasan Pertev. “Selanik- Dedeaga¢ Hatti Uzerinde”, Miitalaa.

22 |n the 1311 yearbook the number became 71; Selanik Vilayeti Salnamesi. Onikinci defa olarak
vilayet istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye mekteb-i sanayi matbaasinda tab ve
temsil idilmistir (Selanik: Hamidiye Mekteb-i Sanayi Matbaasi, 1311).
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villages and ¢ifiliks of the overall Vodine kaza®**

, there were 31 Muslim primary
schools. In the 90 villages®® and ¢iftliks of the Tikves kaza, there were only 23
Muslim primary schools and among these schools only the one in the Timyanik

village, which was opened in 1305%%°

was registered to the yearbook of 1316. In the
110%" villages and ¢ifiliks of the overall Kopriilii kaza, there were only 22 Muslim, 1
Greek and 9 Bulgarian primary schools, and 8 of the Muslim primary schools were
registered to the 1316 education yearbook: Ayvanli, Mahmudcilar, Calislar, Cigove-i
Zir, Vincan, Duran and Celtik (1298) and Bala-Karaslar.?® In the 47 villages®*® and
¢ciftliks of the Ustrumca kaza there existed 18 Muslim and 6 non-Muslim primary
schools. In the countryside of the Toyran kaza, which consisted of 68 villages and
ciftliks™®, there were 43 Muslim, 3 Greek and 2 Bulgarian primary schools. In the

Avrathisar kaza, there were 143 villages and ¢ift/iks***

and in them there were totally
88 Muslim and 37 non-Muslim primary schools. We do not know how many primary
schools there were in the 58 villages and ¢ift/iks of the Gevgili kaza. According to

the education yearbook, an ibtidai school was opened in 1300 in the village of Notye,

but based on the former data about the missing ibtidai schools in the education

224 The number was 65 in the 1311 yearbook; Ibid.
225 124 was the number in the 1311 yearbook; Ibid.

226 Salname-i Nezaret-i Maarif-i Umumiye. Birinci sene, 1316 sene-i hicriyesine mahsus (Istanbul:
Matbaa-i amire, 1316)

227 In the 1311 yearbook, the number was 89; Selanik Vilayeti Salnamesi. Onikinci defa olarak
vilayet istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye mekteb-i sanayi matbaasinda tab ve
temsil idilmistir, 1311.

228 Salname-i nezaret-i maarif-i umumiye. Birinci sene, 1316 sene-i hicriyesine mahsus (Istanbul:
Matbaa-i Amire, 1316)

229 The number in the 1311 yearbook was 65; Selanik Vilayeti Salnamesi. Onikinci defa olarak
vilayet istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye mekteb-i sanayi matbaasinda tab ve
temsil idilmistir (Selanik: Hamidiye Mekteb-i Sanayi Matbaasi, 1311).

20 The number became 83 in 1311 yearbook; Ibid.
231 141 was the number in 1311 yearbook; Ibid.
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yearbook, we are almost sure that there were other ibtidai and sibyan schools in the
overall countryside, For instance in the part of orders (evamir) of the yearbook of
Salonika, dated 1315, it is mentioned that 7 more ibtidai schools were opened in the
countryside of different kazas®*?, but these were not registered in the 1316 or in later
education yearbooks. In the countryside of Langaza kaza, which consisted of 140

villages and ¢ifiliks*>

, there were 48 Muslim and 27 non-Muslim primary schools. In
the 88 villages and ¢iftliks*** of the Kesendire kaza, there were 39 Muslim and 75
non-Muslim primary schools. Unfortunately we do not have any information about

235 of Katerin kaza. Table 1 enables to

the school numbers in 72 villages and ¢iftliks
see the numbers in a well-organized form.
The first column is for the kaza names. The second column is for the numbers
of ¢iftliks and villages in the kaza. The data in the column was organized based on
the information given in the provincial yearbook of 1311. However, to provide
comparative approach, the differences in number of villages and ciftliks between the
provincial yearbook of 1307 and 1311 were stated in the paragraph written for each
sancak. The third column is for the number of the all primary schools in the villages.
In the provincial yearbooks, sometimes the number of primary schools was
separately categorized as Muslim and non-Muslim, sometimes even the non-Muslim

schools were divided into ethnic origins, sometimes Muslim schools were separately

categorized as szbyan and ibtidai. In the case of stbyan and ibtidai discrimination, it

232 Salname-i Vilayet-i Selanik. 1315 sene-i hicriyesine mahsus. On besinci defa olarak (Selanik:
Selanik Hamidiye Matbaasi, 1315)

%3 |n the 1311 yearbook the number was 99; Ibid.
234 147 was the number of the villages and ¢iftliks in kaza in the 1311 yearbook; Ibid.
2% The total number of villages and ¢iftliks became 36 in the 1311 yearbook.
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seems that their differentiation was not much obvious in the writers’ minds, since in
some occasions both words were used in the same sentence while talking about the
school numbers. Therefore, unless a certain division did not stated, the number
includes the two. So, if it is not stated in the parenthesis the number indicates total
number of Muslim, non-Muslim, s:byan and ibtidai schools. In addition, if the total
number is not available, it is shown with n/a. The forth column is for the ibtidali
schools whose names were available in the yearbooks; the dates in parenthesis is
their establishment date. But, it should be noted that the date 1324 refer to the
schools that were established in 1324 and after 1324. Also, it should be marked that
since the numbers of schools were calculated basing on 1303 and 1311 provincial
yearbooks, the schools which were established after 1311 should be considered as
additional to the total number of schools in the third column. All the tables for
sancaks were organized based on this categorization.

Table 1: Primary School in Villages of Salonika Sancak

Kaza Villages and ¢iftliks Primary Schools

Yaylacik
Aksaklt
Adali
Kebirpinar

Selanik 100 n/a

Karahamza (1293)
Kasablar (1293)
bagkdyii (1300)
73(stbyan and | tristenik (1305)
ibtidai) fostan (1312)
gayriste (1312)
korsar (1324)
nedrice (1324)

Yenice-i Vardar 89

3 (Muslim)
Karaferye 71 22 (non- n/a
Muslim)

31 (Muslim) Cerlinig(1324)

Vodine 65 Polan(1324)

23 (Muslim) Timyanik(1305)
Marine (1324)
Kursunca(1324)
Derenuve (1324)
Kurusnik(1324)
Komarlin(1324-

Tikves 124
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non-Muslim)
22 (Muslim) Ayvanl (1298)
1 (Greek) Mahmudcilar(1298)
9 (Bulgarian) Calislar (1298)
ot cigove-i zir (1298)
Koprili 89 vincan (1298)
duran (1298)
celtik (1298)
bala-karaslar
18 (Muslim) Seydivice(1324)
Ustrumca 65 6 (non- Baniska (1324)
Muslim) Dobrovesin(1324)
41 (Muslim) Kizildoganli(1324)
3 (Greek) gorbas-ibala(1324)
2 (Bulgarian) | hodve (1324)
Toyran 83 bayram obasi(1324)
perve(1324- non-
Muslim)
88 (Muslim) Gorglin (1324)
Avrathisar1 141 37 (non- Payrat (1324)
Muslim) Sar1g6l (1324)
Notye (1300)
Kosmarli (1324)
Selimli (1324)
Bograc (1324-non-
Gevgili 58 n/a Muslim)
Boymitce (1324-
non-Muslim)
Bogdanca (1324-
non-Muslim)
48 (Muslim) bayramdere
27 (non- mahalati (1324)
Muslim) istifaniye(1324)
Langaza 99 kelbe(1324)
karacakoy(1324)
alanli (1324)
Okrek (1324)
39 (Muslim) Avanli (1324)
Kesendire 147 75 (non- Gorgore (1324)
Muslim)
Katerin 36 n/a n/a
Total®*® 610

Source: Based on Salname-i Vilayet-i Selanik, sene 1303, 1311, 1324, 1325 (Selanik: Hamidiye
Mekteb-i Sanayi Matbaasi); Salname-i nezaret-i maarif-i umumiye. Birinci sene, 1316 sene-i

hicriyesine mahsus (Istanbul: Matbaa-i Amire, 1316)

In the sancak of Siroz, the central kaza of Siroz had 219 villages and ¢iftliks

237 \which

were reduced to 168 based on 1311 provincial yearbook.?*® In the 47 villages and

236

The total number is the sum of the schools in the third column, of the schools established after
1311 and of the schools whose dates were not indicated. However, due to the not available numbers
we cannot estimate the real number of the schools in the countryside. The total number is to have an
idea about the situation in the villages.
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ciftliks of Zihne®* kaza, there existed 18 Muslim and 20 non-Muslim primary
schools. In the 80 villages and ¢iftliks of the Demirhisar kaza, the number of primary
schools was 29 Muslim and 11 non-Muslim. For the countryside of the Petri¢ kaza,
in the 1303 yearbook of Salonika province, it was stated that all the primary schools
were the old-style sibyan ones, but the total number was not given.?*° In the 63

241

villages and c¢iftliks of the Menlik kaza ="~ there were only 10 Muslim and 3

242 and in

Bulgarian primary schools. Nevrekop kaza had 179 villages and ¢iftliks
them there were totally 153 primary schools of Muslims and non-Muslims. In
addition to these primary schools, according to the education yearbook of 1316, two
more ibtidai schools were opened in Iskara Potina and Islastan in 1308 and 1310.2%
According to the education yearbook, we see that in the countryside of Cumaibala,
there were primary schools only in four villages: Firunik(1295), Semenli(1295),
Cargu(1297), Osnive(1294). Unfortunately we do not have any information about the
number of primary schools in the countryside of Razlik kaza which constituted of 12

villages and ¢ifiliks. In the Table 2 below, the schools could be seen in a more

organized form.

7 Salname-i Vilayet-i Selanik. Selanik vilayeti salnamesidir. Onuncu defa olarak vilayet matbaasinda

tab olunmustur (Selanik: Vilayet Matbaasi, 2 rebiytilevvel 1307)

% Selanik Vilayeti Salnamesi. Onikinci defa olarak vilayet istatistik heyet-i tahririyesi tarafindan

tertib ve hamidiye mekteb-i sanayi matbaasinda tab ve temsil idilmistir (Selanik: Hamidiye Mekteb-i
Sanayi Matbaasi, 1311).

239 43 was the number in 1311 yearbook; Ibid.

240 salname-i Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene 1303 defa 9.
241 1n 1311 the number was 48; lbid.

242 128 was the number in the 1311 yearbook; Ibid.

23 Salname-i nezaret-i maarif-i umumiye. Birinci sene, 1316 sene-i hicriyesine mahsus (Istanbul:
Matbaa-i Amire, 1316)
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Table 2: Primary Schools in the Villages of Siroz Sancak

Kaza

Villages and ¢ifiliks

Primary schools

Siroz

168

n/a

Kumaryan (1324)
Carigte (1324)
Arnekdy (1324)

Zihne

43

18 (Muslim)
20 (non-Muslim)

Porta (1324-non-
Muslim)

Niska (1324-non-
Muslim)
Mendebel (1324-
nonmuslim)
Egridere (1324-
non-Muslim)
Resluve (1324-
non-Muslim)

Demirhisar

80

29 (Muslim)
11 (non-Muslim)

Mahmutlu (1324)
Gticenli (1324)
Banuve (1324-
non-Muslim)

Petric

71

n/a

Malsetice (1324)
Kotarine (1324)

Makomana(1324)
Dimidove (1324)

Menlik

48

10 (Muslim)
3 (Bulgarian)

Cukure (1324)
Garancan(1324)

Nevrekop

128

153

Iskarapotina(1308)
Islastan (1310)
Dire-i niive-i zir
(1324)

Cuma-i bala

31

n/a

Firunik
Semenli

Carcu

Ostive
Gramada (1324-
non-Muslim)
Biravove(1324-
non-Muslim)
Oranuve (1324-
non-Muslim)
Bayuirlar (1324-
non-Muslim)
Kircalar(1324-
non-Muslim)
Gayruve(1324-
non-Muslim)
Dipogcice(1324-
non-Muslim)

Razlik

12

n/a

n/a

Total

269

Source: See Table 1.
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In the central Drama kaza of Drama sancak there were 184 villages and ¢iftliks in the
countryside.?** We have information only about Praviste nahiye of the kaza; in the
countryside there were 37 Muslim primary schools. According to the education
yearbook, ibtidai schools were opened in the Sultaniye, Karakavak, Hamidiye,
Yedipire, Simsirli, Pazarlar, and Eski Ky villages.?* In 1311 the nahiye was
registered as kaza, but we do not have any information about the numbers of its
villages and ¢ifiliks. The kaza of Sarisaban had 67 village and ¢if#/ik**®, but we do not
have any data about the primary schools only in these villages. In the overall kazas,
there were 85 ibtidai schools and 1360 male and 852 female students according to
the 1303 yearbook.?*’ In the yearbook of 1322, the numbers raised to 90 primary

248 \which is a

schools in the overall kaza and 1600 male and 1000 female students
very small increase. In the Kavala kaza there were 35 villages and ¢ift/iks**® and

there were 23 Muslim and 2 non-Muslim primary schools in them.

24 The number of villages and ¢ift/iks became 106 in 1311 provincial yearbook; Selanik Vilayeti
Salnamesi. Onikinci defa olarak vilayet istatistik heyet-i tahririyesi tarafindan tertib ve hamidiye
mekteb-i sanayi matbaasinda tab ve temsil idilmistir (Selanik: Hamidiye Mekteb-i Sanayi Matbaas,
1311).

2% Salname-i nezaret-i maarif-i umumiye. Birinci sene, 1316 sene-i hicriyesine mahsus (Istanbul:
Matbaa-i Amire, 1316)

2% 1n 1311 the number was 60; lbid.
247 Salname-i Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene 1303 defa 9.

2%8 Salname-i Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene-i hicriye 1322, on sekizinci defa
olarak (Selanik: Selanik hamidiye mekteb-i sanayi matbaasi, 1322)

29 The total number of the villages and ¢iftliks was 25 in 1311 yearbook; lbid.
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Table 3: Primary Schools in the Villages of Drama Sancak

Kaza Villages and ¢ifiliks Primary schools
Sultaniye (1305)
karakavak(1302)

Drama hamidiye(1307,1312)
106 n/a vedipire(1303)
simsirli(1304)
pazarlar(1297)

. . 250 37 (Muslim Samakol (1311)
Praviste n/a ibtidai) Pedohor (1324)
Sarisaban 60 85 (ibtidai) ®* | Ilhanli (1324)

22 (Muslim)
Kavala 25 2 (non- n/a
Muslim)
Total 146

Source: See Table 1
According to the yearbooks of the Salonika province, in totally 372 villages (Muslim
and non-Muslim), there weren’t any schools out of 1939 villages (s:byan and ibtidai
schools were also counted as schools). However, the actual number was significantly
different than this, because they might not be used or they might have been rejected
by the community as it was in the case of Sokol village, where the school had to be
moved to another one because the peasant parents were not much willing to send
their children to school.?*? In the newspaper Mutalaa, a writer talks about the schools
that were registered and opened but used by the local community as animal sheds®**.
In the provincial yearbooks published after 1324, the schools that were
opened in the countryside of the province were also registered. According to the

provincial yearbook of Salonika of 1325, Yaylacik, Aksakli, Adali, Kebirpinar; in

Ustrumca Seydivice, Baniska, Dobrovesin; in Yenice-I Vardar Korsar, Nedrice; in

0 praviste was a nahiye of Drama kaza until 1889. For further information see; Arslan, Selanik ’in
Gdlgesinde Bir Sancak: Drama, 61

21 The number includes the schools in villages and in kaza. The total number was increased into 90 in
provincial yearbook of 1322; Salname-i Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene-i hicriye
1322, on sekizinci defa olarak (Selanik: Selanik hamidiye mekteb-i sanayi matbaasi, 1322)

B2BOA, MF. MKT. 826\66, 18 Zilkade 1322
253 Remzi hamdi, “Ziraat”, pp. 4-8, Miitalaa, Say1: 73, 17 kanunievvel 1313 (29 december 1897)
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Tikves Marine, Kursunca, Derenuve, Kurusnik; in Avrathisar1 Gorgiin, Payrat,
Sar1gdl; in Langaza Bayramdere Mahalati, Istifaniye, Kelbe and Karacakdy, Alanl
and Okrek; in Kesendire Avanli, Gorgore; in Toyran Kizildoganli, Gorbas-I Bala,
Hodve, Bayram Obast; in Vodine Cerlinis, Polan; in Gevgili Kosmarli, Selimli; in
Karaferye Agustos; in Tasoz Liman; in Siroz Kumaryan, Cariste, Arnekdy; in
Nevrekop Dire-I Niive-1 Zir; in Demirhisar Mahmutlu, Giicenli; in Petri¢ Malsetice
Kotarine, Makomana Dimidove; in Menlik Cukure, Garancan; in Sarisaban Ilhanli;
in Praviste Pedohor; in Robgoz Dolan, Timras were the villages where new Muslim
ibtidai schools were opened and the non-Muslim primary schools were opened in
Gevgili Bograg, Boymitce, Bogdanca; in Toyran Perve; in Tikves Komarlin; in Zihne
Porta, Niska, Mendebel, Egridere, Resluve; in Cumaibala Gramada, Biravove,
Oranuve, Bayirlar, Kircalar, Gayruve, dipocice; in Demirhisar Banuve Villages.254
Despite these newly opened ibtidai schools, in the same yearbook, the number of the
villages in which there weren’t any schools did not change. Probably the number was
copied in the provincial books of the following years because, for instance, a mistake
about the numbers continued in that of the following year. In the provincial yearbook
of 1324 (1906-7) the first figure of the number of the Muslim villages in which there
weren’t any schools was a bit undistinguished.®® In the provincial yearbook of the
following year, the number became 18 instead of 118, and the number of the non-

Muslim villages did not change.® So, the data was probably copied without updates.

4 Salname-i Vilayet-i Selanik. Sene-i hicriye 1325. Yirminci defa olarak (Selanik: Selanik hamidiye
mekteb-i sanayi matbaasi, 1325)

2% Salname-i Vilayet-i Selanik. Sene-i hicriye 1324. Ondokuzuncu defa olarak Selanik hamidiye
mekteb-i sanayi matbaasinda tab ve temsil olunmustur (Selanik: Selanik hamidiye mekteb-i sanayi
matbaasi, 1325)

2% Salname-i Vilayet-i Selanik. Sene-i hicriye 1325. Yirminci defa olarak (Selanik: Selanik hamidiye
mekteb-i sanayi matbaasi, 1325)
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Hence, we cannot be sure about the numbers mentioned in the yearbooks.
Furthermore, in the archives, there are documents about the ibtidai schools that were
opened with a financial aid from the peasant community of the village and they were

not registered in the yearbooks.

The Problems in Estimating the Actual Number of Schools and of Students

Although we know the number of the schools opened in the countryside, we do not
know whether these schools were used by the community or not. As | previously
exemplified, in the Sokol village, the school remained empty and the teacher was
appointed to another village because the community rejected to send their children to
school. Similarly, in the Mutalaa newspaper, a writer talks about the abandoned
schools in his article. The writer of this article stresses the vital role of education for
agricultural development and he talks about the mentality of the elders in the village
communities and the bad situation of the primary schools in the countryside. The
peasant families do not want to send their children to the schools opened by the local
government. He says “you must have heard that primary schools in the new-style
(usul-i cedide iizere) were opened in the Menlice, Celtik-i bala, Ayvanli,
Mahmudecilar, Kociler and Karaslar villages. Haven’t you? What bad news!... They
were opened in those villages, but these schools were inhabited by the miiltezims and

miihtekirs. Some of them were made warehouses”. %’

257« “Menlice, Celtik-i bala, Ayvanli, Mahmudcilar, Kociler ve Karaslar’ karyelerinde usul-i cedide
iizere mektebler kiisad edildigini elbette haber aldimizdi degil mi? ne kadar yanlis haber!... gerci bu
koylerde mektebler kiisad edildi fakat bu mektebler talebe yerine miiltezimler. miihtekirler iskanina
hasr olundu. Bir takimi1 da anbar ittihaz edildi”’; Remzi hamdi(?), “Ziraat”,p.5, pp. 4-6, Miitalaa, Say::
73, 17 kanunievvel 1313 (29 december 1897)
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He says that first of all, the mentality of the peasants should be changed so
that education can develop, and this can be achieved through some developments
such as newspaper articles talking about the necessity of education for agricultural
development or short stories emphasizing the role of education in agricultural
development through the example of a peasant who uses his knowledge and applies it
to his land. Hence, the number of schools was not enough to understand the real
educational situation in the countryside. As regards this point, the relationship
between agricultural production and education should be analyzed in all their
dimensions.

The second reason of the problematic situation of the numbers is that the
newly opened schools were not counted in the educational and provincial year books,
as | stated earlier. The reason behind this might be the lack of a consistent control or
it may be the lack of updating the data in the yearbooks. Although new schools were
opened in the countryside, the number of the villages in which there weren’t any
schools remained the same. Furthermore, we cannot trace the increase of primary
schools in the countryside because we can only reach the total numbers of schools in
the yearbooks. A detailed number of the schools in the countryside and in the cities
does not exist. In addition, we cannot see a change in the number of the schools in
the countryside unlike the register of the newly opened schools mentioned in the
same yearbooks. Moreover, not all of the newly opened schools were registered to
the yearbooks as we check the names in the archives.?® There are more schools
opened in the countryside than it was mentioned in the yearbook although the use of

them was not certain.

28 Eor further information; BOA, MF. MKT.
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Another problem about the numbers of the schools derived from the non-
registered schools. This situation reduces the credibility of the numbers of primary
school students stated in the provincial yearbooks. According to the provincial
yearbook of Salonika, the number of children attending school was 81,039 in
1315.%° Three years later, the number was 80,102.%° Two years later, the number of
primary school students was 80,650%°*. Two years later, the number increased
drastically to 88,564?°?and in 1324, the number became 88,785 with a smalll
increase. However, does this increase in numbers show the situation in the
countryside? In fact, we have seen in the table above that the numbers of schools in
the countryside did not change. In addition to this, if we can trust the number that the
inspector gives, there were nearly as many children who were not enrolled to schools
as the enrolled children.

In some of the villages, the children were educated by the imam of the village
for only a few months. For that kind of education, there was no registration of the
children and the numbers. In the report of the inspector of Salonika, the schooling in
the villages is depicted as: “In the villages the place that is called a school [...] is
composed of just little village rooms and the students in these rooms are the children

of the parents who were willing to educate their children and therefore send them to

2 salname-i vilayet-i Selanik. 1315 sene-i hicriyeye mahsus. Selanik vilayeti Salnamesi, on besinci
defa olarak (Selanik: hamidiye mekteb-i sanayi matbaasi, 1315)

2%0 salname-i vilayet-i Selanik1318 sene-i hicriyeye mahsus. Selanik vilayeti Salnamesi, onaltinci defa
olarak (Selanik: hamidiye mekteb-i sanayi matbaasi, 1318)

%61 Salname-i Vilayet-i Selanik. 1320 sene-i hicriyeye mahsus. Selanik vilayeti Salnamesi, onyedinci
defa olarak (Selanik: hamidiye mekteb-i sanayi matbaasi, 1320)

%2 galname-i Vilayet-i Selanik. 1322 sene-i hicriyeye mahsus. Selanik vilayeti Salnamesi, onsekizinci
defa olarak (Selanik: hamidiye mekteb-i sanayi matbaasi, 1322)

263 Salname-i Vilayet-i Selanik. 1324 sene-i hicriyeye mahsus. Selanik vilayeti Salnamesi,
ondokuzuncu defa olarak (Selanik: hamidiye mekteb-i sanayi matbaasi, 1324)
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the imam of the village in winter for a couple of hours [...] this [attending to school]
remained unique for the children of the parents who wanted to send them to
school...”.2** Hence, there was no registration for the students attending school.
Also, it is impossible to learn how many of them attended school for how long. As
we have seen here, the children in the villages were attending school just for the
winter. Hence, when were the students counted? In the winter term or in the summer
term? If they had been counted in the winter term, then again in the summer term,
there must have been fewer students. Or did the number given in the yearbooks show
only the ones that had been registered? If this had been the case, there must have
been significantly more students than the stated ones. Thus, again we cannot be sure
about the numbers of students and the total number of the students in Salonika
remains in doubt.

It should be emphasized that the number of schools does not give us a notion
about the numbers of students. Put in more precise words, it does not tell us how
many students attended those schools and how many of these students had a regular
attendance throughout the school terms? Due to poverty or due to some duties such
as helping the family with land cultivation or taking care of the other family
members, the children could not attend schools. According to a report in 1319, there
were 50-60,000 children in the province who were not attending a school.2*® Hence,

the numbers in the education or provincial yearbooks do not mean much for the

264 «g urada mektep nam verilen mahallerin [...] bir ufak odadan ibaret olup bu odalarda bulunan
sakirdan ahaliden arzu edenlerin okutmak i¢in imam efendiye mevsim-i sitada giinde birkag saat kadar
gonderdikleri [...] bu da arzu edenlerin evladina miinhasir kalmasiyla...”; BOA,MF. MKT. 589\31, 22
recep 1319 (4 november 1901)

25 BOA, MF. MKT. 589\31, 22 Recep 1319 (4 november 1901)
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situation in the countryside. In order to understand the numbers related to the

situation in the countryside, we should focus on the local conditions.

Conclusion

The agricultural production was so laborious for the peasants that they had to
dedicate their lives to the production activity. Because of this, agricultural activity
became the dominant factor in their lives and they organized and formed their lives
in terms of the basic necessities of this activity.

Salonika was the province for agricultural production, and according to
Tevfik Giiran it was the place where the power of productivity was preserved for a
relatively long time by cultivating different seeds in a year at certain intervals and in
this manner it provided the rotation which enabled a higher benefit from the soil.?*®
Giiran calls the region as the place where peasants were more conscious about
agricultural productivity. However, even in such a region, because of the labor-
intensiveness of agricultural work, the peasants of the region had to organize their
lives according to its demands. In order to know the province, one should, first of all,
know what was produced in the region, how the productivity of the products was and
what the most widespread or the most well-known product of the region was in
addition to the season of the cultivation to see the conflict with the period of
education. | discussed the products that were cultivated in the countryside of the
province as well as the production details to elaborate the difficulties and the

inconvenient work of the agricultural process. Then, | wanted to show how the lives

266 Giiran, 19. Yiizyil Osmanli Tarumi, 88
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of people were affected from this process, and how agricultural production became
the way of life of people. In this way, there was a chance to look at people’s lives,
their beliefs, the traditions. There was a close relationship between the economic
activity in villages and the lives of people in terms of customs and organizations, and
education was actually a part of it: a way to look and expose the relationship within
the community. In such a life, education was affected from the established order that
derived from agricultural production and also it was affected from the economic
situation in its broadest sense. | gave numeric data in this chapter in order to have a
notion about the situation. In chapter 3, the details of how education was affected
from this and how it became the arena of struggle between the old and the new will
be discussed. Thus, I will try to answer in what ways these months, stated above as
the agricultural season, were influential on education and also in what ways the
heavy work on the land affected the children’s schooling. Additionally, 1 will try to
find answers to these questions: in what ways the actors that participated in this
production process as tax collectors or benefiters were crucial in educational matters
and in the development of education, how were the lives of the peasants and the
relationships between them shaped by agricultural works, how did the rules of nature
affect the positioning of the peasants towards the education of their children and
how did the central role of the economic activity in the peasants’ lives and its
sustainability through heirs affect the education of the children? Thus, considering
education from the point of view of local lives is quite worthywhile as we have thus

far had limited knowledge about them.
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CHAPTER 4
AGRARIAN ECONOMY AND PRIMARY EDUCATION

In the Ottoman education system, the communities had to shoulder all the expenses
of primary school in their villages. In the Education Regulation, issued in 1869, this
was stated as follows: “Fourth Article- The building and the reparation costs of the
buildings and salaries of the teachers and other expenditures will be arranged by the
general committee of the communities of that village or quarter”.?*” So, although
education was compulsory, building primary schools was under the responsibility of
the communities. Therefore, all the elements that govern the lives of the peasants
also influenced the spread and the development of education in the countryside.
There, we see a strong and interpenetrated relation between agriculture and education
in terms of the economic conditions deriving from agricultural activities and in terms
of the relations created by the agricultural work. Therefore, the relations between
economic difficulties and education will be evaluated first and then, the relationship
between the established traditional orders based on agricultural work and education
will be discussed. Following this, the struggle between the old established order and
the new one which was forced to be established from above and therefore which was

seen as a threat by the benefiters of the old orders will be dealt with.

27 “Dprdiincii madde Sibyan mekteplerinin masarif-1 ingaiye ve tamiriyesi ve muallimlerin
muhassasati ve masarif-1 sairesi mahalle ve karyesinde bulunan cemaatlerin heyet-i umumiyesi
tarafindan tesviye olunacaktir”; Ibnii’s-Seyh Nafi. Maarif-i Umumiye Nezareti, 405
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Economic Difficulties and Education

The Problems and The Offerings For The Expenses

As | previously talked about in detail, in the Ottoman education system, the Ottoman
village communities had to provide all the expenses of schools. Therefore, the effects
of the economic situation of the peasants first appeared in the form of affording the
expenses of schools. For instance, in the Poliroz village, the inhabitants of which
were mostly non Muslims, the Muslim officers of the village built a school for their
children with money collected among themselves, but they could not afford the
salary of the teacher, so they wanted the teacher to be paid from the local
government budget.?®® Not only the Muslim communities, but also the non-Muslim
communities demanded the payment of the expenses of their schools. The Bulgarian
community of the Delihamralar ¢iftlik could not afford the salary of the teacher
anymore and they wanted the teacher to be paid from the state budget, but the
petition was rejected.?®® However, there are some cases in which the demand was
accepted. For instance, a village community near the border asked for the payment of
the teacher’s salary from the center because they couldn’t afford the expense.270 It
was immediately accepted as the region was one of the tender (nazik) regions.?”* This

was probably due to the political situation of the region. So, in some cases, the state

accepted to take responsibility, but still, we cannot say that the state did this in all of

%68 BOA, MF. MKT. 118/80, 12 zilkade 1307 (30 June 1890)

29 BOA, MF. MKT. 1092/30, 20 zilhicce 1326 (13 January 1909)
2" BOA, MF. MKT 716/6, 1 rebiyiilahir 1321 (27 june 1903)
pid.
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the tender regions. Therefore, we cannot know all the variables of this situation.
Emine Onhan Evered states in her Ph.D. dissertation “the state made exceptions for
the very important areas where the people could not afford to establish those schools
and took the responsibility upon itself’ 212 and “the Ministry of Education’s final
solution [after many discussions as a result of the petitions coming from the
peripheries] and suggestion to the state was reducing the number of the schools [that
were necessary to be established such as rusdiye schools] and funding only the ones
that they viewed ‘crucial’”.?" According to state policy, ‘crucial’ means the places
that are politically in danger. But still because the state did not respond to all of the
petitions concerning the need for schools, we cannot know all the variables of the
rulers even in the tender regions.

A writer from Filibe also mentions the problem of affording the expenses
despite the need for ibtidai education in the villages.?’* Although this belonged to an
early date, we continued to see such petitions and complaints in newspapers even
with an increase in their numbers in late periods. The writer says that the state should
take responsibility because the non-Muslim communities were better than the
Muslim ones in terms of reading and because the state should establish primary
schools in villages, send teachers to villages and undertake the responsibility of the
financing and inspection of these villages.?” So, the need to primary schools was

stimulated the rivalry with the non-Muslim communities. The writer considers the

272 Evered, “The Politics of Late Ottoman Education: Accommodating Ethno-Religious Pluralism
Amid Integral Disintegration”, 103

2B31pid, 114.

274 «Filibeden Mektup”, Zaman, No: 152, dérdiincii sene, pp.3-4, 17 safer 1293- 1 mart 1291 (13
march 1875)

2" 1bid.
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establishment of the education commissions and the appointment of an inspector in
the kaza as the first step in the development of education in the region and being
aware of the financial difficulties, he suggests that the salaries be paid from the town
chest (menafi sandiklart) in the kaza.?"® Inspectors were important in terms of seeing
the situation and the relationship between the community and education much more
clearly, but to what extent they could observe the real situation was a matter of
question that I discussed in Chapter 1. The reports to the Education Ministry includes
the cautions that they had to take as well as the situation of the communities,
according to their concerns, and most of the time the situation of the communities
was observed in terms of the economic conditions. For instance, Radovisli Mustafa
Bey says that the villages needed primary schools and to build and afterwards to
afford the expenditures of primary schools, the income from the boats on the Vardar
River could be transferred to these expenditures®’’ since he observed that the
communities could not afford the expenses of the schools. He says that the income of
the boats on the Vardar River belongs to the state and a part of this income could be
spent for the establishment of schools in villages and he made some arrangements for
the use of boats: the boats would be free for peasants, woodcutters and the laborers
of the region and the former payments taken from the merchants and renters would
be left to the educational income.?’® Another offer for educational expenses came
from a community living in the Menlik kaza. Through a petition to the provincial

education directorate, they asked that the tax of zebhiye (the tax comes from killed

278 |bid.
2T BOA, Y. MTV. 37/56, 1 cemazilahir 1306 (2 february 1889)
28| bid.
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[zebh edilen] animals) be increased by a small amount and the increased amount be
transferred to the expenditures of primary schools.?”® Another organized solution
came from a teacher writing in a newspaper. Upon seeing the need of the villages for
the ibtidai schools parallel with their poverty, Hasan Pertev offered a method of
idare sandiklari, a method about saving money and transferring it equally when
needed in the newspaper Mutalaa.?®® He related the poverty of the peasants directly
to the education problem and its spread. However, these demands were not often
responded by the Ministry of Education and the establishment as well as the payment
of all the expenses continued to be under the responsibility of the communities.

In such situations, personal efforts played an important role in the spread of
schools. Since the Ministry often did not respond, the local governors or the
preeminent people of the cities established schools in the villages. For instance, a
writer says in the Zaman newspaper that he built a school with someone else in his
village as he wanted to send his son to school and there was not a school in his
village.”®* Another personal effort was stated in the memoirs of Tahsin Uzer. In a
case, for instance, Hact Amamin, from the Orgali quarter of the Kirlar village
established a school with his personal money.?®? In addition to these personal efforts,
the endeavors of the local governors should also be mentioned. A journalist reports
an example from the Gargara village of the Kesendire kaza for this. There, when the

governor of the kaza (kaymakam) came to the village, a primary school was

219 BOA, Irade Maarif, 2 cemazilahir 1310 (22 december 1892)

280 Muallim Hasan Pertev. “Mekatib-i ibtidaide idare sandiklar1” Miitalaa, No: 57, 27 agustos 1313 (8
September 1897)

%17aman, No:191, dérdiincii sene, p.2, 5 safer 1294- 7 subat 1292 (19 February 1877)
282 Yzer, Makedonya Eskiyalik Tarihi, 268
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established with his efforts *** Another example was from the Praviste nahiye,
reported by another journalist. According to the reporter, the head of the Education
Council established primary schools with his own efforts there.?®* As for the
Piirsigan nahiye, the reporter says that the personal efforts of the governor of the
nahiye developed the schools of the villages in the region and he says that primary
schools were good in the region both in terms of number and quality. 2** In addition
to these accounts from the newspapers, Tahsin Uzer talks about his efforts to develop
education in the villages of different nahiye of the Salonika region. He says about his
governorship in Ceg, that he got some people to establish some schools in the
villages according to their situation (he meant their financial situation).?®® He says
that he has established an inn to provide income for education®®’, and that he has
encouraged the people in Drama to open and establish schools at a later period.’®® As
we have seen, the efforts of the governors of the kazas and the efforts of the rich
people were very important for the spread of the schools where the central response

remained weak 2%°

as Tahsin Uzer has mentioned in his book. Furthermore, although
there were strong endeavors from the governors or from notables, the financial
difficulties were apparent as we have seen in the documents and the difficulty which

received the most complaints was the salary of the teacher as this was a continuous

8“Miilhakat-1 Vilayet”, Asir, No: 42, birinci sene, p.2, 1 Kanunisani 1311- 27 recep 1313 (13 January
1896)

284«Miilhakat-1 Vilayet”, Asur, No: 91, birinci sene, p.3, 6 Temmuz 1312- 7 Safer 1314 ( 18 july 1896)

285 «“Evrak ve Mekatib” Asir, No: 1012, onbirinci sene, p.3, 26 Recep 1323- 12 Eyliil 1321- 25 Eyliil
1905

286 yzer, Makedonya Eskiyalik Tarihi, 40
*"Ibid, 54.
**Ibid.
**Ibid, 43.
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expenditure for the community. The monthly salary of a teacher was set as 100
piasters by the Minister of Education in his regulation®®, but in practice, the salary of
a teacher was around 150-200 piastres.?®* The reasons behind this diversity among
the salaries were related to some factors. One of them was the proximity of the
villages to the center. In some documents the local people stating that they could not
find a teacher for their villages since the salary of a teacher they could give was so
low considering the distance to the center. For instance, the community of the Solita
village was demanding a teacher who would educate their children and teach religion
and knowledge (ilim)®*?, but they say that no one has demanded this because the
salary is 120 piastres.?®® According to the same document, another community could
not find a teacher due to the fact that this village was the last point of the kaza and its
proximity to the center was 8 hours, and the teachers found the salary low compared
to its distance from the center.®* In some cases, the salaries were found low by the
teachers even for the schools not far from the centers, and they gave petitions for an
increase in their salaries.?*® Hence, only the payment of the salary was not enough
for the community to find a teacher. In some cases, they had to ask for an increase in
the teachers’ salaries from the provincial governments. Because they could not afford
an extra payment, they had to use another income or they believed that the center
would pay the salaries. As we have seen, the ministry might accept the payment

according to political concerns or perhaps, they did not respond to the demand

20 BOA, Y. MTV 115/39, 22 sevval 1312 (18 april 1895)

#1 BOA, MF. MKT. 879/68, 5 recep 1323 (5 september 1905)

22 BOA, MF. MKT. 716/6, 1 Rebiyiilahir 1321 (27 june 1903

3bid

*Ibid.
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coming from the provincial governors. In that case, they continued to leave a
financial burden of education to the communities or ambitious local governors or,

rarely than the others, to the will of the notables.

Financing of Primary Schools: Applications, Institutions and Corruptions

The income of primary schools in the villages were composed of the local incomes
which were financial aids from people and evkaf-i miinderise**® for the local
educational expenses including the establishment of schools or the payment of the
teachers’ salaries. Before discussing the problems about this income, we should first
define evkaf-1 miinderise. 1t was the income from the religious waqfs that lost their
basis of existence.?” All the income from these waqfs was directed to the expenses
of local primary education with a decree in 1881.%® Radovisli Mustafa Bey says that
the evkaf-1 miinderise would be sufficient to meet the local needs.?*® However, there
were some cases Where evkaf-i miinderise was not sufficient. For instance, in the
document presented by the Minister of Education to the Sultan, it was said that the
evkaf-1 miinderise incomes were not sufficient to afford the expenses of primary
schools in some villages, therefore, the state had to make some financial aids to such
places.®® In another document including a petition from the community, because

there was not an evkaf-: miinderise income in the village, they had difficulties in

26 BOA, TFR. I. SL. 1/59-2, 25 Ramazan 1320 (26 december 1902)
207 Somel, Osmanli’da Egitimin Modernlesmesi, 29
%1bid, 194.
29 BOA, Y. MTV. 37/56, 1 cemazilahir 1306 (2 february 1889)
30 BOA, Y. MTV 115/39, 22 sevval 1312 (18 april 1895)
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paying the salary of the teacher and they were demanding central financial aid.>" As
one of the journalists claims, the income was not sufficient for the expenses in the
Piirsican nahiye.**? In another document about the villages of the Erzurum province,
the inspector says that not even one school could be built there without the financial
aid of the center.®® Hasan Pertev writes in the newspaper Mutalaa that evkaf-:
miinderise income in Kilkis was 30 liras and it was not sufficient for the school
there.>** Sometimes there was no income at all, but when there was, it was
insufficient for the local expenses because the rich people took possession of the
incomes of these old waqfs. This is more important than the absence of the income
because these were the notables of the village and they had the power even to prevent
the establishment of local education councils in the village as we will see below.
Journalists also reported the situation in villages in the 4s: newspaper. A
reporter talks about the center of the Zihne kaza saying that the local notables of the
place took possession of the evkaf-: miinderise, let alone thinking building schools
(mektep yapmay: diisiinmek soyle dursun, biitiin evkafi da yedd-i istifadelerine
gecirmisler).®® The state officials of the village tried to provide the appointment of a
teacher, but they could not succeed because the notables were keeping the income in

their hands®*®® and the Mufti was hiding the income (varidat: mufti efendinin yedd-i

%1 BOA, MF. MKT. 118\80, 20 zilkade 1307 (8 july 1890)

%02 «Byrak ve Mekatib”, Asir, No:1012, onbirinci sene, p.3, 26 recep 1323- 12 eyliil 1321- 25 eyliil
1905 (25 september 1905)

33 BOA, MF. HTF. 1/62, 29 zilhicce 1328 (1 january 1911)

%% Muallim Hasan Pertev. “Selanik- Dedeagag Hatti Uzerinde”, Miitalaa, N0:62, p.3, 1 Tesrinievvel
1313- 16 cemazievvel 1315 (13 october 1897)

305«Miilhakat-1 Vilayet”, Asur, No: 96, birinci sene, p.2, 25 safer 1314- 24 temmuz 1312 (5 august
1896)
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hikmanina gegiyor).e’o7 He says that in the village of Praviste, there were about 5000
liras as the fountain wagf, but the income from them was in the possession of two

308 a5 he stated

people, so there remained neither the fountain, nor the water
ironically. In Zilhove, the nahiye center of the Zihne kaza, Celaleddin Bey took the
income from the pasture which had to be spent on educational expenses. He kept the
profit to himself.*® The reporter tries to get the attention of the Education Director
of the Zihne kaza so that he can take some precautions about them. We see a similar
case in the report of Radovisli Mustafa Bey. He says that the income from the boats
running on the Vardar River belongs actually to the state, but in some places the
income from them passes into the hands of village notables.*'° We see a similar case
in another document from the report of another journalist. He says that in the Gargara
village, Mahmud Aga from among the notables of the village took possession of the
incomes from winter quarters (kislak) and from fountain wagf.*'* In fact, these
people had local power and they could be influential in conspiracy not to lose the
income. Such a case was seen in the Drama kaza. According to the reporter, the
Education Committee was founded in the center of the kaza two months before, in
April. The Committee had to collect all of the evkaf-: miinderise incomes first in

order to carry out some of its duties. However, the Committee was disbanded due to

the conspiracies of the people who had been taking the income and did not want to

397 1bid.

%)bid.

399 |bid.
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give it up.3*2 Hence, the local notables had influence even to disband a Committee.
Nonetheless, although they were influential in disbanding the Committee, they could
not prevent the reestablishment of the Committee, but this took 5 years as we learn
from the reporter. He says that the Committee was reestablished, but education in the
Drama region was not much developing.*** According to him, the reason for this was
that people continued to take possession of the incomes. He says he heard that a
couple of imams and some heads of villages rented the pastures and used the profit as
they wished, whereas the profit had to be spent on education.*'* Here we see that
even though they had to accept the reestablishment of the Committee, they found a
way to take the incomes under their possession. These imams and heads of villages
were the people responsible for schools in the villages, but as we see they tried to
find their way to earn more money. Additionally, they were the people who collected
taxes from producers, and they were the people who gained their power from the
agriculture in the form of tax collector or in the form of being intermediaries or in the
form owning more lands than the ordinary peasants in the villages. Thus, their power
came from agriculture, and in this way they were the symbol of the complex
relationship between agricultural productions and education in the villages.

In addition to these people, even the appointed teachers took possession of
incomes. For example, a journalist reports that the teachers were doing other jobs to

earn their living. In the Drama region, the teachers took the incomes from the

$12«Miilhakat-1 Vilayet”, Asur, No: 85, birinci sene, p. 3, 16 muharrem 1314- 15 haziran 1312 (27 june
1896)

313 4sur, No: 546, altinct sene, p.2, 14 kanunievvel 1316- 27 kanunievvel 1900 (27 december 1900)
314y
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fountains and therefore, this income could not be spent on primary schools.**® This is
the symbol of a more complex situation between economic conditions and education.
The complex relationship between education and the economic condition of the
region became much more complex when the teachers, the imams and the notables of
the villages were involved in agricultural production and when they took over

responsibilities related with education as members of the council of elders.

Office of Head of Villages

Offices of the head of villages (muhtarlik) were founded between 1833-6 as Musa
Cadire stated.®*® They were the result of a need for an organization in villages in
terms of security and fiscal issues. In the 1871 Provincial Regulation, it was stated
that each community (Muslim and non-Muslim) would elect two heads in mixed
villages®!”, one for the Muslim community and one for the non-Muslim community.
To have a notion about the position and power of the heads of village, we should ask
firstly who these people were. According to Mahmut Makal, who wrote about a
village in the 1950s, the first condition to be elected as the head of a village was to be
wealthy. Then, it was necessary for the candidate to have a lot of relatives in the

village. The dependent poor would beg for the candidate. In this way, he would win

315 “Evrak ve Mekatib”, Asur, No: 1011, onbirinci sene, p.3, 22 recep 1323- 8 eyliil 1321- 21 eyliil
1905 (21 september 1905)

318 Musa Cadirci, Tanzimat Déneminde Anadolu Kentlerinin Sosyal ve Ekonomik Yapilar: (Ankara:
Tiirk Tarih Kurumu Basimevi, 1991) , p.38

3 {lber Ortayly, Tanzimattan Cumhuriyete Yerel Yonetim Gelenegi (istanbul: Hil Yayn, 1985) ,
p.105
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votes and be elected as the head of the village.*'® Mahmut Makal was a writer and
these are his opinions or at best his observations limited to a specific area, but what
Makal says is important in terms of what the story suggest us. This is the power of
the candidate to be elected.

The Council of Elders was founded with the same Provincial Regulation in
1871and the imams and the priests (depending on the ethnicity of the village

1.31° Other members of the Councils were

community) were members of the Counci
the notables of the village and the head of the village who was also the head of the
Council. The elections for the head of the village and the members of the Council of
Elders were made annually.®* Educational issues were under the responsibility of the
Council of Elders. In the 1871 Provincial Regulation, this was stated among the
responsibilities of the Council of Elders: “... supervise the administration of the
schools™®?!, but the Councils were not much interested as we see such a case in the
report of Radovisli Mustafa Bey. He says that an officer would be sent from the
center to force the head of the village and the Council of Elders to do their duties and
provide the attendance of the children.*?? So, they were responsible for the
attendance of the children, school issues and the control of the incomes that should

have been spent on educational expenses including the reparations, establishment of

schools and the salaries of the teachers. However, these were also the people who

318 Mahmut Makal, Bizim Koy (Istanbul: Varlik Yayinlar, 1950) , p.69
$90rtayli, Tanzimattan Cumhuriyete Yerel Yonetim,105
*bid.
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took possession of the income that should have been spent on education as we have

seen in the cases of the notables.

Educators in Tobacco Business

Tobacco was one of the main agricultural products in the countryside of Salonika,
and selling tobacco was an important activity for the peasants to gain money. In this
situation, most of the imams were involved in the process as tobacco commissioners
to earn money. Tahsin Uzer talks about the imams as commissioners. An example
was Adil Aga, the imam of the Lestan village, who worked as a tobacco
commissioner.®* Selling tobacco which was the product of a yearly hard work at a
good price was in the hands of these imams and the notables.*** These imams and
notables were also members of the Council of Elders, which was supposed to
organize and arrange educational issues and these people often worked as the
teachers of the villages. In addition to the imams and notables, the teachers were also
involved in different jobs, especially in the tobacco business, rather than teaching as
we can see in the cases stated in some newspapers. A reporter says that the teachers
in the Drama region were engaged in tobacco cultivation.*® He says that education
did not much develop in the region due to such cases. The tobacco business was

more profitable than teaching, so the teachers preferred it in order to make more

323 Uzer, Makedonya Eskiyalik Tarihi, 38
2% bid.
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money as the reporter stated in another issue of the newspaper.3?® Hence, we see a
complex process of education which was related to economic dynamics and the
agricultural work in the villages: the notables who use the evkaf-1 miinderise incomes
for themselves; the imams who were tax collectors, tobacco commissioners as well
as members of the Council of Elders and the teachers who were engaged in different
jobs instead of teaching. However, regarding the teachers, we should consider who
these teachers were. Although they were appointed by a central order, most of the
time the teachers were appointed to their region, therefore most of the teachers in the
villages were people from nearby regions. So, they were not so much unfamiliar with
businesses such as the tobacco business, so we should think of someone who was
doing what his parents or neighbors or someone familiar used to do, which actually

makes the situation in the villages more complex.

The Imam-Teachers

Previously | mentioned that imams also acted as teachers in the villages. The
Minister of Education Ahmed Riistii Pasa says in his report presented to the Sultan
and which included a regulation of primary schools in villages that the imams could

be teachers.??’

The most important reason for the imams’ working as teachers was
economic both for the state and for the communities because he says that in every

village there were already imams who were paid by the community and they were

326 «“Eyrak ve Mekatib”, Asur, No: 1011, p.3, onbirinci sene, 22 recep 1323- 8 eyliil 1321- 21 eyliil
1905 (21 september 1905)

2TBOA, Y. MTV 115/39, 22 sevval 1312 (18 april 1895)
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already educating the children in the villages.**® Radovisli Mustafa Bey says that if
the imam is also teaching, the community pays him in kind, with wheat or barley or
as grain.®* In another document, it was stated that in the Akhisar nahiye of the
Geyve kaza, the imam-teacher did not have any payments and was paid in kind by
the peasants.®* The reporter wrote from the Kopriilii kaza saying that due to the
financial difficulties, in the villages, the imams continued teaching.**

The imams were obliged to have a certificate to teach at schools according to
the Education Regulation.®* This was provided by the Dariilmuallimin schools with
a kind of a course during the summer and imams received a certificate by completing
it. They were educated in the courses that were included in the programs of the new-
style village primary schools. There are documents about imams asking for an
allowance from the local government to go to the city center to attend the course and
to turn back®®, which indicates the application of the program and the demand of
some imams, but the spread of this is questionable. The implementation of this
system was a problem, since the imams had other concerns. In addition, the
educational matters of villages were in a complete disorder. For instance, Radovisli
Mustafa Bey says that the imams having a certificate from Dariilmuallimin were not
capable of teaching.®*** In addition to that, they were not willing to devote all of their

time to the education of the children. A journalist reports that the imam teachers were

22 BOA, Y. MTV 115/39, 22 sevval 1312 (18 april 1895)
29 BOA, Y. MTV. 37/56, 1 cemazilahir 1306 (2 february 1889)
30 BOA, MF. MKT. 241/ 27, 29 Cemazilahir 1312 (28 december 1894)

331 “Miilhakat-1 Vilayet”, Asir, No: 68, p.2, birinci sene, 12 zilkade 1313-13 nisan 1312 (25 april
1896)

%32 Ibnii’s-Seyh Nafi, Maarif-i Umumiye Nezareti, pp.435-6

333 For details look at; BOA, MF. MKT.

34 BOA, Y. MTV. 37/56, 1 cemazilahir 1306 (2 february 1889)
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shepherding the children (¢cocuk ¢cobanligi) only for six months and then they left
with 10 liras in the villages of the Poliroz nahiye.®* An inspector says in his report
that education in the villages consisted of going to the house of the imam for 1 or 2
hours in the winter season.®*® The imams having other concerns and duties probably
found teaching an extra burden. Furthermore, when the community was not so
willing to send their children to school, schooling was most of the time out of the
question. In addition, as | talked about earlier, the imams were in the Council of
Elders, supposed to control schooling in the villages. Generalization of the situation
is risky, but still we should be aware that there were substantial problems at the local
level.

Another reason behind the presence of imam teachers was the scarcity of the
Dariilmuallimin graduate teachers who were educated in the new-style education, as
| elaborated in Chapter 1. For instance, as a practical solution to such a need, in
1312, Memduh Pasa stated that for the time being the imams in the villages would be
educated in the townships during the summer and then turn back to the villages and
continue teaching.®*” Hence, even at the end of the nineteenth century, there was a
scarcity in terms of numbers. For instance, the inspector who has been sent to
investigate the situation of education in Erzurum and nearby regions wrote that some
primary schools remained empty because teachers could not be found.* Besides, we

cannot talk about the widespread new-style primary school organization in the

335 “Miilhakat-1 Vilayet”, Asir, No: 92, p.3, birinci sene, 11 safer 1314- 10 temmuz 1312 (22 july
1896)

336 BOA, MF. MKT. 589\31, 22 recep 1319 (4 november 1901)
%'BOA, Y. EE.. 131/19, 28 Tesrinievvel 1312 (9 november 1896)
%8 BOA, MF. HTF 1/62, 29 zilhicce 1328 (1 january 1911)
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villages as in most of the cases education was something unregistered and continued
in the imam’s house. Therefore, in the villages we see imams with a greater
proportion in numbers when we consider education because there were not many
new-style primary schools. In the cases about registered primary schools, the imams
were appointed with a greater proportion than the Dariilmuallimin graduates. We
also see cases in which teachers were appointed to primary schools, but the presence
of the teacher was another question for the community, which will be discussed.
Thus, overall we should not expect to see teachers in great numbers in the villages.
Surely, there were teachers, but due to the social structure of the villages, in most of
the villages the presence of the imam teachers was the case in the nineteenth century

as we have seen from the complaints of the inspectors.

Rejection of Schools: Affording the Expenses as an Excuse or as a Reason?

Sending children to school was, in fact, a matter of finance, that is, a great one for
ordinary poor peasants. An inspector who visited the villages of Salonika at the
beginning of the twentieth century says that the children of the poor families do not
attend school®®. If they do not send their children to school, they do not have to pay
for the teacher or for other expenses of the school and if they display a communal
rejection of schools, they may get rid of the school completely as was the case of the
Sokol village in Salonika. In this village, the community rejected building a school
and sending their children to school and the teacher had to be appointed to a nearby

village since the permanent residence of the teacher would not result in the

39 BOA, MF. MKT. 589\31, 22 recep 1319 (4 november 1901)
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demanded way (the demand to persuade the community to send their children to
school).3* The reason behind this could be economic or religious (sectarian
differences). Or the situation can also be emanated from the parents’ will of working
the children on farms.

An inspector says that the peasant families abstained from giving 5 or 10
piasters by claiming that they were poor.*** In this way, the inspector accuses the
parents for concocting an excuse and not giving the necessary importance to the
education of their children and making them remain ignorant. Another writer also
talks about the same concerns of the families in the countryside and he says that the
parents were not sending their children to school not to give 5 or 10 piastres.3*?
However, from another point of view, when we think about the expenses of the

peasant family**®

, even 5 or 10 piasters can be an important amount to be saved.
Having the children work in the fields make the family save the amount of money
that they would give to seasonal workers to help them in the harvest, when it was
taken into account that a worker cost at most 12 and at least 10 piasters per day in the
Salonika region .*** Furthermore, the children would be the future owner of the
farms, and therefore their work on fields has an additional meaning which I will talk

about below. Hence, even at the beginning of the nineteenth century, making the

children work on farms, which was the direct influence of agriculture on educational

%0 BOA, MF. MKT. 826\66, 18 zilkade 1322 (24 january 1905)

%1 BOA, MF. HTF 1/62, 29 zilhicce 1328 (1 january 1911)

**Zaman, No: 152, dérdiincii sene, p.3, 15 rebiyiilevvel 1293- 10mayis 1292 (22 may 1876)
3_ook at Chapter 2

%% Salname-i Vilayet-i Selanik. Sene-i hicriye 1303, defa 9.
114



issues, could be regarded both as an excuse and a real reason for the peasant families,

when their economic conditions were taken into account.

Peasant Children Going To School

Beside the indirect relationship between agriculture and education mainly by
determining the economic conditions of the peasants, agriculture has also direct
effects on education. The most obvious one was making children work on land. The
children worked on land during the long agricultural season to help their family.
Beginning from the age of seven or eight, a child started to be engaged in serious
works (ciddi is), which mean agricultural works, as Ismail Hakki Tongug¢ mentions in

his book.>*°

The mentality behind this act was to teach the work to the children,
especially to the sons because they were the future owners of the farm, to reduce the
work by dividing the labor and to save the money that they would have to give to
seasonal workers during the harvest. In addition, agriculture had another direct effect
on education: establishing a social order in the village which determines the position
of the teacher as the accepted one or the undesirable person. The first discussion will
be about making the children work on farms.

In the Education Regulation of 1869, the parents were compelled to send their

children to school. Otherwise, they would be punished. But there were some excuses,

one of which was stated as “a child who is engaged in agriculture in the cultivation

¥ Tongug, T.C. Kiiltiir Bakanhgi Ilkokul Ogretmen Kilavuzlari No.8 Koyde Egitim, 156
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and harvest times”.**® On a date later than the Regulation, Ahmed Ziihtii Pasa tried to
find a way to increase the numbers of schools and the attendance of children in the
villages. Perhaps as a solution, he preferred to leave the decision to the local
committees, but to what extent these committees were willing to tackle with this
issue is a matter of question as we have seen the members of the committees before.
He states “Although attendance to school was compulsory according to the rules of
Education Regulation, the condition of school attendance of the village children who
were bound to help their parents in the agricultural season would be taken under a
regulation according to the local conditions by the Education Commissions”.>*’ The
decisions of the Education Commissions were unknown because we do not have
documents in the archives including the decisions. It is possible that the
Commissions did nothing about this issue, since its members were the same notables
who tried to take the possession of the evkaf-1 miinderise. Here, the important thing
was the effort of the Minister and what his efforts suggest us. On the one hand, he
was aware of the complex and various conditions in the villages, and on the other, he
aims to spread education even to the farthest corners of the empire. He was also
aware of the incapability of the centre to bring up an absolute solution to this
problem, therefore he left the situation under the responsibility of the local
Committees. In this situation of leaving the decision to the local Committees, the aim

of finding a compromise between on the one hand a way of not harming the

346 “cocugun ekin ve harman vakitleri ciftcilik ile istigal olunmas1”; Ibnii’s-Seyh Nafi, Maarif-i

Umumiye Nezareti, 407

347 «“Mekteplere devam Maarif-i Umumiye Nizamnamesi ahkamina tevfiken mecburi olacaksa da
zlirra’1n is giic mevsiminde ebeveynine muavenet eden kdy ¢ocuklarinin suret-i devami maarif
komisyonlarinca icabat-1 mevkiye gore bir usul ve kaide altina alinacaktir”; BOA, Y. MTV 115/39,
22 sevval 1312 (18 april 1895)
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agricultural production process and on the other a way of educating the children must
have been influential.

James Reilly says, in the villages, “every able-bodied person would assist in
the harvest, including women and children. Boys would be put to work harvesting at
an early age, and gradually given other, heavier responsibilities”.>*® Most of the
burden was given to boys because they were the future owners of the land; “when he

s 349

becomes an adult, the son takes on his father’s work... Tevfik Giiran says that

there was only one school in every four village and “a small number of the boys at
school age attended school only in winter when there was no agricultural work”, 3
This was the general case in the countryside of the empire as most of the inspectors
stated in their reports.

The provincial inspector of Salonika who visited the countryside around
1901, claims in his report that the students were not attending school in the summer
due to various reasons. He says that the children were going to the house of the imam
in the winter and they forgot what they had learned because of their absence during
the summer.* The inspector did not develop the reasons, but as we have seen in
documents and in the reports of other inspectors, one reason was their work on lands.
In 1911, a provincial inspector of the Erzurum province complained about the

absence of schools, but more importantly he says that at the present few schools, the

children attend schools only in winter and from the spring to the fall they help their

348 Reilly, “The Peasantry of Late Ottoman Palestine”, 88

¥9Hofer and Fel, Proper Peasants, 122

350 «okul cagindaki erkek ¢ocuklarin kiigiik bir boliimii, ¢iftcilik islerinin bulunmadig: kis
mevsimlerinde okula devam etmekteydi”; Giiran, /9. Yiizyil Osmanli Tarumi, 127
%1 BOA, MF. MKT. 589/31, 22 recep 1319 (4 november 1901)
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parents in the field and do the agricultural works without attending school.** The
child labor was very important so that the work would be done quickly and in this
way, no money would be given to seasonal workers. As Salih Zeki mentions
“because some peasants were handling the tobacco with their children, the expenses
were relatively low”.**® Furthermore, the child would be the future peasant as
agricultural work was something hereditary, so he needed to learn his job instead of
going to school and he would learn it by working rather than at school and all the
necessary knowledge were taught him by his elders who carried on this knowledge
from the older generations and this knowledge place them on the top of the social
hierarchy both in the family and the village. | will come this later.

The children in the villages attend school in the winter as | stated before. As a
case in 1895 from Adana suggests through a table that was prepared in every three
months to be sent to provincial education directorate to present the situation of the
teachers and students of a primary school. This table reveals how the absence of
students changed according to the months. Although the table includes data about a
school in the kaza center, the children were probably the children of the peasants
having lands nearby the center. In the attendance table, the categories were organized
as the number of the students who left the school and the number of the students who
reenrolled to the school.*** In March, none of the present students left school, but in

3355

April, 15 students left and the overall number was written as 73, in May, 21 more

%2 BOA, MF. HTF. 1/62, 29 Zilhicce 1328(1 january 1911)

%53 «“Bazi rengberler ektikleri tiitiinii kendi goluk ¢ocuklariyla idare ettikleri i¢in az masrafla...”; Zeki,
Tiirkiye 'de Tiitiin Ziraat, Sanat ve Ticareti, 153

%4 BOA, MF. IBT 20/75, 11 ramazan 1303 (13 june 1886); the date on the cover is wrong because in
the document the date was given as 1312 (1895)

*Ibid.
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students left school and the number of overall students remained as 523

as was
shown in the table. In the bottom of the document, it was stated that the table was to
show the absence of the teachers and the students, but here the table shows only the
students leaving and reenrolling. The category was called as reenrolling and leaving,
because the inspectors that describe the situation in the villages about the children’s
working on lands instead of going to schools also use similar terminology.
Furthermore, Selim Sabit Efendi, as an advisor to the teachers in his book, about the
maximum attendance of the children stated that the student who left school without
an excuse would be cancelled from the register by communicating with (i /-
muhabere) his or her family.**’ For this reason, it seems that children left school to
work on lands during a long period because their names were cancelled from the

register book and when the winter came, they were enrolled again.

Table 4: Number of Students During Spring Term

May April March
Overall Those The Overall Those The Overall Those The
number | who have | number | number | who have | number | number | who have | number
been of been of been of
reenrolled | students reenrolled | students reenrolled | students
to school who to school who to school who
have have have
left left left
school school school
52 21 73 15 88 -

Source: BOA, MF. IBT 20/75, 11 ramazan 1303 (13 june 1886)

The months could not be a coincidence because the busiest time of the agricultural
work began in March or April. We cannot be certain, but the students might have
begun to be absent at school beginning from the middle of March and their names

were cancelled in April because they exceeded their absence limit. We have to accept

**Ibid.
%7 Selim Sabit, Rehniima-y: Muallimin, (n.p: n.p, n.d), p.31
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that there might have been other reasons, but the increasing numbers of students
leaving school towards the agricultural season could not be a coincidence. Thus, we
can see that even in the centers of kazas the children were leaving school in the
agricultural season.

The situation becomes clearer in other documents. The provincial inspector of
Maras claims in his report that he inspected a village primary school in September.
At that time the number of students was 90, but he states in his report that the
number would be 200 in one or two months.**® The increase depends on the ending
of the agricultural season because in most of the regions of the empire, the
agricultural season ends in November, and because the children remain free
beginning from November, the parents send their children to school. In another
report, the provincial inspector was also talking about the increase in the number of
students in the winter. He says that the number of students at school increases to 120
in the winter.**® The reason behind the increases in numbers in the winter and the
increases in the numbers of students leaving school beginning from the spring was
the agricultural season during which these children work on land.

Seasonal migration, especially in very warm places was also a reason behind
the absence of the children beginning from the spring until the winter. In Zor sancak,
most of the village inhabitants were migrating to the plateaus and in a document it
was stated that due to that reason, the children of the peasant parents could not attend

school beginning from the spring, so education was delayed.**® The demand of the

%8 BOA, MF. HTF. 1/59, 30 zilkade 1328 (3 december 1910)

%9 BOA, MF. HTF. 1/37, 9 zilkade 1326 (3 december 1908)

%0 BOA, MF. MKT 1003/63, 20 cemazilevvel 1325 (1 july 1907)
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Provincial Education Director from the Ministry was to make special arrangements
for these people and according to the decision of the Ministry of Education, the
program of primary schools in the villages would be arranged according to the
circumstances of the villages and the people. The decision of the Ministry was to
break up the schools according to the temperature of the region. Here, we see that in
addition to the agricultural activity in seasons, the climate had an effect on the living
conditions of people and educational matters had to be adapted into these conditions.
Moreover, since the children were working in farms, they had to adjust to these
circumstances and their education was thus affected. Another important factor here
was the position of the Minister and his orders to the provincial Education Director
to organize the situation accordingly. In 1907 as part of the schooling policy, in the
report, the Minister ordered the Director to organize education according to the
regional circumstances so that the community would be encouraged for education.*®*
This is to shape education in terms of the local conditions, which will make it
familiar to families and something not against their lives but a supportive one. There
is a very similar intention behind the introduction of the agricultural course at village
primary schools: to make school familiar to them, which will be discussed later in
this chapter.

Some of the peasant parents did not send their children to school at all instead
of sending them to school only in the winter. In the villages of Sokol and Bayasalli,
as | previously illustrated, the parents rejected to send their children to school and the

teacher ad to be appointed to somewhere else.*** Although its reason was not stated

311 bid.
%2 BOA, MF. MKT. 826\66, 18 zilkade 1322 (24 january 1905)
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in the report, it was important in that the conscious and insistent rejection of the
peasant parents could be noticed because we see that although the provincial
governor insisted on the presence of the teacher in the village, he saw that there was
no other choice, since the presence of the teacher would not convince the parents to
send their children to school. The reasons could be poverty, opposition or having the
children work in farms, all of which were in a way related to the agricultural activity
in the villages. Additionally, there could be religious (i.e. the sectarian differences
such as the Sunni education vs. Alevi or Bektasi communities) reasons or political
reasons (such as resistance against to be taken under registration as a way to prevent
their children’s conscription). Although these reasons deserve a further research and
explanation, they are beyond the scope of this thesis. Beside these, there could also
be another reason: the opposition to the teacher representing something new or in
some cases, the teacher’s being a foreigner or an alien to the order in the village
(although in most of the cases the teacher was appointed to the villages from among
the people born nearby or from among the people living in the village, as the case in
a document reveals, the teacher was appointed to his village: Ibrahim, the son of
Ahmed Aga from the Bogdanca village.**® Sometimes the teachers could also be
foreigners, for example, a teacher was appointed from Konya to the Praviste

nahiye®®%).

33 BOA, MF. MKT. 903/13, 4 zilkade 1323 (31 december 1905)
%4 BOA, MF. MKT. 127\87, 26 safer 1308 (11 october 1890)
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A Child’s Desire to Attend School

The desires of the children were missing in this picture. In fact, in the Ottoman
documents, the voice of the ordinary people was missing. If we are fortunate, we can
find some clues which are still important to fill in some blanks though they may not
be representative. In a kaza of the Edirne province, the local tithe official Emin Aga
took Hiiseyin, a riigdiye student, to work for him by force. Hiiseyin managed to
escape from Emin Aga.*®® Afterwards, the decision was that the child who wanted to
attend school was right and that no one had the right to keep a child like this.*®® In
fact, the document is in the form of a rough draft, so it does not include who made
the decision and who made the complaint but it is important for several reasons.
Firstly, we see here, the interference of a tithe collector to the education process.
Furthermore, it shows how these notables were closely involved in people’s lives
because we do not see any comments about the attitudes of Hiiseyin’s parents in the
document. Secondly, it shows us how children might be willing to have education.
Of course, we cannot say that all the children had the same wish as regards
education, but at least, we may talk about the unwilling workers on lands in some
cases. However, we do not have information which can give us some clues about the
children’s attitudes. Therefore, we had to talk about them as passive voices in this

thesis but in fact, they have the leading role. In addition to that, we cannot know how

the children’s perception of school was, Ismail Hakki Tongug stresses a very

%5 BOA, MF. IBT. 9/41, 10 zilkade 1293 (27 november 1876)
%%1bid.
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important issue: language and the world of ideas that shaped the language.®*’ The
language of a child was shaped according to the conditions that he or she confronted
in his/her life in a village and according to Tongug, it was mostly shaped by
agricultural conditions. Language was the perfect reflection of the way of thinking of
a child and it was formed according to the village life. However, the language of the
teacher was full of abstract words that were so strange for the child. And the children
learned the language by force. For this reason, the child felt ashamed to speak in
front of the teacher who speaks an alien language. This is very much important also
in terms of destroying the world of the child’s thoughts as Eugen Weber talks
about.>®® This issue was also strongly related to the introduction of the agricultural
course in terms of making the education language familiar with the nature of the
children. Although this issue remained in the realm of theory, without seeing the real
examples of that, it is still important to bear in mind the nature of the children which

was missing in the Ottoman documents.

Peasants’ Attitudes Towards Schools and Teachers

Back to the reasons for the rejection of schools, there were even some parents who
were proud of not sending their children to school as Ismail Arslan has quoted from a
newspaper in his book.**® Such positioning of the peasant parents against schools

was in fact not much clear, but the article in the Mutalaa newspaper could be related

%"Tongug, T.C. Kiiltiir Bakanhg: Ilkokul Ogretmen Kilavuzlar: No.8 Kéyde Egitim, 161-2

%8 Weber, Peasants into Frenchmen

3% 4s1r, No: 203, 22 agustos 1897; Arslan, Selanik’in Gélgesinde Bir Sancak: Drama, 158
124



to this attitude as a possible reason. A writer in the newspaper Miitalaa conveyed his
observations about some villages. He says that the state established schools in
Menlice, Celtik-i bala, Ayvanli, Mahmudcilar, Kocilar and Karaslar. However, the
community there rejected to send their children to school and they even used the
school as an animal shed or storage.*”® In the same article, the writer gives a more
important example about the rejection of the community. He says that in the village
of Viranokge-i bala in the Kopriilii kaza, there was not a school but the situation was
consulted by the Education Commission and the Administrative Council (Meclis-i
Idare) and it was decided that there should be one, so a teacher was sent there. But
the peasants rejected the teacher with full hatred (kemal-i nefretle reddetti). The
peasants and the notable of the village (aga) sent him to the center.3”* He says that
the community could not accept someone younger than them to teach something to
them because in this way village hierarchy would be threatened and their order
would be broken down. Thus, especially the notables made the community consider

the teachers as enemies®’?

because “even a teacher of a non peasant background, as
the ‘lone representative of the intelligentsia in the village’ could exert a ‘sustained
influence on peasant affairs communal decisions, and conflicts with officials, priests,
and landowners’”.>"® Even such aspects of the presence of a teacher could be enough

for the resistance of the local power holder to protect their economic and social

authority among the peasants. In Russia, as Seregny stated, the teachers played a

%70 Remzi hamdi, “Ziraat”, pp- 4-6, Miitalaa, No: 73, 17 kanunievvel 1313 (29 december 1897)
™ Ibid.
2Ipid.

373 Scott J. Seregny, Russian Teachers and Peasant Revolution: The Politics of Education in 1905
(Indianapolis and Bloomington: Indiana University Press, 1989) , p. 89
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revolutionary and idealized role in the countryside®”*, but in the Ottoman Empire, the
presence of the teachers conflicted with other dynamics in the villages in most of the
cases. As a result, the teachers sometimes had to resign or sometimes they adjusted
themselves into the conditions of the villages and took their places in the order
instead of fighting against the local authority. Hence, as we have seen here, another
very important reason behind the rejection of schools by the community was the
traditional social order in the villages derived from the agricultural relations and

knowledge which give the power in the village and family hierarchy.

Traditional Knowledge vs. Scientific Knowledge

The traditional order was established by agricultural knowledge and relations. The
handed-down knowledge of agriculture provided the elders with a high position in
the village and according to the community, agricultural knowledge was something
needed to be transferred to the future generations. The probable reason for this was
the hereditary position of the lands. The sons needed to come to the lands to learn
how to work on the land, how to cultivate it and how to maintain the soil since they
are the future owners, and the elders were the experienced ones who were supposed
to teach them, which was the basis of their social position in the village. In addition
to them, imams who taught them to read the Quran and who were also engaged in the
production process in many ways were the traditional teachers of the children. The
notables were the people who benefited from this social order both in terms of the

economy and the hierarchy. Hence, in such a system, the teacher was someone who

"1 bid; 89,97.
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tried to break this order representing the new order and the new-scientific knowledge
against the traditional order and knowledge. In addition, the situation of the schools
in the villages were also determined by this struggle between traditional knowledge
represented by the notables as well as the imam and the new order-scientific
knowledge represented by the teacher. On the one side, there were the possible losers
due to the new system and one the other side there were the representatives of the
new system and knowledge. llhan Tekeli and Selim ilkin talk about the general
picture of the empire and they state that the losers could constitute a powerful front
against the reformers. In this way creating a front against the reformers constitute
another limit against new order.>”® Based on this account, we can interpret the
situation in the villages in this manner: the struggle between the possible losers of the
village and the representatives of the new order was taking place as regards the
traditional knowledge of the elders and the imams against the scientific and new
knowledge of the teachers.

On the one side of this struggle there were the imams, elders and the notables
who were the benefiters of the old system. Imams were benefiting from the system as
the collector of taxes, as the teachers who were receiving some kind of a payment
either in kind or in cash and the respected people in the villages due to this situation,
so they personify in themselves the complex and strong relationship among
agriculture, education, the social order and hierarchy in the village. Notables were
members of the Council of Elders, which controlled educational issues and they had

been benefiting from the evkaf-1 miinderise incomes which would be cut down with

375 Tekeli and ilkin, Osmanli Imparatorlugu'nda egitim ve bilgi iiretim sisteminin olusumu ve
doniisiimii, 54
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the coming of a teacher. In addition to that, they benefited from the ignorance of the
peasants both by collecting more money and by providing authority in settling their
problems, and when the peasants were educated, their authority in this manner would
be meaningless and unnecessary. Hence, they also represent the complex relationship
between the economic situation, hierarchy and education. Besides, the elders were at
the top of the hierarchy in their own family and they were the respected ones due to
their knowledge. In fact, they were the necessary people for future generations to
sustain their agricultural activity, and their social position would also be threatened
with the existence of a teacher who is the representative of scientific knowledge. And
the teacher himself was someone appointed from the center and even this situation
would make him untrustworthy for the ordinary peasants who do not trust
government, since the government means tax-collecting and conscription for most of
the peasants in the village. In addition to all these, everything new was suspicious for
the peasant community, since the new system could be considered to be irreligious,
as | alluded in Chapter 1. For this reason, there were such cases in which we see the
rejection of the teacher. We see a similar case in one of the villages of the Erzurum
kaza. There, the community was not much eager (heveskdr) for education, so they
forced the teacher to resign; they insulted the teacher and he had to resign.3’® In some
cases, the teachers were not forced to resign by the community, but the actions of the
teacher were restricted by the provincial authority. In such cases, the community sees
the teacher as a threat and complains about him. For instance, the village community

in the Drama sancak lodged complaints against the teacher to the local government

3 BOA, MF. HTF. 1/62, 29 zilhicce 1328 (1 january 1911)
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about their interference to the village affairs.>’” The teachers were representing
something new and this was suspicious for the peasants most of the time. Therefore,
their position in front of the imams representing religion and the traditional order
depends very much on the attitudes of the community. C. R. Day, depicts the role of
the teacher among the French community as accessory; “[peasant] considers the
teacher's functions as accessory rather than essential”.>’® Day depicts the position of
the teacher among the French community, but as we have seen, the Ottoman case
was not so much different than the French one. The document about the village in the
Drama region was also important as the response of the provincial ruler. It was
strongly advised (!) to the teacher not to interfere with the affairs of the village.*
Hence, we see the mentality of the local authority was not to bother the local order
and not to turn against the people. And as we see from this case, “the local society
(that) decided in the first place what a crisis was and what was not”.** The local
society wrote the petition and complained about the teacher to the local authorities to
preserve the traditional established order of the village and they decided about the
interference of the authority and in fact, they demanded it. The document could also
be considered to see the limits of the central authority. The central authority could
only interfere with local issues in the time and limits which the community allowed.
They did not want any outsider to interfere with their business and this could also be

the agents of the local authority in another occasion. Thus, one side of the struggle

S BOA, TFR. |. SL. 37/3667, 12 safer 1322 (28 april 1904)

8 C. R. Day, “The Rustic Man: The Rural Schoolmaster in Nineteenth-Century France”,
Comparative Studies in Society and History, Vol. 25, No. 1 (Jan., 1983), pp. 26-49, p.40

9 BOA, TFR. |. SL. 37/3667, 12 safer 1322 (28 april 1904)

%80 Antonis Anastasopoulos, “Crisis and State Intervention in Late Eighteenth-century Karaferye
(mod. Veroia)” in The Ottoman Balkans 1750-1830 (ed.) Frederick F. Anscombe (Princeton: Marcus
Wiener Publishers, 2006) , p.22
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became that the villages became an arena of struggle of the local state authority and
the established traditional order which resist any possibility to break the order.

The imams were using their advantageous position against the teachers thanks
to the community because as we learn from the memoirs and the newspapers most of
the people continued to send their children to imams for education since the peasants
suspected anything new and since it was considered as adopting the unbelievers’
habits (gavur adeti benimsemek).®** Furthermore, some of the peasants wanted their
children to be Muslim preachers in the future, so they did not send their children to
new-style schools with teachers, they send to imams.3¥ Hence, this might have been
another reason for the rejection of teachers. However, as | illustrated before, there
was the adaptation of the teachers to the old system and the structure of the village
and there were teachers who were involved in other business such as the ones in the
Drama case, who were engaged in the tobacco cultivation and trade instead of only

teaching or those who took the income of the wagf of fountain to themselves.*®

Agricultural Books and Courses at the Primary School

Returning to the elders, as | mentioned earlier their social status in the hierarchy

came from their experiences and knowledge. This was stated in a book called

Maarif-i Umumiye Yahud Bir Cificinin Miitalaadan Istifadesi published in 1312

%1 Kara and Birinci, Bir Egitim Tasavvuru Olarak Mahalle/ Stbyan Mektepleri
*#2«Miilhakat-1 Vilayet”, Asur, No:74, p.2, birinci sene, 4 mayis 1312- 3 zilhicce 1313 (16 may 1896)

383 «“Evrak ve Mekatib”, Asur, No: 1005, p.3, onbirinci sene, 19 agustos 1321- 1 eyliil 1905 (1
september 1905) and “Evrak ve Mekatib”, 4sir, No: 1011, onbirinci sene, p.3, 22 recep 1323- 8 eyliil
1321- 21 eyliil 1905 (21 september 1905)
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(1894-5)*** consisting of a series of articles about the importance of education to the
peasants by a writer, called Hakki. It was about the peasants who, at first, rejected
education and did not recognize its importance, but then someone wise among them
sent his son to school and when they realized his knowledge about agriculture and
the increased productivity of the land of the child’s parent, they decided to send their
children to school. The book was also like an overt advisory for the peasants by
depicting very strictly the ideal type of peasant vs. the peasant who eventually comes
round to the ideal peasant’s point of view, which reflects the point of view of the
state towards the peasants from the eyes of the writer. Leaving aside the advisory
side and thus the question about the possible reality of the book, it is important to
depict the mentality of the peasants. Of course, they could not be representative ones,
but when we compare this to other sources, we can see the peasants’ way of thinking,
at least of those that have been mentioned. The elders were belittling the boy who
was going to school and their agricultural knowledge. They did not relate the
agricultural activity with education (okumakla ren¢berlik mi olur?).>® They
questioned the education of the child by belittling him and his knowledge: would this
child teach us what we know already (bizim bildigimizi bize mi 6gretecek?). The
writer of the book says that the old peasants were trying to counsel all the people®®®

because they were the representatives of the traditional agricultural knowledge which

needed to be transmitted to future generations and the younger generations needed

384 Hakki, Maarif-i umumiye yahud bir ¢iftcinin miitalaadan istifadesi
% Ibid.
1bid.
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their knowledge. This is how they established their social position in the villages.
And this position would be threatened with the presence of the teacher.

The introduction of the agricultural course in the primary school programs
was also very important in terms of the struggle between the traditional agricultural
knowledge and the new scientific knowledge because this was the most visible threat
to the elders and the imams and in this, there was a direct challenge to their authority
and knowledge. Before the introduction of the course, the knowledge that the
children got at school from the teacher could be a threat in terms of a general
mentality, but now there was a direct challenge.

The relationship between agriculture and education was a matter of
discussion among the writers in the newspapers. Although they did not give the
solution of the introduction of an agricultural course, they stressed that education
should have a practical meaning for the lives of the peasants. For instance, Faik asks
in his article how could agriculture develop without education.®®’ Remzi Hamdi also
relates agricultural development to primary education and he tries to present a kind
of practical primary education to provide a quick solution to the educational and
agricultural problem. He writes in the article: “I am not, myself, for a long [uzun
uzadiya)] education at village primary schools”.*® He says that education that would
help the peasants in their daily lives would be enough for them. However, their daily
lives were shaped mostly by agricultural activities, hence, the school had to have a

crucial practical-meaning to be attractive. In his report to the Sultan, Ahmet Ziihtii

%7 Faik. “Miitenevvia- Yine Ziraat”, Miitalaa, No: 71, p.4, 3 kanunievvel 1313- 20 recep 1315 (15
december 1897)

38 “bendeniz kdy mekteplerinde uzun uzadiya tahsil fikrinde degilim”; Remzi hamdi, “Ziraat”, pp. 4-
6, Miitalaa, No: 73, 17 kanunievvel 1313 (29 december 1897)
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Pasa, the Minister of Education, suggested that a booklet be written for the village

children and read at schools®®

to take the attention of the peasants because it was
believed that in this way the school would bear a more important meaning for the
lives of peasants. He offered this in 1895, but it was officially claimed in the
education yearbook of 1318 (1900-1). There it was stated that “this year [third year]
for the type of reading [kiraat nev’inden], the booklet called (malumat-: miicmele-i
ziraiye) would be read [...] this book would not be read at the primary schools of the
capital city [dersaadet], but it would be taught only at the primary schools of the
nahiyes and the villages...”.3%

The introduction of agricultural course at the primary schools was not unique
to Ottoman Empire. It was tried before the Ottomans in France. “The first attempt to
develop popular agricultural teaching in primary school goes back to 1866, but
nothing was really done till the law of 1879, which started agricultural teaching at
normal schools [the schools other than the religious ones] and made it compulsory
after three years at elementary schools...”.>** Cloudesley Brereton says that the aim
of the introduction of an agricultural course in France was ... to inspire the children
with a love of country life, and convince them of the superiority of an agricultural

occupation...”.* In addition to the explicit statements about the superiority of

agricultural occupation, implicitly, the love could also be created through learning

9 BOA, Y. MTV 115/39, 22 sevval 1312 (18 april 1895)

390 «bu sinifda kiraat nevinden (malumat-1 miicmele-i ziraiye) nam risale okutturulacak [...] bu kitap
dersaadet ibtidai mekteblerinde okutturulmayip yalmz kasabat ve kura mekatib-i ibtidaiyesinde kiraat
surette tedris edilecek”; Salname-i Nezaret-i Maarif-i Umumiye. Uciincii sene, 1318 sene-i
hicriyyesine mahsusdur (Istanbul: Matbaa-i Amire, 1318)

%91 Cloudesley Brereton, “French Rural Education” Journal Of The Society Of Arts, 51 (1902: Noev.
21- 1903: Nov. 13) pp. 54-66, p.61

*2 Ibid.
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about it, since the child would love something about which he has detailed
information and the work what he can really do. Charles Day has stated in his article
the intention of the French government: ... ignorance could be eliminated from the
countryside without eliminating the peasantry...”.>*® We can see the same aim in the
insistence of the introduction of the agricultural course here. Taking the attention of
the peasantry through something related to their real practices would bind them to the
land and bring them closer to the aim of the rulers; ismail Hakk: Tongug stated the
reason behind that as the following; ...the worth and the meaning of school would
disappear spontaneously if the nature of the school was not in the character of
supporting the agricultural works, namely the nature of the occupational works”.*%*
However, the application of this took some years after it was stated in the education
yearbook. For instance, in the newspaper Resimli Cift¢i, a writer talks about the
necessity of an agricultural course at schools. He says that the agricultural courses
should be added into the curriculum of the village primary schools.*®® The article
dated back to 1904, so we can say that the statement in the education yearbook was
not applied until that date. According to Aksin Somel, the application took place
after 1904°%®, which fits the date of the article. In the provincial yearbook of
Salonika, the need was again stated. It was mentioned that to increase productivity,

the usage of the new tools was necessary and they could be achieved only by

education, so “in our country, first of all agricultural knowledge should be extended

**Day, “The Rustic Man: The Rural Schoolmaster in Nineteenth-Century France”, 46

3%« kdy okullarmin mahiyeti, ziraat islerini, yani mesleki mahiyetteki isleri besleyecek karakterde

olmazsa, kdyde okulun kiymeti ve manas1 kendiliginden kaybolur”; Tongug, 7.C. Kiiltiir Bakanlig
Ilkokul Ogretmen Kilavuzlar: No.8 Kéyde Egitim, 173

3% “Kdoylerde Maarif”, Resimli Ciftci, Her Hafta Pazartesi Giinleri Nesr Olunur, p.2, No: 1, 30 Mart
1320 (12 april 1904)

3% Somel, Osmanli’da Egitimin Modernlesmesi, 227
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and generalized...”.*" Hence, based on this account, even in 1906-7, we cannot talk
about a total application, because the necessity of knowledge was still at issue.

We have seen the intention behind the application, but to have a much clearer
idea, the content of the course should be considered. In this respect, the book called
ciftcilik dersleri, written in 1331 to be taught to the primary school students by
Hiiseyin Kazim will be analyzed. The book starts with some advice about
agriculture. At the beginning, Hiiseyin Kazim says that “agriculture is not something
about tilling the soil one or two times and then waiting for the products because to
have good and plenty produce from the seeds there should be other things”.**® This
sentence is like a summary of the first part which actually includes the aim of the
book. This book tries to show the significance of scientific agricultural knowledge
which could increase productivity, the real aim of agriculture. To be real peasants,
the peasants should know the weather, the soil, the fertilizers and also the qualities of
the seeds. This was actually the challenge to the traditional order and traditional
knowledge because with such knowledge the children could teach the elders new
techniques of agriculture which they lack and in this way, their authorities through an
order of master- apprentice relationship would be broken. In the second chapter, to
demonstrate the soil to the children, the writer talks about different types of the soils
and in what way these different types of soils were important. In the third chapter, he

demonstrates and talks about herbs with some drawings showing how they sprout. In

%97 “memleketimizde evvel be evvel malumat-1 ziraiyyeyi tevsi’ ve ta’mim etmek...”; Salname-i

Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene-i hicriye 1324, on dokuzuncu defa olarak (Selanik
hamidiye mekteb-i sanayi matbaasi: Selanik, 1324)

3% «ziraat tarlalar1 bir iki defa siiriip tohumu sagmak ve ondan sonra bu tohumun nesv ve nemasim ve

topraktan ¢ikip mahsul vermesini beklemek.. degildir ¢iinkii bu tohumdan iyi ve ¢ok hasilat alabilmek
i¢in daha baska seyler lazimdir”; Kazim, [imi ve Tatbiki Cift¢ilik Dersleri,8
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the fourth chapter, he talks about the healing of soils and the importance of good
irrigation. The fifth chapter is about the types of fertilizers. In the sixth chapter, he
talks about pastures which affect fertilizers and in the seventh chapter, he talks about
hoeing and the farming issues including some pictures of the different tools for
farming. In chapter eight, he talks about grain cultivation. In this chapter he mentions
the ideal season for seed cultivation and step by step he tells the process of
cultivation. This is actually very important because in this way he assumes that the
peasant children know nothing about the cultivation process. In the book, he never
mentions that the children already know something about the process of cultivation.
This shows that the writer wants to create a different kind of peasant who relies only
on scientific knowledge rather than on traditional knowledge.

To return to the book, in the ninth chapter, the writer talks about the diseases
of grain seeds and the weeds, the birds and the insects that harm the grain seeds. In
the tenth chapter, he discusses the weeds that are cultivated on the unsowed lands. In
the eleventh chapter, he talks about industrial plants and in this chapter, he again
starts from the very beginning assuming that the children know nothing about it. In
the twelfth chapter, he explains oil plants. The thirteenth chapter is about viniculture
and the fourteenth one is about vegetable gardens. In the fifteenth chapter, he talks
about fruit gardens. The sixteenth chapter is about animal feeding and the
seventeenth is about dairy and cheese (peynircilik). The eighteenth chapter covers
apiculture and sericulture. The nineteenth chapter is about fowls and finally, the
twentieth chapter is about flower gardens.

As the chapters of the book suggest, the writer tried to demonstrate every

aspect of agriculture and farming. As | mentioned earlier, he assumed that the
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children did not know anything about the issue and he tried to teach them everything
from the start. For instance, at the end of chapter eight, he gives the summary of it in
the form of questions, one of which is: “what do you know about wheat, rye, barley,

»3% and while depicting those seeds and

oat, rice, corn, buckwheat and millet
explaining the cultivation of them, he wrote from the very beginning as if the
children knew nothing. This attitude, in fact reflects how this writer perceived
scientific knowledge at that period; something that needed to be based on science and
then needed to be tested with the experiments that were applied according to the
scientific rules. This is actually an attempt to create a new type of knowledge which
was a threat to the established order of the elders. In addition to this, another
important aspect of the book in terms of teaching was the practice part at the end of
each chapter which also carried the same intention. For instance, at the end of the
eighth chapter about grain cultivation, he tries to teach the importance of digging. As
a practice, he offers to dig two types of wheat seeds into different depths of soil to
see how digging is important. He also offers the teachers to plant different seeds into
the garden of the school and ask the children what type of plants they are. This
provides a much clearer picture about the perception of the writer about peasant
children.

As such, the book was nothing but a scientific manual. It does not carry any
political messages about the Sultan or about the governors that could have been

imposed on the children but it had another intention as was the case in the French

system as Cloudesley Brereton mentioned: “The aim was to inspire the children to

3% “bugday, cavdar, arpa, yulaf, piring, misir, kara bugday, ve dar1 ziraati hakkinda ne biliyorsunuz”;
Ibid., 82
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love country life, and convince them of the superiority of an agricultural occupation
for industry...”.*® We see such intentions mainly in the introduction part. There the
importance of agriculture is emphasized: “mankind, as the animals, depends on
plants and fruits that soil gives them”.*** “Agriculture is the chestiest craft in the

d”*% and all other crafts and civilizations have begun with agriculture*®® he

worl
says. This is the same as the depiction of Brereton. In this way, the writer Hiiseyin
Kazim sanctifies agriculture in the eyes of the children over all other crafts.

Probably, this was the result of the effort to increase productivity and to raise
productive individuals as Aksin Somel says.*** Hence, they had to love agriculture
and what they do to earn their living in order to become such individuals.

Aziz Berker said that the agricultural courses at village schools did not
include much knowledge.*® This statement should be questioned because as we have
seen in this case, the book that was written in 1311 includes very detailed and
general scientific knowledge about agriculture and even about the themes related to
agriculture. There was another book written earlier: malumat-: miicmele-i ziraiye.
Aziz Berker might have looked at this book, and ended up in this statement, but still
the change within such a short time, that is ten years, seems doubtful. Because that

book could not be found, it was impossible to make a viable comparison, but still

such a change seems doubtful.

0 Brereton, “French Rural Education” , 62

0! “hayvanlar gibi insanlar da topragin verdigi otlara ve meyvelere muhtacdir”; Kazim, flmi ve
Tatbiki Cificilik Dersleri, 5

402« iraat diinyanin en namuslu sanatidir”; Ibid, 12
“Clbid.

4% Somel, Osmanli’da Egitimin Modernlegsmesi, 227
% Berker, Tiirkiye de Ilkégretim, 154
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The introduction of agricultural courses in primary schools took place later
than the establishment of agricultural schools. There might have been several reasons
for this. One could be that the rulers aim to constitute a basis for higher agricultural
education, another could be the aim of spreading agricultural education among those
who did or could not come from villages and other reasons could be added and
questioned accordingly. Hence, we may talk about a successive relationship,
especially when we compare the program of the school and the content of the book,
we can see that the book is like a basic simplified version for children. First of all,
the structure of the book from general to specific resembles the program of the
agricultural school when we have a look at it from the first year to the third which
begins with general scientific knowledge about the earth and ends up with specific
areas related to agriculture. This will be discussed later in the chapter. Secondly, in
the content of the book we see the precise chapters about different aspects of
agriculture such as stock breeding which also resembles the program of the
agricultural schools. The book was, of course, a simplified version of the school
program, but since it seems like the school’s summary, we can still talk about an
impact of the school. In this manner, the mentality of the school can also be seen in
the context of the course on agriculture at the primary school level.

In addition, the scientific knowledge of the book is important for the order of
the villages. By glorifying scientific knowledge, the writer helps to create the new
peasants who rely on their own knowledge rather than the experiences of the elders.
Another book Maarif-i umumiye yahud bir ¢ifigcinin miitalaadan istifadesi, talks
about a child trying to teach peasants something with his knowledge acquired from

school, but the elders belittle his knowledge. In this book, the elders accept the
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successful results at the end of the book and they even decide to send their children
to school, but that was an idealized example. Was the situation that easy in every

village?

Agricultural Schools and Model Farms

Agricultural schools could also be discussed in this respect. There was an established
training center (talimhane) in 1847 in Yesilkoy, Istanbul, but it was not thought as a
college or university. Widespread efforts that could cover agricultural education all
over the empire began in 1878-9 via Amasyan Efendi. Due to his efforts, the High
Agricultural School was established in Istanbul in 1891 at a university level under
the Civil Medicine School (Mekteb-i Tibbiye-i Miilkiye) and it was separately
established in 1892 in Halkali. Within the framework of these efforts of agricultural
education, an Agricultural School was established in Edirne in 1881, but because the
number of students remained below the required level, the school was closed three
years after its establishment. The second school was established in Salonika, which
will be discussed in detail later in the chapter and the third one was established in
Bursa in 1891 and it was like a technical college. The expectations from these
schools were high, but how was their effects in the local sense? Did they really
work? To answer these questions, it is necessary to talk about the Agricultural
School in Salonika, the terms of acceptance to this school, the situation of the
graduates and their effects on local education.

The Agricultural Practice School (Ziraat Ameliyat Mektebi) was established

in Salonika in 1887-88 on the Sedes ¢ifilik. The school was designed for the peasant
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children to be educated and to turn back to their lands eventually as Donald Quataert
says.*®® In the provincial yearbook, the acceptance term was stated as:
Because the school pertained both theoretical and scientific education
of agriculture, in order to be registered and accepted to the school, the
children had to be among the inhabitants of Salonika and Kosovo,
among the children of the peasants, among the subjects of the Ottoman
Empire, among the primary school graduates, more than 15 years-old

and less than 20 years-old, among the healthy and of a good moral
character ones*”’

It was stated that only the children of the peasant families would be accepted to the
school. In the Asir newspaper, the emphasis on the peasant children was also stated,;
“it was necessary (muktezi) that the children that would be enrolled to the school
should be among the children of the peasants”.**® Hence, the students of the school
were the children of the peasants and the aim was clear: productivity would be
increased with scientific knowledge that these children acquired from the school. In
addition to the children, the landowners and the police chiefs (subast) were invited to
the school.*”® The writer, in the Asu- newspaper, says that the people were invited to
the school to see and learn the new methods and then to teach them in their villages
to the ordinary peasants. They were informed according to the new methods with the
new tools. This was probably an effort for the introduction of the new methods and

new tools in agriculture because these are the people who control ordinary peasants.

% Quataert, Anadolu'da Osmanl: reformu ve tarim, 106

7« mekteb hem nazari ve hem ilmi ziraat tahsiline mahsus oldugundan mektebe kayd ve kabul

edilmek i¢in Selanik ve Kosova vilayetleri ¢ift¢i evladindan ve tebaa-i devlet-i aliyyeden olmak ve
tahsil-i ibtidaisini ikmal etmis bulunmak, 15 sinden dun ve 25den efzun olmamak, her tiirlii arazdan
salim ve ahlak-1 hassa eshabindan olmak sartdir”; Selanik Vilayeti Salnamesi. 1312 sene-i hicriyeye
mahsus (Selanik: Selanik hamidiye mekteb-i sanayi matbaasi, 1312)

408 “Ziraat ameliyat mektebine kabul olunacak dgrencilerin ¢iftgi evladindan olmasi muktezidir”; Asur,

No: 102, birinci sene, p.2 14 agustos 1312- 16 rebiyiilevvel 1314 (25 august 1896)
%99 gs1r, No: 37, birinci sene, p.2 23 Kanunievvel 1311- 19 recep 1313 (5 january 1896)
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The influence of them on the peasants and the spread of the new methods, however,
remained as a question which will be discussed.

The school was designed not as a university, but as a place to provide
practical information for the students so that they return to their homeland and apply
the new methods and their knowledge. It was designed as three years after the
accomplishment of primary school education. Hence, the school was like a technical
college. The program of the school included both learning basic knowledge about
agriculture and also applying that knowledge. The students would have five and a
half hour classes and discussions and three and a half hours practice*'®. Hence, the
application was equally important as the knowledge and in fact, it was the aim as it
was stated again in the yearbook, “the student who would graduate from the school
had to use the harvester and other tools skillfully.. 24 As we see here, practice was
one of the main targets of the school.

The program lasted three years as | stated before. There were two sections.
One was based on social sciences and the other one was based on applied sciences.
In the social science section, the courses for the first year were; Quran and the rules
of religion, reading, writing and orthography, calculation and geography. In the
other section the courses were science of the layers of the earth (ilm-i tabakatii’I-
arz), chemistry, botanic, algebra, general and local geography, zoology and
geometry. The courses were the same for both of the sections for the second year.

The courses of the second year were science of agriculture, essay writing, botanic,

*9elanik Vilayeti Salnamesi. 1312 sene-i hicriyeye mahsus (Selanik: Selanik hamidiye mekteb-i

sanayi matbaasi, 1312)

1 «mektebden ¢ikacak talebe harman, orak makineleriyle sair alati istimalde kesb-i meleke-i kamile

eyledikden [...] bilmege mecburdur”; Selanik Vilayeti Salnamesi. 1312 sene-i hicriyeye mahsus
(Selanik: Selanik hamidiye mekteb-i sanayi matbaasi, 1312)
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agricultural accounting, medical knowledge, science of beasts, and science of lands,
inorganic chemistry and French. In the third year the courses were science of
agriculture, French, science of viticulture and horticulture, methods of directing the
rules of cultivating (usul-i idare-i felahat- ve nizamat-: ziraiye), bocekgilik and
apiculture and fishing, agricultural geometry, agricultural and organic chemistry and
agricultural industry.*'? The program changed until the beginning of the 1900s
according to the provincial yearbook of 1902-3. The program of the school changed
ideologically, Ottoman Turkish and religious courses were increased and a history
course was added into the program.**® The ideological changes in the program fall at
the same time of the general changes carried out at all levels of schools, but beside
these changes, the more important thing was how the effect of the school was at the
local level? Was the school popular among the peasants or did its impact remain
limited?

According to the provincial yearbooks of Salonika in different dates, the total
amount of students at the schools was around 60, which actually shows that there
were no updates in the provincial yearbooks. However, in the education yearbook,
we can get some data about the student number although the data was not regularly
mentioned in all education yearbooks. According to the 1898-99 education yearbook,
the total amount of the students in the Agricultural Practice School in the educational

year of 1313-14 (1896-97) was 35 Muslims and 32 non-Muslims.*** In the education

“1bid.

*Selanik Vilayeti Salnamesi. 1320 sene-i hicriyeye mahsus (Selanik: Selanik hamidiye mekteb-i

sanayi matbaasi, 1320)

14 The total number of the students was 58, but the number of the Muslim was 35 and the non-
Muslim was 32 and the total should have been 67; probably the number of the non-Muslim one should
143



yearbook of 1318 (1900-1) the total number of students was 60; 35 Muslims and 25
non-Muslims.**® In the education yearbook of 1319 (1901-2), the student number of
the school was stated as 60 for the educational year of 1316-17 (1898-99).**° What
happened to these 60 graduate students? Could they be influential in the spread of the
new agricultural methods?

Donald Quataert says that the influences of these schools were limited on the
peasants because the graduates of the schools mostly took part in the government
bureaucracy, either in the capital or the provincial level.*'” Hence, most of them did
not turn back to their lands in the villages. In the 1906-7 provincial yearbook of
Salonika it was stated “recently a decision has been taken about the employment of
the graduates of the Agricultural Practice School of Salonika who do not want to
attend Halkal1 Agricultural School as village teachers to educate the peasants
according to their understanding”.418

Hence, we can say that even until that date it was a rare situation for the
graduates to go to their villages and teach what they had learned because the local
government felt the need to take such a decision. In one of the documents, it was

stated that a teacher among the graduates of the Agricultural Practice School of

Salonika was appointed to the primary school at the center of the Ustruve nahiye as

have been 23 not 32; Salname-i nezaret-i maarif-i umumiye. Birinci sene, 1316 sene-i hicriyesine
mahsus (Istanbul:matbaa-i amire, 1316)

"% Salname-i Nezaret-i Maarif-i Umumiye, sene 1318 (Istanbul: matbaa-i amire, 1318)

16 Salname-i Nezaret-i Maarif-i Umumiye, sene 1319 (istanbul: matbaa-i amire, 1319)

a7 Quataert, Anadolu'da Osmanli reformu ve tarim, 107

8« ahiren vilayetimizce ziraat ameliyat mektebinden mezun olup halkali ziraat mekteb-i alisine

devam etmeyecek olan efendilerin kdy muallimliklerinde istihdamlariyla bunlarin ahaliye
anlayacaklari bir lisanla tedrisat-1 ziraiyyede bulunmalar1 hakkinda bir karar ittihaz edilmisdir ki...”;
Salname-i Vilayet-i Selanik. Selanik Vilayeti Salnamesi, sene-i hicriye 1324, on dokuzuncu defa
olarak (Selanik hamidiye mekteb-i sanayi matbaasi: Selanik, 1324)
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the first teacher (birinci muallim).*® However, from the appointment documents in
the archive we do not see many appointments of the graduates of the school. Most of
the teachers were graduates of the Dariilmuallimin or the imam of the village who
had taken the necessary certificate to be a teacher in the village.

In addition to this, even if the teachers had been appointed, they could not
have taught the peasants how to use the new-tools as these were not present due to
the fact that even in 1906-7, the agricultural methods were primitive among the
peasants. Hence, even if the teachers had been appointed and welcomed by the
community, they could not have taught the new methods the new-tools. Furthermore,
due to the established order, most of the peasants were accustomed to cultivating the
soil according to their traditional knowledge, and they were suspicious about new
things. Therefore, since the teacher represents something new, the peasants become
suspicious about the things that he will teach. Hence, they avoided new things.
Donald Quataert says that in most of the regions the spread of the free seeds failed**
as a result of this tendency.

In addition to Agricultural Schools, Donald Quataert mentions another
attempt to spread scientific knowledge in case the Agricultural School could not
reach the country: sample farms (Grnek tarla).*** These lands were the result of an
effort to introduce modern methods to the peasants for which Agricultural Schools

422

remained slow and insufficient™ to reach to peasants. They were near the practice

farms of the schools, and limited and practical education was also given in these

9 BOA, MF. MKT. 900\31, 22 Sevval 1323 (20 december 1905)
20 Quataert, Anadolu'da Osman/: reformu ve tarim,117
*2! |bid,108.

“2|bid.
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lands and the peasants were free to participate in these training activities.*** And
even in some cases free seeds were distributed to the peasants to apply new methods.
So, these lands were supplementary for these schools, a more popular one for the
communities without access to schools. However, they also failed to reach the
peasants in the demanded way, according to Quataert. The reasons were not different
than the ones mentioned above.

Thus, the influence of the Agricultural Practice School of Salonika and the
example farms remained in a very limited form for the countryside of the region.
There were complex reasons behind this such as the primitive situation of the
villages, the scarcity of the number of graduates of the schools and the established

traditional order that | discussed above.

Conclusion

In this chapter, | discussed the impact of agriculture and the living conditions derived
from it on educational matters. On the one hand, we have seen the attitudes of the
village communities towards education. On the other hand, we have seen the
beneficiaries from the established traditional order in the villages and therefore, their
rejection of the introduction of something new which had the possibility of breaking
their superiority and advantages. And also we have seen how agriculture and
economic conditions in the villages had an impact on peasants’ lives including

education.

“Z1bid, 109.
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Yet, there were also communities who were very willing to educate their
children. For instance, the community in the Poprek village undertook the
establishment of a primary school in their villages with their will and after they
completed it, they requested a teacher from the province.*** In addition to them, in
some villages the communities were willing to pay the expenditures of the schools
and the salaries of the teacher by themselves. For instance, the community pays the
salary of the primary school teacher in the Babiyek village.*?® Or in Nusretli village,
with the financial aid of the community, people decided to build a primary school.**®
The community in Beklemis village in the Sarisaban kaza also built a primary school
with their financial aid.*?” Even the community in the Notye village built a school
and wrote a petition to give the school the name of the Sultan.*”® Hence, we see that
in different periods the communities built a primary school and became eager to
educate their children. We cannot know the exact difference between those villages
and the other ones where education is rejected. The reasons behind the desire to
education might have been the absence of a powerful traditional social order or the
increase in wealth of the community in time or their beliefs in education for their
well-being in the future. Tahsin Uzer says that the increase in wealth of the villages
through tobacco business in time played an important role in the spread of the

education among the villages*?®, and the communities were competing with each

24 BOA, TFR. I. SL. 127/12651, 14 sevval 1324 (1 december 1906)
25 BOA, MF. MKT. 973/43, 29 zilkade 1324 (14 january 1907)
6 BOA, MF. MKT. 464/36, 26 rebiyiilahir 1317 (3 september 1899)
*T BOA, MF. MKT. 895/15, 22 ramazan 1323 (20 november 1905)
8 BOA, irade Maarif 1, 2 cemazilahir 1310 (22 december 1892)
429 Ugzer, Makedonya Eskiyalik Tarihi, 268
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other to establish schools.**® However, can we set a direct causality between the
enrichment of the people and increase in education? We have seen above the
opposite cases, in which the parents were proud of not sending their children to
school regardless of their economic situation, or the cases in which the inspector
addresses the excuses of the peasant parents. Furthermore, we have seen above that
the economic condition was just one side of this issue. There must have been other
incentives behind the will of communities as Irwin Sanders clearly stated in his
interpretation of cases based on his observation in 1937 in a Bulgarian village. He
says that the older peasants in the village ... still regarded the government school as
an outside, and therefore, a slightly suspicious innovation”*** because “... accepting
too much from outside will seriously affect the social organization of their
community”.**? Hence, the values, organizations and innovations that the school
might bring were in question and the peasants hesitated to adopt them. The
traditional order that they tried to protect and maintain is the key here. Furthermore,
although they are beyond the scope of this thesis, other reasons such as the character
of agricultural production, the sectarian differences of the village and the situation of
nomadic and sedentary communities should also be kept in mind which affected the
attitude towards the schools. Still, it should be noted that neither this type of
community nor the other one rejecting education was the general type of the
communities in the Salonika region. Yet, the aim of the chapter and the thesis is not

to construct an ideal typical village community in the countryside of the Salonika

“Ibid, 270.
! Irwin T. Sanders, Balkan Village (Lexington: The University of Kentucky Press, 1949), p.136
2 Ibid, 145.
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province. Instead, the aim is to have a deeper look into the villages and the lives of
the people in these villages to be aware of the limits of the spread of education and to
show how close agriculture and the dynamics emerging out of an agrarian economy
were related to educational issues and how the spread of education depended on deep
local dynamics at the village level rather than the will of the central bureaucracy and

the Sultan.
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CHAPTER 5
CONCLUSION

In the nineteenth century, reaching and shaping the subjects as a part of a unified and
centralized empire against the separatist movements became one of the main
concerns of the rulers of empires. In order to reach this aim, education was used “to
produce a population which was obedient, but also trained into espousing the values

433 as well as to respond to some economic and social

of the centre as its own
changes at that period. The system of primary education directed and controlled by
the rulers was a perfect way to provide necessary economic development since, as
Orhan Tiirkdogan has stated, the economic development was fundamentally related
to human behavior***, and education was a perfect way to control and direct such
behavior. Primary education during the Hamidian era involved a paradox of
providing not only development but also political stability and loyalty to the regime
towards which total control over schools and school materials had been tried to be
achieved. On the other hand, in the countryside, the peasants and other actors saw
education mostly as a threat to their way of life. Therefore, the spread and the
character of education in the countryside was shaped by such a central fear on the
one hand and the local social and economic dynamics on the other.

In the Ottoman Empire, de facto educational developments took place during
the reign of Abdiilmecit with his enactment about establishing a temporary education

committee in 1845. However, the most energetic efforts to spread education came in

the Hamidian era. First of all, in the center, bureaucratic organization was improved

* Deringil, The Well-Protected Domains, 94
3 Orhan Tiirkdogan, Tiirkive'de Koy Sosyolojisi (istanbul: IQ Kiiltiir Sanat Yayincilik, 2006) , p.343
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and arranged to increase the control over every sphere of education. Furthermore, to
accelerate the spread and to achieve total control, Abdiilhamid II tried to replace the
stbyan schools with the new-style ibtidai schools. Ibtidai schools could be formed
according to the concerns of the Sultan and the Education Ministry. However, rather
than a replacement, the situation in the empire was more like a coexistence, or
hybridity, as Benjamin Fortna stated. The reluctant attitudes of the people towards
the ibtidai schools and their favoring attitude towards s:byan schools played also a
role in this coexistence. In the villages, even such discrimination remained totally
meaningless, since most of the time the imams acted as teachers and the old system
was maintained by these imams.

Central organization was not sufficient to spread the ibtidai schools.
Education could only spread as a part of the provincial governmental organization.
As a result of such a need, a great part of the efforts of Abdiilhamid II was increasing
the organizations at the local level. At that point, since the urgent aim was to spread
local organizations according to the agenda of the center, the local conditions were
not so much taken into consideration, especially at the village level. Therefore, the
result was sometimes a tension between the Minister and the provincial person in
charge and sometimes between the community or the leader of the community and
the provincial person in charge.

In the countryside, the economic activities dominate the lives of the people.
The relationships between the people and the social structure in a village were
formed through such activities, and when the Ottoman and nineteenth century world
contexts were considered, the dominant form of economic activity was agriculture,

since the majority of the population live in the countryside at the beginning of the
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twentieth century. Agricultural activity was present in every sphere of people’s lives,
so most of the time it occurred as a determinant. And in the context of the nineteenth
century, the efforts were to make education a part of these lives with the notions of
the center regardless of the dynamics of the countryside. The rulers tried to introduce
education into the people’s lives without considering the various elements governing
the lives in the villages. In this case, the acceptance and the spread depended on the
adaptation of education into the agrarian conditions and the lives of the village
communities. The aim of this thesis, therefore, is to analyze the relationship between
agrarian economy and primary education in the villages and in what ways they
influenced each other.

In order to elaborate this relationship between agrarian economy and
education a deep understanding of the countryside is necessary. Since, a research
throughout the empire exceeds the boundaries of a Master’s thesis, a certain location
was chosen: Salonika. Salonika was chosen, because, first of all, it was one of the
leading education centers where new-style ibtidai education started more or less at
the same time in Istanbul in the 1870s. However, during the same period, the
situation in the countryside was totally different, which lead us to question the
different dynamics that direct the lives in the countryside. Secondly, it was the region
of agricultural prosperity and diversity.

To see the effects of economic conditions, firstly the agricultural
characteristics of the region was analyzed. Beside the grain production, industrial
plants played an important role in the agriculture of the region, especially cotton and
tobacco. The production of these plants was important for every sphere of the lives of

people. Especially tobacco business dominates various fields of peasants’ lives, since
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the actors involving in this business were present at various spheres of village life,
such as imams who were religious leaders, tax-collectors, intermediaries and also
teachers in primary schools.

The peasants had to organize their lives according to the heavy agricultural
work and agricultural seasons. Even the wedding ceremonies took place after the
harvest when the peasants got their money and finished their work. Also all other
expectancies were formed according to the harvest. Education tried to be the part of
this life, but the educational season conflicted with the agricultural season which
lasted generally from November to March. Beside this seasonal conflict, the
economic conditions being determined by the agricultural activity affected the school
numbers in the countryside in the form of funding problems. Primary education was
obligatory, but because the financial burden of the schools were left to the
communities, the communities were not so willing for funding education or
sometimes were even resistant to education. This was one obstacle in front of the
spread of education. The total school numbers in the villages reflect the insufficiency
of schooling in the countryside. Besides the insufficiency of the numbers, most of the
time estimating the real number of schools and students in the villages includes
problems. Firstly, due to seasonal conflict we know that most of the children went to
school only in the winter, therefore different times of registration of students creates
big differences in numbers. Secondly, we know that there was no formal registration
of the students in the schools, since the real number of students in the villages
remained obscure. Thirdly, there was not a continuous registration of newly-
established schools. In the villages, since the sibyan schools were not considered as

schools by the officials, sometimes they were not included in the total number.
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Considering these problems in estimating school numbers, the situation in the
villages that became more or less concrete with these numbers deserves a more
detailed analysis of the problems.

Since the financial burden of primary education was left to the communities,
the financial conditions of the village community were determinant for education.
The expenditures of the schools, the salary of the teacher, and the repair expenditures
of the schools constituted the main complaints coming from the communities. It was
allowed the educational expenses to be afforded from evkaf-1 miinderise income, but
most of the time it was insufficient, so it was expected from the community to
shoulder the expenses. However, as we learn from the documents, generally it was
not the insufficiency, instead, the control of this income by the local notables was the
problem. The inspectors and various writers in the newspapers interested in the
problem of finding resources for the school expenditures and they came up with
several offers. Some of them offered extra resources such as other taxes. However, in
response to the offers, the tendency of the Ministry was insisting on leaving the
financial burden to the village community, with some exceptions stemmed from
political concerns. Sometimes the necessary resource was provided by the insistent
efforts of the local governors such as by encouraging the rich people to afford the
expenses.

Agrarian economy determined the financial situation of the peasant parents,
but the effects on education did not remain within the limits of funding problems
derived from financial situation of the peasant parents. Various actors who involved
in this economy partook in the process of development of education in villages and

constituted a multi-dimensional relationship between agrarian economy and
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education. The village notables who took the possession of evkaf-: miinderise income
were the members of the Council of Elders, which began to supervise the
administration of schools, according to the 1871 Provincial Regulation. In such a
system the development of education in the villages was determined by the interests
of these notables. The actors who made the situation more complex were the
appointed teachers who engaged in tobacco business, and the imam-teachers. The
appointed teachers, being most of the time from among the inhabitants of the region,
interested in making profit from the business rather than educating children, which
caused a retardation of the development in education, especially when combined
with the indifference of the peasant parents to send their children to school. The
imam-teachers were important part of not only the agrarian economy but also
education. They were the tax-collector, religious authority, tobacco commissioner,
member of Council of Elders and also educator in the schools. Furthermore, the
education given by imams fit to the perception of the schools in the minds of the
peasant parents. Most of the time, education meant a religious training for the
parents, and the imams, being the religious authority, were real trainer for education.
Since this religious training was not in the form of an organized education and
disciplined attendance, the parents did not much interested in sending their children
to school regularly. And imams were also not interested in a regular attendance of the
children. Also the parents did not have to pay extra fee for this education, the
payments were mostly in the form of gifts. Hence, such a system for both the peasant
parents and imams became a part of village life.

Another very important reason behind the rejection of the peasants was the

social hierarchy that was created through the traditional agricultural knowledge
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which was transmitted from the older generation to the younger one. The peasant
children had to work on farms both to help their parents in work and to acquire this
traditional agricultural knowledge. According to peasant parents school was
something useless, because the children learn the knowledge that was necessary for
him from the older generations by working on farms. Through such a chain of
knowledge within the relationship of patriarchal family, the older generations, the
elders, created on the one hand some kind of an authority and on the other a vital
position for themselves. In addition to that, by working their children on farms the
peasants parents could save the money that they give to the agricultural workers.
Therefore, during the long agricultural season, the children had to help their parents
most of the time instead of attending school. In this picture, unfortunately we do not
have information about children’s desires, due to the unavailability of the documents,
except the case of Hiiseyin, a riisdiye student, who escaped from the official tithe
collector to go to school. Although one document was not representative and
although it includes some questions such as where his family were and who brought
the case to the court, still it is important to hear a voice from the real actor in this
complex web of relationships.

Another reason that lay behind the problem of rejection of the communities
was that the schools that were enforced by the state represented state authority which
was considered to be an intrusion into rural life and it was often recognized as
something that challenged the local social structure. For this reason, the negative
attitude of the communities towards schools were often influenced by that pressure
or those locals who stand against the reforms in order to prevent a challenge to their

authority. Among the locals, elders had established a social hierarchy through their
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traditional agricultural knowledge which needed to be transmitted to younger
generations. The presence of the teacher and his new knowledge was perceived by
them as a potential threat to their social position, since the younger generation would
no longer see their knowledge as advisory and necessary. In addition to elders,
imams had achieved different positions; as the tax-collector, as the educator, as the
religious authority in the village. With the presence of the teacher, the loss of imams
would be both financially and socially. Financially, they would be precluded from
the evkaf-1 miinderise incomes which had to be spent for education with the presence
of teachers. Socially, their superior and respected position as religious authority and
educator would be deprived only to the religious authority and they had to share their
authority with the young teacher. Additionally, the notables who took the possession
of the income of evkaf-: miinderise would lose the income and their authority over
the peasants. For all these reasons, the presence of the teacher as someone appointed
from the center have been perceived as interference to their established order, unless
the teacher did not adapt himself to the local conditions and did not become a part of
the established social order. In such circumstances, teachers were often the targets.
They could be sent from the village by pressure or forced to resign, or in some cases
they adjusted themselves to the local conditions and did business rather than teach
especially when they were from among the local community. There were even the
cases in which the local notables managed to have the education councils abolished.
Hence, economic activities created a social order and its beneficiaries could act
against the impositions that came from the center, because education was perceived
against the position of the beneficiaries. For that reason, sometimes they provoked

the peasant communities to reject sending their children to school or even to force
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the teacher to resign. These provocations constituted another reason behind the
rejection of the peasant communities.

For the spread of education the rulers tried to arrange schools so that they
could answer the needs of the village communities, which would make the school be
considered as something necessary rather than an alien and irrelevant as Frank Smith
quoted the meaning of education for the peasants; “If we speak of education here it

»435 \which are the cores of

will naturally carry our Ideas to the Spade, The Plough...
their lives. Regarding such conditions, the introduction of the agricultural course
could be seen in the context of the efforts trying to make education familiar and a
part of the lives of the people with the help of agricultural course as a mid-way.

In addition to making the school attractive for the peasant children, the
introduction of the agricultural course aimed at creating a love of land, agricultural
activity and village life. In the introduction part of the agricultural books the
emphasis was such a love. In that manner, with knowledge about what and why they
were doing the love of agricultural activity tried to be created. Through such an
attempt education and the village life tried to be brought together.

With the introduction of agricultural course the aim was to find a compromise
between the agricultural activity and the useless position of the schools according to
the peasants. But, the course introduced a new kind of knowledge to the children;
scientific agricultural knowledge. This scientific knowledge was the most obvious
threat to the traditional agrarian knowledge of the elders and imams. Thus, the course

added a new dimension to the struggle between the actors of the traditional social

order and the new-comers.

% Smith, A history of English Elemantary Education, 46
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However, the implementation of the course took a long time and in fact,
when we consider the abovementioned features of the social structure in villages, the
efforts of implementation must have received a lot of resistance from the local
beneficiaries as it constituted an open threat for them. Since, in such situation the
position of the actors who were benefited from the established traditional order
would be challenged and their power shifted to young generations and teachers.

In addition to the introduction of the agricultural course, the Agricultural
Schools could also be seen within the efforts of the rulers trying to make the village
children a part of the system. The children would be the representatives of such a
type of agricultural education that was under the control of the Ministry and they
would spread this certain type of education to the villages. Through the students of
the school who were from among the peasant children, the intention was to interfere
the social order in the village. However, again the success of such an attempt
depended on the acceptance and the will of the local communities, and in such
circumstances it proved very difficult. Also we do not any information about who
these students were. Were they the children of the local notables or the landlords? It
seems doubtful for ordinary peasants to go to school, since they even lacked the
primary education as a prerequisite for the School.

Finally, we can say that local agrarian conditions influenced social and
educational reforms. Educational reforms proved very difficult to be implemented at
the local level. Agrarian economy in the villages affected the educational reform in
various ways as | mentioned above: determined the financial situation of the
communities, appeared as a problem in the funding of education, created social

hierarchy in the villages, agrarian production defined the powers and the presences of
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local actors, the production created traditional knowledge that needed to be
transmitted from older generation to the younger one. Such conditions created the
basis of motives behind the various forms of resistances of the communities. Hence,
the efforts from the center failed in adapting itself into the local conditions and thus
became unsuccessful in representing itself as part of the community life. For that
reason, the development of the education in the villages remained as a struggle arena
and it the development became strongly related to the agrarian economy.

The story of the spread of education in the villages is the story of the struggle
between on the one hand the traditional social order that based on agrarian economy
and on the other the new knowledge and the order imposed from the center. Taking
this struggle as the starting point this thesis could open up new discussions about
such as social order, traditional agricultural knowledge, scientific agricultural
knowledge, the origins of them, the transformation from the traditional agricultural
knowledge to the scientific agricultural knowledge, the change of the village society
and the actors in this change. In that manner, with great modesty, a contribution of
this thesis could be opening up new fields beyond the history of education through

the discussions it contains.
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APPENDIX B

CURRICULUM OF AGRICULTURAL SCHOOL IN SALONIKA®’
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Hiisn-i Hat
Hikmet
Resm-i Hatti
Ikinci Sene Uciincii Sene
Akaid-i Diniye ve Ahlak Tiirkce (Kitabet)
Tiirk¢e Nahv-1 Osmani Fransizca

Fransizca

Hesap

Cografya-y1 Umrani ve Zirai
Tarih-i Osmani

Ziraat

Kimya-y1 Madeni

[lm-i Tabakat ve Maden
Henedese-i Ziraiye
Nebatat (Umumi)
Hayvanat (Tegrih)
Hiisn-i Hat

Resm-i Hatti ve Taklidi

Insaat-1 Ziraiye

Sanayi-i Ziraiye ve Ipekeilik

Fen-i Mevasi ve Baytari (Teksir ve Terbiye-i
Hayvanat)

Hayvanat (Tasnif ve Haserat-1 Muzirra)
Nebat (Fasilalar)

[lm-i Servet-i Ziraiye ve Usul-i Defteri
Bagguvanlik

Ziraat

Bagcilik

Kimya-y1 Uzvi ve Zirai

Resm-i Hatti ve Taklidi

37 Selanik Vilayeti Salnamesi. 1320 sene-i hicriyeye mahsus (Selanik: Selanik hamidiye mekteb-i

sanayi matbaasi, 1320)
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APPENDIX C

MAP OF SALONIKA PROVINCE*®

%8 Vasileios Colocotranis, La Macédoine Et I'hellénisme: Etude Historique Et Ethnologique (Paris:
Berger-Levrault, 1919). Basing on the original map, it is resized in order to show the kazas of
Salonika in detail.
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