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IIEPEJIMOBA

Ilpobnemu icmopuunoi oceimu 6 Ykpaini nepioouuno OnuHsi-
ombCs 8 YeHmpi ysazu Gaxieyie i wupuioi epomadcbKocmi npa-
MUYHO 3 YACi8 Ni3HbOI «nepedyo0osu» i 3000yMms He3aNeHCHOCTII.
Bonu € ne nuwe npeomemom @axosoi Oouckycii uu 3ayikaeieHoco
002080penHs yuumenie, OamvKie, npeoCmasHuKie chepu YnpasiiHHs
0C6imoI0, GUKIAOAYIE euwie | cmyoenmis, Jicypuaricmis. Jlocums
YACMO BOHU NEPEMBOPIOIOMbCS HA 3ACi0 NOMTMUYHUX MA i0e0N02IUHUX
MaHinyaayitl i mym 8 asaneapoi «bopyié 3a CHPABICHIO ICMOpPIio»
3HAXOOUMO nepedycim NONIMUKIE Ma AKMUGICIE 2POMAOCHLKUX PYXIG.

Ocobnusoi 2cocmpomu yi npobremu Haby8arOMyb OCMAHHIM YACOM.
3 00Ho20 OOKY, ye no8’a3aHO 3 CYMO NONIMUYHUMU iHmepecamu Yu
ideonociyHUMU nepecyoamu OKpeMux CeKmopie YKpaiHCbKoz2o cyc-
ninbcmea yu noaimukymy. 3 iHuo020 — 36epHenHs 00 HUX 3VMOBIEHO
OinbUt CUCMEMHUMU 3PYUIEHHAMU 6 O0C8IMi, CYCNITbHOMY JICUMNIL,
kynemypi. Peanizayis npoexmy nodyoosu «oepxcasa Yrpainay,
30KpemMa 6 Yapuui MEOpPeHHs ZPOMAOSHCLKOL Hayil, eUseuLacs HAO-
36UYAUHO CKIAOHOK, CNOBHEHOI0 GHYMPIWHIX CynepeyHocmell, Heodi-
KY8aHUux GUKIUKI6 ma ceplio3nux Kongrixmis. Icmopis, nepedycim
WKITbHA, 0YOYUU BAJNCIUBOIO CKAAO0BOK NPOYECY 2POMAOSHCLKO20
BUXOBAHHSA, ONUHULACA Y POKYCI yux cynepeyrnocmetl i KOHGUIKMIg.

3 nowamxy 1990-x 6 Yrpaini popmysanacs maxa 8epcis wKiibHoi
icmopii, nepedycim icmopii Yxpainu, axa mana 6UKOHY8AMuU C8020
POOy KOMNeHcayiuHy yHKYiro — (8i0)MBOPEHHsT HYMPIWHbLO Yilic-
HOU icmopii «mumyabHoi Hayii», c6020 poody «YKPAIHCbKO2O Mile-
HIYMay, Oe 32a0aHa HAYis nepemeopioemuvcs i3 00 'ekmy icmopii na it
nosuonpagnuil cyo’exkm. Peanizayis yvo2o 3a80anHs 30iUCHIOBANACS
nouacmu CHOHMAHHO, BIONOBIOHO 00 CYCHIIbHOI [ NOAIMuUYHOL
KOH TOHKMYpPU, IHOOI GIONOGIOHO 00 6KA3IBOK 0ePIICAGHUX CMPYKMYD,
iHOOI ni0 KOHKpemHe 3AMOGIEHHS OpP2AHi8 YHPAGIIHHSA OCEIMOI0.
Hanpuxinyi 1990-x ¢ Ykpaini ocmamouno cgopmysanracs 3eadaua
KAHOHIYHA 6epCisl «niopyuHuKogoi» icmopii Yxpainu, sKka came 3
1990-x cmana 06 ’ekmom O0edani IHMeHCUSHIWOL KpumuKky K 3 00Ky
PIBHUX ROMIMUYHUX CUL MA adenmis pisHux ideonoziu, maxk i 3 60Ky
NOMUYHO He 3aaneadicosanux gaxisyis. I akuo nepwi mypoysanucs
HeOOXIOHICIMIO NOCUNEHHS. OOHUX [0€0N0SITYHUX CKIAO0BUX WKITLHO20
Kypcy i Heumpanizayicio iHwux, mo Opyei GUCLO6TI6AIU 3AHENO-
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KOEHHS THWUM. MUM, WO WKIIbHUL Kypc icmopii Yxpainu nepe-
MBOPIOEMBCA HA KOMNEHOIYM (axmie, y3aeanvbHelsb i HOPMAMUBHUX
MBepOIHCeHDb, AKI 8UXOBYIOMb KYIbMYPHY, eMHIUHY, TeHOepHY Hemep-
numicmu, KCeHoghoobilo, XymopsHCMEo, NOYYMms MEHULOBAPMOCHII.

Ha pybexci 1990-2000-x 3 sasunucs nepuii nyonixayii coyionozis,
icmopukie, Kynbmypoao2ie, nepesadicHo aKkademMiuHux 64eHux, SKi cue-
Hanizyeanu Haaenicmv npobaemu. Bnpoooesc nacmynumozo oOecamu-
Aimms GOHA cmana npeomMemom Oilbl AKMUBHO20 NPOpeciinoo
002080peHHsl, 8Jice I3 3ANYHEeHHAM yuumenis, OamvKie, Memooucmis,
MIJICHAPOOHUX eKCNepmis, epomMadcvbkux opeanizayii. B Ykpaini pos-
20pHYNIACA peanizayisi npoexkmis, NiOMpUMy8aAHUX 2OJIO8HUM YUHOM
MIDNCHAPOOHUMYU ma [HO3eMHUMU opeanizayismu (Pada €eponu, Inc-
mumym I. Exepma), cnpamoeanux na 3miny napaouzmu 6UKIa0aHHs.
icmopii Ykpainu — ykpaincokumu «nionepamu sminy 0yau Heypsooei
opeanizayii («Hosa o006a», «Yuumeni 3a oemoxpaminy, Bceyk-
PAiHCbKA CRIIKA BUKAAOAYI8 CYCRITbHUX OUCYUNIIH | 2POMAOAHCHKOT
oceimu). 32000M 00 HUX OOMYYUIUCS VKPAIHCOLKI Oepocashi (Incmu-
mym icmopii Yxpainu HAH Yxkpainu, Incmumym wuayionanvhoi
nam’smi) ma iHwi Hedepoicaeni opeanizayii (Miscnapoonuti ¢oro
«Biopooorcennsy).

Cycninbha ouckycis wo0o 3micmy i 8UX08HOI CHPAMOBAHOCI
icmopuunoi oceimu 6 Ykpaini mpueac 6 080X «NAPALEIbHUX HPO-
cmopaxy: 6 00HOMY npobremy 002060pIOIOMb NOLIMUKU MA «I00U 3
syauyiy — i mym 2000 cnooieamucs KOHCEHCYCYy Ma NOPO3YMIHHAL
B inwomy — axisyi, excnepmu, yuumeni, 6amoxku ma yuni. Tym €
OYEBUOHUM NeBHULL Npocpec y OOCASHEHHI CHITbHO20 PO3YMIHHI MO20,
WO WKIIbHA ICIMOPUUHA OCBIMA MAE BULUMU 34 MEXCT 8Y3bKO eMHIUHOI,
KVAbMYPHO eKCKII03UBHOI napaouemu, Uiimuy Ha pieeHb YC8i0OMAeHHS
i po3yMIHHSL MO20, WO OA2AMOKYIbIMYPHICIb, NPO30PICMb eMHIYHUX
KOpOOHI8, 83aemo30azaueHHs KYIbmyp — ye nepesazd, d He nepe-
wKooa Ha waaxy Yxpainu 00 «803’c¢0nannsy 3 €8ponoro.

Ilpononosana uumauesi KHudiCKa € 30IpKOI0O Mamepianié Miogic-
HapOOHO20 KpY2lo20 CMOLY, 6 pobomi K020 631U YYACMb Npeo-
cmasHuKy 8ocbMu Kpain. ILla nodis € wacmunor 3a2anbHOHAYIO-
HanvHozo npoexmy «lllkona monepanmuocmiy, saxuu 3 2009 p.
30iticnoemuvest Misicnapoonum gonoom «Biopodacenusy y cnienpayi
3 YKPAIHCObKUMU MA MINCHAPOOHUMU HeYPAOOGUMU OP2AHIZAYIAMU,
ypaodosumuy iHcmumyyiamu Ykpainu. B pamxax npoexkmy 30ilcHio-
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EMbCSL PO 83AEMONO0B SA3AHUX 3AX00I8. COYIONOCIYHI ONUMYBAHHS,
eKCNEepmMHULL aHali3 NiOPYYHUKIe, po3pobKa pexomeHOayiu Ot yyu-
menie, asmopie NIOPYYHUKI@ MaA B6UOA8YI8, PO3POOKA MPEHIHCO8UX
npocpam ma HagyanbHux Kypcie mowjo. Lla nybnikayis — oduu 3
HONEPeOHix pe3yibmamie npoexKny.

Opeanizamopu Kpyano2o Cmony i YHOPAOHUKU YbO2O BUOAHHS.
BUCTIOBTIOIOMb WUPY NOOSAKY 00N08I0aUam i Y4ACHUKAM KOHpepenyii,
Mixchapoonomy  ¢ondy  «Biopoodoicennsy, Incmumymy — icmopii
Ykpainu Hayionanvnoi Axademii nayk, Incmumymy HayioHanvHol
nam’ami, [Hcmumymy IHHOBQYIUHUX MEXHOA02IU ma 3Micm)y OC8imu
MOHMC 3a cnpusuns 6 opeanizayii kpyenoeo cmony ma nyonikayii
tioeo mamepianis.

Teopeiti Kacvanos



CreHorpama 3acijaHHsl MiZKHAPOIHOT0 KPYIJIOT0 CTOJIY
«IIIkoJa ToJiepaHTHOCTI. IcTOPpUYHA OCBITA B MOJIIKYJILTYPHOMY
CYCHUJIBLCTBI: BUKJIMKHU Ta MEPCHEKTHBH s Y KpaiHW»

Bcerynne cioBo.

Baunepiii Cmoudniii (Incmumym icmopii Yrkpainu HAH Ykpainu):

[[TanoBHI KONETH Ta APY3i!

Sl BUKOpHCTAI0 CBOIO MPOTOKOJIBHY MICIIO 1 CKaxy, IO S pajuid
TyT, B cTiHax [HcTHTYTy icTopii YKpaiHu, OauuTH BCiX Bac, MOIX
KOJIET, JPY3iB, 3HailoMux. MU NpOBOIMMO IIKaBHH KPYIJIHUH CTil,
SKUH Ha3uBaeThCsl «IcTopuuHa OCBiTa B MOJIKYJIBTYPHOMY CYCHIJIBCT-
Bi: BUKJIUKH Ta MEPCIEKTHBH I YKpaiHm». B bOMy TUTaHi S XOTiB
O CKa3aTH JEeKUIbKA CIIIB, TE30BO.

[epmre. Lle moxxe Oyne 3By4aTH myOJIiMUCTHYHO, ajie, OYEBHIHO,
TUTBKH JIIHUBUN CHOTOJHI HE TOBOPHUTH IIPO iCTOPIO, TIPO IIKLTHHHM
niIpyYHUK 3 icropii. MoXHa ToayMard, 0 MU BXKE BHUPIIIMIHA BCi
npoOieMu 3 miapy4HUKamMu 3 Pi3ukH, XiMmii, MaTeMaTuku, 6i0morii uu
reorpagii. S Bke He Kay Hpo iHIII MPOOIeMH — CYCHIBHI Ta
E€KOHOMIYHI.

Hpyre. 1i «00i 3a icropito» (BubauTe, MO S 3aM03UYYI0 BiIOMUIA
TepMiH) HaOpalM TakWX MacmTaliB, MIO0 MeHi 37a€ThCs, IO BOHU
CKOpo 3 00iB JIOKAIEHHUX TEPETBOPATHCS Y CIPaBX)HI «(HPOHTOBI
omepanii». Lle, sx Bu po3ymiere, HE MOXKE HE XBHJIIOBATH MEHE, a
TaKO)X HE MOXKE€ HE XBWJIIOBAaTH 1 BCIX HaC — ICTOpHYHE CITiB-
TOBapHCTBO, MOCIITHUKIB, mmemaroriB. Lle cTae mpocTo HaB’sS3IIUBOIO
izeero (B OCHOBHOMY TIOJIITHKIB, TPOMaJCHKUX [isi4iB) — 3aKUAATH B
edip, B Mac-MeniiiHUH mpocTip MeBHI ifgei moA0 MiApyYHHKa, HOTO
SAKOCTI Ta (OPMYIIOBaHb, IHTEPIPETAMIMHAX MOXJIMBOCTEH Ta MOi-
€BO-XPOHOJIOTIYHOTO CKIaay 1 T.JO. 1 T.II. — BCE II€ B KOHTEKCTI
eroiCTHYHMX TONITHYHUX I1HTEPECIB NEBHUX MOJITHUYHHUX TPYIL
VY 3B’SI3Ky 3 IIUM, S TIOBTOPIOIO, BUCJIOBJIIO KUJIbKA CBOIX AyMOK.

Tpete: 1 nymaB Ou, 1m0 MO TPOOIIEMY, SIKa CHOTOJTHI BUBYAETHCS
B Hac 4y OyJie O3BYy4yBaTHCS Ha MIKHAPOJHOMY KpPYyTJIOMY CTOII,
noTpiOHO po3rnagatu B Oinbln mupoxomy rtuiaHi. Lle, oweBmgHoO,
mpoOjeMa TPHUKYTHHKA, TPO SIKHH s HEOTHOpPa3oBO ToBopuB. lle
TPUKYTHHUK «ICTOPUK — BJajga — cycmijbcTBo». LlikaBo Oymno 0, 1o
peui, I'eoprie Bonogumuposuuy [KacesHOB], mOCTaBUTH Tak MUTaHHS
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i MOrOBOPUTH. X04 MH MAEMO YK€ JEKUIbKa IIKaBHX iCTOPHYHHX
JIOCTIDKEHb 1 ArcepTaniid OLTBII PaHHBOTO MEpiomy, aje Il MUTaHHS
TaK YM IHAKIIC BHUBYAJIMCh, B TOMY YHCIi, Ha MPHUKIAI TOTO K
lonobyupkoro, ae Oyno MPOXEMOHCTPOBAHO PETPOCIIEKTUBY CIOXKE-
TiB, SIKi ChOTOJIHI TYT OOTOBOPIOIOTHCH.

Uetsepre. [Ipobnema MKITEHOTO MiAPYYHHWKA (BH, CITOMIBAIOCS
MOTOJIUTECH 31 MHOK) — II€, 3HOBY X TaKH, MPo0JIieMa B3a€EMO3B’ I3KiB
HAYKOBOT'O ICTOPMYHOIO 3HAHHA 1 3HAHHSA MiAPYYHUKOBOTO. Mmu
KOJIUCH criepedanncs 3 OnekcanapoM AHIpioBHYEeM Y I00M Ha ITI0
TeMy 1 BiH OTOAMBCS, IO SIK OM TaMm He 0yJI0, aje 11e — pi3Hi popMu
iCTOpUYHUX 3HaHb. TOOTO, AKIIO HAETHCS MPO MIPYYHHUK, TO B OCHOBI
HOro JIeXHUTh TaK 3BaHa «y3TOMKEHA BEPCisl 1AE€OJIOTIYHOTO 3HAHHSI.
S HanosiAraB Ha 1BOMY i Oyxy HamoJjsraT, a BY, SIKIIO HE MOTIOJ-
KYETECh, TO, OyAb-JlacKa, AUCKYTYHTE.

[I’ste — B mpomoBxkeHHs 1i€l AyMKU. BpaxoByrounm Toit (akr,
MO MAPYYHHK € HAWOILIBII MOCTYIHHM DKepesoM iHdopmarii 3
icTopii (Mo CyTi, KHMXXKH, TiJIPYYHUKH 3HAXOISATHCS B KOXHIH cimi,
POIVHI, 1€ € IiTH, OHYKH, € IIKOJISIPi 1 CTyI€HTH), TOMY BiH IIPUTSATYE
o cebe yBary He JIMIIE iHTENEKTyalliB — BUYEHHX, JAisiUiB KYJIbTYpPH,
MUCTEITBA, aje i MPEeJCTABHUKIB MOMITUYHUX TAPTiH, TPOMaJCHKHX
opraizamii i T.n. |HIIMMU cloBaMH, CHOTOAHI WIKINBHI MPOTpaMHu,
MiAPYyYHUKA BXKE BUUAIILIN 32 paMKH BiJIIOB1IaIbHOCTI IBOX Cy0’€KTIB:
BUYCHOTO-ICTOpUKA 1 TMexarora-MeTogucta. A BOHHM [MiAPYYHHKH)]
CHOTOAHI BXOIATH BXE 10 chepu 3aIlikaBICHb SKHANUIIHPIITHNX
COLIAJIBHUX TPYI HACENEHHs, MOJMITHYHNX, TPOMAICHKUX OpraHizamii
i t.a. lle Hakmamae ocoOnuBUII KapO Ha MiAPYYHUK, HOTO 3MICT,
nepeaady HUM 3HaHHS.

Ilocte. be3 cymHiBy, ciim MaTh Ha yBa3i TOM (akT, mo cama
iCTOpUYHa HayKa IEepeXKUBa€ CHOTOAHI CKJIamHi TpaHchopMmauiiiHi
npouecu. S He Oyoy Ha IbOMY 3yNMHSTHCA — L€ LIJIKOM SICHO Ta
3po3yMisio. Sk ofuH i3 MpUKIANiB (HE HAroJONIYIOYW Ha IHIMHX) S
XOTIiB OM Ha3BaTH Te, IO BigOyBaeThCS CBOEpiAHA quBepcHdikais
npeaMeTy icTopuyHoi Hayku. He BUIIaJIkKOBO CHOTOJIHI MU Tak 0arato
rOBOpPHUMO (TPOXHU MEHIIIe poOMMO, ajie IParHeMO POOUTH), BUBYAOUH
Yyl BUOKPEMIIIOIOYM TaKi HampsMH, SK ICTOPHYHA aHTPOTOJOTIS,
ICTOpis KyJNbTypH, TMOJITHKAa TMaMsTi, YCHa icTOpis, cowliajibHa,
TeHJIepHa icTopis i T.1. Sl He Oyay MpoJoBXKyBaTH, 00 ek psn OyB Ou
JIOBOJIi TOBTUil.
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51 Bxe TOBOpPHB Ha OJHOMY 13 3acilaHb KpPYyIJIOTO CTONY, MpH-
CBSUEHOI'O LM NPUOIM3HO TeMaM, 1 X0uy 3apa3 IOBTOPUTH: S He
Oyay BHHKATH B MpoOJeMy WiATOTOBKMA MIKUILHOTO MiAPYYHHKA 3
icTopii — 11e okpema Tema. lle — Tema 3allikaBiIeHb HE TiJIBKU HAC 3
BaMH, BYeHHX. TyT morpiOHO, 100 BimOymacs BemWKa pPO3MOBa
BUCHHUX-ICTOPHUKIB, HAYKOBIIB AKameMii memaroriqyHuX HaykK, BUKJIa-
JlaviB BUINMX HABYAJIbLHMX 3aKJIaJiB, IIKUIBHUX BUUTEIIIB, METOJUCTIB.
Arne rojioBHE, B 4OMY s MNEPEKOHAHWM, TO L€ y TOMY, L0 TaKuil
MIIPYIHUK MAa€ CTATH JUIA IIKOJAPIB JUKepeloM (OpMyBaHHS iX-
HBOTO CBITOTJISAY, IPKEPEIOM JIOHECEHHS IO HUX OCHOB, (GYHIAMEHTY
ictopuuHoi Hayku. BiH He Mae HecTH y cobi ¢obiid. Bin mae Buxo-
ByBaTH TIOBary 10 BIIacHOi icTopii i mo icTtopii cycimiB. Bin mae
PEKOHCTPYIOBATH iCTOPIi ETHIYHUX CHIIBHOT, SIKI HACENSIOTH If0 Oa-
rofatHy 3emio. BogHouac, y TakoMy migpydHHUKY icTopis YKpainu
HE NOBUHHA PETPAHCIIOBATUCH SIK YAaCTHHA 1HIIOI, ynei 6 To He OyIo,
icropii.

KonuenTyanbHi 3acaau mipyyHUKa MalOTh 3aCHOBYBATHCS HE Ha
IICOJIOTIYHUX KOHIENTax (maBaiiTe MOTOAMMOCH 3 IIUM 1 HaBITh HE
OyZeMo IUCKYyTyBaTH y LBOMY IUIaHi), a BHKJIIOYHO Ha HAyKOBHX
NPUHIMIAX: PUHIHIAX 1CTOPU3MY, 00 €KTHBHOCTI. Jluiie B TakoMy
pasi miApyYyHWK BUCTYNHTH HaAiHUM KaHaloM TpaHchopmamii Hay-
KOBOT'O 3HaHHs IPO MAacoBe COLliaJibHEe MUHYJIE HE JMIIC B IIKIJIBHE,
ase i1 y cTyaeHTcbke cepenouine. IlinpyyHuk Moxe 1 IOBUHEH CTaTH
TiI€I0 MAaTpPUIEI0, TiEI0 OCHOBOIO, B SIKy B MalHOyTHbOMY OynyTh
BMOHTOBYBATHUCS BCE€ HOBI i HOB1 3HaHHS IIPO CBIT, PO JIOJCH, IXHE
KUTTS, CYCIIIBCTBO, JAepKaBy, IyXOBHI mporecy. Lle Ti migBamuHM, 3
SIKUX TIOYMHAETHCS 3HAHHS IIKOJISIPa, 3HAHHS TUTHHU TPO COIiaibHe
MuHYyNe. B nanomy BuUmanxy i#aeTbcs Ipo BITYM3HSAHY iCTOPIIO.

Ille omHe 3ayBaskeHHS: NaBaiiTe IoMaraTucs Toro, o0, Hes3a-
JISKHO BIJ IPEeIMETa UM HAaBYAJIbHOI AMCUUIUTIHU, MIJPYYHUK CTaB OU
HalllOHAJTbHUM HaJ0aHHSAM. Y TiAPYYHHK HE MalOTh IpaBa BTpydYa-
THCS TIONITHKH. BiH He Mae KopucCTyBaTHCS MIATPUMKOIO UM aHTH-
NIaTi€r0 OJHMUX 1 CUMIIATIEO 1HIIUX.

3 iHmoro 0OKy, MiArOTOBKa BUCOKOSIKICHUX IJPYyYHUKIB Mae
CTaTH BaXJIMBHM CETMEHTOM JOOPOTHOI Aep:KaBHOI MporpaMu aiarl-
Tamii 1 momynsgpu3allii HayKOBHX 3HaHB, 30Kpema, 3 ictopii. Ha
MIPEeBENUKUI JKajdb, MU TaKOi MPOrpaMH HE MaJH 1 B HAHOIIKYMI yac
g He mependayar0 MOsBU Takoi mporpaMu. MoBa He e mpo Homy-
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JSIpU3allil0 HAyKOBHX 3HaHb Yepe3 3HaHHS MiAPYYHHKOBi. MoBa iine
PO BEJTUKUH KOMIUIEKC HUTaHb: PO MOMYJISIPU3ALII0 y KHHKKOBOMY,
narnepoBoMy BapiaHTi, pisHOro Qopmary auckie (CD, DVD), rerne-
nporpaM, MynbTineMiB i T.4. TiTbKM B TaKOMYy BHIIQAKY OCHOBH
HAayKOBUX 3HaHb pEaJbHO MOXKEMO BHHOCHTHM Ha 3araj, a He Ti
KapuKaTypHI 3HaHHS, SKi iHOJII MOTPAIUIAIOTH Ha €KpaH! TEIEBI30PIB i
MU TIOTIM JUBIISTYHCH 32 TOJIOBY XaraeMocs: SIK e CIOKET 3’ sBUBCS
Ha TOMY YM iHIIOMY KaHaJi.

S criomiBarocsi, MO ISl TeMa CIPaBIi BUKIWYE 3aIliKaBICHHS, 00
HAeThCs TIPO TaKi BayKJIMBI 1 KOHIENTYalbHI pedi sk oOpa3 [Hmoro Ha
CTOpIHKaxX WIKUTBHOTO MiJpyYHHUKA, SK TeMa «TsArapa MHHYIJIOTO»:
MIKUTBHOI icTOpii Ta KOH(DIIKTIB TOBKOJIIA HEl B KOHTEKCTI CBITOBOTO
nocBigy. [lo peui, mpoGnema MiApydHHKA BHHHKIA TOMI, KOJH IIif-
PYYHHK CTaB JOCTYIHHM, KOJIM IIKiJIbHA OCBITa OXOMMUIIA, MO-CYTi, BCi
BepCcTBH HacelleHHs. ToOTo, oueBuaHoO, e — XIX cromirrs. Lle cto-
cyerbest Pocitickkoi iMmepii, €Bponeiichkoro KOHTHHEHTY, IIe, O4e-
BUJHO, CTOCYEThCS 1 [TiBHIYHOT AMEPHKH, HACKIIBKH S OPIEHTYIOCS Y
i cutyanii. Sk OaumTe, Ha HAIIOMY KPYTJIOMY CTOJ MHTaHHS
MOCTABJICHI e KOPEKTHO:

— BUXOBaHHSA KyJBTYPHOI, ETHIYHOT 1 FeHJEPHOT TOJIEPAHTHOCTI;

— 00pa3 yKkpaiHLiB y WIKIIbHOMY Kypci icTopii (Tex BKpal Bax-
JIUBE TTUTAHH);

— IIKUTHHI IPOTpaMU: BiIITOBITHICTS CYy9aCHUM BUMOTaM;

— sSKUM Ma€e OyTH Cy4YacHWH IIKUIBHUHM MiIPYyYHUK: CBITOBUI
IOCBiX i YKpaiHa.

VY 1pOMy KOHTEKCTI s JIMIIE XO04y 3POOMTH OJHE 3ayBakKECHHS.
HapaiiTe He 3a0yBaTH, 110 MU Mepe0yBaEMO B TPaH3UTHOMY CTaHI —
Malo Ha yBasi CyCHiJIbCTBO. TOMy JaBaliTe BpaxOBYBaTH Hal[lOHAIBHI
3100yTKH, CBITOBHH JOCBIJ 1 T€, SIK MEPEKIMKAETHCS T00aizamis 3
HaIiOHAJTbHUMU peYaMH, TUTIOC — TPAH3UTHUH CTaH CyCITiIbCTBA.

I ocranne. 1llanoBHI Apy3i i Konery, s paAudl NPUBITATH BaC —
MPUBITATH TIpeACTaBHUKIB YKpainu, Pocii, Cnonyuenux IllTaris, Be-
nukoi bpuranii, Himewunnu, JIuteu, Bipmenii, Monmosu, bimopyci.
Sk Oauute, reorpadis mupoka. S CroaiBarCh, 110 MPEACTABHUKU
IHIIMX KpaiH pO3KaXyTh HaM 0araTo KOPHCHOTO 1 MLIKaBOTO MpO
BJIACHI MIAPYYHHUKH 1 Ti TIPOIECH, SKi BimOyBarOThCS y CBITI. 3 dac-
TUHOIO 3 HUX MU 3HalioMi, 3HalloMi 3 MiIpyYHUKAMHU; 1HIIOI — MH HE
3HAEMO 200 MOTaHO 3HAEMO.
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e pa3 xoriB 6 moxskyBatn MixHaponHoMmy QoHay «Bigpon-
JKEHHs», |HCTUTYTy IHHOBAWIMHWUX TEXHOJIOTIH Ta 3MICTY OCBiTH
MiHicTepcTBa OCBITM 1 Haykd YKpaiHH, [HCTHTYTy HalliOHaJIbHOI
nam’sTi, BeceykpaiHepKill crinii BUKIagadiB CyCHiIbHAX AUCHMILIIH i
TPOMaJITHCHKOI OCBITH 32 y4YacThb B Oprasizaiii i MpHCYTHICTb Ha
IIOMY KPYTJIOMY CTOJi.

51 Bam, mIaHOBHI JIpy3i, JAKYI0, 1 Iepenato ciaoBo ['eoprito Boro-
IuMupoBudy KacksHOBY — opraHizaTopy, HATXHEHHHUKY LILOTO MiX-
HapomHOTO Kpyrioro crony. [skyro! Bynp macka, I'eopriro Bonomau-
MHUPOBUY!

I'eopriii KacssinoB (Incmumym icmopii Yxpainu HAH Yxpainu):

Haxyro! IllanoBHi konern! Y Hac IpenCcTaBICHO AEKiIbKa iHC-
TUTYLi#, OaraTo kpain, Oarato yHiBepcuteTiB. TyT € YHIBEpPCUTETCBKI
BUKJIIQ/Iayi, € JFO/X, SIKi BUKJIAAAIOTh y IIKOJI, € BUATENI-METOIUCTH,
€ aBTOPH YKPAiHCHKUX MiAPYIHHUKIB, € JIIOIH, SKi MAIOTh BiTHOIICHHS
JI0 BUAAHHA migpy4HUKiB. [IpucyTHi npencraBHuku [HCTHTYTY iHHO-
BaI[ifHUX TEXHOJIOTIH 1 3MicTy ocBiTM MiHiCTEpCTBa OCBITH 1 HaYKH.
[IpencraBnenuit [HCcTUTYT HalioHaMBHOI mam’ATi, KWK OyB iHimia-
TOPOM CTBOPEHHsI HOBOI IIKUIBHOI mporpamu 3 icropii YKpaiHw.
OTxe, MaEMO JOCTaTbHO IIMPOKE MPENCTaBHULITBO IJIsi AyXKe Ipo-
IYKTHBHOI AMCKycCii. Sl Bike He Kaxy Impo Te, 1o Oarato 3 Hac € y
MIEBHOMY CEHCi CITO’)KMBadaMH TOTO, 1[0 MPONOHYIOTh aBTOPH MiAPYd-
HUKIB 1 BUJABHUIITBA, 00 y OUTBIIIOCTI 3 HAC € JITH, SKi HABYAIOTHCS B
mkoJi. O4eBHUIHO, IO BOHHU € 00’€KTaMH il THX SIBHII, PO SKi MU
TOBOPHMO.

Hani My opranizyemocsi y Takuil crnoci: y Hac OyayTh KOPOTKi
nonosifi. Jlonosiai i BUCTYM MaloTh OyTH OpraHi3oBaHi 3a TEMaMH,
sKi 3a3HadeHi y mporpami. He 00OB’SI3KOBO TOpPKAaTUCh BCIX TeM —
MOYKHA TTHATH 1 PO3KPHUTH OJHY TEMY, MOXKHA BCi TEMH 3a4CIHUTH.
Tobto, Oyap nacka, modyBalTecs BUIBHO: XTO SIK XO4€ OpraHi3yBaTH
CBilf BUCTYTI, TaK i pOOiTh.

[IpornoHy€eThC HACTYMHHUN TMOPAIOK: € BUCTYI 1 JTy’K€ KOPOTKI
3amUTaHHs; TOTIOBiAaY Bifpa3y HE BIAMOBIIA€ HA 3alUTAHHS, a TyMaE
SIK HA HUX BIMOBICTH MOKH BUCTYIIAE HACTYITHUM JONOBIIa4, a TIOTIM
JIBa-TPH JIOTIOBiTadi OEpyTh YUacTh Y JUCKYCIi.

Bennke npoxaHHs 0 BCiX YYaCHUKIB OOTOBOPEHHSI: KPYTJIMH CTil
3allUCYETHCS, MU pOOMMO CTEHOTpamy, TOMY IIepel] MOYaTKOM BH-
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cTyny, Oyab Jacka, Ha3uBalTecs 1 Ha3MBalTe IHCTUTYLIIO, AKY Mpel-
cTaBisiere. MU IUTaHyeMO OMyOJIiKyBaTH CTEHOIpaMy y Marepiaiax
OTO KPYTJIOTO CTONY, NTOJABIIM TAaKOX KiJIbKa CTaTeil Ta mpe3eH-
Tarii.

OTxe, MOPANOK TAaKWUi: BUCTYN — 3alMTaHHSA, BUCTYN — 3aIlH-
TaHHS, BUCTYII — 3allUTaHHS, MOTIM — BIANOBIAI Ha 3aMTAaHHS.
Ockinbkn Oarato y4acHUKiB, TOMY, OyAb Jlacka, OyIbTe Ody’e KOHK-
PETHUMH Ta JIAKOHIYHMMH Yy CBOiX 3anutaHHsx. ChiBgomnosifed Ta
BHUCTYIIIB y TIEPIIiii MOJOBHWHI THS He OyJe — TIIbKH 3allMTaHHS.
VY Apyridi MOJIOBHMHI JHS 3allUTaHOBaHA 3arajbHa TUCKYCisS 1 TaM Bci
0axar04i 3MOXYTb BUCTYIIUTH 31 CBOIMH TyMKaMH, IPOTIO3ULIIAMH i T.JI.

OTtxe, Oyap TacKka, XTO TEPIIHA TOTOBHIA BUCTYTIATH?

Baanucaas Beperiok (Incmumym nayionanvhoi nam ’smi)

Hsaxyio! BrnacHe kaxyuu, s He Oymy poOOMTH HOBIHI BCTYIIL
A comimapusytocst 3 TUM, IO ckazaB Banepiit AunpiioBuy [CMmomii]:
B YKpaiHCbKOMY CYCIUIBCTBI 3apa3 ak HaATO MOCWJIEHAa yBara o
npoOieM i icropuuHoi mam’siTi, i migpyunuka. i mpobnemu, mos’s-
3aHi He TNBKH 3 BHOOpaMHU Npe3uIeHTa, sKi BiAOyJHCs, 31 3MiHOIO
MOJIITUYHOI eiTH, BUKOHABUOi Biaau. OUeBUAHO, TYT € OLIBII K-
Ooki mpoOiemu, sSKi TIOB’S3aHI HacamIepel 3 THM, IO YKpaina
MOBHHHA HApEIITI BUPIIIMTH KyAH BOHA PYXA€THCH, 3 SKUM Oaraxem
1 SIKMH BEKTOP COLIOKYJBTYPHHH BOHa 3pemroro BuOepe. I me Oyino
BHJIHO 1 HE CHOTOJIHI, 1 HE BUOpA, a Ie KUTbKa poKiB ToMy. ToMy, 1o
BIIPOJIOBIK JIOBI'MX POKIB 3a Mpe3uieHTCTBa KydMu HaM TOBOPHIIH, 11O
HAI[IOHAJIbHA iJIesl He TOTPiOHa, 10 HAIlIOHAJIbHA 1/Ies IKOIUTh, X04a,
YECHO KaXy4H, BaXKKO OyJIO YSIBHUTH, K MOXE YXHTH HOBOCTBOpEHA
nepkaBa 0e3 HarioHambHOI i1ei. I ¢hakTiaHO 3 caMoro MoMeHTy (op-
MyBaHHS [HCTHTYTy HallioHaJbHOI MaM’STi CTajJO 3PO3yMITUM, IO
OIHUM i3 HaphKHAX KaMeHIB HaI[lOHAIBHOI Tam’sTi € mpobiieMa
CTBOPCHHS HOBOI1 KOHIIETIIIT IITKITLHOT OCBITH.

IHcTuTyT 3amodatkyBaB pobouy rpymy, fSKy odonmia Hartams
Muxonaisaa SlkoBenko. Ha jxanb, BoHa XBOpi€ i ChOTOAHI HE IMpH-
CYTHSI, aJKe BOHA, MOXKIIMBO, Kpallle Ipo 1ie po3nosina 6. 3 Toro yacy
BinOynocst micte po0OYMX 3acifiaHb W€l TPynH, Ha SKUX OynH mpo-
aHaJi30BaHi [il04i HUHI B YKPATHCHKUX ILIKOJIAX MiAPYyYHHUKH 3 icTopii
VYkpainu i1 3po0JaeH0 KPUTUYHWIA aHami3 [HUX MiAPYYHHKIB. Buiinmio
Kibka Opomryp. OmHa 3 mmx Opomryp — Tmepiia — Ha3HBaJIach
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«Y4eHi-ICTOpUKH YHUTAIOTh MiAPYYHUKH 3 icTopii». Bynu BcTanoBneHi
«0oJroui TOUKM», SIKi, BIAacHE KaxXyud, Bamepiit Annpiiiosuy [Cmo-
mi] TeX O03BydyBaB. baraTto 3 HHX € TpoOiieMaMmu, SKi CHOTOJHI
0OrOBOPIOIOTHCSL HA HALLIOMY KpyTriioMy cToii. Lle — 3aranbHa owiHka
YSIBJICHb PO MUHYJIE B MiPYYHUKY (YU MU BHOUPAEMO KOJOHIATbHUAN
IUCKypCc YKpaiHH YW MU BiJl HbOTO BiJMOBIISIEMOCS), CTaBJIICHHS IO
[Hmoro, mpobnemMu TOJIEPaHTHOCTI B MiAPYYHUKAX, PO3BAHTAKEHHS
Hipy4YHHKa BiJ HaaMipHOI iHpopmanii i ¢akTuuHO MaTepiany, sKi
ChOTOMHI PUCYTHI y HhOMY. He cekper, mo npobaemu ictopii 1917—
1921 pokiB abo [pyroi cBiToBOi BiliHH (PAKTHYHO IMMOAAIOTHCS SK
MOHOrpaiyHUH MaTepiall, K aKaJeMiuHUI BUKIAJ icTOpii 3 Biamo-
BIIHUMH HIOAQHCAMH, KOHIICTIISIMU, yTOYHEHHSAMH. Un moTpiOHO 1ie
nepeciunomy yumeBi? HameBre ifomy me me morpibme. Momy mo-
TpiOHO MaTH SIKeCh OINbII 3arajibHe YsBICHHS. ToMy 1ie Bce TIOBHHHE
OyTH pO3BaHTaKEHE.

[Ticns mux mectd 3acimaHb poOo0Y0i TPymH MU BUHIIUIA OCh 3
takoro Konrenriero [donosioau demoncmpye opouypy «Konyenyis ma
npoepamu suxnadanus icmopii Ykpainu 6 wkoni (npoexkmu): Mame-
pianu IV ma V Pobouoi napadu 3 MOHIMOPUHZY WKIIbHUX NIOPYYHUKIG
icmopii Yxpainu «Konyenyis icmopuunoi oceimuy / Ynopsokysanms
ma pedaxyia Hamana Axoseenxo, Jlroomuna Beomioo. Cucmemamusa-
yisi nepebiey Ouckycitl Had npoepamamu Jlrwomuna Beomiob. — K.:
B/[ «Cmunocy, 2009. — 126 c.]. Ha xanb, BOHa BHIIIIA HAKIIaJIOM
3000 ex3eMIUIspiB, po3icIaHa B IIKOJIM W y HAc ii MpakTHYHO HE
sanmummiocs. Jlana KoHmernis y>xe JOCHTh akTHBHO 0OTOBOPIOBAIACh
B YKPaiHCBKOMY CYCIJIBCTBI — BiJ] HU30BHUX YUHUTCIBCHKUX KOJIEK-
tuBiB 10 Kowmicii 3 mutans ocBiTH Ta Hayku BepxoBHoi Pagu Ykpaian
1 BOHa (K HE JWBHO YW, IO JHWBHO) 3a3Hajia JIOCUTh J>KOPCTKOI
KPUTHKH SK 3 OOKy IpaBHX CWI, Tak 1 3miBa. Hamesne, 3 mpaBoro
MOJIITHYHOTO KpuJjia Oinblie Hix 37iBa. Konu s Oymy po3mnoBigatu mpo
Konreniro, cTane 3po3yMiiuM, YoMy Taka CHIJIbHA KPUTHKA 3 OOKY
mpaBux. HamioHan-neMoKpaTd JOCHTH CWIIBHO KpuTuKyBanmu KoH-
IIETIIIIF0 3a Te, MO ii aBTOPHM BHPINIWIM BiJIMOBHTHCH BiJl €THIIHOTO
NPUHIMITY ToJadi Marepiany, ToOTO, BiJf TOTO YSBIICHHS, IO yKpa-
THCBKHIA HApOJ] € CTaJIe I[iJIe, IKe iICHY€e OaraTo-0araTo CTOMITh, IO BiH
00’ eqHaHUI KPOB’I0, MOBOIO, 3BHYASAMHU 1 TMOMIOHUMH XapaKTEPHC-
TUKaMd. MU BUPILIWINA BIAMOBUTHUCH BiJl I[LOTO MPUHIIMITY, TOKA3aTH,
0 TOPSAJ 3 CTHIYHHMH YKPAIHISIMH, SKi CTAHOBISATH SIIPO i€l
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Konnenii, »wuim ¥ iHIII €THOCH, SKi BifirpaBajii HE MEHII MOMITHY
abo cnenudiuHy poNb B XKHUTTI YKPAilHCHKOTO CYCIJILCTBA, i [MH]
HIIUTHA 32 TEPUTOPiabHAM MpHHIUIOM. To0To, Bee, 1m0 BigOyBaIoch
Ha cydvacHill Tepuropii YkpaiHu — € HagOaHHAM icTopii YKpaiHw,
BOHO Ma€ BHUCBITIIOBATHCS B IIKOII B Tiil 9 1HIIIH Mipi.

BiamoBa Bin eTHIYHOTO TPHWHIIMITY, HAIlEeBHE, OJHA 3 HaHBaXIIH-
BIIIIUX MiBaJIMH, SIKI BUKJIMKAIOTH 3allePCUCHHS: HalliOHAJI-IeMOKpa-
TaM 3Ja€TbCS, L0 «Pa3oM 3 BOAOIO» 3 ICTOpii MM BHUKMHEMO W
«OUTUHY» — BECh YKPaiHCHKMH HapoA, 1 TaM HIYOro, MOBIISB, HE
3anuIUThCa. S Aymaro, mo I Taki MOOOIOBaHHS, SIKUX HE CIiJ
OosiTucs, 00 iHakmie IS icTopis cTaHe 0araTboM HE3PO3YMINION0 i
yykor0. Bee k Takm Ha Tepuropii YKpaiHW ChOTOAHI BigOyBarOThCS
pi3HI MiTpaIliifHi MPOIeCH, MPUIXKIPKAOTH JIFOAH 3 IHIMUX KpaiH, abo,
cKaxxiMo, y KpuMm moBepTaeThCcsi KpUMCBHKOTaTapcbKe HACENCHHS —
BOHO TEX IOBHHHO 3HaWTH cebe y 1iH icTopii.

s mpobneMa SKOIOCHh MIPOIO CTOCYETHCS 1 TEMU TOJICPAHTHOCTI,
TOOTO, CTaBJIEHHS 10 IHIIMX €THIYHUX TPYT, IHIIUX €JIeMEeHTIB. Mu
BUXOJMMO 3 TOTO, L0 CYCiZIM HE € HAllMMU BoporamMu. MH € iHmIi, MU
€ OKpPEeMHM HapoiOM 31 CBO€I0 1IEHTHYHICTIO, ajle CyCiiu He €
HAIIMMU BoporamMu. Uu MiBHIYHI, YM CXIJHI, YM 3aXiJHI — BOHH €
HECXOKMMH Ha Hac, aje Hac 00’ ennye nei LlenTpanpHOEBpomeiicbkuit
npocTip. My NOBUHHI BUXOBYBATH CBOIX AITEH TOJIEPaHTHUMH, TEPIIHU-
MHMH JI0 IHITUX JIFOJAEH. | me Take: HeMae IKoich €IMHOI, TPaBUIHLHOL
minHii. Ta 4 1HIIa JTF0AMHA 3aBXKIH B CBOIX JisIX KOPUCTYETHCS MIEBHOIO
JIOTiKOI0, MEBHOIO NpaBaoio. Ll mpaBma Moxke OyTH HECXOXKOI0 Ha
Ballly [IPaBIy, aje AUTHHA IIOBUHHA OyTH HAaBUYEHA ITOBAXKaTH IPaBLy
Iamoro, tak camo Inmmii moBmHEeH moBaxkatu il mpaBay. Lle, meni
3/Ia€THCSI, € OJTHIEIO 3 HAMBAXKIIUBIIIMX TPOOJIEM Uu, BipHillle, HaJ0aHb
el Konnenui.

Be3ymorHo, KoHIlemniiist po3BaHTa)keHa BiJl MiTITAPHO-TIOTI TUYHOT
icTopii. Buxoasuu 3 aHTPOMOIOTIYHOTO NPUHLIMILY, Ha TEpIIe Micle B
Hil TIOCTaBJeHa IIOAMHA, MOTIM — CYCHUIBCTBO, OKpeMi TpYIIH,
BEpPCTBHU, a NepkaBa, JMep’KaBHI 1HCTHUTYIIII ITOCTABJICHI BIIUO CIICHH
ictopii, ToOTO, eck Tam Ha Tpere micue. [IpobGnemMu nep:kaBoTBO-
PEHHSI HE 3HIMAIOThCS, HE BUKUAAIOTHCS 3 MiApyYHHUKA, aje BOHH
BIATATYIOTBCS Hazad. IlokasyeThcs, mo Oe3 sroawaM, 0e3 Tpomais-
HUHA TIO0YyBaTH HOPMAJBHY JEMOKPATHYHY JEpKaBy HE MOXKITUBO.

Jskyro 3a yBary.
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I'eopriii KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):
Hskyro. bBynp nacka, HactynHuit Buctyn — IlaBno IonsHcbkuil.

Hasno Hoassucskuii (Hayionanvna axademis nedacocivHux
HayK)

S xoTiB OM O3HAUMTH AESIKI pedi, HE BIAIOYUCH B ITOAPOOWIII.
Slkpa3 Temaruili Hamoi CHOTOMHIIIHBOI PO3MOBH OyB NPUCBSYEHHH
cnineHuid 3 Pagoto €Bpomu cemiHap, KOTpuil mpoBoxuBcsi MiHic-
TEPCTBOM OCBITH 1 Hayku y micTi Cynaky, B ABTOHOMHIi Pecrry0umimi
Kpum. [Misxcnapoonuii ceminap «Po3eumox cucmemu oemokpamut-
HUX yinnocmel nio uac eusyenHs icmopii 6 wxoniy 30 uepens —
1 aunnsa 2010 p. — ynopsaon.] byna nobpa Harojga HOCHiIKYBaTUCS 3
excnepramu Pagu €Bponu — 1 3 TuMH, 3 KOTPUMHU BHUIIaAajia Harozxa
e poOuTH paximie, i 3 HOBUMHU. KOHIIENTYanbHO HAaIll OI[iHKU IIOA0
TEHJCHIIIH PO3BUTKY iCTOpUYHOI OCBiTH 30irmucs. [luranus, 3BicHO, B
peamizartii X TeHISHITIHN.

Haiinepie: yneBHeHwid, mo B YKpaiHi Hemae it He Oyno XomaHOI
«karacTpou» 31 cTaHOM BHUKJIagaHHs icTopii B mkomi. He Oyio,
HeMmae 1 00’ €KTUBHO HE MOXKe OyTH JKOJHOI «KaTacTpodm» 3 IIKilb-
HUMH MIpyYHUKaMH 1 Take iHme. Ha Moo JyMmKy, HUIIBHI OLIHKA
YKpaiHChKOI HIKUIBHOI 1CTOPHYHOI OCBITH T'€HEPYIOTh AWJIETaHTH,
KOTpi OepyThes, SK CIYIIHO 3a3HAYMB akaneMik CMOiid, 30maly mpo
BCE TIYMAYHTH Y 3QJICKHOCTI BiJl TMOJITHUIHOI KOH IOHKTYpPH, Ha SKY,
rajiaro, npodeciiiie cepenoBuIle He Masio O 3BepTaTH yBary.

Hactynne: xoau MM KaXXeMO IIPO iCTOpPilO, TO BPaxoBYEMO, ILO
icTopist K HayKa ¥ iCTOpis SK MKUTBHUN Kypc — I HE OJHE U Te X
TOMY, IO B HHUX pi3HE MOKIWKaHHsS. JIns mepmioi BiacTHBE BCTa-
HOBJICHHSI JOKOHAHOCTI icTopuuHOro (akTy, iHIIA XK MOKJIHKaHa,
Halneplle, BAKOHYBAaTH MPOCBITHUIIEKY (PYHKIIIIO i, HalleBHE, 1€ Haii-
rOJIOBHiIIE — OyTH CIPSMOBAHOIO Ha BUXOBaHHs. TOMY JIO IITKOJH HE
Tpeba OpaTH BCIO ICTOPIiIO akaJeMiuHy, a OpaTH Ti i CKIIaAHUKH, KOTpi
MaloTh OOCIYrOoBYBaTH BHXOBHI IuTi: (hOpMyBaTH TOJEPAHTHICT,
00i3HaHICTh 1 6araTo iHIIMX KUTTEBO BAXKJIMBUX KOMIIETEHIIIH.

Tenep — mpo «tsrap MuHyjoro». Koxna kpaiHa Hece CBii
«TATap MUHYJOTrO». MH, yKpaiHLi, SK MOJITHYHA Hallis, HECEMO CBill
«TArap MHUHYJIOro». YexaM HEIOJaBHO HATSAKHYJH, 110 BOHH MAalOTh
e TPOLIKU TOHECTH «TsArap» xaekperiB benema. Ilonmsku Ttemep,
MaOyTh, HECTUMYTh «TArap» y4acTi MOJICBKOTO HACEJICHHS B aKIisxX
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reHOIUY HalioHal-conianicTuyHoi Himeuunnu Ha Teputopii [lombimi
(muckycis B [lompmni Takox po3ropraeThes). Mu TakoX HECEMO CBil
«TSATap», HE 3aBXIU PO3YMIIOYH, B YOMY BiH MOJsrac. Ane y MeHe
TaKke BPa)KEHHs, LI0 CHOTOJHI B KOHTEKCTI 3arajlbHOEBPOINEHCHKOI
IUCKYyCil Maii’ke HEMPUCTOMHO HE MaTu «CBOTO TAraps». | Mu Baanucs
JI0 I0TO TONIYKIiB 1 TOTOBI HOTr0 HECTH, HE 3’SICYBaBIIH, B YOMY BiH,
el Ham «TArapy, MoJsArae, B 4OMY «Tsrap» IHIIMX Hamid, KOTpi
JOBUIMK Yac HE Majiil JIEP’KaBHOCTI W HE MOXYThb 3a BU3HAUCHHSIM
HECTH TIONITHUYHOI BiINOBITANLHOCTI 3a Iii BIIATHUX I1HCTUTYIIH
IHIIMX JIePKaB, HABITh SKINO IIi Jii BiAOYBaJIMCS Ha HAIIIM TEPUTOPIi.

Hacrynne. Konu mu Begemo MoBy nipo 00pa3 [HIIIOro B MIKiIBHUX
MiApyYHUKAX, B Kypci MIKUIBHOT 1CTOpii, TO, HA MOIO TYMKY, CIiJT I[FO
mpo0eMy pO3DISIIaTH y IBOX IUIOMIMHAX. 3 OJHOTO OOKy, oOpa3
[Hmoro B Hamomy Kypci icTopii, B HalIMX MporpaMax, KOHLEMLisgX
1 MApyYHUKAX, a 3 iHIIoro 00Ky — o0pa3 yKpaiHIiB y mporpamax i
Hipy4YHUKax iHIUX KpaiH. MU ycnaakyBand, Ha MO IYMKY, He
HAWTIpIIy MeAaroriyHy MOJENb ICTOPUYHOI OCBITH y IIKOJIAX, SIKii
npuTaMaHHa JOCTaTHBO BeJIMKa yBara CBIiTOBiH ictopii. Ekcneptu
Pamqu €Bponu 1ie Bke pocmiguin (TYT HeMae BeJMKOi mpari)
BU3HAJIM, IO B YKpaiHi HaJI3BUYAlHO BeNHMKa yBara HpUIUIAETHCS
BUBYCHHIO iCTODIi, Haimepiie, CyciHiX KpaiH, i, mo-apyre, — €Bpori
(ue — maHMHA €BPOLEHTPU3MY). A IaBalTe 3a1amMOCsi METOIO 1 Mpo-
BEIIEMO OKpEMI TOCIIDKEHHS TOTO, SIK MU BiTOOpaKEeHHI Y MAPYyIHUX
iHmux kpain. Jlo pedi, 1ie Oyae BiAMOBiAb 1 HA 3alUTAaHHS MPO Tak
3BaHl «CIUTBHI» MAPYYHUKU 1 «CIUIbHE BifoOpakeHHS». AHaTI3y-
BaTH TaM, IiJKaxy, JyXe IIPOCTO — Hac TaM Ipocto Hemae. Hemae
B3araji — II¢ Ill¢ He HaWripimui BapiaHT. SIKIO K MU €, TO SKICh MU
He Jayxe rapHi (Moxxe MM Takumu €?!), a00 30BCIM TIOraHi, sK
JOBOIMIIOCA OaYUTH B MiAPYyYHHUKAX pAAY KpaiHax.

[llomo ToONEpaHTHOCTI. 3a OCTaHHI POKH 3pPOOJICHO BEIIMKHIA
MOCTYINl y IJiaHi T'eHJEepHOi ToJjepaHTHOCTI. YoMych CHiIbHOTa HE
3aBXAM IbOMY HAJa€ BENUKYy yBary. Temep Be ¥ BHIaBLi IpH-
IISIOTH yBary OOKJIaJAWHKAM IMKUTPHUX MiAPYYHHKIB, LTFOCTPAIIisM B
HUX. B HOBHX mporpamax 3 icTopil HbOMY TaKOX HPUAIISETHCS
Benrka yBara. KynbTypHa piBHOBara, TOJIEpaHTHICTh TaKOX HAJIEKHO
BimoOpakeHa.

lomo eTHIYHOI TOJEPAHTHOCTI, TO € B3arami CKJIAAHA TPO-
Oiema. Yxiamagam Mporpamu, SIKy MH OOTOBOPIOEMO, 3aKHIalH, IO
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HIOWTO y Hif BOHH BiJIMOBHIIUCS BiJI Bi/ICTOIOBaHHS €THIYHOTO MPHH-
uuny. He mominsito Taky AyMKy (HE AUCKYTYIO, a JULICHb BUCIOBIIOIO
BJIACHY JTyMKY, sIKa MOe OyTH XHOHOI0), 00 i B YWHHHX Iporpamax 3
icTopii, i B THX, KOTpi icHyBasmu 3 1991 poky, skpa3 eTHIYHUN TPHUH-
LIUIT HIKOJIM ¥ He 3aknanascs. B ix ocHOBy OyB 3aknazeHuil 30BCiM He
eTHIYHUI MPUHIMII, a IPUHIHMII JepkaBHUIBKHNA. Lle — He oxHe i Te
came. ToMy HeMmae CIOKYCH «BIAMOBISTHCS» Bill TOTO, YOTO TaM
Hiko He Oyino. Mwu, MO-CyTi, COBETCHKY MOJIENb 3 I «COBETCHKHM
HapoJ0M» y CBill 4ac, Ha modatky 1990-x, 3aMiHIIN Ha «yKpaiHChKUN
Hapo». Alle Tak camo, K JAe(]iHilis «COBETCHKUI HApPO» 30BCIM HE
nepeadayaia JOCiPKSHHS eTHIYHUX BIIMIHHOCTEH, TaK caMo IIe CTO-
CyeThCsl W KaTeropii «yKpaiHCBKHI Hapom». I kKomm MU KakeMo
«YKpaiHCBKHI HapoI», TO TaM MOBa iiie HE MPO YKpaiHLIB SIK €THOC.
Hporo nHikoam He OyJ0 B HAIIMX Hporpamax i MiApyYyHHKax, HEMae
i moHUHI. MOXJIHBO, Tenep 3’ IBUThC?!

[lomo 06pazy ykpainiis. TyT, 3BiCHO, BAKIIHBO T€, SIK MU OyIeMO
cHiBIpamoBaty 3 Kojeramu. 1103UTHBHUI TOCBIJ BXKE €, HAIIPUKIAL,
B miano3i 3 [lomemiero. [Hmmii npuknan MeHi He Bigomuii. Ile 30BciM
HE O3HA4Yae, M0 HOro HeMae, MPOCTO BiH MEHI Tak q00pe, SIK IMOJb-
ChKUH He Bimomui. [Ipuramyro 3amanbHi AUCKYCIT 3 TOJECEKUMH KOJIE-
ramMy B paMKax CHUIBHOT YKPaiHCHKO-ITOJILCHKOT KOMICIT 3 Y3ro/DKeHHS
Hipy4YHUKiB 3 icTopii Ta reorpadii B cepenuni 1990-x pokis. [Joxo-
JTUJIO JIO TOTO, IO JIeNerallii ToToBi Oy po3’iXaThcs. A AMCKYTyBaTH
Taky OyJI0 PO LI0: MU CIPaBAl HE 3aBKIU KOPEKTHO IHUCAIN Y HAIllUX
HiApYYHHUKAX TPO TOJISAKIB, 1 BOHM CIIPaBEUIMBO HA L€ BKa3yBaJH.
HaTtomicTh MM He MOITIM TMOKPUTHUKYBAaTH IOJIbCHKI MiAPYYHUKH B
TaKOMY acleKTi 3 Ti€l MpocToi MPUYUHHM, IO CIOBO «YKpaiHa» TaM
MIPaKTUYHO HE (Dirypysaio.

1o pobutn?

[Nepmre: mMeHi 3maeTbesi, MO MOTPIOHO HE MAaHIKYBaTH, HE pea-
T'yBaTH HEPBOBO Ha CIIPOOM MOJITHKIB MiAMIHUTH CBOIM MOJITHYHUM
BIUTUBOM TIpodeciiine cepenonuiie. Jlo pedi, B pe30Iromii 3ragaHoro
ceminapy Pagu €Bporn B Cyaaky 3anucano: «llomiTuuHuii KOHTPOIH
3a (OpMyBaHHSIM HaBUANBHUX HpPOrpaM 3 icTopii, HANMCAHHIM Mia-
PYYHHKIB HE CXBAJIOETHCS; MOBHHHA OyTH 3a0e3ledcHa aBTOHOMIis
icTopii Ta ICTOPHKiBY.

Hpyre: MaeMoO €BOJIOUIHHO, KPUTHYHO OLIHIOIOYHM JOCBiI €BpO-
neiicbkux Kpaif, kpaid [liBnennoi i [1iBHIYHOT AMepHKH, TPOJOBXKY-
BaTH BJJOCKOHAIOBATH 1CTOPUYHY OCBITY 1 IiAPyIHUKH.
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Tpere: y3romxyBaTH NHTaHHA B3a€EMHOTO (S Ha IOMY CJIOBI
HATOJIOINIYIO, TOMY, IIIO TPpa B OJHI BOPOTa BXXE TPHUBA€E 0arato pokKiB)
BiZIOOpaKeHHS iCTOPii MHHYJIOTO 3 ICTOpPUKaMH 1 AUIJAKTaMH 1HIIHX
KpaiH — i OLIbII Hi 3 KM, aje Jule 3 (axiBIsIMH.

[{ono «cmimpHOrOY» miApyuHuKa. BBakaro [1110] i71er0 aOCOMITHO
0e3rmy3mor0. S 10 Hei nyke CHOKIMHO CTaBIIOCS, TOMY, IO 3 IIbOTO
HIiYOro He BuiJe, 00 HeEMae B TaKOMYy IMJIPYYHHKY TOTpeOu.
®paHily3pK0-HIMEIIBKAN Y1 TO MiAPYYHHK, YU TO MOCIOHUK, TIPO SKUH
IHKONIM 3rafgyloTh, Hi B HIMEUBKHX, Hi Y (paHIly3bKHX LIKOJaxX HE
BUKOPHUCTOBYEThCH. Komu dpaHity3pki i HIMEIbKI BUUTEN Horo moba-
YMJIM, TO CHOYATKy BBa)KaJIH, IO L€ MOCIOHUK 3 MOITHOJICHOro BUB-
YeHHsI, BIJMOBIIHO, HiMEIbKOi Ta QpaHiy3pkoi MoBu. Hakman OyB
PO3KYIUICHUH JKypHaJIiCTaMH 1 MOJIITUKaMH, SK COpaBai goOpe cBia-
YEeHH: CIIpoOM ABOX Halil 3HAWTH MOPO3yMiHHS 3apaau MailOyTHBOTO,
3HAXOA4YM O0OMIIbHI KOMIIPOMICH Y MUHYJIOMY.

I ocranne. A xto Oyne cynmsmu? Ha MO0 OyMmMKy, eKCIIEpTHHM
CepeIOBHIIEM MOXYTh OyTH nuie (haxiBIli 3 icTOpil 1 AUJAKTUKU —
IncrutyT icropii Ykpainm HAH VYkpainu, [HCcTHTYT HamioHanbHOT
nam’siTi, BYNTENIBCHKI CIIJIKH 1 HEYPSIIOBI OCBITSHCHKI OpraHizarii.

Hskyro!

I'eopriii KacbsinoB (lncmumym icmopii Yrpainu HAH Yxpainu):
Xro nponoBxkuth? Byas nacka, npodecop Onekcanmp Yo,

Ouaekcanap Yaoa (Incmumym iHHOBAYIUHUX MEXHON02IU mMa
smicmy oceimu MOH Yxpainu, Incmumym icmopii Ykpainu HAH
Yrpainu)

[IaroBHi koneru! IllaHOBHI y9acHUKHM HAIIOTO KPYTIIOTO CTONY!
S xouy Bac MpUBITaTH 1 BiJ iMeHI [HCTUTYTYy iHHOBaUiIHHHX TEXHO-
Joriil i 3MicTy ocBitm MiHicTepcTBa ocBiTH 1 Haykun Ykpainu. Lle
TOJIOBHA OPTaHi3aIlis, sika BiJIOBITa€ 3a 3MICT iCTOPUIHOI OCBITH 1 3a
BUJIaHHS MIJPYYHHKIB K 3 icTOpii YKpaiHu, Tak 1 BCECBITHBOI icTOPIi.

Xouy TiAKpECTUTH 3HAYEHHS LBOTO KPYIJIOrO CTOMY, SKHH Mae
CTaTyC MIKHApOAHOTO, a/pKe, Ha MO0 JYMKy (MU HE pa3 mpo Ie
TOBOpWIIM), B YKpaiHi IIe He cTanocs IIUPOKOi, CIpaBIi HAyKOBOI
IOUCKYCIl o0 mpobiieM B3aeMOJii iCTOPUYHOT HAYKH Ta i1CTOPHUYHOI
ocBitTi. OT)Ke CHOTOAHINIHIN HAIl KPYTJIHHA CTUT — II€ YacTHHA Ti€l
IUCKYCIi, sSTKa, Ha MOIO TYMKY, 3aII0YaTKOBYETHCSI. AHAJIOTIYHI KPYTITi
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cTONU MU IpoBoauiu y BepxoBHiit Pani, B [nctutyTi ictopii Ykpainu,
B KueBo-MorunsHcbKil akaemii. MiHICTEpCTBO OCBITH 1 HAYKH Tepi-
OJIMYHO OPTraHi3oBy€ Ha 0a3i MPOBIIHUX YHIBEPCHUTETIB MOJiOHI 00rO0-
BOPEHHS MPOOJIEM iCTOPUYHOI OCBITH. | 1100 MM HE TOBOPHIIU MPO Ti
npobnemMu, ki HaM Tpeda po3B’s3yBaTH, Tpeda BUXOIUTH 3 TOTO, IO
I TeMa — BIOCKOHAJICHHS iCTOPUYHOI OCBITH — € TpaAMIliitHO abo
BIYHO aKTyaJbHOIO. S, HANPHUKIIA/l, ICTOPUYHOO OCBITOIO HPOdeciitHo
3aiiMarocst piBHO TPUAUATH 1B POKU: BijI YUHUTENS A0 aBTOpa, peiak-
TOpa, OpraHizaTopa BUIAaHHS, i CKaXYy, IO 3a Il TPUIIATH IBa POKH HE
OyJ10 KOJHOT May3H, HaBiTh Ha MiBPOKY, 00 He OyJI0 Takoi MHILHOT
yBard CycCHiJIbCTBA, MOJITHKYMY IO MpoOjieM MHiApy4YHHKa, IO iCTO-
puuHoi ocBiTH. ToMy, Ha MO IYMKYy, HaM Tpeba BpaXOByBaTH pi3Hi
piBHI po3rmsamy wiei mpoGiemu. Ix Tpeba 3HaTH, (BikcyBaTH i BIIIH-
BaTH.

€ MoNMiTHYHMHA acHeKT pPOo3IJLimy ILi€l TeMH: MH KaXeMo IIpo
ICTOpH3AIIiIO TOMITHKH, SKa BiMOYBAETHCSI B HAMIOMY CYCIIIBCTBI i,
HaBIIAKH — TIPO TMOJITH3ALiI0 icTOpii Ta iCTOPUYHOI OCBITH, fKa, Ha
JKallb, TEX Mac€ MICIIE.

[lo-npyre, € MoOyTOBHMH, NMparMaTWYHWA, YTWIITAPHUN pPiBEHb
po3risiay 1€l mpoOsiemu. BiH, Ha Jkajgb, TEX Iy)Ke BIUIMBAE Ha
CYCHUIBHY CBiZIOMICTH i 3aBaxka€e HaMm TpodeciiiHo po3B’s3yBaTH Iii
pooIeMu.

[To-Tpere, €, BIacHe, HAYKOBUH, aKaJAEMIYHHHA PaKypC PO3TISAY
uiei remu. [lonepenHiit Kpyramid CTiN, SKHH MU MPOBOJIIN B YEpBHI
[2010 poky] y crinax IHcTUTyTY icTopii Ykpainu, OyB sSKpa3 3 IbOTO
HaIpSIMKY.

€ TakoX METOAWYHUH, TUIAKTHYHUNA acleKT po3TysiLy i€l mpo-
0JieMH, KOJTM MU BHPIIIYEMO IIi TMTUTAHHS 3 IMHPOKOIO YUYACTIO YUH-
TEeJIiB, BUKJIAJa4iB BUIIO] IIIKOJIM, METOIMCTIB 1 TaKe 1HIIIE.

s Toro, mo6 3HAWTH BIAMOBIAI Xo4ya O Ha JesAKl MUTAHHS, SKi
CHOTOMHI TTOCTABWIIO CYCITIIBCTBO, Tpeba CIOYaTKy TOCTAaBUTH ITHTAH-
HS: 110 HaM JIaHO, III0 MM MAaEMO Ha ChOTOJIHI, Ha SIKOMY eTami i piBHI
MU 3Haxoaumocs? ToOTo, sKi € BUXIJIHI MOJIOKEHHS JiJisi 00rOBOPEHHS
1 po3B’si3aHHA 1Ii€i, HA MOIO IYMKY, BEJUKOI 1 KOMIUIEKCHOI Mpo-
onemu? | st paaui, 10 OIABIIICTD AyAUTOPIT 3 UM ITOTOKYETHCSL.

[epme BuXigHe MOJOXKEHHS — L TE€, IO Halle CTaHOBHIIE,
yKpalHCbKa CHUTYyallii HAaBKOJO Ii€i TeMH — icTOpii, 1CTOpPUYHOI
OCBITH, «OWUTBH 3a iCTOpi0», — BOHA HE € YHIKAJILHOIO, KaTacTpo-
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¢iunoro. Lle He sIKich KaTaKIIi3MHU 1, SKIIO HABITH MOPIBHATH 3 IHIIUMHU
KpaiHamH, IepKaBaMH, HaApOAAaMH, €THOCAMH, MU MOXEMO 0auuTu i
IHIII pajWKambHi, OB KpalHi nposBu. Bimomi ¢aktin — Kopes ta
Anownis. B Icnanii, sIKy KoJMCh MU Ha3UBaJM 3pa3KoM MPUMUPEHHS Ha
T ICTOPUYHOI TaM’sTi, ChOTOAHI HABMAKW T€ MHHME THMYacOBE
MPUMHUPECHHSI PO3CISUIOCS Y 3B’ SA3KY 31 3MIHOIO TOJIITHIHOTO PEKUMY B
kpaini. Te x came — Kimp, [lombmia, mpo o CHOTOMHI BXKE 3ra-
JyBajoCh.

ITo-npyre, Tpeba BUXOAUTH 3 TOTO, IO B YKpaiHi iCTOPHYHA
OCBITa OpraHizoBaHa Jep:kaBoio. ToOTO, MM MaEMO CTaTyC JIETiTH-
MariifHoi icropiorpadii i, O4eBUAHO, Taka cucTema OyJe Ha HOBTi-
JIOBT1 POKH, 1 1Ied ¢akTop Oyie BH3HAYAIBHUM IIPHU PO3B’SI3aHHI THX
mpoOJieM, sIKi ChOTOJIHI 3By4aTh. Tema I8 — KOMITIEKCHA 1 TpodieMy
BapTO PO3IJISLAaTH Yepe3 MPU3MY KiTbKOX HaNpsMKiB:

- TO-TIepIle, iCTOPUYHA HAayKa;

- Mo-ApyTe, ICTOpUYIHA OCBITAa;

- TO-TPETE, ICTOPUYHA MM’ ATb.

OT sKpa3 y 3MiCTi iCTOPHYHOI OCBITH, Ha BiAMIHY BiJ iHIINX
HamnpsMKiB, MU TTIOBHHHI BpaXxOBYBaTH BCi IIi aCMeKTH. SIKII0, HANpH-
KJaa, I ICTOPUYHOI HAyKH HEeMae mnpoOsieM 00 O3HAUYCHHS
«[pyra cBiToBa BiiiHa», «Benuka BiTun3HsHa BiiiHa» — JaBHO BCe
3pO3yMiJIo, TO AJIsi iICTOPUYHOI OCBITH, SIK BipHO 3a3Ha4uB Banepii
AwnppiiioBuu [Cmortiii], 060B’s13k0B0 Tpeba 3HANTH KOMIIPOMIC Mix
TAM, IO € B CBIJOMOCTi, IO € B ICTOPHYHIA TaM ATi, a IO €
3100yTKOM aKaJeMIidHOI HayKH. A 1€ BpaxOByBaTH Ti KOMEMOPATHBHI
NPaKTUKH, IO CKJIAlUCS Ha JaHOMY eTami B JepxaBi. ToOTo, min-
PYYHUK, HOTO 3MICT 3aBXau OyB i OyJie IEBHOKO MIpOI0 KOMITPOMiCOM
MDXK HAyKOIO, OCBITOIO Ta iCTOPUYHOIO TIaM’ SITTIO.

Haii6inpmoro 6igoto opraHizanii icTopuyHOi OCBiTH OyJa i € (s He
ckaxy, mo 15 ym 20 pokiB TOMy 1e Oyio Iiermie, HiX ChOTOMHI) il
noJriTh3arisi. BuOymayBatn Mozenb iCTOPHYHOI OCBITH 0€3 BIUIMBY,
BTPYYaHHS MOJITUKHA — II€ YTOIIis, «MaHIJIOBIIMHA». MOBa MOXe WTH
JMIIe Tpo MEeBHY Mipy moiiTu3auii, il piBeHb, CTYHiHb 1 Take iHIIE.
Ocb TyT yke i1 mMae OyTu Hama npodeciiiHa MalcTepHICTb — SK
ICTOPHKIB, TaK 1 METOIUCTIB, aBTOPIB MiPYYHUKIB 1 BUIABIIB.

HeoOxigno BpaxoByBatu i Tol (pakrop (U IyMmKa 3By4ana Ha
OJHOMY 3 MOIEPEAHIX KPYIIIUX CTOJNIB), 110 YKpaiHa po3B’s3ye mpo-
OyieMH, SIKi TIOCTaJIM HE HA ITyCTOMY MICIli, HE 3 HyJIs. SIKIIo 3ragatu
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novyatok 1990-x pokiB, To Ykpaina, HaBmaku, cepen aepxas CHJ
Oyna momnepeny y CTBOPEHHI BIACHOT'O, YKPaiHCHKOTO HalliOHAJIbHOTO
KOMITJICKTY TiJIpyYHUKIB K 3 icTopii YKpaiHH, Tak i 3 BCECBITHBOI
ictopii. To0To0, € 6a3a, TpamIUIiH, € (IO pedi, IUIA HAIUX KPUTHUKIB)
CTBOPEHUH MOBHUI KOMIUIEKT MiJPYYHHKIB 1 BK€ HE OZHOTO IMOKO-
THHSL.

Buxonsuu 3 KoHCTaTaIlii Takoi CHTYyallii, Tenep BHCJOBIIO MPO-
MO3MIII1 CTOCOBHO TOTO, [0 MH MOKEMO 3POOMTH, IO ITiJ] CHJIY HaM.

ITo-nepiue, ue cTpaTeriuie cynep-3aBAaHHs, 3a AKe 3Marajiocs He
OJIHE TIOKOJIIHHA OpraHi3aTOpiB OCBiTH, a camMe — QopMallizyBaTH
MEXaHi3M JIepaBHOTO ab0 COIiaIbHOTO 3aMOBIJICHHSI Ha 3MICT iCTO-
pUYHOI OCBiTH. Y 3B’S3KYy 3 UM, SIK MEPIIMHA €Tarl, Mpo IO TOBOPUB
Brmagucias ®enopoBud [BepcTiok], — 1€ KOHIIEHINS iCTOPUIHOL
oCBiTH. XTOChH MIJKUHYB T3y, IO 1€ «HOBA KOHIENIis» 1 T. A. Hi, B
icTopii He3anexxHO1 YKpainu «KoHmen i K JOKYMEHTY TaKOTO POy
JKOTHOTO pa3zy He Oyino QopmaiizoBaHo, BiH He MpHIiMaBCs, HE
3aTBEpKyBaBca. Mu Brepiie TBOPUMO KoHIemnuito. bynu nporpamu,
HiIPYYHUKH, ajle KOHLENTYyaJbHO 3MICT iCTOPHYHOI OCBITH HE OYB
OKPECIIEHUM.

Hactynne — mnpobieMa mepernucyBaHHS iCTOpii HE € TakKoro
TpariyHoro, SK MITKUHYIH HaM ii momTtwku. [IpoGmemy mepernmcy-
BaHHS B3arayi TpeOa 3BeCTH 10 PaHTy METOJOJIOTIYHHX MpoOiieM, K
3aKOHOMIpHOCTI (DyHKI[IOHYBaHHS iCTOPUYHOI HAyKd 1 HE pPOOHTH
HABKOJIO IIbOTO TPare/Iiio.

Benuka ponbs y TBOpeHHI HOBOTO MOKOJIHHS MiAPYYHHUKIB Haje-
KHUTh aBTopaM. JIyHaloTh Taki ToJIocH, MO0 KOTOCh HE JOMYCKaTH 0
HaIlMCaHHs MAPyYHUKiB. Ha Moi0 mymKy, IIe TeX imes yToIidHa.
[ligpy4YHrKH TOBWHHI THCATH HAWOUMBII TaTaHOBUTI JIIOJIU, XTO O
BOHM He OyJH: MOXE JITepaTop HAHMCaTH ONMCKY4YHH MiIpy4HUK,
SIKMI TIEpeMO’Ke Ha BCiX KOHKYypcax NpodeciiHuX iCTOPHKIB.

Ham HeoOximHO 30epertvt Ti HajOaHHS ICTOPUYHOI OCBITH, SIKI
OyJnu TOCSATHYTI 3a MOMEPEeNHi ABaIIITh pokiB. Ilepmie cepen HUX —
IIe BapiaTWBHICTh MiAPYYHHUKIB. MU MaeMoO ChOTOIHI BiJ TPHOX [0
YOTUPHOX, BUJIAHUX 32 JCPKABHHI KOIIT, BapiaHTIB MiJPYYHUKIB 3
ictopii YkpaiHu Ta 3 BcecBiTHBOI icTopii. [HKOIM JyHAIOTH rojOCH
MPUITUHATH 1€, CTBOPUTH OJUH-€IWHHUN YHIBEpCAIbHUH MiIPy4YHUK
1 Take inme. [loBepHEHHS O TAKOTO CTAaHy O3HAYATUME BIKAT HA3a/I.
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[lo-gpyre, Ham Tpeba BUITH Ha PIBEHb TBOPEHHS albTCPHATHB-
HOTO MiApYYHHKA, YOrO, Ha ajb, B YKpaiHi MM IIEe HE MOXKEMO
MIPOIEMOHCTPYBATH.

I, mo-Tperte: Tpeba HagaTu mpaBoBUl, HOpMaATBHHI CTATyC TaKoO-
My SIBHLIY SK EKCIIEPUMEHTANbHUHM MiApy4yHUK. Tomi MuH MoOkeMoO
pyXaTh HayKy MiIpyIHUKOTBOpEHHS Brepen. I 6 e mocmimar (60
Oynu Taki MPOTO3MWIil) 13 BBEACHHSIM IHTEIPOBAHOI'O KypCy BHKIIA-
JOaHHs ictopii YKpaiHu 1 BcecBiTHBOI icTopii. Jlymato, mo B Haii-
OMIKYi NECATKH POKIB Y HAC TOBWHEH OyTH TIEBHHMHA JCpKaBHUU
NPOTEKIIOHI3M CTOCOBHO icTopii YKpaiHM — Hamoi, BiTYHU3HSHOI,
1 [MOBWHHI ] iCHYBaTH JIBa CAMOCTIiHI KypCH.

[MinTpuMyro Ty mpomo3muio, sika 3Bydasna y Buctyni [laBia
[Monsuckkoro. Lle — cmiBnpans 3 Pamoro €porn. 30BciM HemaBHO,
15—-18 wepsus [2010 p.] 47 xpain €Bpornu npoBeau KOH(EpEHIIio B
Hopgerii, 8 Ocno, ae 3amoyaTkoBaHa HOBa mporpama Pamm €Bpormm.
VYkpaina Oepe yyacTs y [bOMY NMPOEKTI Mg Ha3Bolo «CHinbHA icTOpis
€Bponu 6e3 KopaoHiB». HazBa — «cminbHa icTOpist», a HE CHUIBHUI
niapyyauk. Tak mo po3yMHUHA miaxia, pymaro, Oyne peanizoBaHuid B
poMy npoekTi Paan €Bponu. Jlskyto 3a yBary.

Teopriii Kacssinos (Incmumym icmopii' Ypainu HAH Yxpainu):

Hsxyto. Onekcanap AHAPIHOBUY TOPKHYBCS JIyK€ BasKIHBOTO
CIOKETY, TOB’A3aHOTO 3 KOHTEKCTYyalli3ali€lo YKpaiHChKOI iCTOPHYHOT
OCBITH: K TIOCTaBUTH ii B MOPIBHAILHUN KOHTEKCT 3 CBITOBOIO IpaK-
THUKOI0? Mu 3apa3 MaEMO 4ac TIOTOBOPUTH PO CBITOBY MPAKTHKY, PO
Te, M0 Bif0yBa€ThCsl B CBiTi. I, s Jaymaro, M0 camMe 4Yac BHCTYIHUTH
Tomacy Illepnoky, mpodecopy BiiicbkoBoi akamemii CronyueHHx
IrariB (Bect-IloinT), haxiBIfio 3 MiAPyIHUKIB Ta iICTOPHIHOT OCBITH.

Tomac lllepaok (Biiicokosa axademis CIIIA Becm-Ilotinm)
[[lonogiov oyna naoana asmopom y eu2naodi nyodnixkauii (Ous.
looamox 2. — C. 95-148) — ynopsomn.]

I'eopriii KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):
Mu npomoBKyeMo poOOTy Hamoro Kpyrioro croimy. Hactymaa
JIOTIOBiL Oyjae BurojomeHa SIHom ['epmeHoM SIHMaaTom, sikuii mpa-
mroe B JIoHnOHCKEKOMY yHiBepcuteTi, B [HcTUTYTI OCcBiTH. Lle oqun 3
MIPOBITHUX 3aKJIAJiB, K 3aMaeThbCs MPOOIEeMaMy PO3BUTKY OCBITH.
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An Tepmen B 1990-Ti poku 3aiiMaBcs YKpaiHCBKOIO 1CTOPHUYHOIO
OCBITOIO 1 BWJaB MOHOTrpadiro, NMPUCBAYEHY BHKIAJIAHHIO iCTOPIl
VYxpainu B Ykpaini. Knura Buiinnia anrmiiickkoro MoBoro. Ha sxaib,
BOHA HE TepeKiajeHa 1 Oyna BUIaHa HEBEJIMKHM HakiaaoMm B [onaH-
Iii, ane BOHA € AOCTymHOI Juia ¢axiBmiB. SIH I'epMeH € aBTOpOM
0aratbox cTaTei 3 mpodieM icTopudHO1 OCBITH. CHOTOIHI HOTO JTOTIO-
BiZIb OyJie MprCcBsSYeHA 00pa3y YKPAaiHIiB B POCIMCHKUX MiAPYYHHUKAX 1
00pasy pocisiH B yKpaiHChKUX MiIpydHuKax. JJomnoBine Oyne BUroso-
LI€HA aHTJIHCHKOI0 MOBOIO.

Su I'epmen SIumaat (Incmumym ocsimu Jlonooucbko2o yHigep-
cumemy, Beruxobpumarnisi)

(Texcm sucmyny nodauo 6 asmopcvKiu pedaxyii — ynopsoH.)

Thank you, Georgiy.

So, unfortunately my Ukrainian or my Russian is not good
enough to present in those languages, so I will proceed in English.
And in this presentation I will focus on the image of the Russians and
Russia as the state in Ukrainian textbooks. I will not be speaking
about Russian textbooks.

I am especially interested in changes in this image. Why? Well,
because | am interested in, more or less, testing two perspectives. In
one perspective, countries in Eastern Europe are seen to have ethnic
conceptions of nationhood. And in West, nations are said to have civic
conception of the nation. And in this perspective, these differences are
lasting. And history is very important in this perspective in an ethnic
conception of the nation. In ethnic conception of the nation there is a
lot of emphasis on history as a marker of identity. I want to contrast
this with another perspective, and in this perspective we should expect
to see a kind of particular development. This perspective is response
to the first perspective. In this perspective every nation starts out
within ethnic conception of the nation and as it matures, as their
institutions mature, as its democracy is becoming stronger, then it
changes gradually and develops more civic conception of the nation.
This is the perspective advocated by Taras Kuzio and many others
scholars.

I’m going to compare two generations of textbooks, one from
early 1990s in Ukraine, and another from early 2000s. I want to see
whether there is an ethno-nationalism bias in these textbooks, and to
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see whether this has stayed the same or whether it has diminished. If
there is an ethno-nationalist bias, and it has stayed the same then the
first perspective is endorsed, and if we find ethno-nationalist bias in
the beginning, but it has diminished, then the second perspective is
endorsed. How can we detect an ethno-nationalist bias in textbooks?
In my view, there are, essentially, four elements to that. First is
whether there is explicit ethnic labelling of groups. Second is whether
the out-group (in the Ukrainian case, this would clearly be the
Russians), whether all kinds of negative character traits are attributed
to the out-group, and positive character traits, we might say, virtuous,
to the in-group. Vices to the out-group, virtues to the in-group. And
third characteristic will be whether this is depicted in very strong
normative language, terms like ‘cruel invaders’, ‘cruel aggressors’,
‘terrorist activities’, and so on. And the fourth one would be whether
there is also attention to conflicting interests within the in-group: if
there is mention of such conflicts within the in-group which dimi-
nishes the homogeneity of the in-group, then I would consider those
textbooks not to have an ethno-nationalist bias. I looked specifically at
three, in my view, ‘positive’ periods in Ukrainian history and three, in
my view, ‘negative’ periods in Ukrainian history. The positive periods
are characterized by rising standards of living, an extension of civic
rights. The negative periods are characterized by the very opposite, lot
of misery, famine terror, oppression. So, the positive periods are the
rule of Alexander II, the Soviet 1920s, and Khrushchev’s period. And
the negative periods are the rule of Catherine II, the establishment of
Bolshevik power in Ukraine, and, of course, the Famine. I focused on
images of the Other in two appearances: as a foreign ruler (that means
Russia and the Soviet Union) and as an ethnic group (the Russians).
So, let me get to the results now, after this long introduction. What I
found, interestingly, is that really after making sharp distinction
between depictions of Russia and the Soviet Union as the foreign ruler
and depictions of the ethnic other, as an ethnic group. There is a
strong condemnation in Ukrainian history textbooks of Russia and, we
might say, its successor the Soviet Union, as a foreign ruler. And this
applies in both generations that I investigated. Always, these Russian
or Soviet leaders are attributed, we might say, malicious, malign, bad
intentions towards the Ukrainian nation. Consistently, it is said that
Russian and Soviet leaders were motivated by power, by increasing
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the power of the state. Interestingly, the textbooks do not deny that
there were periods of relative prosperity and an extension of civic
rights, also under Russian or Soviet rule, this is acknowledged. But it
is argued that these are not the ultimate objectives of the Russian-
Soviet leaders. It’s argued that these were just simply used as means
by the Soviet leaders to increase the power of the state, because at
some points in Soviet history, it is argued that Soviet leaders thought
that in order to reinvigorate the Soviet Union, it was required that
civic rights would be extended, they relaxed the central rule to make
the Soviet Union more powerful in its struggle with the West. So, we
might say, prosperity and extension of civic rights not as ends in
themselves for the Ukrainian nation, but only as means to ends of a
less noble character. That was depiction of the foreign ruler. Now,
what about depictions of Russians as an ethnic group? Actually, I
found, very interestingly, very little ethnic labelling of ethnic groups
here in Ukraine. Not only Russians, but others groups, Jews, so on.
And no negative portrayal, therefore, of ethnic others as ethnic groups.
I did find one instance of that in an old generation textbook, that of
Sarbei, he was depicting the history of Ukraine in the second half of
19" century, and at some point he was talking about Russians and
Jews acting as wholesale buyers and sellers who were exploiting the
Ukrainian nation. But that’s the only occasion. In the new generation
of textbooks, there was no ethnic labelling whatsoever, they do not
write on any distinctions between ethnic Ukrainians on the one hand
and Russians living in Ukraine. And interestingly, there was some
attention to conflicts within the in-group. For instance, the textbook by
Moroko and Turchenko about the rule of Catherine the Great at the
end of 18" century, it was mentioned that Ukrainian nobles appro-
ached Catherine II with a request of, we might say, depriving peasants
of their rights even further, [...] we might say, solidify the serfdom.
So, that points to conflicts within the in-group, which is very
interesting. And in my perspective, that basically means that there is
not such a strong ethno-nationalism bias in textbooks.

To sum up, there is indeed a slight evolution that we might see,
from somewhat stronger ethno-nationalism bias to somewhat less
ethno-centric bias in textbooks, so it would appear that Kuzio’s
perspective has the upper hand. And the second conclusion that we
can draw is that we need to make a very sharp distinction between
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depictions of the ethnic other as an ethnic group and the ethnic other
as a foreign ruler. So, there is a very strong emphasis in Ukrainian
history textbooks on the negative attitude of the foreign ruler towards
Ukraine, and I think, this clearly serves a kind of a purpose of state-
building, of putting in place a kind of a justification for independent
Ukrainian statehood. So, it is seen that only an independent Ukraine
can really safeguard the interests of the Ukrainian nation. Of course, a
strong emphasis on differences between ethnic groups in Ukraine, you
could argue, would, perhaps, undermine the idea of a kind of state
unity.

I would like to leave it at this.

[HIoénuii mexcm 00onogidi y euzcnadi nyonikayii nooamno 6
Hooamkax (C. 70-94) — ynopsaon.|

Ceopriiit KacesinoB (Incmumym icmopii Yxpainu HAH Yxpainu):

Haxyro. SI mymaro, 3apa3 Oyme OaraTo 3amWTaHb 1 BiATIOBIIEH.
Iagaro, Mo B pO3BUTOK TeMHU, siKy minHsaB SIH ['epmen, Oyno 6 mikaBo
nociayxaTd Hamoro konery 3 Pocii — npodecopa Onekcanapa Ana-
toniioBnua JlaHinoBa, KWl caM € CIiBaBTOPOM MiApyYHUKA i Mae
CTOCYHOK JI0 CEPHO3HUX MPOCKTIB, IMOB’SI3aHMX 3 BUBUCHHIM TOTO, SIK
ICTOpPiS BHKIAJAETHCS HA MOCT-PalsHCBKOMY MpocTopi. S mepenaro
ciioBo OnexcaHapoBi AHaTONiHOBHYY.

Anexcanap daninoB (Mockoscokuii depocasnuti nedazoziuHuil
VHIgepcumem)

IIpexxne Bcero s xody moOIarogapuTh OPraHU3aTOPOB STOTO
Meponpusituss U I'eoprust Binagumuposuua KacesiHOBa 32 BO3MOX-
HOCTh BBICTYIIUTH 371€Ch, B IHCTUTYTE UCTOPUM YKpPaWHbI, Ha HAIIEM
KpyTJoM cTojie. MHe X0Tenoch Obl CKa3aTh, YTO B JIEBSHOCTHIE TOJIBI U
3a MOCJEHHE JeCATh, KOTOpble MPONUIH nocie pacnaga CoBeTcKoro
Coro3a, Bce cCTpaHbl, KOTOpBIE paHbIIE COCTABIIM 3Ty E€IUHYIO
CTpaHy, IEPEXIIN B IIJIAHE CO3/IaHUs YYEOHWKOB 10 CBOSH MCTOPHH,
HaBepHoe, Ou3Kue mpodieMsl. M 3Tu mpobiieMbl 0CTarOTCS O CETro-
HSAITHETO JHS, B TOW WJIM UHOM CTETICHH, OJMHAKOBBIMH JIJIST BCEX ATHX
CTpaH. OT0 — MPOoOJIeMBI, CBSI3aHHBIE C ONUCaHueM Ipyr-apyra. Eciu
roBoputh 0 Poccum — 10 00Opaza Poccuu B 3THX cTpanax. Eciu roso-
PUTHh O POCCHICKHX YYEHHKax — TO [00pa3a] Halmero equHoro mepu-
07la COBMECTHOM HCTOpPUHM B TpexHUE BpemeHa. M, koHeuHOo, st
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Poccun cyimecTByer cBOs ompejenieHHas crenuduka B TOM, YTO
KacaeTcsl y4eOHMKOB MCTOPHUH, TTOCKOJIBKY €CTh, 51 ObI cka3all, ocobas
0OJIE3HEHHOCTh B TOM, KaK OTPAXKArOTCSl MPOOJIEMBI HAIIIETO COBMECT-
HOTO TPOIUIOTr0, 0COOCHHO MMITEPCKOTO TIEPUOJIa U COBETCKOTO MEpH-
ona, B ucropuu Poccuu. Ho MHe xortemnock Obl ckazaTh, 4to 1990-e
ronel mias Poccmiickoit ®Denepanmu — 3TO OBLI MEPHON TIOWICKA H
OYCHb MHTEPECHBIX HAXOJOK KaK pa3 B CO3JaHUU y4eOHOW JUTEpa-
TYPBI IO UCTOPUHU.

MHe MOHpPaBWIIOCH, KaK CETOAHS CKazasl akaaeMuk CMoiuii B
OTHOILIEHUHU TOTO, YTO HET OCOOBIX MPOOJIEM: BCE CBA3aHO C TEM, YTO
MOXKHO OBLTO OBI Ha3BaTh «OOJIE3HBIO POCTA» WM MPOIIECCOM, KOTO-
pBIi ST Bce BpeMs B pa3BUTHH. M OMBIT, KOTOPBIN OBLI HAKOIUICH B
STH TONBI, IIEHEH KaKUM OBl HETaTUBHBIM, KaKUM OBl CIIOKHBIM W
HENPUATHBIM JIJIS KOTO-TO OH MOTr ObI TOKa3aThCs. Tak BOT, NEBS-
HocTble Tonbl B Poccuiickoit @eaepauuu CBsI3aHbl C MOATOTOBKOU
Y4eOHMKOB 110 UCTOPHH — 3TO OBLIT MEPUOJ, KOTAA OMPEACTMINCh U
BBIJICIIMIINCEH KOJUIGKTUBEI aBTOPOB, KOTOPBIX HE TaK MHOTO. XOTSI BCE
BpeMsl HaM TOBOPAT O TOM, YTO Y4YeOHUKOB 1Mo ucTopuu Poccum
OTPOMHOE KOJHMYECTBO — MX He Tak MHoro B Poccuiickoii ®ene-
pamuu. Iloromy, uTo MMHUI caMuX y4eOHHKOB CYIIECTBYET He Ooee
JIeCSATU. DTO HE TaK MHOT'O, €CIIM UMETh BBUY HE allbTEPHATUBHOCTD
(kak pa3 TO, O 4eM CerojJHs TOBOPHIIM), a BapHATUBHOCTh y4eOHOU
JUTEPaTypPHI TI0 UCTOPHH.

Ho B mocnennue necsth JET Ompeaeniachk mpobieMa, KoTopas B
JIEBSTHOCTHIE TOJIBI 0C000 OCTPO He cTosiIa. ITo mpobdiaemMa poiu rocy-
nmapctBa B (hOpMHUPOBAaHWH 3aKa3a Ha yUEOHYIO JUTEPATypy U BIHSHUS
Ha TO, KaKuM 00pa3oM M CKOJIbKO JOJDKHO OBITh YU€OHHKOB UCTOPHH,
KaKVMH OHU JOJKHBI OBITh, YTO M KaK OHU JIOJDKHBI OITUCHIBATh. 51 He
Oyny moxpoOHO 00 3TOM TOBOPHUTH M3-3a HEIOCTaTKA BPEMEHH, Ja W,
B OOIIEM-TO, 3TO U3BECTHAs Bellb. XOYy JIMIIL HAIOMHHUTbH, YTO 3a
JIECSTh JIET BOMPOCHI, CBSI3aHHBIEC CO IIKOJILHOM JIUTEPATypOil IO UCTO-
puH (MMEHHO CO IIKOJIEHOW JIUTEPATypOH MO0 MCTOPHH, BICIIAS IIKO-
Ja 37ech He Oepercs) obcyxmamnch Ha 3acemaHusax CoBera HaIHo-
HaJgpHOU Oe3omacHOCTH Poccuiickoit deneparuu, IpaBUTEIIbCTBA, HA
BBICIIIEM YPOBHE — MPE3UJACHTAMU CTPaHbI, U JaBAIUCh KOHKPETHHIC
MO3UIMA W MHEHHSA, KaKUM{ Takue YYeOHUKH JOJDKHBI OBITh M UTO
OTNHCHIBATh B TE€X WJIM HWHBIX BOIPOCax. boibilie TOro, BO3HHUKIA HE
npocto uaes, Ho U cama Komuccusa mo 6opnde ¢ danpcupuranuamu
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ucropuu B Pocculickoii @eaepannu, KOTopas, 10 MHEHUI HEKOTOPBIX
YJIEHOB 3TOM KOMHMCCHH, BHICTYIIMBIINX C TAKUMH 3asiBICHUAMU ITyO-
JUYHO (XOTh W HE B MEYaTH), JOJDKHA Obuia ObI cTaTh CBOETO poja
KOHCTUTYLIMOHHBIM CYJOM JJsl UCTOPHMYECKUX IHUCKYCCHUH, TO €CTb,
MMETh OKOHYATEJIbHOE MPABO TOJIKOBAHMS TEX WM MHBIX UCTOpUYEC-
KHX IPOLECCOB. DTO OYCHb TPEBOXKHASA, HA MOM B3IJIA, TCHICHLUS
(ecmu 3TO, NEHCTBUTEIBHO, CAaMH OpPTaHW3aTOPHl MMETH Obl BBUAY
TaKyl 3ajady), IMOCKOJNbKY TOTJa HE HYKHO, B OOLIEM-TO, caMoi
HUCTOPUYECKOM HAyKH — BCE PACCKAXYT IPEACTABUTENN 3TONH KOMHC-
cuu. Tem OoJee, 4TO HUCTOPUKOB B HEW BCETO JBa YEJIOBEKA M TO TIO
JOJDKHOCTH, KaK yKa3aHo Tam. JTo JupekTop MHcTutyTa BeeoOmiein
ucropuu u nupekrop Mucruryra Poccuiickoil uctopuu. Bee octainb-
Hble — 3TO JIOIH, KOTOpBIE HPEICTaBIAIOT CHIIOBBIE CTPYKTYpHI,
roCy/apCTBEHHBIE OpTaHbl ¥ JpyrHe OpraHu3aliy.

Oco0eHHO OCTpO B AWCKYCCHSX HOCIEAHUX IECATH JIET, BCTACT
BOIIPOC: YEro B YUEOHMKAX IO HANMOHAIHHOW HCTOPHWH OOJbIIe —
OUYEPHEHUS WM ONpaBIaHMs TE€X WM UHBIX CTPAHMI] OTEUECTBEHHOMN
nctopun? Ha Moii B3risia, peub UAET O TOM, YTO CTOPOHHHUKH 00eHnx
TOYEK 3PEHUs MBITAIOTCS MPEACTaBUTH MUCTOPUIO Oosiee MPHUCIOCO0-
JIEHHOM K CBO€H IO3ULMH, MOCTOJBKY, IIOCKOIBKY U OYEPHEHHE, U
o0elleHre — 3TO JIMIIb YacTh MCTOPHYECKOTro mpuuuioro. Beas 4ro
Takoe UCTopusi? DTO KU3Hb O0LIECTBA MM HAPOAA B TEUCHUN KAKOTO-
TO UCTOPUYECKOTO IIpoliecca, nepuoaa BpeMeHu. Ho Beap 3Ta XH3HB
HACTOJIBKO MHOTOOOpa3Ha M pa3inyHa, YTO MBI MOKEM BCETAa BbIje-
JSITH JMIIb KaKOW-TO OJMH acleKT. MacTepcTBO U 3a1a4ya UCTOPUKA, B
TOM 4HCIIe, U yJYeOHMKAa HWCTOPUHM — II0Ka3aTh KaKk MOXHO Ooiee
IIMPOKHI IHana3oH MPOLECCOB, HE CBAMBASCH B CTOPOHY OYEPHEHUS
win o0eneHus W, TeM OoJiee, BBHICTABICHHUS OLECHOK M BBIHECEHUS
IPUTOBOPOB TOMY, YTO OBIJIO M T€M, KTO ObUI B T€ MM WHBIC TIEPHOABI
Hallleld UCTOPUHU.

3ByYHT Ta K€ TeMa, KoTopas 37ech yke Oblia 00O3HaUeHa: KeM
JOJDKHBI OBITH aBTOPHI y4eOHMKOB? Y HAac 4acTO CTaBUTHCS TakKon
BOIPOC (B YaCTHOCTH, NIPEICTABUTEISIMU aKaJeMUIECKOM HAayKH, IpHU-
YeM, HallMMH KOHKPETHBIMH YBa)Xa€MBIMH JIUI[AMH), YTO JOJIKHBI
OBITH TOJILKO aKaJeMU4eckue y4eOHUKH. Takue mpuMepsl, KOHEUHO, Y
Hac Toke ObutM. KHuru HammcaHHble, B OCHOBHOM, Ul CTaplueil
IIKOJIBl WJIM JJIS BY30B, OTIMYAJINCHh aKaJeMHU3MOM. JTO T€ KHUTH,
KOTOpBIC HE ObUIM BOCTPEOOBaHBI B CaMOU IIKOJIE, OCOOCHHO MIaji-
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HIed, MOCKOJIBKY OYeHb TPYAHO OBbUIO OBl MX JAa)Ke MPOYUTATh, TEM
0oJiee, CaMHUM JIETSIM.

[Iporeccsl, 0 KOTOPBIX TakKe CEroAHs TOBOPWJIM, — KOrja
aBTOpaMH BBICTyHalW LIKOJIBHBIE YYHUTENIs. DTO OYEHb XOpPOIIO U
OTpaBIaHHO: OHW 3HAIOT, KaK MOJaTh TOT WJM WHOM marepwan. Ho
3/Iech BO3HUKaTa mpoliemMa HaydHOTo coiepkanud. Ha Hamr B3risz,
caM ONBIT MOJACKa3bIBa€T, YTO MOJOOHOTO pPOAA AEATEIHHOCTh HE
JIOJDKHA OBITh 3aKpbITa HU JUIsl KOro. Ha moii B3risi, NeHCTBUTEIBHO
ONITHMANBHBIN Pe3yNbTaT JacT TOJBKO TOT CIydail, KOT/la aBTOpaMu
BBICTYIAIOT M MPEACTaBUTENN aKaIeMUYECKON HayKH, U MeJarorudec-
KOro cooOIiecTBa, M yuuTelds. B moOoMm ciaydae sKchepTh3a STHX
Y4eOHMKOB JOJDKHA OBITH OYEHB IMPOKOH, C MPHUBICYCHUEM OOIIECT-
BeHHOCTH. Torga yueOHUK OyAeT BhICTyNaTh HE OT IMEHH KaKOro-TO
aBTOpa, HO M KaK MHCTPYMEHT HEKOEro OOIIEeCTBEHHOTO COTJIacusl.
[ToTomMy, 4TO, B MaHHOM cCiy4ae, B POCCHHCKOM OOIIECTBE — 3TO
OYCHb BakHas Mpodiema.

Eme MHe moHpaBuIICs BOIPOC, KOTOPBIN CEroHs ObLT MOCTaBIICH, —
OH JJIsl HAaC OYEHb Ba)KEH. DTO BONPOC O TOM, KaKOW IOJDKHA OBITh
UCTOPYSI B MHOTOHAIIMOHAIBHBIX TocyapcrBax? JlomkHa u 3To OBITh
UCTOPHSI TOJNBKO JIMIIb PYCCKOTO Hapojaa, HampuMep, B HCTOPUHU
Poccun? Koneuno, HeT. Y Hac, B yCIOBHAX T€X MHOTOHAIIMOHAJIBHBIX
YYEHUYECKHX KOJUIEKTHBOB, KOTOPBIE CYMIECTBYIOT ceroaHs (B Mock-
BE OCOOCHHO), OTPOMHOE KOJMYECTBO JIFOJIEH — 3TO TPEICTaBUTEITH
Ipyrux HaponoB. I[loaToMy o4YeHb BaXXHO TOKa3aTh, YTO MBI BCE €IH-
HBl U WMEEeM OJHy OOIIyI0 HCTOPHIO, KaKOW OBl CIOXXHOW M TPO-
OyeMHOI OHA He ObLIa.

[IpumepHO necsTh JieT Ha3az Oblila COo3/1aHa JUHNAA YIEOHHUKOB IO
UCTOpUU TOCYNAapCTBA U HapoloB Poccuwu, rie Kaxablid pasjien o
WCTOPUH HApOJIOB CTPaHBI, KaK pa3 HAa4YMHAJICS UMEHHO C pas3[ena,
MOCBSIIIIEHHOTO BTOPOMY IO 3HAYMMOCTH, BaXHOCTH M YUCIEHHOCTH
Hapony Poccuiickoro rocynapctBa — ykpanHnaM. Tak ObIIo Bceraa.
Ho, B cBsi3u c TeM, 4TO ceifuac WIET JUHHS HA COKpAlllEHUE Yuclia
YICOHUKOB W YUeOHOU JINTEpaTyphl 10 UCTOPUH, UMEHHO 3TH y4eO-
HUKH «BBIJICTENN» U3 (perepaibHOro epeyHs, IOCKOIBKY OHU KakK Obl
SBJISIFOTCS. HEHY)KHBIMU M HeynoOHbIMH. [lockonbky pedb uaer o co-
3M1aHUU U (QYHKIHOHUPOBAHUH €IWHOTO BOOOIIE, YyTh JIN HE €IUHCT-
BEHHOTO, yueOHMKa 1o uctopuu. [lo moBoay Kak pa3 3TOro €JUHOTO
y4eOHHUKa s X0TeN Obl CKa3aTh, 4TO OYKBAIBHO MECsL Hazaa mapThen
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«Enunast Poccus» Oblia BbICKa3aHa 3aKOHOJATENIbHAS WHUIIMATHBA O
BBEJICHHH EIMHOTO Y4eOHWKa MO WCTOPHH B POCCHHCKUX MIKOJAX.
OOBsCHSS 3a9eM 3TO HYXKHO, OHH TOBOPST, YTO 3TO HEOOXOAUMO IS
TOr0, 4YTOOBI HE pa3pyliarh €IUHOE HCTOPUYECKOE MPOCTPAHCTBO
CTpaHBbI, TOCKOJIBKY CO37aeTcs yrpo3a (MMEHHO B pe3yJIbTaTe HaJIndus
pasHBIX YYEOHHKOB IO POCCHICKOW HCTOPWH), YTPAaThl BOT 3TOTO
CaMOTO €IUHOTO MPOCTPAHCTBA, €AMHOTO MPEICTABICHUS O CBOEM
UCTOPUYECKOM MpouuioM. To ecTh, 3TO yke (akTop HAMOHATHHOU
0e30MacHOCTH W TIOJ] ATHM YTJIOM 3PEHHUS] pacCMaTpHUBAETCs TaHHBIN
BOIIPOC.

Jlamee MHE XOTeNOCh ObI TaKXKe CKa3aTh, YTO MHPU BCEM pa3HO-
o0pa3un y4eOHUKOB, Y HUX JOJDKHO OBITh, KOHEYHO, OJTHO 00Iee — U
B POCCHUMCKHUX yYEHUKaX, U He B poccUickui yuyeHukax. Ha moit
B3TJISAI, 3TO OYEHb BA)XXHO, YTO [B HHUX| HE JNODKHO OBITHh HHUKAKHX
MaTepualioB, KOTopbie Obl (hopMUpOBaiK 00pa3 Bpara B OTHOIICHUH
HapoJIOB JIPYTMX TOCYJapCcTB M HApOJOB, NPEJCTABICHHBIX B CO00-
mectBe Poccuiickoit @eneparnuu. IToro ObITH HU B KOEM Cilydae He
TOIDKHO. W ¢ 3TOM TOYKHU 3peHHS MHE XOTENIOCh OBl OTMETUTH, YTO TI0
WHULAATUBE IOCYIApCTBEHHBIX CTPYKTYp B Pocculickoit denepanuu
BECh IMPOIUIBIA TOJ MPOIIEN MOJ[ 3HAKOM HU3YYECHHUS ONBITA CO3/JIaHUS
y4ueOHOH muTeparypsl mo ucropun B crpadax CHI' m bamtun. Onbit
9TOT OBLT 0000IIEH B CIEIUAIBLHOM JOKJIane. beuto mpoBeneHo He-
CKOJIbKO KOH(EpeHUUH ¢ mpeacTaBUTeNsiMH (aKTHUECKH BCEX HIIU
oompmuHCcTBa cTpad CHI™ 1 bantun, HTOroM KOTOPHIX CTajia IIKOJa B
KumaeBe B mpouuioM rofy, Tae ObLIO MPHHITO PEIICHUE, pa3Bep-
HyTas JeKjapainusi. YUYacTHUKU COTJIACHJIMCH C TEM, YTO Y4YeOHUKHU
WCTOPUH HE JOJDKHBI BBICTYNAaTh (PAKTOPOM KOH(DIUKTOTEHHOCTH W
pazKUraHus Pa3HbIX HE3IOPOBBIX WHCTHHKTOB B OTHOUICHHUSX MEXIY
pa3IUYHBIMUA HAPOJIAMHU.

KoneuHo, s He 3HaK KakuM 00pa3oM B JanbHelleM Oyaer
pa3BUBATHCS dTa CUTYAIHs, HO ST BCETJa BHICTyMAal 3a TO, YTO JOJDKHA
OBITH COXpaHEHA BaPUATUBHOCTh — OJIHO U3 BOKHEHIIINX 3aBOCBAHUU
90-x romoB. M, KOHEYHO, HUKAKUMHU OOCTOSTEIHLCTBAMH HEBO3MOXKHO
OOBSICHUTH BBEJCHHE €IMHOTO y4eOHHKAa. DTOT OCOOBIN B3TJsa Ha
HCTOPHIO MMEET NpaBO Ha CYIIECTBOBaHHE B J1t000H, 0COOEHHO, B
Hay4HOH juTepaType. Ho B yueOHOI nuTepaType MOpoi MPUBOAUT K
TOMY, 4TO TIOSBIICHHE TE€X WA WHBIX y4YeOHHKOB, HAIIPUMEpP, OIPOM-
HOTO JBYXTOMHHKA 1O HCTOpuu Poccmm moxa pemakiueidt 3yOoBa,
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CIIOCOOHO CIPOBOIIMPOBATh, B TOM YHCJE, M BJIACTU HA TO, YTOOBI
MoKa3aTh, YTO TAKOTO POJAa KHUTHM M HAJMYWE B HUX Pa3HbIX, B TOM
YHUCIIe, HE COBCEM TOCYAapCTBEHHBIX MOJXOJ0B, 0OBSICHIET HEOOXO-
JIUMOCTh BBEJICHHE SAMHOTO M CIIMHCTBCHHOTO YYeOHHKA, B KOTOPOM
coJiepKaHNe ONpeelsIock Ob caMuM TocyaapcTBoM. Ha Mot B3rims,
3TO ObUIa OBl OOJbIIAsS B OOIIEM-TO OIIMOKA M, B KAKOM-TO CMBICJIE,
naxe Oema. Ho, s mymaro, Bce-Taku 3TO peUICHHME BpPsA Jid OyAeT
MIPUHATO B OJiKaiieM OyayieM.

Korma MBI TOBOpHM O COBpEMEHHBIX YYEHHKAX, pedb IOJDKHA
UATA HE TOJBKO O MX COJICPYKAHHMH, HO M O MPUEMJIEMOMN IS COBpE-
MEHHOT'0 TIOKOJIeHUs Jronel Gopme. 11 B 1aHHOM ciydae, B OCHOBY
y4eOHMKOB, KOTOpPbIE BHIMyCKaIHCh B WHCTHTYTE BCeoOIIeld ucro-
puu PAH, u apyruMu KOJIJIEKTHBaMH, OBUTH ITOJIOKEHBI BCE COBpE-
MEHHBIC TEXHUYECKHE BO3MOXXHOCTH. ECTh HMHTEpHET-y4eOHUKH W
BCEBO3MOKHBIE TIOJJOOHOTO POAa KHUTH C DJIEKTPOHHBIMHU TPUIIOKE-
HUSIMH, KOTOPBIE TO3BOJISTIIOT BBOJAWTH JTOKYMEHTANbHEIE, H300pa3u-
TEJIbHBIE MAaTepUalIbl, XyI0KECTBEHHbIE (QHUIBMBI M (h)ParMeHTHl W3
HUX, OTKPBIBasi YYCHUKY BO3MOXKHOCTHU HCITOJIL30BAaHUS 00JI€e MPUCM-
JEMBIX JJIi HETO UCTOYHHKOB HH(opManuu. IToT (PakTop ceromHs
TOXke HabupaeT cuity B Poccun — moHMMaHUE TOTO, YTO Takue yueo-
HUKU TIOJIE3YIOTCSA OYEHb OOJNBIIMM cripocoM. [lpu 3tom BeIOOp, TO-
MPEeKHEMY, OCYIIECTBIISIET HE CaM yYEHUK, a U Y4UTENlb, U POIUTEIN
TOXE.

51 0603HaUMI JUIIB KPYT BOMPOCOB, KOTOPBIE MOTYT BBI3BAaTh H
JTIUCKYCCHIO, U IOTIOJTHUTEIBHBIE BOMIPOCHL. biaronapro 3a BHUMaHUeE.

I'eopriii KacbsinoB (lncmumym icmopii Yxpainu HAH Yxpainu):
Hsaxyro. Mu nepexogumMo 10 3anuTaHb. byap j1acka, B KOro €
3alUTAHHA 10 JOIMOBigaYiB.

€preniii CodoneB (hawkupcokuii nedazoziunuil yHisepcumem,
Pociiicoka @eodepayis)

Y mens Bompoc k mpodeccopy JaHUIOBY, a MOKET U KO BCEM,
3/IeCh BBICTYMABIIUM. Peub HIET O HANMCaHUM Y4YEOHUKOB, 00 HX
COJICPIKATEIILHOM CTOPOHE, MOXKET OBITh, B KAKOH-TO CTEIEHHU, 00 MX
METOJIMYECKON CTOpOHE.

BozHukaer Bompoc: CIOCOOHBI JIM TeNarormyeckue yHHUBEPCH-
TETHI MOATOTOBUTH YUUTEINICH, KOTOPBIE CMOTYT MPEINOJIaBaTh MO 3THM
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y4eOHUKaM B TOM KJII04e, B KOTOPOM MH(pOpManus B STHX yuyeOHUKaX
m3naraercsi? [loromy 4To 3HauWTENbHAs YaCTh yYHTENICH, HACKOIBKO
MHE H3BECTHO, HE CMOTpSI Ha TO, YTO ObI BBl HE HANKCAIH B ITHX
y4eOHHKaX, BCE eIle MPHUIEPKUBACTCS, K COXAICHUIO, CBOMX KaKHX-
TO JIMYHBIX MO3UIMH. W 3TO, BOBMOXHO, B KaKOH-TO CTENEHH, IPaBO
npenonaBarens. Ho st xoren Ob1 BeICHyImIaTh Bamnry Touky 3penus nim
M000T0 YUacCTHHUKA, KTO yxKe aenan nokian. Crmacubo.

Oxrasian Lluky (Incmumym icmopii i nonimonozii Misxcuapoo-
HO20 He3anedxcHozo YHieepcumemy, Monoosa):

VY MeHst Bompoc K rocrnoauHy /lanuioBy. Y Hac rOBOPHIIM, YTO
TEHACHIUS K «MapTHU3aHCTBY» OTHOCHTEIbHas. He 3HaI0, HACKOJIBKO
Brr 3Haere curyanmio B MonoBe, HO TEHISHIHS MPOSBUTH MOJJIO-
BUHHM3M KaK OCHOBY HICOJIOTHUECKYIO U MOJUTHYECKYIO, PUBENa K
TOMY, 4TO OBUI BHEJPEH WHTETPUPOBAHHBIN KypC UCTOPHH, KOTOPBIN
BO MHOTOM BOCHPOHM3BOJHUT, TaK CKa3aTh, COBETCKYIO apryMEHTAIHIO
OTHOCHTENIFHO OTIMYUTEILHOCTH MOJIIABaH OT PYMBIH M TaK jajce.
W B 3TOM KOHTEKCTE MPOUCXOAMUT Kakasi-To O0pbOa U CONMPOTHUBIICHUE!
C OZHOHN CTOPOHBI — TOCYIapCTBO MPOJBHUTAET MOJIOBUHU3M, C JPY-
rOf CTOPOHBI — YYWTENs HCTOPHM W B BY3aX, M B IIKOJAaX HeEINO-
CPEACTBEHHO MpPENOJAar0T MCTOPHIO pyMbIH. C STOH TOYKM 3peHH,
MHe uHTepeceH ombIT Poccun. Y Bac ecTh Takas Ooppba Ha deme-
pansHOM ypoBHe? f mMmero B Buay, B Poccun u B [HalMOHAIBHBIX |
pecmybiuKkax, KOTOphIe IMEIOT CBOM COOCTBeHHBIE HcTopruu. CyIecT-
BYIOT TaKU€ MPOTUBOCTOSIHUS MEXKIY BIACTSIMH WM YUEPEHKICHHUSIMH,
KOTOpbIe MUINYT 3TH Y4YeOHWKH, W JIIOJbMHU, KOTOpPBIE 1O HUM Mpe-
noaarT?

Haranis CypeBa (IJenmp ychoi icmopii, €eponeticokuil yHisep-
cumem, Canxkm-Ilemepoype):

Y MeHs Bompoc K AnekcaHiapy AHaronbeBuuy [/laHUnoBy].
HyxHOo 5u CTaBUTh 3HAK pPaBEHCTBA B yYEOHHKAX IO POCCHHCKOM
WUCTOPHH MEXIy MOHATHAMU «TOCYAapCTBO» U «OTEUECTBOY», «COO00-
mectBo», «PomuHan? W ecnu ero cTaBUTh, TO HE MONyYaeM U MBI
IIKOJTFHUKOB, BOCIIMTAaHHBIX Ha TAaKOM ITACCHBHOM OTHOIIEHHH K
UCTOPUH, K TOCYJapCTBY, KOTOpBIE, Kak Obl, OOJEIOT 3a CBOE TOCY-
JapCTBO KaK Ha CTaJHOHE, CO CTOPOHBL. A €clIM He CTaBUM 3HaK
paBeHCTBa, TOTJa Kak INoJaBaTh HCTOpUi0 Poccwiickodl ummepuw,
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ucroputo CCCP Tax, yToOBI Y COBPEMEHHBIX POCCHUSIH HE OBLIO KpH-
31Mca MACHTUYHOCTH B CBS3U C paciagoM 3Tux umnepuit? Crnacubo.

Oaexcanap Mapinuenko (rinponempogcokuii HayioHANbHUL
yuieepcumem im. Onecs I'onyapa):

Y MeHns Borpoc k npodeccopy JarunoBy. S xoten OBl yCIbIaTh
Bamry Touky 3peHHs Ha BOIPOC O TOM, YTO, KaK Bbl TOBOPWJIM, Ha
JIAHHBI MOMEHT CYIIIECTBYET HECKOJIbKO BapUAHTOB YYeOHUKA U Tmap-
tust «Enunas Poccusi», kak npassimasa naptust B Poccuiickoit denepa-
IIUH, BBICTYINJIA C UHUIIMATHBOM CBOECTO poja yHU(DHUKAIIMU, CO3TaHUS
eAnHOTOo yuyeOHWKa. Bamia mosuius, 1Mo moBOIy TOTO, PEaabHO JIK
«Enunas Poccusi» oleHuBaeT yrposy aesuHTerpauuu Poccuiickoi
®denepanyy Ipy HATMYUNA MHOTOBAPHATUBHBIX YIEOHUKOB, TIIE TIPE/-
CTaBJICHBI Pa3IMYHBIC TOYKU 3PCHUS U TPAKTOBKU POCCHICKOTO TIPOIII-
JIOTO, ¥ PYCCKHUX KaK 3THUYECKOTO OOJBINMMHCTBA, U STHUYECKUX MEHb-
muHCTB? Wiy ke 3TO SBJSETCS MOMNBITKOM HACaXKIEHUSI HEKOETO
eIMHOMBICITHS Ha coBpeMeHHOM atarne, B XXI Beke? Cnacu6o.

3anuTaHHA 3 3210y (YYACHUK He NPe0CmAasUecs — YHOPSIOH.):

Y mens Bonpoc k npodeccopy SAumaary. He mianupyere iu B
CITEAYIOMIAM 0OBEKTOM CBOETO MCCIIEAOBAHUS CICIaTh PyCCKUe yueo-
HUKH, 00pa3 YKpauHbl U YKPAHHIIEB B PYCCKUX YUCOHUKAX, JJIs1 CPaB-
Henus. Criacn6o.

Bacuas JskiB (Bceykpaincovka acoyiayis suxnadauie icmopii ma
cycninorux oucyuniin «Hosa [lobay):

MBI TOBOpHUIM O TOM, YTO €CTh JIMHTpAIUs, €CTh IUACIIOpA.
Ckaxwure, MoXanylicTa, B PyCCKHX ydeOHMKax, B uUcTopuu Poccum
[>Murpammsi] uMeeT M MECTO M B KAKOM KOHTEKCTE — 3TO IOJHU-
TUYECKUNA KOHTEKCT WJIM CKOpee UCTOpUYECKUH KOHTekcT? U kakoit
MMEHHO IIepHoj aKkTyaJeH s ucropun Poccun? D10 sMurparus
MIEPBOM, BTOpPOH, TpeThel BomHBI? Kak y Bac maer mepuomm3aius?
Cmacub6o.

Hiana Jdymitpy (Kuwuniscokuii 0epoicasnuii nedazo2ivHuil yHi-
sepcumem «lon Kpaneey, Monoosa):

VY MeHs Takke BONPOC K rocrnoguHy JIaHWJIOBY M OH YaCTUYHO
CBSI3aH C MPeJbIIYIIHM BOpocoM. S xoTena Obl YTOYHHUTH TI0 TOBOIY
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eanHoro yueOHuKa. MeHs, Kak UCTOpHKa, HHTepecyeT Barie MHeHue
MMEHHO 00 MCTOPHYECKOM KOHTEKcTe 3ToH MHuIMaTuBbl. Kak Bbl
JlyMaeTe, Io4eMy MMEHHO ceiluac B Poccuu Takasi HHULMATHUBA CTala
pealbHOM M Kakue MOTHBBI NpPECIEAYIOTCSA 3a 3TOW MHHMIHMATHBOWU?
Kak Bbl monmmaere, kak Bpl oueHuBaeTe TO, YTO HPOUCXOAUT
ceifuac?

Ceopriii KacesinoB (Incmumym icmopii' Yxpainu HAH Yxpainu):

Y MeHe € 3anuTaHHs 10 npodecopa SHmaara.

[Ipodecop SHMaaT opraHizyBaB MpsiMi TBEpIKEHHS 1 NIyKaB
npsiMi CBIIYCHHS! HASBHOCTI €THIYHOTO [HIIOrO B yKpaiHCBKHMX TiJ-
pyuHukax. Sl XoTiB OW 3amuTaTH, YM BiH IIKaBUBCI KOHTEKCTOM
1 KOHTEKCTyallbHUM NpecTaBiIeHHsIM 00pa3y [Hmoro?

OTxe, mpoIly BiANOBiATH B MOPAIKY IOIMOBiEH: CIoYaTKy Mpo-
¢decop SHMaar BiAMOBiZae Ha 3aMMTaHHA 1O HBOTO, MOTIM — MPO-
decop Haninos.

Au I'epmen Slamaar (Ihcmumym oceimu JlondoHcvbko020 yHigep-
cumemy, Benuxobpumanis)

(Ilepexnao ykpaincorkoro — Ieopein Kacvanosa).

S He posrisgaB med oOpaz [o0pa3 YkpaiHu 1 yKpaiHIB B
POCIfiCbKMX HiApYYHUKAX — YHOPSIH.] B CBOIX HOCHTIKEHHX. Bare
3amUTaHHs € a0COJIOTHO CIYLIHUM TOMY, IO MOPiBHSIHHS A€ TOCHUTb
CepHO03Hi MepCIIeKTHBH AJIs 3’ sICyBaHHS MMEeBHOI KapTHUHH. Takuii TuiaH
€, aJie KOJIM BiH OyJie 31iiCHEHUI HEBiIOMO.

OueBuAHO, IO BUBYEHHS KOHTEKCTY NOJaHHS I[HIIOro € Bax-
JWBHUM JUIS PO3YMIHHS TOTO, SIK PO3BUBAIUCA MiIpy4HUKH. I, ode-
BUJIHO, LI€ TAKOK MOB’S3aHO 3 IMUTaHHAM, UM € 3B 30K MIX 00pazamu
[Hmoro B miipyyHWKax i 3MiHAMH y Biaji B KpaiHi. MoxKHa 3HaWTH
TakKAd TPSAMHNA 3B’S30K MK KOHTEKCTOM IJIPYYHHKIB 1 BIAJOR0,
HaNpHKIaa, B epiof npasiinHs KpaBuyka, KoM OnHIEIO 3 Te3 OyIo
Te, 0 yKpaiHCbKa KyJBTypa 1 MOBa Maibke momepsiu i Tpeba ix
BiJTHOBJIIOBATH, BIIPO/DKYBaTH i Tak jaaii. | me, odeBumHO, BigoOpa-
3WJIOCh Ha MiApYYHHUKaxX. A, Hampukian, B nepiog Kyumu mMu 6aunmo
TEHJICHIIIF0, IIOJ0 3MIIIHEHHSA €IHOCTI Kpainu. Tak camo 1 B mif-
PYYHHMKAax — HAarojoc poOWBCS Ha IEPKaBOTBOPUYOMY KOMIIOHEHTI.
I tak camo B Pocii, 1 He Oymy noyxe 3MUBOBaHHMA, SKIIO robady
3B 30K MK 3MiHaMH y MipyYHHUKaX 1 TEHACHLISIMU Y BiIafi.
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Anexcanuap daniioB (Mockoscokuii depocasHuill nedazoziuHuil
VHIgepcUmem):

S ouens GmarojapeH 3a BOMPOCHI, KOTOPbIE 33aJaHbl, TOCKOIBKY
OHM OYCHb aKTyaJIbHbIE M OTYaCTH OOJIC3HCHHBIC JUIS Hac, s
Poccun.

[Tepsrrit Bonpoc — «ECTh i yuuTeINs, KOTOPBIE CITIOCOOHBI pabo-
TaTh 1O COBPEMEHHBIM yueHukam?» UM na, u Her. Ho s Obl pazmenui
9TH TOHATUS. Bo-mepBbIX, pabdoTaTh B 3TOM Ciy4ae MPUXOJUTHCS
YUHTENISIM, KOTOpBIE IOJDKHBI paboTarh. Kak-To Ha koH(pepeHmnu B
HoBocubupcke Tpu rojga Haszaja, BBICAYIIAaB MHOTO CKa3aHHOTO IIO
MTOBOJTy TOTO, KAKHMH JIOJIXKHBI OBITh YYCOHUKU U KAKUE TCXHUYCCKUE
pelIeHus JOIHKHEI OBITh Y ATUX BOIIPOCOB, YUUTEIHHUIIA U3 JTATIEKOTO
CHOMpPCKOTO cena ckazasia MHe: «Bbl 3Haere, cimymaro s Bac u
yIOUBISIIOCH. BOT s cerogHs BepHYCh JAOMOM, Hy Ja)Ke€ HE CETOJHA, a
yepes mapy IHeH, U 94To s OyIy AenaTh ¢ MOUMH JIEThMH B CEIbCKOU
IIKOJIE, Tl HET BO3MOXKHOCTH BCE 3TO MOKa3aTh». OHa, 3Ta )KEHIINHA,
abCOIOTHO TpaBa.

Ho s xoten Obl cka3aTh 0 Ipyrom, o 4eM BONpOC ObLI 3a1aH (TeM
0osieM, MpelCcTaBUTENeM balIKMPCKOTO TOCYJapCTBEHHOTO YHHUBEP-
cutera). Y Hac Ha CETONHSINHHHA JEHb OTCYTCTBYeT 3(QQeKTHBHAS
CUCTEMa MOATOTOBKH YUYUTEILCKUX KaapoB (W s HE JyMaro, 4TO 3TO
npobnema Tonbko Poccuiickoit denepanun), KOTOphIE JEHCTBUTEIHHO
MO-COBPEMEHHOMY, C HAYYHBIX TO3WIHHA M TEXHUYECKHX BO3MOXK-
HOCTEH, KOTOpBIC JaeT HaM CETOIHSIIHUHN JIeHb, BEIW OBl mperoma-
BaHUE UCTOPHH MMEHHO B MIKOJE. Y HAC OYeHb OOJBIINE ITePEMEHbI B
9TOM CMBICIIE HACTYMalOT, HO MHE XOTeJloCh OBl pa3leiuTh [Ba
MOMEHTA: C OJTHOW CTOPOHBI, TOBOPSAT, YTO YUUTENSI HE MOUMYT WIIA HE
3aXOTAT YCIBIIIATh HAYYHBIX PAOOTHUKOB HIIU MX B3IJISIT HA HCTOPUIO.
OT10 [roBOpSIT] MIOaU, KOTOPHIE HE 3HAIOT yuuTeneld. IMeHHO B 3TOM
YUHTENSI 1 METOJMCTHI HCIIBITHIBAIOT KaK Pa3 OrPOMHYIO MOTPEOHOCTD.
DTO MOKAa3BIBAIOT JIFOOBIE BCTPEYH C YUUTEISIMH, KOTOPBIE TPOXOJISAT.
Iloatomy, g nymaro, uto Oombimas pabora Oblla TpoBeneHa B
Poccuiickoit ®enepaunu. K coxanenuto, [ee] BO3rIaBiIseT HE eAaro-
THYECKUN YHUBEPCHUTET, HU Poccuiickas akamemusi oOpa3oBaHus, a
akageMuk YyOappsiH — BCeM HaM XOpPOIIO H3BECTHBIM AMPEKTOP
WHcTuTyTa BCeoOIIel MCTOpUM, KOTOPBIA B35 Ha ceOsl 3Ty OYCHBb
CEPbE3HYI0 M Ba)XKHYI0 MHUCCHIO, XOTS (popMambHO OH HUKaK 00s3aH.
Ho He Tonmpko 3Ty MuHCCHIO TpWHSN Ha ceds. bykBambHO B HIOHE
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NPOLUIO YUYpeIuTeIbHOE 3aceaHne 10 CO3JaHUI0 OPTKOMHTETa y4H-
TeJIell UCTOPUU U OOILIECTBO3HAHUS. JTO OJUH M3 BJIEMEHTOB IPaxK-
JAHCKOTO OOIIEeCTBa, KOTOPBIM OCEHBbIO OyAeT CO37JaH MU TO3BOJIUT
00CyXIIaTh BCE BOMPOCHI KOJJIEKTUBHO U BBICKA3bIBATH CBOE MHEHHE U
0 eAMHOM Y4eOHMKE, U O €Tr0 COJAEepKaHUH, M 0 MOBOLY MpolieM,
KOTOpBIE€ CYIIECTBYIOT B KaxkJ10i 1ikose. [loatomy, eiie pa3 orpevas
Ha 9TOT BOIPOC XOYY CKa3aTh, YTO YUHUTENS TaKHe KOHEYHO €CTh, HO
HET CHCTeMBbI, KOoTopasi 3(pQEeKTHBHO TOTOBWJIA Obl MX Ui pabOTHI
CEerOHS.

Janbiie — BOMNpoC MO MOBOAY MHTETPHPOBAHHBIX KYPCOB HCTO-
pun. Kaxk s monsi1, uMeeTcst BBy TO, 4TO y Hac B Poccun Ha3biBaeTcs
(enepa’abHBIM M PETHOHATIBHBIM KOMIIOHEHTOM. DTO O4Y€Hb BaXKHO —
COYETaHHE KaKOH-TO LEHTPaJbHOM JIMHUM B OCBEILIEHUHM HCTOPU-
YeCKOro Mpouuioro, (eaepaqbHOro M HAIMOHAIBHOTO KOMITOHEHTA.
Bri, naBepnoe, 3Haete, uro B Poccuiickoit ®denepanuu B pamkax
JEUCTBYIOLIETO Ha CETOAHS CTaHIapTa B IIKOJE CYLIECTBOBAJI HAaLUO-
HAJILHBIN ¥ PETMOHANBHBIA KOMIIOHEHT — OY€Hb OOJIBIION 10 CBOEMY
00BbeMy, KOTOPBIH MpEeAmoyiaran H3y4eHHUEe KYyJIbTYpPHl U HCTOPUHU
KOHKPETHOTO HapoJa HAIMOHAJBHON pecryOnuKH M 3TOT KypeC B
HEKOTOPBIX MECTax JaBall, B KAaKOM-TO OTHOIICHHH, OIPECICHHYIO
HETaTHBHYIO MPAaKTHKY. B paMKkax 3TOro KOJIW4ecTBa 4acOB HAUWHAIU
u3yyaTb B OOJbLICH CTENEHM, NONMYCTHM, PETMOHANbHBIE W HAIHO-
HaJbHBIE 0COOEHHOCTH, Hampumep, 1o Tarapcrany, korga 80% Bbiie-
JSUTOCh Ha M3Y4YeHHe cBoero cobctBeHHoro u 20% — QenepanbHOro.
[Tony4anocs HEHCTBUTENBHO, YTO IOJ YIpo30d OKa3bIBajlach IPO-
O5eMa TEPPUTOPUAIBHOTO €IMHCTBA CTPaHbl, €AMHOTO IPOCTPAHCTBA.
B nanom ciyuae, g eme u OTBEYar0 HA BOMPOCHI KOJUIET, KOTOpBIE
CrpallBalld, CYHIECTBYET JIW peajbHO yrpo3a. Yrposa, 0e3yCciIoBHO,
CYLIECTBYET NMOTEHIMAIbHAS U OHA BIIOJIHE peaibHa U1 Poccuiickoit
@®enepannu. Ceiluac B HOBOM CTaHJAapTe HALMOHAJIBHBIA M PETHO-
HAJIBHBI KOMIIOHEHT (MOXKET OBIThb, KaK pa3 B CBA3HM C 3THUM) Ipak-
THUYECKH BbIOpomeH. M s BaM yke TOBOpPHWJ, O TOM, YTO JIMHHUU
y4eOHUKOB 110 MCTOPUU T'OCYAAapCTBA M HApOIOB CTPaHBI, HApsLy ¢
TEM, YTO BBIOpachIBaeTCsl M3 CTaHJAapTa €l M HalWOHAIBHBIA U
PETHOHANILHBIA KOMITOHEHT, CIIOCOOHBI B OYJIyIIIEM CO3/1aTh OOJIBIIIYIO
npobiemy. IloToMy 4TO CTpaHa ocTaeTcsl MHOTOHAIIMOHATHHOM, BCE
3TH TPOOJIEMBI yXOAATh, KaK Obl, BriayOb. DTO MOXET CIIPOBOIIH-
poBaTh OOMIBIIUE MTOCIEACTBYSI B Oy IyIIEM.
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Bompoc oTHOCUTENBHO TOXAECTBEHHOCTH MOHSATHH «TOCYyAapCT-
BO» U «OTEYeCTBO» — KOHEYHO, 3TO He enuHble noustus. Ho 3neckh
KaK pa3 BO3HUKAET BOIIPOC, KOTOPBIH 4acTO MPUCYTCTBYET B JUCKYC-
cusix. Kak mpoBOKanmmoHHO c(hOpMyIHpOBall €ro B CBOE BPEMsl OJWH
n3 OBIBIIMX MUHUCTPOB oOpazoBanus Poccuiickoit ®enepanuu: «Ha
geM OyIeM BOCIHTHIBATH — Ha moOenax win Ha npaBue?» [Tobema —
3TO TOXE MpaBJa, HO 3TO OJIHA W3 YacTed 3Toi mpasBnbl. Ha mpaBne
BCErJa Hy>KHO BOCIIUTHIBATH JtoAel. Ho s1, oTolizast ot 3Toii GopmyIsl,
xoTen OBl cKa3aTh O TOM, YTO KTO-TO M3 HAIIMX KOJUIET, y4uTelen
MOHUMaeT aBTOPOB YYEOHHKOB (a €CTh U Takue, KTO SBISETCS OJHO-
BPEMCHHO U YYUTENIEM, U aBTOPOM YYCOHUKOB), M IOJIaraet, 4YTo
TJIaBHas 3afladya MCTOPUYECKOrO OO0pa3oBaHUS W BOCIIUTAHUS 3aKIIIO-
ygaeTrcsd B (OPMHUPOBAHUH MCKITIOUNTEIBEHO KPUTHUECKOTO MBIIIICHHUS.
3TO OYeHb XOpOoIo. DTO ACHCTBHTENHFHO OAHA W3 3a1ad — (QOpMHU-
pOBaHUE KPUTUYECKOTO MBIIUICHUS, HO €CIM OHAa CTAHOBUTHCA IJIaB-
HOH M €AMHCTBEHHOW, TO TOIAA MPOUCXOAUT Pa3pyLICHHE OCHOB, U
HUTJE, KCTaTH CKa3aTh (MOXeT OBITh i OUIN0aioch, HO HACKOJIBKO 5
3HAI0), HATZIE 3TOTO HET — HHU B OJHOW CTpaHe MHpa, — YTOOBI Ha
OCHOBE HETaTHMBHOT'O BOCIIPHUSTHS CBOETO MPOILIOro (JOpMHUPOBaiIoOCh
OTHOIIIEHUE K CBOCU cTpaHe. DTO UyIHO, IO KpaiHEel Mepe, eclid He
CKa3aTrh OOJIbIIIE.

4 3a TO, 4TOOBI HE 3aKPHIBAIUCH TJla3a HA BOIPOCHL, KOTOPHIE
CYIIIECTBOBAIN M CYIIECTBYIOT B MCTOPUYECKOM MPOILIOM WU YTOOBI
UM JaBajiach Oe3ycioBHas oneHka. Ho 3To, Tak cka3aTh, HE JOIKHO
CTaHOBUTHCS OCHOBOM MCTOPHUYECKOTO 00pa3oBaHus, TeM Oolee, mat-
PUOTHUYECKOIO BOCIIUTAHUSL.

Yrto KacaeTcs TOT0, KaK BBEIMTH M3 ATON JUISMMEBI U 4YTO JCHCT-
BUTEJIBHO MPEJIOKUTHh B OCHOBY. B HOBOM cTaHzapTe, KOTOpBIN cei-
yac 00Cy»IaeTcs, yKka3zaHa CHCcTeMa MPHOPUTETOB M HA TIEPBOM MECTE
BCE-TaKH CTOHUT (HOPMHPOBAHUE TPAKTAHCTBEHHOCTH, TPaKIaHCKON
UACHTUYHOCTH. DTO U €CTh OTBET HA JaHHBII BOIpoC. A 3aTeM yxe —
BOCIIUTAaHUE MATPUOTU3MA U BCE OCTAIbHOE JOJDKHO JIEUb B OCHOBY
Y4eOHMKOB 3aBTPAIITHETO JHSI.

W mo moBoxy sMurpanuu U Auacropsl. besycnoBHo, 3TOT MaTe-
puan npucyTcTByer. [Ipmdem oH IpHUCYTCTBYET HE TOJIBKO B TOM BHUJIE,
B KOTOPOM MBI €r0 TPAJAWLHOHHO MOHUMAEM, TO €CTh, SMUrPALUS,
CBSI3aHHASI C PEBOJIONMOHHBIME COOBITHUSMH, TPAXKIAHCKON BOWMHON B
Poccun u co Bropoii MupoBol BOWHOM, ¢ Oojiee MO3AHUMHU IECTH-
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JECATBIMU TOJaMH. JTa mpoOiieMa MPHCYTCTBYET M OTpaskacTcsi B
y4eOHMKaX KaK 4aCTh MUPOBBIX MHUTPAIIMOHHBIX MPOIECCOB, KOTOPHIC
CYILIECTBOBAJIM He ToNbKO B Poccuu. OHM 0XBaThIBald MHOTHE CTpa-
HBl, HO Poccuio MOKHMHYNO, NEHCTBUTENBHO, OOJIBIIOE KOJIUYECTBO,
MOYTH 8 MHIJIMOHOB YENOBEK, MO TEM AAHHBIM, KOTOPBIE NAIOTCS 3a
nepuoa 1917-1922 rr. m uyTth moszxe. [losTomy Takoil Marepuan
npucyTcTByeT. Ho ecTh eme ogHa mpobiema B 3Toi cBs3u. Briepsoie
Mbl UMEEM CErOJIHS OIBIT CO3[aHusl yuyeOHHka 3y0oBa, B KOTOPOM
(hoxycupyercss W TPOIMATaHIUPYETCS, B OIPEAEICHHOM CMBICIE,
B3I Ha Hally HUCTOPUIO TIJla3aMU TOJIBKO HMMUI'PAHTOB. 9TtoT
B30I OyNeT ApyTuM, YeM B3] TeX JIF0ACH, KOTOPBIE OCTaBaINCh U
KW B COOCTBEHHOH cTpaHe. [loaToMy 51 OBl HE XOTelN 3/1eCh CKa3aTh,
YTO OH IUIOXOM, ATOT YYEHUK — OH HHTEPECHbIH, B HEM €CTh
MIO3UINH, KOTOPBIE A MEHsI Jake MPO3BYYald BIEPBbIE U A APY-
TUX s yBepeH Toxe. Ho Bce Taku, 3TOT B3I MPUBOIUT K aOCOIFO-
THU3AalMM SMUTPALMH, K COBEPLIEHHO IpyruM oueHkam. Hampumep,
JaeTcs Takas OLIEHKa, 9TO TaKUM 00pa3oM mociie O0JIBIIOro UCX0/a U3
peBomtoninonHoi Poccun, u Poccnn nepuona rpaxnaHckoil BoHbI (B
TeX Ipeneiax, B KOTOPhIX OHa TOr/a OblIa) y Hac BCE IJydllee OcC-
TaJ0Ch 32 pyOex oM, a 31eCh OCTATUCh OJJTHU MapruHaibl. ITO MHUIIET,
MEXy MpPOYHUM, PYKOBOJIUTENb aBTOPCKOTO KOJJIEKTHUBA, CHIH COBET-
CKOTO aJMupalla, KOTOPHI HHUKOT/a HE OBUI MaprHHAaiIOM, BOCIIH-
THIBAJICSI B TIpEKpacHoOu cpeae u atMocdepe. Ecnm oH momHsICs, Tak
CKazaTh, HaJ 3TUM M TaKHUM 00pa3oM OCO3HAI — 3TO, HABEPHE, OUEHb
XOpOIIO, HO, C IPYroil CTOPOHBI, NpaBWIbHO JU 3T0? W Tak mu oHO
Oop1o Ha camoM aene? Haseproe, HeT. IloaToMy MOAOOHBIN B3IIISIA
Bceraa OyneT B3MIISAOM CO CTOPOHBI Ha TO, YTO T/IE-TO MPOMCXOIHIIO.
Msl camu, KOrja MUIIEM TakKHe pas3fefibl, UCXOOUM U3 TOro, 4TO
Poccus He TonmpkO TO, 4TO ecTh B camoil Poccuu, a TO, 4TO BOJIEIO
CyIbp0BI 0Ka3aoch 3a MpejesiaMy Halllel HallHOHAJIBHOM TePPUTOPHH.

Bort, HaBepHOe, OTBETHI Ha BCE OCHOBHBIE BOIPOCHI, KOTOpHIE
OBLIH TTOCTaBJICHEI.

Ouaer CwmipHoB (Ingopmayitino-docrnionuyvxuii yeump «Iume-
2payis ma po3eumoK»):

[IIaHOBHI YYaCHWKH HAIIOTO KPYTIIOTO CTONY!

VY cBoeMy BHCTYHi S XOTiB OM TOPKHYTHCH HOHSTTS TOJEpaHT-
HOCTI B OUIBII IIMPOKOMY KOHTEKCTi, HIX ICTOpH4yHa ocBita. Mwu
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MOXEMO TUCKYTYBaTH — CIPHSIOTH YU HE CHPHUSIOTH TOJIEPAHTHOCTI
MiAPYYHUKH 3 iCTOpii, ane HEMOXIUBO BiNIipBaTH caM MiAPYyYHHUK
icTOpii BiJl TOTO COI[IAJIBHO-TIOJIITHYHOTO KOHTEKCTY, B SIKOMY BIH
CTBOPIOETHCS, B SKOMY BiH Ipaiftoe. Bei TyT mpHCyTHI OUTBITI-MEHIIT
3HalioMi 3 mpobiemamu Takoro perioHy sk Kpum. Ckinbku 0 Mu He
TOBOPHJIM MPO CIIJIbHY iCTOPIi0, CKIJIbKK O HEe TOBOPWIIM MPO MOLIYKU
SKOICh CHUTHHOI HAITIOHANBHOI i7ei, BCe PIBHO MU MaeMo 1 Oymemo
MaTd Ime 0arato poKiB Ti NPOOJEMH, Ti BHUKIHKH, SIKI € B I[bOMY
perioni. | BoHM MOB’s13aHi 3 TUM, IO MPOTITOM OCTaHHIX IBAALATH
POKiB IOBEPTAIOThCA MPEACTABHUKM €THIYHUX TPYII, Ki Oynu Ienop-
TOBaHI 32 HAI[IOHAIBHOIO O03HAKOK. TakoK MH MaEMO KOMIUIEKC
mpo0ieM, IMOB’sI3aHUX 3 MOCT-PAITHCHKOIO IACHTHYHICTIO OIITBITOCTI
HacesneHHs KpuMy Ta amanTaniero pociiicbKOMOBHOTO HACEJICHHS 10
HOBUX YKpalHCBKHX peaiiii. Xoua MU MaeMo Maibke IBaALUSTHPIYHY
ICTOpIto, ajie BCE X TaKH 1[I TPOOJIEMH ICHYIOTh 1 BOHM Yac Bij 4acy
i THIMAIOTHCS Ta HaraayoTh Ipo ceode.

Sk 1e BimoOpakaeThcsl HA PiBHI TOJNEPAHTHOCTI 1 HACKUIBKU IIe
MOB’s13aHO B3arajli 3 SIKUMOCh HAaBYAJIBHHM IPOLECOM, B T.4. 3 Ha-
BYAHHSM I1CTOPIi?

Mu mpoBOAMIIN MOCIIKEHHS PiBHS €THIYHOI TUCTaHINl yKpaiH-
cpKUX crapmioknacHukiB y 2002 ta 2005 pokax. BukopucroByBanachk
mkana borapayca, skoio KopucTyerbes i KuiBcbkuid MiKHapomHUI
IHCTUTYT COLIOJNOTil AJsl 3aMipiB PIiBHS TOJIEPAHTHOCTI 3arajioM B
VYkpaini. Mu moxkemo Oauntn, mo B 2002 porli 1ie JOCIiIHKSHHS
OXOIUTIOBAJIO TiNbKH Tpu Micta — Cimdepomnons, CeBacTonons, bax-
yrcapaii, a y 2005 poui — Beck Kpum. Pesynpraty mokasyioTs, mio
TOJICPAHTHICTh YYHi-CTapPIIOKIACHUKU MPOSBISAIOTH TUIBKH IO JBOX
eTHIYHUX Tpym. Jlo IHITUX — 11 BXKE Pi3HUH CTYIHDb KceHo(00ii abo
BIJIKPHUTA iIHTOJIEPAHTHICTD.

{06 3po3yMiTH TPUYMHH, MU TOYANU 3aNUTYyBaTH HE TIIBKH
JiTed, a 1 mMpeACTaBHUKIB OCBITHBOI cepu: 4u B3araii BOHM 0adarh
mo npobiieMy Ha piBHI mkin? IloBHICTIO mi pe3yibTaTH MOYKHA
MMOJUBHUTHUCS HA HALLIOMY CaiTi. AJie XOTUIOCh TYT 3BEpHYTH YBary, 1o
riefaroru, Ha Maixke 45%, BiIMI4arOTh, M0 MOJIOHI TPOSBU MiXHa-
[IOHAILHOI Ta MIXKPENITiifHOT HEMPHSI3HI B TUTSYOMY 1 MOJIOJI)KHOMY
CEPENIOBHUII ICHYIOTh, i BOHH BUPaKalOThCSA a00 B 00Opa3IuBUX, TIIy3-
JUBUX BUCJIOBIIOBAaHHSIX, a00 y BIIOKPEMJICHHI TPYIH 32 €THIYHOIO
03HaKOI, a00 B JIEMOHCTpAIlii MmepeBaru OjHiel eTHIYHOI rpynu abo
peniriiHoi rpynu HaJ iHIIOKO.
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Hocaigxenns 2002 p.

Cim¢eponosnb, CeBacTonoJib,
Baxumncapaii, 813 yunis
10-11 knaciB

Hocaixxenns 2005 p.

Becy Kpum, 1698 yunis
10-11 k1. 3 80 mxix

TonepaHTHICTB JHUIIE 10 POCISH
(1,564), yxpaiunuis (2,197)
Kcenodoobist no rpekis (3,931),
Himuis (4,189), BipmeH (4,228),
amepukaHuis (4,284), 6onrap
(4,417), kxpumcbkux Tatap (4,728),
eBpeiB (4,788), rpy3uH (4,969)

[HTONEpaHTHICTE 10 appUKaHIIB

TonepaHTHICTH JHIIE 10 POCISTH
(1,93), ykpaiuuis (2,44)
Kcenodobis g0 6inopycis (3,81),
KpuMCBKHX TaTap (3,93), HimMuiB
(4,51), rpexis (4,54), amepuKaHiiB
(4,56), 6omrap (4,74), Typkis (4,78),
BipmeH (4,82), adppukanuis (4,88)

IHToNepanTHICTE A0 rpy3uH (5,09),

(5,185), xopetimin (5,301), TypkiB
(5,585), pomis (6,427)

eBpeiB (5,17), xopeiimis (5,24),
poMiB

OpnHe i3 3amUTaHb TOPKAJIOCh TOrO, B YOMY BHKJIAAadi, HpariB-
HUKHU OCBiTH 0auaTh NPUYMHU HETOJEPAHTHOTO CTABJICHHS CTapILO-
KJIACHUKIB OJTHE JIO OJHOTO. 3alHUTaHHA 3BydYajo TakuMm duHoM: «Illo
Ha Bamy nymky mae HalOibIIMi BB Ha (JOPMYBaHHS HEraTUBHHUX
MDKHAIIOHATBHUX BIIHOCHH cepell KPUMCBHKUX IMKOIAPiB?». 1 mu
0aunMo, 110 cepell IHIIMX BIAMOBIACH JHOCTaTHHO BUCOKHUH BiJICOTOK
(20,4%) BuMTeEINi BiABOAMIN HaBYAJIHLHUM MOCIOHMKAM, 1 BKa3yBald He
TIJIBKU TOCIOHWKHM, aje W iCHYYi HpOoTrpaMH 3 iCTOpii, COIliaIbHO-
ryMaHiTapHuX nucnuiniid. OmHe 3 HACTYIMHHUX 3allUTaHb OyJI0 TaKuM:
«Yu BBaxkaeTe BHU, IO JIESKI HABYAIBHO-METOJWYHI MaTepiald Mic-
TATH €JIEMEHTH, SIKi CIPUSIOTH (GOpPMYBaHHIO y NiTEH HaliOHAIBEHOI Y1
pemniriitHoi HerepnumocTi?». «Tak» BiamoBinm 22% BuKIIagadiB abo
NpaliBHUKIB OCBITHBOI cepu — 11e OyJIM 3aBydi 3 BUXOBHOI poOOTH
a00 TUPEKTOPH WIKiJ, i HABOAMIM KOHKPETHI MPUKIIaIH.

B Toii xe gac e 3 2000-ro poky Mu Manu Jayxe 06arato 3BepHEHb
Big camMux yumreniB. Ha BiaMmiHy Bif neskux perioHiB Pociiicekol
®enepanii, e kazanu npo HABHICTH 80% perioHaJbHOTO HAOBHEHHS
y BHUKJaJaHHi ictopii, B Kpumy Takoro He OyIno, i BUKIaJIaHHS HIILIIO
3a MAPYYHUKAMU, TOCIOHWKaMH 3araJlbHOYKpPaiHCBKUMH. TOMy MH
Oaumnm gyxe OaraTo 3BEpHEHB, 1 Pe3yJbTaTOM IHOTO CTana OiibIn
cucTeMHa po0OTa 3 MOHITOPHHTY CHTYalii 3 IIKIIBHUMH HiApY4HH-
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KaMi. MU 3apoIOHyBai CEPil0 KPYTJIHMX CTOJIB, PE3yJbTaTOM SIKHX
CTaJO CTBOPEHHA I'pOMajChKOi MOHITOPHMHIOBOi KOMICii, JO SIKOB
BBIHIIIIM SIK MTpeJCcTaBHUKN MiHicTepcTBa OCBITH 1 Hayku Kpumy, Tak
1 IpeACTaBHUKH HAaBYAJIbHUX 3aKJaiB, EKCIIEPTH — ICTOPUKH, MOJTi-
TOJIOTH, SIKi POTSATOM TPHOX POKiB MPOBOAMINM MOHITOPHUHI IpOrpam
1 TMAPYYIHHUKIB 3 COIiaIbBHO-TYMaHITApHUX JUCITUIUIIH Ha BiIIOBIA-
HICTP 1X MPHHLMIAM TOJIEPAHTHOCTI O MPEJCTABHUKIB PI3HUX €THIY-
HUX TPYI, [I0 MEMIKAIOTh Ha TEPUTOPii Y KpaiHH.

Ie Oyym MOCIOHUKH OTIi€l «IIEPITOT XBHIII», PO SIKI CHOTOTHI BXKE
ropopuwid. Xoua Bxke B 2004-2005 pokax modand BUXOTUTH HOBI
MiAPYYHUKH. | MU TE€K Majl MOJIMBICTh MOPIBHIOBATH, HACKUIBKU
IIOCHh 3MIHIOETHCS YU HE 3MiHIO€ThCs. | Tpeba momaTu 10 TOro, IO
B)K€ CHOTOJHI 3ByYaso, MO 0araTto MOCIOHUKIB 3 iCTOPIi BUTIIAIATH K
TakKa iCTOpisl HAIliOHAJIHHO-BU3BOJIBHOT OOPOTHON YKPaTHCHKOI'O Hapo-
Iy, B AKiii He OyJo MICIs JuIa TOrO, MO0 IMOKa3aTH SKeCh MHUpPHE
CIIBICHYBaHHS TPEICTABHUKIB THX CTHIYHUX TPYT, SKi JKHIU TTOPSI.
B mux mociOHMKax Iyke Malo NpUIUISIIOCh yBarkM came icTopii
pi3HuX perioHiB Ykpainu. Tomy HiTH, SIKi CHIUIH B K1acaX KPUMCBKUX
KT 1 HaJe)Kalnu J0 IHIIMX EeTHIYHWUX TPYI, He BiAYyBalld CBOIO
NpUYETHICTH 0 icTtopii Ykpainu. HaBiTh Oyim Taki BHITQAKH, KOJH
BiTHOCHHHU TaTapchbkoro HaceneHHs Kpumy sk yactuaum OcMaHCHKOT
iMriepii 1 ykpaiHIliB 300pakyBaMCh TaKUM YHMHOM, IIO HE TUTHKH HE
CIPHUSUIM TOJEPAHTHOMY BiJHOILICHHIO, & NPOBOKYBAJIN IHTOJEPHAT-
HicTh. | Te comianbHe cepemoBuile, ske icHye B Kpumy, ne migcu-
mroBanio. Tomy, MabyTh, Ha CHOTOZHI BXKE TaK HOPMaJIbHO CHpuiima-
erbcsi B KpuMy, ko Mu 0auuMMoO OTOJIOLICHHS B ras3erax, L0 Npo-
JTAETHCS 3€MENTbHA JUISHKA 1 YaCTHMHOIO TaKOTO OrOJIONICHHS € (pa3a:
«Cycimm — He KpUMCBHKiI Tatapm». AOO0 BHBIIIYeTbcS Ha Mix’i3gax
OyAMHKIB OTOJIOIIEHHS NPO T, LI0 «30a€ThCs KBAPTHPA, 3BEpTaTUCT —
TINBKH CJIOB’stHamy. Lle B iHIMX perioHax crpuiiMaeTbest a00 CMIITHO
abo Tparigno. Y Hac [B Kpumy] 11 ApyKyETHCS 1 BBAXKAETHCS HOPMOTO.

Sk 3 num npamtoBatu? Mu He TUTBKY pOOMIIH €KCIIEPTU3Y MOCi0-
HUKIB, aie Movyalld MpalioBaTH HajJ THM, Ky OCBITHIO a0 MpPOCBIT-
HUIBKY po0OTy Tpeba 3ampoBaiTH HA pPETiOHAIBHOMY PiBHi, 100
3anobiranu (HOpMyBaHHIO HETOJIEPAHTHOCTI Ta KCEHO(POOCHKUX HACT-
poiB y cycminbecTBi. OzHa 3 igel nojisiraia B TOMy, 00 po3poOHTH Ta
BIIPOBAIUTH OJATKOBUI HaBYaJIIbHUH Kypc, KOTpUIl 3aKkpuBaB OM IIi
«Oim TwIIME» B icTOpii YKpalHW B 3araibHOYKpaiHCEKOMY Kypci,
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crpusiB 01 0e3KOH(IIKTHOMY iCHYBaHHIO B)K€ ChOTOAHILIHIX AiTeH i
(hopMyBaHHIO TOJIepaHTHOCTI. | Tpeba cka3aTH, 110 HAWOLIBII yCITim-
HUM HaIlPSIMKOM CTajla po3po0Ka CIelialbHOTO iHTErPOBAHOTO KYpCy
«Kynprypa mobpocycizctBay. Takuil Kypc MmodaB po3poOisTHCS 3
2004 poky i Ha ChOTOJIHI MM MaEMO Ty’Ke IUPOKE POMOBCIOKEHHS B
HaBUYANBHUX 3akiagax Kpumy. Lle#t kypc mpoxoauB BCi cTafii 3aTBep-
JDKEHHsI K Ha piBHI MiHicTepcTBa OCBiTH 1 Hayku Kpumy, Tak i OyB
pexoMeHI0BaHWH [HCTHTYTOM IHHOBaliMHMX TEXHOJOTIH 1 3MicTy
OCBITH 10 BUKOPUCTAHHS B 3aralbHOOCBITHIX 3aKJIamax YKpaiHm.

XoTiB O 3BepHYTH yBary Ha Te, III0 TOJIOBHA METa [[bOT0 Kypcy —
1€ «BUXOBAHHS COLIalIbHO KOMIIETEHTHUX, KPUTUYHO MHCIIYUX TOJIE-
paHTHHX 0Ci0, CBIIOMHX TpOMasiH, MATPIOTIB CBO€i baThKiBIIUMHM,
nmobpe o0i3HAaHUX 3 PITHUM KpaeM, SIKi MIParHyTUMYTh BiIIMOBiTaILHO
KepyBaTH HOTO KUTTEISUIBHICTIO, IPUMHOXYBAaTH HOTO MPUPOIHO-
€KOHOMIYHHMH Ta KyJIbTYpHHU mmoTeHmiam». Kypc crpsmoBaHuii Ha
(hopMyBaHHS Pi3HHX PIBHIB 1IEHTUYHOCTI — E€THIYHOI, TPOMAaISIHCH-
Koi, rmo6ansHoi. OCHOBHMX NPHHIIMIIIB, Ha SKUX OyAYyETHCS KypC,
Oararo, ane s X04y 3BEpPHYTHU Bally yBary Ha Taki sIK JiajJor KyJbTyp
(muTaHHA TPAaOMLIHHOI KyIbTYPH PO3IIISIIAIOTHCS 32 TEMATUKOIO, aHa-
J3y€eThCA CHUIBHE 1 OCOONMBE B KYJbTypax Pi3HMX €THOCIB 1 pei-
TiMHUX TPyI); TUIIOpaii3M JTyMOK B NMUTAaHHSX €THOTEHE3Y, €THIYHOi
icTopii, SIKi MPOTOJOMIYIOTECS Ta JOTPUMYIOThCS Yy MaTepiaiax Ta
HABYAJIBHIN isUIBHOCTI.

Tpeba ckazatu, O Kypc CKIATAETHCS 3 CEMH OCHOBHHUX HATNpsM-
KiB, IKi IPOHU3YIOTh HOTO HACKPi3b. A BiH BUKJIAA€THCS, TOYNHAIOYN
3 CEepeHIX TPYI AOMIKITEHUX 3aKJIaJliB, IPOXOIUTE Yepe3 BCIO cepel-
HIO KONy 1 BUKJIAJAEThCS y By3ax. BKIlodae Taki HampsIMKH SK
icTopis, reorpadis, TpaauliiiHa KyJnbTypa, MOBa Cycija, akciojoris
(sx Hayka TpO I[IHHOCTI — I[IHHOCTI MOTO HapoOJy, LIHHOCTI MOTO
peTioHy, IHHOCTI MOE€T KpaiHM), KOHMIIKTONOTIS 1 METOJMKA TOIIY-
KOBO-AOCIIAHUIBKOI poOoTH. Kypc — He nekuiitnuii, Kypc — BHXOB-
HUi. ToMy MeTOAMKH, 110 BUKOPUCTOBYIOTHCSI — 11€ METOJUKH 1HTEp-
aKTHBHOI poOOTH. MU MPOBOIUMO CITCIiaIbHI MECTUACHHI KYPCH IJIs
BUKJI1a4iB, fKi 0akaloTh BIPOBAKYBAaTH I KypCc Yy HaBYAIbHHUX
3aKianax.

VY nmpoMy Kypci HampanbOBYIOTHCSI HaBUAIbHO-METOAWYHI Mate-
piany, sKi BUAAIOTHCS Yy BUIIIAII MOCIOHWKIB — 3apa3 HaJpyKOBaHi
pobodi 3ommTH i moyatkoBoi mkonu (1—4 kiacu) pocilichKoro Ta
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yKpaiHCbKOIO MOBaMHu. B HailGmmxumx mimaHax — 5-i, 6-i, 10-i
knacu. Jlekibka MOCIOHWMKIB Ta JOAAaTKOBa JiTeparypa po3poliieHi
1 BUJaHi JUIsl TOMIKUTbHUX HaBYaJIbHUX 3akiafiB. [Iporpama «Kpumchb-
KWW BIHOYOK» Ha CHOTOJIHI B)KE HAMOLIBII TOIIMPEHOI Cepel J0-
IIKUTBHAX HaBYAIIBHUX 3aKiaiiB AP Kpum.

Kypc Ha choromHi Mae ayxe mupoky reorpadito: oirss 1200 Bum-
TeniB 3 Maike 400 HaBUaNbHUX 3aKianiB Kpumy npoiniym HaBYaHHS,
xo4ya MH nourHanmm 3 20 ekcrepuMeHTanbHuX 3akiaaniB B 2005-2006
HaBYATHHOMY POIII.

o mae xypc? Ha croromHi MOXHa cKa3aTu, 110 Ieil Kypc (a Mu
MOPIBHIOBAJIM, WIIOB MOHITOPUHT SIK y THUX KJlacax, J¢ BUKIAJAeThCs
el Kype, i B TUX Kiacax, /¢ He BUKJIANAEThCs) Ma€ Taki OCHOBHI
pe3yabTaTH: MiABUINCHHS Yy IBa pa3d 3a OIWH PiK MOKA3HHKIB TPO-
MaJSTHCBKOI 1ICHTHYHOCTI YYHIB; TO3WTHBHI 3MiHHM (3MCHIICHHS)
MOKAa3HUKIB cemaparii Ta MapruHaiizamii Y9HiB IIKUT; PicT KiTBKOCTI
VYHIB, SIKi BiIMIYalOTh CEpelx CBOIX Npy3iB a00 3HAWOMHUX ITiIITKIB
1HIIOT eTHIYHOI Ipynu; 3HWKEHHs KUIBKOCTI yYHIB, SKi BiIMI4alOTh
KOH(QIIIKTHI cuTyanii sk eTHiuHi (y Aeskux mkonax 3 50% mo 16%);
MoJlaNbIlia JiepKaBHa MiATPUMKA OUTBIIOCTI HANPSMKIB; ITiBUIICHHS
3al[iKaBIEHHOCT] 3 OOKY IIKLN 1 JIOKAILHUX TpoMal (0aTbkH, MicueBa
BJIaJa); BU3HAHHS Ha MDXKHapoAHOMY piBHi (ocBig APK BrmoueHHui
no PerioHanmsHOTO TIaHy il peanizamnii nporpamu «[ mobanpHe mapT-
HEpPCTBO 3 TomepemkeHHs 30poiHmx KoHGUIKTIB OOH mus kpain
3aximHoro CHJI, a takox Pymywnii i Bonrapii», Bpy4eHHs aBTOp-
ChKOMY KOJIEKTHBY MiKHApOJHOI mpeMii iMeHi iMmeHi Makca BaH aep
Cryna 3a cupustHHS ¥ (popMyBaHHI TOJIEPAHTHOCTI y TMOJIIETHITHOMY
perioHi).

M#u roToBi JiMUTHCH CBOIMH HampalloBaHHAMH. S MOXY HajaTH
Hamry azapecy B [HTepHeti (Www.ciet.org.ua — LleHTp MiIKKYIBTYPHOI
ocitd 1 TonepantHocti — Center for Inter-Cultural Education and
Tolerance). Ha HboMy MOKHa 3HAHUTH SIK pe3yJbTaTH AOCIiIKEHb, TaK
1 iH(OpMaIio Tpo Te, SK Ha CHOTOAHI PO3BHBAETHCS el Kypc, i,
B3araji, mo poOuThCId B KpuMy 3 TOUKH 30py PO3BHTKY MiXKKYIIh-
TYPHOT OCBITH 1 TIPOCBITH.

Jskyro.
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I'eopriiit KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):

Hsaxyto. Hanm3BuuaitHo wmikaBwii Marepiaj. 3 MEBHOTO MOTIIALY
JIy’)Ke TIPUKPO, IO MEH TOCBi HE OyXe J00pe BiIOMUN HaBITh B
VYkpaini. S BBaxkaro, o Takuii TOCBIJ B3araixi BapTHHA TOTO, 00 OyTH
MOITUPEHUM Ha MDXKHAPOJIHOMY PiBHI.

Ternep st Maro B34TH cioBO caM. Sl OyAy rOBOPHUTH IIPO IMPOEKT,
KM Oyno 3aiiicHeHo MixkHapoauuM GoHoM «Binpo/KeHHs», KUl
e TpuBae, SKU me He 3akiHumBcs. lIpoekt HazmBaeThes «lllkoma
TOJIEPAHTHOCTI: ICTOPisI Ta TPOMAJITHChKE BHUXOBAHHD». MeETO0 Tpo-
eKTy € 3’SICYBaHHS HACKIJTbKHM BUKJIAIAHHS iCTOPIi B IIIKOJII BiAIOBiAa€E
3aBJaHHAM BHUXOBAaHHS B YYHIB €THI4HO{, KyJIbTYpHOI, T'€HIEpHOI
TonepanTHocTi. [lepmuM KpoKOoM IBOTO MPOEKTy OYyB aHaNi3 HIKilb-
HUX MiIPYyYHUKIB 3 iCTOpii — BCECBITHBOI iCTOpIi Ta icTOpii YKpaiHH.

Meronuka O6yna Taka: Mu B3suta 3a ocHOBY kputepii FKOHECKO,
AKi, B CBOIO uepry, Oynu BupoOeHi micis 20 pokiB peamizamii pi3sHHX
OCBITHIX TIPOEKTIiB B €BPOIIi, Ta aJaNTyBaJIA ONMUTYBAIBHUK, KU OYB
pospobsiennit FOHECKO, min ykpainceki peani. B yxpaiHcbkOMy
nepexiani Buinuio 10 rpyn 3amuTaHp, Ha sIKi MOTPIOHO Oyno Bij-
MOBICTH YUTAIOYH HiAPYIHUKH.

[MotiM mMu iHAETH(IKYBAIH TPYITy YYUTETIB 3 JIOCBIJOM BHKJIA-
JaHHS 1 BUKIAJAYiB BUIMUX HABYAIBHUX 3aKJIQIIB, €KCIIEPTIB, IO
MIpaIffoBaid HaJl BiZOOPOM MiAPYYIHHUKIB HA KOHKYypCax, JIFOMIEH, SIK MU
BBA)KaJIM, 34aTHUX JOCTAaTHBO aJCKBATHO MOCTABUTUCH 1O THX IPO-
onem, siki Mu mifgiimaemo. Jlami Bce Oyio ayke IMpOCTO: CIIUPAKYNCH
Ha kpurepii OHECKO, Hami excniepTs yuTaiy migpyqHHUKH i, 3TiJHO
[IUX KPHUTEPIiB, OIIHIOBAIM CTaH CIPaB i3 3a3HAYEHUMH MapaMeTpaMu
TOJIEPAHTHOCTI B IIUX MiAPYyYHUKAX.

3okpema, Tpeba OyiI0 BIAMOBICTM HA 3amUTaHHSA, YA € B Iij-
PYUYHUKY TBEpIKEHHS, sIKI HAroJIOLIYIOTh HA BaXKJIMBOCTI 1 IepeBarax
KYJIETYPHOTO pO3MAiTTa. Jlpyre 3anmuTaHHs CTOCYBaJOCh, Y € B MiJ-
PYYHHKY TBEpJKEHHs, (aKTH, SKi HaroJoIyTh Ha TOMY, 110 3BHYai
Ta ICTOPHYHI TPaAWINl BaXUIMBI IS IXHIX HOCIiB. Tpere muTaHHS
BUTJIAZANIO TaK: Y € B MiAPYYHHUKY 3MICT, SIKUI 3BEPTA€ yBary y4yHiB
Ha Te, 110 He iICHY€ «CTEPUIIBHUX)» €THIYHUX TPYIL, L0 KOXHA IPyIa €
3aBXKJM €THIYHO 3MIIIAHOIO 1 IO €THIYHA TeTePOTEHHICTh TPYITH MOXeE
OyTH JKepesoM SK BTIXH, TaK i MOTOPAH, SIK [DKEPETIOM NPUHIKEHHS,
TaK i JDKEPEJIOM MiTHeCEHHS JIIs i€l TpyIIu.
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UYerBepTe 3amuTaHHS: YU 3MICT MiApy4YHHKa CHIpHUSIE OLIHII Ta
CIPUHHATTIO 1HIIMX €THIYHUX Ta KyJbTypHUX TPYIl Ta 0COOMCTOCTI,
Ha OCHOBI IX BJIACHMX YE€CHOT CaMOJOCTaTHHOI I[IHHOCTI. ToOTO, 4y
BH3HAE MAPYYHUK CAMOJOCTATHICTD 1 IIHHICTD IHIMUX KYJIBTYP, TPy00
Ka)Xy4H, B OI[IHII PEJICTAaBHUKIB ITUX TPYTI.

[I’siTe muTaHHA: 4M TAPYYHUK N1a€ 3BaKeHY iHGOpMAIlo Mpo
1HIII €THIYHI Ta KyJbTYpHI IPylH B MeXax BJIAacHOi €THIYHOI Tepu-
Topii Ta mo3a Hero. lllocTe nMuTaHHS: YU € MIAPYIHUKHA BITBHUMH BiJl
pacoBuX Ta KyIbTypHHX cTepeoTumiB? ChOME€ — YU A€ MiAPYyIHUK
KPUTHYHY OLIIHKY PacOBUM Ta KyJIbTypHO-€THIYHUM cTepeoTUnam?
BocbMe — um nae migpyYHUK MOXKIIMBICTH BiICTOPOHEHO MOTJISHYTH
Ha BJIACHI IIHHOCTI, MOTJSHYTH Ha HUX 30BHI? JleB’sTe MUTaHHS: SIK
pi3HI €THOCH, KyJbTypHU Ta COLIyMH MOJAIOTHCSA B MiAPYYHUKY, B
AKOMY KOHTEKCTI — UM II€ € MPOCTO TMOPIBHAHHAM, YH II€ € CIIiB-
BCTABJICHHSIM, YU INPOTUCTABJICHHSIM, KOJM OJlHA Tpyla BUTISIAE
Kpamie 3a iHmry? | mecsTe MUTaHHS CTOCYBAJIOCh apryMEHTallii, 1o
BUKOPHUCTOBYETHCS B MiIPYYHUKAX — pallioHabHA, OLIBII eMOILiiHa
9y 3MimaHa?

IIlo B nHac Buitnuio? ba3oBa rimore3a mossrajia B TOMY, IO
YKpaiHCHKI MiIPYYHUKH MalOTh CEpHO3HI MPOOIEeMH 3 THUM, IO TaM €
KceHo(o0is, 1o TaM € cepiio3Ha YacTKa HETEPIUMOCTI 10 1HIIIOTO, 10
BOHU XHWOYIOTh Ha ETHIYHY EKCKIIO3WBHICTH, IO BOHU 3HAYHOIO
Mipoto 0a3yrThCs Ha IPOTUCTABIEHHI, KOH(MpOHTAIIi1 10 [HIIOTO 1 Tak
nani. Excrieptu mocTtaBuiMcs 1O aHallizy Ay)Ke CepHO3HO # Biamo-
BiJJAJIbHO, 1 MU MIJrOTYBaJIK y3arajibHIotoui Tabnuii. ba3osa rinoresa,
(hakTHYHO, HE MiATBEPMIACh, TOOTO TOW piBEHb HETEPITUMOCTI 1 Kce-
HO(OOI1, IKMA OUiKyBaBCS, HE CIIPaBAMBCA. YKpPaiHChKI MIAPYYHUKH
HE € B)X€ TAKUMHM IIOTAaHUMHU B TOMY CE€HCI (TYT £ L€ XO4y 3a3Ha4MTH,
0 MU aHaji3yBaJld TaK 3BaHI «HOBI MiAPy4YHUKH», TOOTO Ti, IIO
BuxoiTh micist 2005 poky). fmo KopucTyBaTHCS TE30K0 JOKTOpa
SuMaaTa, MOXHa MO0AYWTH, IO MPOIEC PYyXaeTbesi B Oik HOpMali-
3arii, TBOPEHHS TPOMAASHCHKOT Bepcii Hamii. [lomiTHa TeHAEHIIIS 10
BIIXOAY YKpPaiHChKHUX MIAPYYHHUKIB BiJl €THOHAI[IOHAIBHHUX CTEPEO-
THITIB, TPUHANMHI, S 1€ MAKPECITIO0, Ha PiBHI MPSMUX TBEPIHKCHD.
IIpote, 51 HaronoIIy0, HAETHCS MPO NOYATKOBY TEHIACHIIIO, PO MEBHI
3MiHH B TIOpiBHSHHI 3 TMOMEpPeNHIM MepiofoM, KOIW MiAPYyYHUKU
TOTAJILHO XBOPIJIK Ha KCeHO(]OOiI0 1 KyIbTypHY HEaJeKBaTHICTb.
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Jeski pedi «BUCTpUOHYIIN» HECIIOAiBAaHO, HAPUKJIA, TeHACPHHUH
acmekT. 3’sicyBayocs, 10 iCHYIOTh CEepHO3HI MPOOJIeMHU 3 I'€HAEPHOIO
TOJICPAHTHICTIO, @ 1HOHI TMPOCTO BIJCYTHICTIO IUX TEM SK TaKHX,
NpEe3eHTALI€I0 1cTopii Maike BUHATKOBO SIK «40JIOBi401». O4YeBHIHO,
e MoXke OyTH MOB’S3aHO 3 3araJlbHOI0 KYJBTYPHOIO CHUTYali€l0 B
CYCHUIBCTBI, 3 TIEBHOIO KYJIbTYPHOIO Tpamuiliero. B Oyap sikomy pasi,
Ha el KOMIIOHEHT JOBENOCs 3BEpHYTH yBary. Ski mie mnpoOieMu
BUHHKIIM HecnoAiBaHO? BusBuiocs, mo B MiApyYHHUKAX € W pemiridHi
CTEpPEOTHIIH, 1 BOHU TaK 4M 1HAKIIEe MAIOTh HETATUBHUM BILIMB. Te 1110
MOkHa O OyJI0 Ha3BaTH €THIYHOI €KCKIIIO3UBHICTIO, TOOTO HAsSBHICTIO
B MiJAPYYHUKAX TINBKM YKpaiHLIB i CIPUHHATTS icTopii Ykpainu sk
icTopii €THIYHMX YKpAiHIB TaKOX 3aJIUIIAETHCS BEIUKOI IMpoOIie-
Mo10. Y Hac Oynu AUCKYCIi IO IO IOTO B TPYIi, MH TOBOPHIIH IIPO
Te, a K Mae OyTH, ajpke Iie icTopis YKpaiHM W eTHiuHI yKpaiHLi
MalTh «rOJIOBYBaTH». Te, II0 Ha3UBA€ThCS B PI3HUX BapiaHTax
«TUTYJbHA Halis», Ma€ OyTU IIPEICTABICHO SIK OCHOBHE. Lle muTaHHs
3aJMIIA€ThCA BIIKPUTHM, ajie, OYEBHIHO, IO B 3HAYHIA KIJTBKOCTI
nigpy4yHrKiB [HIMMHA crnipaBai NpucyTHIM 1 ued [HmmMi icHye B IBOX
imocracsix. lle abo Takwii co0i «HEUTpaIBHUI» aKTOp, SKHA MPOCTO
co0i mpucyTHIii, a0o, 1 1€ Bxke € mpobiemoro, [HIUiI mokasaHui
KOHLENTYAJIbHO, K |HIINH 3 BEMTUKUM 3HAKOM «MIHYC», SIKHH abo
3aBaxae, a00 AKOCh OOTSKY€E MPHUCYTHICTH CBOT0, 3pEIUTOI0, € IIPOCTO
MIICTYITHAM, arpeCHBHAM BOpPOTOM, HeaoOpmm cycimom. [ami 3amm-
IIA€THCS, OUYEBUAHO, HAAMIPHUIN «YKpaiHOLIEHTPHU3M» B PI3HUX Bapi-
anTax. [ly)ke cepio3HO MPUCYTHIN MITITApU3M, MiUTIAQpHUAN acIleKT B
MIPYIHUKY, OCOOIHUBO II€ CTOIOETHCS MIIPYYHUKIB 3 CEPETHBOBITHOL
icTOpii, TaM Jie TeMH OB’ sI3aHi 3 BiifHAMHU, 3aXOIUICHHAMHU 1 TaK JaJIi.

€ MNEeBHOI0 MIpOI0 i MPUCYTHIM €THIYHUI CTEpPeoTUN, B TOMY
CEHCI, 10 yce KyJbTyHE 1 €THIYHE PO3MAaiTTsl 3BOJUTHCS 10 SIKUXOChH
KOHTPACTHHX CXeM. € MiApyYHHKH, OCOONMBO Ti, SIKI CTOCYIOTBHCS
KO3allbKOi J00u, e B3aramxi B MOJIETHIYHOMY, MOJIKYJIbTYPHOMY
mpocTopi, sskuM npunyctumo Oyna Piu [Tocnonura, Mu GaunmMo muie
SK Ko3aku (YKpaiHIli) 3MararoThbCs 3 IOJSIKAMHU-IIUIAXTOI0 1 Ha TICB-
HOMY eTari B Iell KOH(IKT BTPYYa€ThCS «TPETS CHIIay, 3BUYAiHO,
3oBHiImHI — Pocis. Pemra — no3a qyxkamu...

Ille omHa cepiio3Ha mpobieMa, Ky HE MOXXHA OMHHYTH — B
JESIKUX TIPYYHUKAX 3aJHIIAI0THCS CTEPEOTHUIH, MOB’S3aHI 3 TIeB-
HUMH HalisiMH a00 €THOCaMH, 1 i CTePEOTHIIH MaroTh KOHTEKCTY-
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IbHO HeraTHBHE 3a0apBieHHs a00 MpsMi HETaTWBHI TBEPAKCHHSI.
[lepemycim, 1e cTOCyeThCS JIBOX €THOCIB — IOJISKIB 1 TaTap, 3BH-
YaifHO, KPUMCHKHX, B MIEPIILY Yepry.

Omxe, ne Takuid 3aranbHUi ornsad. B mpuamumi, Oymo Oararto
HIIMX 3ayBa)KeHb, aJie BOHW HE MAlOTh NPSIMOTO BiTHOIIEHHS 10 TEMHU
CHOTOIHINIHBOI PO3MOBH: TaM 1IEThCA PO BHUKJIAA MaTepiaily, IMpo
METOJIOJIOTIYHI acTleKTH, PO CyXy HeIiKaBy MOBY, PO €CTETUYHY
HENPUBAOJIUBICTh MiJPYYHHUKIB, IPO IX HEBIAMOBIAHICTH CaHiTapHO-
TITIEHIYHUM HOpPMaM TOIIIO.

OTtxe, e — 3aranbHa KapTHHA. S CKOPUCTYIOCS HAroJor0 JUIs
TOrO, 00 MOASKYBAaTH MPUCYTHIX TYT YICHIB HAIIOI IPYNU 32 AYyKe
Cepiio3Hy 1 CyMIIiHHY poOOTY 1 Harajaro, o MU Iie OyauMo i Hamami
npaioBatu. J[skyro 3a yBary!

Penuika 3 3aiy:
Hyxe mikaBuM Oyio Te, MO WICHHW Ii€i poOodoi rpynu Oyim
npeACTaBHUKAMU BCiX perioHiB Ykpainu!

I'eopriii KacbsinoB (Incmumym icmopii Yxpainu HAH Yxpainu):

Taxk, T00TO MU «00’€HANKM YKpaiHy» B Halid rpymi. JIsaKyro.

3apa3 Oyzae mnpesenranis Jlenica ®domina-Hinora. [Ipo mo Bin
OyJie TOBOPHTH, BiH CKaXKe CaM.

Henic @omin-Hinos (lncmumym 3aeanvnoi icmopii PAH):

JoOperii nenp yBakaembie koiuieru! B cBoem BhICTyIUIEHUH s
xoren Obl paccKa3zaTh O COBPEMEHHBIX MpoeKTax Hamiero MucTtuTyTa B
obnacTi MH(POPMALMOHHBIX TEXHOJIOTHH, a TaKKe 00 WHHOBAIMOH-
HBIX MOAX0/1aX K NMPENoaBaHUIO HCTOPUHU.

CoOTBETCTBEHHO, MOE COODIIIEHNE HE MOKET OOOUTUCH O€3 MYJIb-
TUMEAUNHON mpe3eHTauuu. S mocraparoch KOPOTKO, HO JOCTATOYHO
BHSTHO OMHUCATh CIelU(UKY TOro, YeM MbI 3aHUMaeMcsi B UHcTuTyTe
BceoOmiei uctopuu PAH.

[ToMrMO HaAmMX OCHOBHBIX HAYYHO-HCCIIEIOBATEIBCKUX IPOEK-
TOB, KOTOpBIE TIOJOXKEHO PEaM30BbIBATh MO yCTAaBy HAIIET0 WHCTH-
TyTa, UHCTUTYT BeceoOwielt uctopuu yxe 6onbiie 10 et 3anumaercs
BOTIPOCAMH MCTOPHYECKOTO 00pa3oBaHus. B mepByIo ouepens — BbIC-
mero o0pa3oBaHUs B KOHTEKCTE MHTErpalii HayKu M oOpa3oBaHUA,
HO TaKke MBbl CTalM 3aHUMAThCS M BOMPOCAMH CPEAHEro 00pa3o-
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BaHMS, TJIe «UTpacM» HEMHOTO Ha Uy>KOM I0Jie, 8 IMEHHO — Ha I10JIe
AkanemMun 00pa3oBaHMS, TENArOTMYECKUX BY30B W  Pa3IHUYHBIX
WHCTUTYTOB TIOBBILICHUS KBATU(PUKAIINH.

OpHako Ha TOT MOMEHT, KOTZIa Mbl HaYald OCYILECTBISATh MOHH-
TOPUHT HCTOPUYECKOTO OOpa30BaHUsI, MBI YBUJACIH, YTO W3 IIKOJBI
MPUXOIAT pedsATa, KOTOPBIE MPAKTHYECKN HE UMEIOT HCTOPHUIECKOH, a
UMEeHHO — TpodeccroHanbHOl moarotoBku («background»‘a). Mer
MOHSUTH, YTO T€, KOMY MOJIOKEHO IO YCTaBHOW IESTEIbHOCTU 3aHU-
MaThCsl UCTOPHUYECKUM 00pa3oBaHWEM B CTpaHe, HE COBCEM C 3THMHU
BOIPOCaMH CIIPABIISFOTCSL.

Anexcannp AnatonbeBud [/[aHWIOB], cCKa3aHHOE HU B KOeH Mepe
Kk Bam He uMmeer oTHOIIEHHS, TOTOMY, YTO Ha caMOM Jene, Bbl XoTh
«I0 TIOPTY TPUIUCKK» M OTHOCHTECh K MOCKOBCKOMY TI€Iaroru-
YEeCKOMY TOCYAapCTBEHHOMY YHHMBEPCHUTETY, HO MO Iyxy BbI Bcé
PaBHO aKaJleMHYECKHI YeJIOBEK.

Utak, Mbl cTajnu MOHMMAaTh, YTO KPOME TPaAWLHOHHBIX (op-
MaTOB, KOTOpBbIE y HAac MMEITCS B BHJE KPYTJIBIX CTOJOB, KOH(e-
peHIul, myOnuKaIui, Kakux-To COOPHUKOB (3a4acTyi0 T€ HE MOJIY-
YaloT IIMPOKOTO PACHpPOCTPaHEHHS M HE MO3BOJIIIOT 3(P(PEKTHBHO
HaJIa&XXUBaTh TOPU3OHTAIBHBIE CBS3H BHYTPU COOOIIIECTBA HCTOPUKOB,
BKITFOYAs YUEHBIX, METOINCTOB, yUUTENIEH U YHUBEPCUTETCKUX MPETO-
JaBareneii), HeoOXOAMMBI TaKKe HOBBIE (OPMBI U HOBBIE HHCTPY-
MEHTHI 0OMEHa MHEHUSIMH, B3aUMOJICHCTBHUS U TaK Jaee.

B gactHOCTH, MBI TOTPAaTHIIM OKOJIO TO/a Ha KOHIENTYIbHYIO H
TEXHOJIOTHYECKYIO MTPOPAOOTKY 3IEKTPOHHOTO HAyYHO-00pa30BaTelb-
HOTO XypHana «/cTopHs», KOTOPBI B OCHOBHOM OyIIeT pa3MenIaThes
B peXHMe OHJIAH W, BO3MOXHO, OyJeT MMeTh HEeOOIbIION, OrpaHu-
YEHHBIA THPaX B OyMaKHOW BEPCHH.

AJzpec Hamero 3JIEKTPOHHOTO KypHana — www.mes.igh.ru. Tak
TPaIUIIUOHHO CIIOKWIIOCh, YTO Y HAac igh.ru — 3TO JOMeHHOe WUMs
HNuctuTyTa Beeobmeit ncropun PAH (cokpamennoe ot Institute of
General History). B Toxe Bpems mes — 3TO HEKHH «message»
(mocnanue) cooOIIecTBY UCTOPUKOB, KOTOPBIA MBI ITAHUPYEM HOCHI-
JaTh B HammX BhIMyckax. OpHako B MpHUHIHMIIE abOpeBHaTypa pac-
nmpposeiBaeTcs kak «Magazine of Education and Sciencey.

VY xkypHana ectb ISSN H, COOTBETCTBEHHO, MyOIMKAIMsI B STOM
JKypHaJle IPUPABHUBAETCS K MyOIHMKAIMY B TPATUIIIOHHOM (opmare.
VY Hac ecTb CBUJETENHCTBO POCKOMHAm30pa O TOM, YTO HMHTEPHET-
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JKypHAJI SIBJIICTCS CPEJCTBOM MacCOBOW MH(OpMainuu. Mbl BOILIU B
E-library.ru, 3axir0unB He0OXOIMMBIE JIOTOBOPA, U MPEACTABIISIEM TaM
BBIITYCKH HAIIETO >KypHalla. MBI TakXKe 3aperuCTPUPOBAIUCH B
«Hudopmpeructpe» [Dedeparvroe 20cy0apcmeenHoe YHUMAPHOE
npeonpusmue «Hayuno-mexnuueckuui Llenmpy «Hugopmpecucmy —
ynopsaon.]. B nmpunIune, Bce «OOpOKpaTHUECKHE» W MPOUYNEC TIPOIle-
Iypbl npoiaeHsl. Tenepps TONbKO 0CTAIOCh NIONACTh B IIepedYecHb BhIC-
meit Atrectarmonnoi Komuccun.

MpI npenmnosiaraeM, 94To OyaeM MpHTJamiaTh K COTPYIHUYICCTBY
HE TOJIBKO TPO(HEeCCHOHAIBHBIX YUEHBIX-UCTOPUKOB U METOIUCTOB, HO
U yuureneit. [y Toro, 4ToObl OMyOJIUKOBATh CBOIO CTAThIO B HAIllEM
AJIIEKTPOHHOM JKypHalle HEOOXOAWMO TOJaTh 3asBKY (B peXMME OH-
JaiiH), KoTopas MPOHACT pElEeH3MPOBAHUE W IOCIIe ITOTO, COOTBET-
CTBEHHO, CTaThsl OYJIET MyOJIUKOBATHCS B €KCKBAPTAIBHBIX BBITYCKAaX.
[lonme3ysick cimydyaem, TpHINIANiaeéM BCEX YYaCTHHUKOB KOH(EpeHIUH
HaIPaBJIATh CBOM HAYYHBIE CTAThU B PEHAKIIAIO0 JIEKTPOHHOTO HAy4-
HO-00pa30BaTeNbHOTO KypHaIa «cTopusy.

OCHOBHOE SIIPO PEJAKLMOHHOTO COBETa COCTAaBISIOT PYKOBO-
JTUTEITN OTAeNOB U IeHTpoB UHcTuTyTa Beeobmieit nctopuun PAH, HO
B COCTaB PEJICOBETA BXOJAT TAKXKE MPECTABUTEIN BY30B-TIAPTHEPOB.
YTBepkaeH TeMmaThdyeckuil IuiaH >kypHana Ha 2010 roa: kaxisiit
BBIITYCK TTOCBSIIIIEH KOHKPETHBIM HAIPABJICHUSIM UCTOPHUECKUX HUCCIIe-
JIOBaHHM.

[lepBhIii BBIMYCK 3JIEKTPOHHOTO HAay4HO-00Pa30BaTEIBHOIO XKYP-
Hana «Vcropus» OBUT MOCBSIIEH MCTOPUIECKONH HAayKe B COBPEMEH-
HO#t Poccun. MiMeHnHO K HeMy s XOTen OBl MPUBJIeYh Barie BHUMaHHE.
[Honosioau demoncmpye craiiou media-npeszenmayii]

Kak BBI BUMTE 1O OTJVIABJICHHIO, B €r0 MOATOTOBKE yYaCTBOBAJIO
JIOCTATOYHO MHOTO H3BECTHBIX Iojied. Crenuduka 3IeKTPOHHOTO
JKypHaja 00yclaBIuBaeT HEOOXOIUMOCTh PA3HOTO YPOBHS JOCTYyTa K
Matepuanam caiita. [lepBblif ypoBeHb JOCTyma — 3TO aHHOTAI[UH,
00BEM cTaThy, caMasi o01Ias nHpopMaIus, aapec e€ myOInKaluu, KaK
YKa3bIBaTh MPaBHUIHHO CCBUIKY, BApWAHT aHHOTAIIMA Ha aHTIIMHCKOM
si3pIKE. )1 TTOJTyYeHMsI TTOJTHOTO JIOCTYTa K CTaThe HeOOXOAMMO TIPO-
WUTH perucrpanuioo. 3aTeM 3aperuCTPUPOBAHHBIN MOIB30BATEb JIOJI-
JKEH TIPOUTH aBTOPH3AITMI0O W MOXKET HAYWHATH M3ydaTh MaTePHaIbI
KypHana. Peructpamusi HaMm HeoOXoauMa il TOTO, YTOOBI BUACTH
HAIIUX YUTATEJICH W JIerdye C HUMU B3aUMOJICHCTBOBATh, Y3HABATh MX

51



NokeNnaHus U mp. B monHoM BepcuM KypHana 4YUTaTENH MOJyYaroT
BO3MOXXHOCTh HalucaTb aBTOPY, a TAKXKe€ OCTaBUTH PELEH3HI0, KOTO-
pas myOIuKyeTca IOcie MPOCMOTpa «MOAEepaTopoM» (CeKperapeM
PEeAAKIIMOHHOTO COBETA KYypHAJa).

Ceituac BbIIIEN BTOPOW BBHIITYCK JKypHaja CO CTaThsIMHU IO UCTO-
pun Bropoit mMupoBoil BoHHBL. B 3TOM roay IIaHUPYIOTCA TaKkKe
BhITycku 1o ucropun CILIA u crpan JlatuHckoit Amepuku.

[lepBbIii BBIMYCK OBUT MOCBAIIEH UCTOPUYECKONW HAYKE B LICTIOM.
B méMm Oplma omyOJMKOBaHA MOSI CTaThsi 00 WHHOBAIIMOHHBIX TIOI-
X0JlaX K IMpPerojaBaHNI0 UCTOPUH B 00pa30BaTENbHBIX YUPEKIACHUAX,
Ha KOTOpYI0 mpoury ceiyac oOparuts Bame BHumanume. Kax Bol
BUJAUTE, OCOOCHHOCTh AJIEKTPOHHBIX KYPHAJIOB 3aKIII0YAETCS TaKKe U
B TOM, YTO CYILIECTBYeT HEKOTopas crmeuuduka nurupoBanus. s
TOrO, YTOObI MPAaBWJIBHO YKAa3bIBaTh MECTO LUTHPOBAHUS KaKIbIH
ab3a1l HoMepyeTcs U, TaKUM 00pa3oM, Mbl yKa3blBaeM He CTpaHULy, a
a03ar.

MHorue CoBepIIEHHO MPaBUIBLHO U OOOCHOBAHHO TOBOPST, YTO
UCTOpUYECKas HayKa M HCTOpHS B IIKOJIE MMEIOT pasHble LENH U
3agaud. OJHAKO, KaK IOKa3bIBaeT NpPAKTHKa, camasl IJIaBHas Mpo-
6nema Mcropuu M B IIKOJNE, M B By3e Ha HEHUCTOPUYECKUX (aKyIb-
TeTax — 3TO JOMHUHHpYIOIIee oTHoIIeHue K McTopun, Kak K pacckasy
0 coOBITHSIX Tpouuioro. B pesynbsrare, yTo Mbl ©MeeM? MBI HoTydaem
JOCTaTOYHO OOJIBIIYI0, KOMIUICKCHYIO0 mnpoOsiemy. IlIkonbHuK,
NPUXOIAMIMKA B IIKONY, CIBIIIUT OT YYHUTENS KaKOH-TO pacckasz o
coOwTusX mponuroro. Paneme — B XIX Beke u paHee — JOBepuUs K
pOIUTENSAM Y HETO He OBUIO (pOAUTENTH ObUTH TEMHBIC, HETPAMOTHEIC)
W DHIUKIONEIU ObUTO TOXKE MajoBaTo, MU HE Yy BCeX OHH ObLIH.
CoOTBETCTBEHHO, YUEHUK HE IOJBEpraj CKa3aHHOE YYHTEIEM COM-
HeHuto. Pacckas yuuresst mpupaBHUBAIICS K IpaBjie 00 UCTOPHUH.

Tenepb y Hac COBEpILIEHHO ApyTasl CUTyallus: paccKa3 yuauTens —
3TO OlHA MCTOPUS; paccka3 poauTenell — apyras HUCTOpHUs; pacckas
yueOHUKa, aBTOpa yu4eOHUKAa — 3TO TPEThsl UCTOPHS. 31IeCh YUECHHUKY
MOXeET I10Ka3aTbCsl, YTO HAUMHAETCS] Kakas-ToO IIN30(peHns, npuuem
HE pa3ABOEHHE, a MHOYKECTBEHHOE paccjoeHue co3HaHus. Mcropu-
YeCcKOe 3HAHWE IOJIyYaeTCsl CIUIIKOM pa3ApoONeHHBIMH M MHOIO-
0o0pa3HbIM, MOJIHBIM pa3HbIX akueHToB. C mosBieHuem VIHTepHeTa
CUTyallusi B 3TOM IUIaHE TOJBKO ycyryoumach. [loaToMy BO3HHKaeT
MICUXOJOTHYEeCKUH TmpoTtecT. Mcropuil cTamo CIMIIKOM MHOTO!
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ITosTOMy cCTapIIeKIaCCHUKH U JAETH, KOTOPBIE YK€ IMEpPEeXOoisiT Ha
YHUBEPCUTETCKYIO CTYIIeHb 00y4eHUs!, IPEHEOPEKUTENBHO OTHOCATCS
K UCTOPHH KaK IOJlyHayYHOMY, TOJTyCKa30qHOMYy mpeamety. Orciona
BO3HUKAET KPU3UC HCTOPUIECKOTO 00pPa30BaHUS U MOJIOJICKD (KaK MbI
HE TBITaeMCs YK€ Ha CJIEIyIoIIeM M IOCIEAYIONEM YPOBHE 00BsC-
HUTH, 4TO McToprs — 3TO He pacckas O MPOIUIOM) YKE TKENOo Ha
YPOBHE CBOET0 MOJICO3HAHUS BOCTIPUHUMAET TaKOH TE3HC.

Ms1 cuuraem, yto McTopus Kak paccka3 O MPOILLIOM — CaMbId
JIpeBHUHN crmoco0 mmo3HaHus HCTOpuu. COOCTBEHHO TOBOpS, HaIla
Hcropus Tak U 3apoxaanach, KOTJa OTEIl paccKa3blBall CBIHY O TOM,
4TO Jeiall ero JeA U, TAKUM 00pa3oM, STOT UCTOPUYCCKUI HappaTUB
MOSIBIISIJICSE M3 YCTHOM Tpamuiuu. TeM He MeHee, Mbl BCe-TaKH Haxo-
numes B XXI Beke. Ham mpejacraBisiercs, 4yTo Uil A€Ted MIIaaiinx
KJIACCOB CpEIHEH HIKOMBl, AeTed 10 9-ro Kiacca BKIIIOYUTENBHO,
TaKol TOIXOJA OmMpaBlIaH W IenecooOpaszeH. McTopust kak ckaska...
PacckaspIBatoT yunTens cKa3kd ydeHHWKaM, BOT W xopomro. OgHako
JJIsL pe6;1T, KOTOPBIEC CTAHOBATCA YXKC€ JOCTATOYHO B3POCJBIMHU, KOTO-
pBIe CKOpPO JOJDKHBI BOHTH B TPa)IaHCKYIO JKU3Hb, CTaTh W30H-
paTensiMu, CTaTh POJUTENSIMH, HAayaTh BOCIIUTHIBATH CBOUX JIETEH,
HEOOXOJMMO OTKa3aThCs OT MCTOPHM KaK paccka3a O IIPOLLIOM.
B npoTtuBHOM ciydae MbI OyZieM MOCTOSHHO IMOJy4aTh pa3HBIX IICEB-
JIOUCTOPUKOB, kKak DoMeHKo. Y Bac OH TOKE HABEPHO €CTh?

[osBnsroTess ¥ OyAyT TMOSIBIATHCSA TaKWe «CKa30YHUKW». [lpm
9TOM, 0€3 BCSKOTO COMHEHHS, MOJIOJIOE IOKOJECHHE OyaeT coBep-
[IEHHO CIIOKOMHO BOCIIPHHHMMATH TaKYHO ICeBIOUCTOpHIo. Ecim Tak
MHOTO pacCKa3oB, IOYEMY HE TpaBIUB M O3TOT pacckaz Toxe?
ITosToMy HYXHO MOAXOAWTh K HCTOPUIECKOMY OOpa30BaHHIO IIO-
HOBOMY. MBI IIbpITaeMcs ceiuac, Kak BOT € 3JEKTPOHHBIM XKYPHAJIOM H
C 3THMH Y4eOHO-METOJMYECKUMH WHHOBALUSAMH, TIEPEHTH B TIPAKTH-
YECKYI0 MIIOCKOCTh. MBI ceiliuac 3aBeplIniv, Kak HaM IpeacTaBisi-
eTCsl, pa3pabOTKy KOHIICTITYaTIbHBIX BOIIPOCOB.

Heo0xoamMo MoHNMATh U 1aBaTh JETSIM YXKe B CTapIIUX Kiiaccax
MpeCTaBIIEHHE O TOM, 4TO VCTOpHs — 3TO HMCTOpHYEcKas Hayka.
HeobOxonumo nmaBath 6a30BO€, JIEMEHTapHOE MPEACTABICHUE O TOM,
KaK COXpaHSEeTCS MCTOpUYecKas MH(pOopMalus, Kak e€ MOXHO HaWTH,
Kak €€ HYXHO aHamm3upoBarh. ['py0o roBops, HeoOXommmMa HeKas
MuUHUMaNbHas (opMa 0a30BOr0 HMCTOUHUKOBeAeHUs. HyxHO nath
MpeAcTaBleHue O ToM, 4To McTopusi — »3TO Hekas mupamuja, Tae
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peanbHble (aKTBl M COOBITHSI — 3TO (YHAAMEHT, JaJblIe OT HUX
MOTYT OCTaThCsS CBHJICTENBCTBA, HO HE Ka)X/I0€ CBUACTEIHCTBO MOXKET
CTaTh HCTOPUYECKUM HCTOYHUKOM. Takum obOpazoMm, mupamuga Bcé
0oJIbIIIe ¥ OOJIBIIIE CYIKACTCS.

[Honosioau demoncmpye caaiiou media-npezenmayii|

YerBEpTHIII YPOBEHb — 3TO HUCCIICJOBAHUE W HHTEPIPETAIIHS,
pe3yIbTaTOM KOTOPOTO CTAHOBUTCS IISITBI YPOBEHb — CIIEIHAAJH-
3UPOBAHHBIN UCTOPHUYECKUH TEKCT, a HABEPXy IMUPaMUIbl — 3HAHHE
00 ucropuu. Kak 3Ta nmupamuja BBITISIUT, KaKUE Y HEE «YTJIbDY
3aBUCHT OT MPO(ECCHOHAIBHOTO YPOBHS HCTOPHYECKUX 3HAHHUHA O
npornuioM. Bcé 3aBUCHT OT TOTO, CKOJIBKO HWMEETCS MCTOPUYECKHX
HUCTOYHMKOB M CKOJIbKO €CTh HCTOPUKOB, KOTOPBIC 3TH HMCTOYHHKH
HaIM 1 oOpabdoTam.

B uneane, mupamuia MOXKET cTaTh KBaApaTOM. JTO B TOM CiIydae,
KOTJIa BCSI peajbHasl KU3HBb OYJIET MOy4daTh HEKOE TOJKPEIUICHHUE B
BUJIC CBUJICTEILCTB, KOTOPBHIC OTOM OYyJyT MOMAaJaTh U COXPAHATHCS
B UH(OPMAIIMOHHOM 00IIIeCTBE.

TeopeTruecku MBI Jake MOXXEM MNPEACTABUTH MUPAMHIY Iepe-
BépHyTO. Hampumep, ecim oT Kakmoro Hamero neiictBusi Oyzaer
OCTaBaThCS MHOXKECTBO CBHJICTENILCTB Ha MOOWJIBHBIX TenedoHax,
mpounx gadgets (TEXHHYECKHUX yCTPOUCTBAX Mepeadn M COXPaHEHUS
uHdopmarn). et npouecc GopMUPOBAHHS W COXPAHEHHs KOJOC-
CAJIbHBIX 00BEMOB HUCTOpPHUECKO mH(opManuu B 1udpoBoM (op-
Mare, KOTOPYIO TTIOTOM MOYKHO OyIeT o0paboTaTh HCTOPHKAM, HO ATO
yXKe U3 00JacTh HaydHOUW (PaHTACTHKH B OOJACTH HCTOPHUYECKOTO
3HAHUSI.

Hcxons u3 BeIcKa3zaHHBIX cooOpaxeHuid, B UHCTHTYTE BceoOIei
ucrtopun PAH pazpaboranm onpeneneHHbIN TuTan nevictBuid. Ho, moa-
YEepKHY, YTO Halll IJIaH JSHCTBHIA HOCUT 3KCIIEPUMEHTAIBHBIN XapaK-
Tep. MBI pa3pabaTpiBaeM JIMHUIO y4eOHBIX MOJYJeH, pa3paboTain
HEKyI0 CTPYKTYypy OSTOTO WHHOBAallMOHHOTO KOMIUIEKCa, TAE TMpes-
rojlaraéM HaJlW4he HECKOJbKHX OJIOKOB (TO-€BpPOMEWCKH, TIO-
«OOJIOHCKM» — MOJyJiel) W, COOTBETCTBEHHO, MBI INpejjiaraeM s
CTapIIMX KIIACCOB M I HAYalIbHBIX KYPCOB HEHCTOPUYECKHX BY30B
UCIIOJIb30BaTh 3TH MOJYJIH B Kaye€CTBE «KHPIHUYEH», M3 KOTOPBIX
MOKHO CTPOUTH YUCOHBIC TTAHBI.

Wrak, mepBblii OJIOK, COCTOSIIMN M3 ABYX MOJMYJICH, BKIIOYAeT
WHTEPIPETAINI0 UCTOpHU. BTOpoil MOayb mepBoro GJ10ka HaXOAUTCS
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Ha CTaJuM 3aBEpIICHUs IOJArOTOBKM M Ha3blBaeTcsi «BBenenue B
HMCTOYHUKOBEICHUEY.

Bropoit 610k — wucropus Poccun. Moaynu mo XpOHOJOTHH
POCCHUICKOM WCTOPHM MBI €Ill¢ HE HAYMHAIM T'OTOBHTB, IOCKOJIBKY
MMCIOTCSl HEKHE CIIOKHOCTH Jake Ha ypOBHE Moj0opa aBTOPCKOTO
komnektuBa. Kpome «Mcropun Benukoi OTeuecTBEHHONM BOWHBDY
BCcKope Bbiiner «Mcropus u KynbTypa penuruit Poccum». Ot
MOJTyJIM TIpeIHA3HAYEHBI I 3KCIIEPUMEHTAIbHBIX padoT B MIKOJAX,
C KOTOPBIMH MBI COTPYAHUYAEM.

biioxk 1o BceoOmEel wWCTOpPHHM TPENIToNIaracT KIIACCHIECKYIO
CTPYKTYpy M HMe€eT AOCTaTo4HO Mopayinei. IlnmanmpyeM HauaTe ux
noaroToBky B 2011 rogy.

Crnenyronmii — cHUCTEMaTHYeCKUil y4yeOHbIii Onok. B Hem Ha
YCMOTpPEHHUE MOXKET ObITh M HCTOPHS aBUAIMU, U KOCMOHABTHKH, U
WCTOPHS BOWH, M TeHAepHas MCTOpUSA U T.A. B 3TOM Oi0Ke MOXKHO
MaKCHMAaJIbHO YYUTBIBATh WHAWBHIYaJbHBIE HUHTEPECHI, KaK ydalluX-
Csl, TaK U IIKOJ.

B nameii cutryaunu, Koraa OpOUCXOAUT OTKa3 OT 00s3aTEIbHOTO
y4eOHOro maHa, Korjga Oynyuiuii oOpa3oBaTeNbHBIA CTaHIApT Bce
emé He MPUHAT OKOHYATENBHO, MoIpa3yMeBaeTcss pOpMHpOBaHHUE HH-
JTUBHyalbHBIX yueOHBIX TuIaHOB. Korga 3amaroTcst paMKH, OTCeKa-
IOIINE 3KCTPEMHUCTOB CJIEBA U SKCTPEMHUCTOB CIpaBa, U (hopMHUpyeTCst
JIOCTaTOYHO IIHUPOKHH TpaKAAHCKUH, IEMOKPAaTHYECKHMH KOpUAOp,
3/1eCh KaXJOH LIKOoJe AAETcs MpaBO COCTAaBUTH CBOHM y4ueOHBIN IIaH
CaMOCTOSITEIIBHO.

[locneaanii mATHIA OJIOK — 3TO pernoHaNbHAs UCTOPHS, KOTOpas
TaK)Ke OYEHb Ba)KHA BO BCEX OTHOIIECHUSAX MPU BOCIIMTAHUH MOJIOOTO
nokosieHus. Kak Bel moHumaere, B 3TOM OJIOKE€ MOXXET OBITh, Ha-
npumep, uctopus Mocksel, ucropusi Cankr-IlerepOypra. Me1 paccuu-
TBIBa€M Ha TO, YTO HaM XBaTHT CHJ pa3paboTaTh XOTs Obl 0a30BBII
KOMIUIEKT 3KCIEPHUMEHTAJbHBIX Yy4eOHbIX mocobuil. Hanmeemcs, uto
HaIlll KOJIJIETH-MICTOPUKH TPUMYT y4YacTHE B pEAM3allU IPOEKTA.
Wuctutyt BceoOmel nctopunn PAH BricTymaeT B KadecTBe KOOp-
IUHATOpa, HO HaM He OOOHTHCH 0e3 MpodeccCOpCKOro cocTaBa M3
napTHEPCKUX BY30B U Akagemun oOpasoBaHus. OueHb BaXKHO LIMPO-
KO€ Y4acTHUE U PETHOHAIBHBIX UCTOPUKOB. MBI BBICTYNIaéM B JaHHOM
MIPOEKTE B Ka4e€CTBE KOOPJIMHATOPOB U aBTOPOB KOHIIETILINH.
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Ecnu MBI cMokeM pa3paboTaTh Takol 0a30BBIH KOMILIEKT, TOTAa
OyZeT MOXKHO 3TOT 3KCIIEPUMEHT B OOJNBLION cTemeHH OOKaTaTh C
[ENBI0 ero ampodanuy U A0paboTKH. Takoro pojia AeATENbHOCTH Y
Hac Begercs. M JomonHIo, 4To OyMakKHBIH HOCHTENb Ul HAC — 3TO
OIATh € JaHb HalleMy KOHCepBaTH3My W Tpamuuuu. Ha manHBIN
MOMEHT TpoecCHOHAIBHOE COO0O0IMEeCTBO 0e3 OyMa)KHOTO YIeOHOTO
moco6us emé He MOXKeT BOCIIPUHUMATh MHOTHE TTPOEKTEHI.

VY nHac mpeamonaraetca (opmaT 3JEKTPOHHBIX BHAEO MaTepu-
aJI0B, IU(POBBIX TECTOBBIX 3aJaHUil, BO3MOXHOCTb OOILIATHCSA B
peXuMe OHJANH, 3JEKTPOHHBIA J>KypH&JI, HO 3TO YXKE OTHCIIBbHBIN
pasrosop.

Cnacu6o 3a BHUMaHHE.

I'eopriii KacbsanoB (lncmumym icmopii Yxpainu HAH Yxpainu):
Jsxyro. 11laHOBHI KOJNErd, MU MEPEXOAUMO JO 3alHuTaHb 1 BiJl-
ToBifei. by b macka, Bari 3armuTaHHS.

Poman Xannoxko (Iliedennuii ghedepanvruil yHieepcumem,
Pocmos-na-/lony, Pociiicoka ®edepayis):

51 xoten OBl CLIPOCUTH Y MEPBBIX JBYX JOKIATYUKOB: KAK HMEHHO
(YHKIHOHUPYET KPBIMCKO-TaTapCKUM MCTOPUYECKUH HappaTHB B 00-
pa3oBaTeNbHOM NPOCTpaHCTBe YKpawHbl? Kak MBI yxe CibIIanu, B
Poccnu Mbl MMeeM TPaKTHKY HAI[MOHAJIBHBIX KOMIIOHEHTOB IMPEIo-
JaBaHusi UCTOpUK. MoxeT ObITh 00CcyKmaeTcs e€ OTMEeHa, HO, B IIPHH-
nurne, e€ poib, B 00mEeM-TO, sicHa. A BoT B KpeiMy ceiiuac ucropus
KppIMcKOTo XaHCTBA, ICTOPUSI €T0 3aBOCBAHHM, UCTOPHUS JIETOPTAIIHN
KPBIMCKHX TaTap — OHa Mpenoaaércs win HeT? DTo mepBoe. A, BO-
BTOPBIX, B OOILLEYKPAMHCKOW MCTOPUH 3TOT KOMIIOHEHT UMEETCS MU
HeT? W ero Hanu4yue/OTCYTCTBHE KaK-TO BIMACT HA TOKA3aTelH
TOJIEPAaHTHOCTH B OTHOLICHWUHU YYCOHUKOB HCTOPHHU WITH HET?

I'eopriiit KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):
Cmacu6o. Kakne emgé Bompocsr?

SAu I'epmen SIumaat (Incmumym ocsimu Jlonooucbko2o yHigep-
cumemy, Benuxobpumanis):

So, first call Oleg [CmipHOB] presentation about tolerant attitudes
of various groups to one another, and you explained, if I understood
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you correctly, that the negative attitudes towards the Crimean Tatars
by the both Russian and Ukrainian children, and it set me thinking,
because of course, the Crimean Tatars are now claiming back their
possession, and so on, right, they are seeking to re-establish their
position that they held before they were deported. And I know from
the theory of interethnic relations that as soon as there is a sense of
competition between ethnic groups, you get the development of
negative stereotypes. So, I was wondering to what extent this has
played role in your case, is there a sense of competing for the same
kvartyry, the same houses, the same land, so on, and is this
contributing to, perhaps, these negative stereotypes.

And then, I was very pleased to hear that the results of your
research are more or less in line with what I found, with regard to
images of the other ethnic group in Ukrainian textbooks, if I
understood you correctly. Just one question: you said that you’ve
asked several teachers, right, from all over Ukraine, to evaluate these
textbooks. I was wondering, are there differences, are there regional
differences in these evaluations, if teachers from one part of the
country are more critical than from the other.

And, question to you, Dennis, also thank you very much for your
presentation. You mentioned that nowadays, pupils take the
information from various sources, right, textbook is just one source of
historical information. And it set me thinking that there is also danger
to that, in that they may also observe all kinds of information from,
let’s say, rather dubious sources on the Internet. You know, sorts of
history which are engaging in kind of conspiracy theories about one
particular race, say, the Jewish race, wanting to dominate the world or
something like that. I am just wondering, does your Institute have any
ideas how to tackle this potential problem, that children take
information from these dubious sources and start to believe in it?

Henic @omin-Hinos (lncmumym 3aeanvnoi icmopii PAH):

Bompoc, coOCTBEHHO, B TOM, YTO 3TO NEHCTBUTEIHHO TETepPh
npobrneMa, 4To ecTh MHTEpHET ¢ KOJOCCATbHBIM KOJIMYECTBOM HH-
(dhopmaruu, u, B TOM yucie, HHQOpPMAIUU 3aroOBOPIIUYESCKOrO THIIA,
TEOpUH 3aroBopa, KOTOpPhIC, KOHEUHO, UMEIOT KpalHe CJia0oe OTHO-
HICHUH K PeabHOCTH, HO KaK pa3 Pa3KUraroT BPXIY U MOTYT MpHU-
BOJIUTH K PA3JIMYHBIM 3KCTPEMHUCTCKUM BemaMm. [1o Hammm Mepkam —
3TO BaxXabu3M C TEPPOPU3MOM, a IO BaIIUM MepKaM — 5 HE 3HAI0.
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Angpeii IcepoB (lrcmumym 3azanvnoi icmopii PAH, Moc-
KoscbKUll OepoicasHull yrigepcumem imeni M.B. Jlomonocosa):

VY mens kx [enucy Banepresuuy [@ominy-Hinosy] Bonpockl. Ha
KakoW CpOK pacCuMTaHa pealn3anus 3TOro MPOoeKTa MOIYJIBLHOTO
obpaszoBanus B crapmmx kiaccax? Kakoe KOIW4ecTBO y4eOHMKOB
MOYXHO CUMTaTh 0a30BBIM Ul Hadala y)e peabHOTO SKCIEpUMEHTa
10 BHEAPEHHIO Takoi Moaenu? Kornma miuaHupyercs BHEIPEHHUE 3TOrO
JKCIIEPUMEHTA, Korja OyeT ero Hayano? B KakoM KOJHMYeCTBE IIKOJI
U B Kakux ropojax Poccum 3T0 miaHupyercs, ecad 00 3TOM MOXKHO
ceiiyac ckazatb?

I'eopriii KacbsinoB (Incmumym icmopii Yxpainu HAH Yxpainu):
Bynw nacka, gki me OyayTh muTaHHS?

Haranis CypeBa (IJenmp ychoi icmopii, €eponeticokuil yrisep-
cumem, Canxkm-Ilemepbype):

VY Mmene € 3anmutanHa Mo mana Onera CwipHoBa. Kimbka pokis
TOMy 3anopi3bKUil HalliOHAJBHUN YHIBEPCUTET POOUB EKCIETUIIIO 3
ycHoi ictopii g0 Kpumy. Mu Oynu B J[xaHkoiicbkomy Ta baxum-
capaliCbKOMy paiioHaX, MPUYOMY, 3allMCyBaliil Oiorpadidni iHTEpPB’10
JITHIX JTFOIeH Pi3HUX CHUTBHOT — 1 CJIOB’SIHCHKOI (pOCIsTH, YKpaiHITIB),
i KpUMCBKUX Tarap. MH OTpUManu IiKaBi JKepena, sKi, SK MeHi
31aBasiocsi, MokHa Oynio O BHKOPHUCTOBYBATH B LIKINBHIM OCBIiTi a0
caMUM IIMKOJISpaM OPTaHi30BYBaTH MOMiIOHI €KCIIEAWIIil, BUCIYXOBY-
BaTH Pi3Hi Bepcii icropii pizHux moaei. Hackinbku, Ha Bam morssin,
MO3UTUBHUM OyB OM Takuil JOCBiJ, 1, MOXKIIUBO, BiH JIECh YKE BHUKO-
PpUCTOBY€ETHCS?

I'eopriii KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):
Bynw nacka, gki mie € 3anutaHHs?

Terana JlaguueHnko (Incmumym icmopuunoi oceimu Hayio-
HAIbHO20 nedazoeiynoeo yHigepcumemy imeni M.I1. J[pacomanosa):

V¥ mens Bonpoc k Jlenucy @omuny-Hunosy. Bel roBopuinum o ToMm,
YTO XOTUTE BBECTH MOAyIH. He CBA3aHO 1M 3TO € TeM, YTO Yy Bac
MIPENOAABaHKE B IIKOJIE OCYIIECTBISIETCA B IBYX KOHLIEHTPAX: MATHIN —
MPOIEAEBTUYECKUN, TOTOM — C IIECTOTO MO AEBATHIM — y Bac UAET
JUMHEHHOE NpenoiaBaHye, a MOTOM — CTapllias WKoja. Bot Bbl uiiere
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3TOT BTOpPOH KOHLEHTP, MOTOMY, YTO Mepel 3TUM, KaK Mbl 3HAacM,
BAIllM YYUTEJS] TOBOPHUJIIM, YTO ITOBTOPATH HET CMBICIA, & 3HAYUT HAJO0
MCKaTh YTO-TO HOBOE, U BBI 3TOT BTOPOI KOHIIEHTp HieTe. BoamMoxxHO
JM 3TO BOT B TaKOM IIJIaHE M Kak Bbl MoHMMaeTe Temepp 3TOT CBOM
MPOEKT?

Bacuas IakiB (Bceykpaincoka acoyiayis suknaoauie icmopii ma
cycninbHux oucyuniin «Hoea Jlobay):

3anuranus 1o Bac, nane ['eoprito [KacesiHoB]. Mu MaemMo MOHi-
topuHT 2008 pOKy, SIKIIO MU TPaBUIBHO PO3YMIEMO, IFO KHIDKEUKY.
Mu 3HallOMUIIUCS 3 HEIO. ..

I'eopriii KacbsanoB (lncmumym icmopii Yxpainu HAH Yxpainu):
Hi, Ham mpoexT okpeMuii.

Bacuas JlakiB (Bceykpaincoka acoyiayis suxnaoadie icmopii ma
cycninohux oucyuniin «Hosa [lobay):

Oxpemwnii, ane, B OyIp-SIKOMY BHIIaJKy, 3aJIy4eHi YaCTKOBO Oyin
TEX HayKOBIIi. 3apa3 Mu MaeMo KoHIlemniito [iCTOpUYHOT OCBITH |, naii
Oyle TpOAOBKYBATUCh MOHITOPHHI TPETHhOI XBWJII HOBHUX MiJpyd-
HuKiB. To Take moOakaHHS, 4d, MOXIMBO, Bu Oymere meck mpo-
THO3YBaTH CBOIO JiSUIBHICTH TakK, o0 1e OyB KOMIUICKCHUH MiIXij,
00 MOHITOPHUHT BiANOBiIaB HE TiJBKHM CTaHIApTaM, YMOBHO KaXy4H,
CBITOBUM 1 €BPOIIEWCHKUM, a, MOXKIWBO, Ime i Hammiit Kowrermii.
Le mamo 6 3Mory He TUIBKM BpaxyBaTH HOro, aje He BUAYMYBAaTH
BEJIOCHIIE/Ia, MPOCTO TIOCTYNOBO MEpelTH A0 MiAPYYHHKIB, sKi O
BimoOpaxkanu Konnemnmito. J{sxyro.

I'eopriii KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):

By nacka, ki € e 3anuTaHHs?

SIKII0 3amuTaHb HEMAe€, TO JOIOBIJa4di MarOTh MOXKJIMBICTH BiJI-
MOBICTH B IOPSAIKY AomoBineit. bynp macka, Oner CMmipHOB.

Oner CwmipHoB (Ingopmayitino-docnionuyekuii yeump «Inme-
2payisn ma po3euUmoK»):

[Nepre 3anmuTaHHs CTOCYBAIOCh TOTO, HACKIIBKH MUTaHHS iCTOPIl
(s1x icTopii MUHYJIOL, TakK 1 icTOpii HEe TaKO1 JaBHBO1) KPUMCHKHX TaTap
BiIOOpaXKaroThCsl YW HE BiMOOPaKAIOTHCS B CyYaCHHX IOCIOHHMKaX i
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HiIpYYHUKAX, 1 HACKINBKM LIeH KOMITIOHEHT NMPHUCYTHIH y BUKJIAAaHHI
ictopii. Tpeba ckazatu, mo cnenudikor 0CcBITHBOI cepH 1 0OCBITHBOT
noJiiTiku B KpuMy € BHCOKHUH piBeHb 3ai/1€0JI0Ti30BAHOCTI Ta MOJITH-
3anii. Ha chOroHIiNIHIA JCHb € MOXIIUBICTh BTPYYATUCS TIOJITUKAM —
MICIIEBUM TIOJIITHKAM, Ha piBHI KpuMy, — HaBiTh B OCBITHIii mporiec i
BIJICTIIIKOBYBAaTH, HAIIPUKJIAA, 3 00Ky POCIMCHKOI TpOMaH, HACKITEKH
TaM BiIOOpaKaeThCsI/HE BIMOOPAKAETHCS IX TOYKA 30PY, HACKUIBKU
BOHA MPUCYTHS/HENPUCYTHS caMe y BHKJIAAaHHI ictopii. B Toii xe
9ac, € perioHaIbHUN KOMIIOHEHT, 1 € MOXKITUBICTb, € TOAMHH Y BUUTEIISI
Ha Te, 1100 MojaBaTh 1 Po3’sACHIOBATH. AJie, 3BUYAWHO, 10 Ha BCI IIi
nonii HemMae eanHOi TOYKHM 30py. Lle wacto myske KOHTpOBepciiHi
Bepcii. | TyT Tpeba me kasartu, 110 € BiIOKpEeMIICHHS, Pi3HUN CTaTycC
IIKIJT: TTKOJTM POCIHCHKOMOBHI, IIKOJH 3 JBOMa MOBaMH HaBUYaHHS,
TaK 3BaHi «UWIKOJIM 3 KPUMCBHKOTATapChKOIO MOBOIO HABYAaHHSI».
MOoXJIMBO B JIESKAX 3 HUX OUIbIIE BUKIANAETHCS iCTOPIi, OB’ sI3aHO1
caMe 3 ICTOpi€I0 KpUMCBKHX TaTap. Bce Ie me B mporeci mayxe
akTuBHOrOo oOroBopeHHs. Illo cTOCYeThCS MiIPYYHUKIB 3arajibHO-
YKpaiHCHKHX: SIKIIO OpaTH MepLly i Ipyry XBWIIIO, TO MOJKHA CKa3aTH,
10, B NIPUHIIUII, B X MMOCIOHMKAX B3araii HE aKIEHTyBaiach yBara
Ha TOJIKYJIBTYPHOCTI HaceleHHs YKpaiHu. | TinbKH 3rofoM moyanu
3’SBISITUCS i acleKTH. MOXYy, HaBiTh, IPUBECTH MPUKIA] IONpaBAa
He MociOHWKa icTopii, a KPACHOMOBHUI TPHKIIA] MMOCIOHWKA JiTepa-
TypH, A€ Ilija TyiaBa OyJjia NpUCBSYEeHAa BWUBUYEHHIO biOii, mpaso-
CJIaBHOT JIITEPATypH 1 TUTBKM OJIMH pa3, B IPUMITII, BKazyBaBcs Kopan
SIK «CBSIIIEHHA KHHATA MaroMmeran». Ha choropHimHid neHh MU Oa-
YUMO, III0 B HOBHX ITOCIOHMKAxX BiXKE OiIbIIEe YBard MPHUIUISIETHCS
1 perioHambHil icTOpIii.

Jlpyre nuTaHHS CTOCYETHCSI CTEPEOTHUITIB 1 TIOB’sI3aHE 3 THM, SIK 1€
BiTOOpaka€eThCcsi B OCBITHROMY IPOIIECi, BUKIIAJaHHI icTOpii 1 B Mif-
X0Zax, TOMY, IO Ti CTEPEOTHIIH, K1 iICHYBaJH, TPOJOBKYIOTh JKUTH.
TyT HakmagarThCs 1 MpobiieMu OOPOTHOU 3a pecypcHu.

Bu 3anutyBanu npo moBepHEHHs KBapTHp abo OyAWHKIB — dac
MIPOMIIIOB, ajieé BCE Ie CTOITh NMUTAaHHS BU3HAHHA 1 NMEBHOI KOMIIEH-
camii. | BoHO mimHIMaeThea. Ane TyT Tpeba OpaTu A0 yBard i Te, IO
BCEpeIMHI KPUMCBKOTAaTapChKOI IpOMaal HEMAa€ €IWHOI AYMKH CTO-
COBHO BCiX MUTaHb. 3a IBAIATL POKIB BJKE HOBE ITOKOIIHHSI BUPOCIIO.
JdBamusatupiuHi, ki Moke OUTBII MparMaTUyHi JIFO, HAJAIITOBAH] Ha
Te, OO mpamoBaTH B Iii KpaiHi, 3apoONATH TpoLIi, a He TUIbKU
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BIJICTOIOBATH IHTEPECHU, IMOB’SI3aHI 3 BIJHOBJICHHSM iCTOPIii, BiJpoOJ-
JKEHHSIM KYJIbTYPH, X04a, IIEBHOIO MipoIo, Iie € mpodiemoro. | romos-
HE: SIKIO 1 Jep)KaBoOko, 1 MIKHAPOTHUMHU IHCTUTYLISIMH Oarato po-
OuThCS Ui TOTO, 00 HajgaTh piBHI mpaBa i piBHI MOXKJIMBOCTI, TO
Iy’)ke Majlo poOHMIIocsl BCi Ii POKM ISl TOTO, mo0 TOJOJaTH CTe-
peoTHIH, SKi iCHYIOTH y OLIBIIOCTI HaceleHHS sk Kpumy, Tak i
YKpaiHu CTOCOBHO KPUMCBKHX TaTap, CTOCOBHO THX MEPiofiB icTOpii.
Tomy, MaOyTe, KpuMm 1 BBa)ka€ThCsi TaKOIO TOYKOIO HAmpyrH, sika
MOX€e BHOYXHYTH B Oyab-aKuil MOMeHT. HaBiTh Takuii mikaBuii GakT:
y 3axiIHOMY cepenoBuili, Ha I[HTepHeT-caliTax micias POCIHCHKO-
IPy3MHCHKOT0 KOH(IIKTY OyiM CTaBKH Ha Te, HACKUIbKK ckopo Kpum
OyJie TaKOI TOYKOIO TIPOTUCTOSTHHS.

Tpere mUTaHHS CTOCYBAJIOCH YCHOI ictopii. Lle myxe IikaBuit
KOMIIOHEHT, SIKHii MM HaMaraemocsi 3pOOMTH OJHHM i3 KOMIIOHEHTIB
HAIoOTo Kypcy. 1 He 3HAa0, MO TaM MPOBOAMIOCH 3aropi3bKUM
VHIBEpCUTETOM. SIKIO € Ii JaHi, BOHU JeCh AOCTYIHI, TO 1me Oyio O
nikaBo noauBuTHCA. Lle ouH 3 THX e(EeKTHBHUX KOMITOHEHTIB, SIKUIl
MOJKE 3aCTOCOBYBATHUCS 1 SIKHM MM HamaraeMmocs MpomaryBaTH cepel
BUUTENB 1 cepel YYHIB, SK OJWH i3 METOIB MOIIYKOBOi POOOTH
HABITh JIJIS1 CAMUX YYHIB.

I'eopriii KacbsanoB (lncmumym icmopii Yxpainu HAH Yxpainu):
Hsxyro. Onexcanape, v Bac € 3amutanasa? byas macka.

Ouexcanap Mapinuenko (/[ninponemposcokuii HAYIOHATLHULL
yrigepcumem im. Onecs ' onuapa):

51 Xouy 3amuTaTH: TYT Ka3aJid PO MOHITOPUHTH TOJIEPAHTHOCTI B
Kpumy, ane yu mpoBoAMIMCS MOHITOPHUHTH €(EKTHBHOCTI LIUX MPO-
rpaM, TOOTO piBeHb 3aCBOEHHA IIMX YPOKIB MIKOJISIpaMH, piBEHb
miIBUIIEHHS TosepaHTHOCTI B Kpumy. Uu € gKich comiosiorivHi JaHi 3
OO IPUBOAY 32 OCTaHHI POKH?

Ouer CmipHoB (IHgopmayitino-oocnionuyvkuii yenmp «lnme-
epayis ma po3eUmox»):

MoHiTopuHT mpoBoauBca. S KazaB, IO SK TIIBKH LEH Kypc OyB
3alpOBa/LKCHUN Yy IIKOJIaX, Biapasy OyiM 3ampoIleHi IICHXOJIOTH,
KOH(IIIKTONOTH, SKI PO3pOOMIM METOIMKH 3aMipiOBaHHs. ToMy, IO
me poOwiiocs B paMKax JAep)KaBHOI MPOrpaMu SIK €KCIEPHUMEHT, a
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eKCIIEpUMEHT MOTpPe0yBaB SIKOTOCH pe3yibTary. | CTaBHJIOCH 3amu-
TaHHA: HACKUIBKM MOTpiOHO mpoxoBxyBatu ueid kypc? IleBHoro
Miporo OyJIi CTBOPEHI TakKi MMOKa3HHUKH, 1HIUKATOPH, MO0 OILHIOBATH
BUKJIaJaHHs 1 3MiHy CHTyalii B THX Kjlacax 1 IIKOJax, A€ BHKJIA-
JaeTeesl el Kypc. € meBHI NOCHIUKEHHS, SKi MPOBOIATHCA HeE3a-
JISKHO BiJT ITHOTO KypCy.

I'eopriii KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):

Hsky1o.

S BiNMOBIM Ha 3aMTUTAHHS MIOJI0 TOTO, SIK MPEACTABICHI KPUMCHKI
tatapu. Sl He mam’sTaro, moO Oyna siKack OKpema Tema PO KPHM-
CBKMX TaTap, aje OYEBHUJHO, IO Ti JIBa OCHOBHHX IEpioan — I
mepion Ko3ambKuX BoeH 1 bormana XMenmsHUIIBKOTO, 1 TIepiox Ipyroi
CBITOBO{ BilfHH, — BOHHU TaM T'yCTO 3ragyloThcs. S Mir Ou moB’s3aTh
e i3 3alUTaHHSAM NPO PETiOHANbHI acHeKTH. Y Haliil ekcrnepTHii
rpyIi Oyna BunTenbka 3 KpuMmy i BoHa 3BepHYJIa HaIly yBary, 1o Te,
K KpUMCBKI TaTapu IPEACTaBICHI B MiAPYYHHKAX, CTBOPIOE iH
He3py4yHOCTi B poOori B kiaci. bo konm B Hei B kiaci € jaitu
KPUMCBHKOTATAPCHKOTO TOXOJ/KCHHS, BOHH CTaBJISATH MUTAHHA PO
MEBHUN TICUXOJIOTIYHUN AUCKOMQOPT, PO Te, SIK BOHH BUTISIAIOTH
Ha CTOpiHKaX IWIKIMBHUX MiAPyYHHKIB. B momoBiai mpo pe3ynbTaTé
HAIIIOTO JTOCII/PKEHHS S TAKOX 3BEpTal0 yBary Ha Te, IO JIBi €THIUHI
rpynu, siKi mepeOyBaroTh y IIilf 30HI pH3WKY (OO HETaTHBHOTO
CTaBJIeHHs A0 [HIIOT0) — 11e KPUMCBKI TaTapH i MoJisiki. Po3BuBaroun
ITF0 Te3y IOJI0 PETIOHATICTHKY, BiI3HAYY: BUUTEI, KOTPi MPAIIOIOTh B
TaK 3BaHUX «OaraToHaIliOHAIBHUX peTioHax», HaNpHKIalI, Ha byko-
BuHI a6o B Kpumy, mig gac poOoTH B MPOEKTI 3BEpTaly HAIly yBary
Ha Te, W0 TOM Kypc ictopii YkpaiHu, SKuid Ma€ iHTErpyBaTH BCi
HaI[IOHAJLHOCTI B Te, 110 HA3UBAETHCS Civic nation, B 0a4eHHS SKOiCh
CHIIBHOT JI0JIi, BIH JIOCHTh YaCTO CIIPAIbOBYE MPOTH IHOTO.

BesymoBHO, BiAMOBIIHY POJIb TYT BiirparoTb i MOMEHTH, MOB’si-
3aHi 3 MOTOYHOIO IOJIITHKOIO, 30KpeMa, 1 penaTpiarieto. 3MaraHss 3a
MEBHUH COMIAILHAN CTAaTyC MOPOKYE KOHQIIIKT, aje MU B HAIIOMY
JOCITIKEHH] IIHOTO HE TOPKAJIWCS, MU IHUBHWINCS JIMIIEC HAa TEKCTH 1
JyMaJIF TIPO MOKJIMBI HACIIJIKY JIii I[UX TEKCTIiB Ha CBIJOMICTh YYHIB —
rpoMajisii YKpainu.

I ocranHE — 51 aOCOMIOTHO 3rO/IHUI 3 pEMapPKOIO MPO BiJICYTHICTb
3B’3Ky MDX Di3HUMH Tpynamu QaxiBuiB. Lls mpoGiema B YkpaiHi
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iCHyBaJa i, Ha JKanb, icCHye Aaji. € KiJibKa rpym JroeH, SKi MPaoTh
(GakTHYHO Ha OJHY W Ty caMy TeMy, aje BOHM MiX COOOI Majo
CHinKyroTbes. S me Oepy m0 yBarm OO0OB’SI3KOBO, IIO Ham Tpeba
KoolepyBatucs, 00 B NPUHIMII, M BCl PyXaemocs B OIHOMY Ha-
NpsSIMKY, Y Hac yciX oJHa MeTa — 3pOOWTH MIKIIBHHHA Kypc icTopil
TakKuM, 11100 He OyJI0 COPOMHO aHi HaM, aHi THM, XTO HAaBUYAETHCS 3a
UM KYPCOM.

Henic @omin-Hinos (lncmumym 3azanvuoi icmopii PAH):

B nepByto ouepens oreedy rocrioavny fAumaary. MIHTepHET — HE
npo0bieMa, 5TO BCEro JHIIb HH()OPMALMOHHAS TEXHOJIOTHS CO BCEMHU
MO3UTUBHBIMH MOCIEeICTBUAMU. HO Takke U BBI30B — [UISI HCTOPUKOB
W JUI1 BCEro LMBMIM30BaHHOro oOmectBa. Haiitu mudpopmanuio B
WnTepHeTe OYEHb JIETKO, W 3TO, Ka3ajoch ObI, XOpOIIO, C OXHOMU
cToponbl. Ho mocienHue coOBITHS MOKa3bIBAIOT, YTO 3TO OYEHb IJI0XO0
U OYEHb ONAcCHO Al Bced IuBmiau3anuu. lloTomy, 4Tro OOBIUHBIE
MY’KYMHBI ¥ JKEHIIWHBI, HEMOATOTOBJIEHHBIE JIIOJU, OCOOEHHO AETH,
MOTYT HaiTH MH(POPMALIUIO SKCTPEMHUCTOB U B Pe3yibTaTe MOAyMaTh,
9TO 3TO M €CTh HACTOSIIAs IpaBa XHU3HM, a BCE OCTAJIBHOE, YTO
UM TOBOPSAT IO TEJIEBU30PY, WIM UM FOBOPSIT POIUTENH, WU €IIé Te-
TO — Bc€ 3TO JOXKb. UM TOra 3TH 3KCTPEMHUCTCKUE TPYIIIBI OOEIAIT B
TOH BOitHE WH(GOPMAIIMOHHOW, KOTOPYIO OHHU YK€ BeIyT. A ecliid OHU
no0ensIT, To 3TO OyAeT KOHEL Halleil Bce MCTOPUM U KOHeIl IUBU-
nu3anun. Mel paciagémMcsi Ha MaJleHbKHE SKCTPEMHUCTCKHE TPyl —
s UMEI0 B BUY «MbD»-global humanity, rnobansHoe deroBedecTBO —
1 HauHEM yOMBaTh ApYr Ipyra, MCIIONb3ys 3Ty OMacHOCTh B MHTep-
Hete. [loatomy, s Aymaio, HaM HYXXHO MEHSTh HUCTOpHuYecKkoe olpa-
30BaHue, He TONbKO B Poccuu, Ho 1 Be3zae. [loromy 4to ucropuyeckoe
00pa3oBaHUE WIPACT KIIOUEBYIO POJIb, MOXKET MIOMOYb MOATOTOBUTH
JIeTel OTBeYaTh LMBUIIM3AIMIOHHBIM BBI30BAM M OCTAaBATHCS LIMBUJIH-
30BaHHBIMU YEJIOBEUECTBOM.

Kopoue roBopsi, Ha BBI30B 3TOT HAlIO OTBEYaTh, U OTBETUTH
MOXEM TOJIBKO MbI, HCTOPHUKH, €CIM MBI OCO3HAEM 3Ty OIIACHOCTb,
OTKa)KeMCSl OT KOHCEPBATUBHOTO MOAX0JIa K MPENOJaBaHUIO UCTOPUHU
u OyzeMm ucmonb3oBath nHHOBanuu. Kak? Bo-mepBbiX, uctopusi —
9TO He paccka3 o mpouuioM. Uctopus — 310 Hayka. [loatomy Mbl
JOJDKHBI YYUTh YYEHHUKOB, TOMY, YTO OHH MOTYT IOJIy4aTh Pa3HYIO
WHPOPMALUIO, HO TIPH 3TOM JOJDKHBI MOHUMAaTh, OTKYJa MOSBUIACH
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3Ta uHpOpPMAIKs, KTO €€ MOJTOTOBII U C KaKOW 1eNbi0. To eCTh, Mbl
JIOJDKHBI J]aTh UM HEMHOTO TOHUMaHMs 00 MHCTPyMEHTax paboThl ¢
UCTOPUYECKO# MH(pOpMaLEeH, KaKk aHAIU3UPOBATh, KPUTHUECKU K Hel
OTHOCHUTBCS, (OPMUPOBATH COOCTBEHHYIO TOYKY 3PEHHsI M pacros-
HaBaTh JKCTPEMHCTCKYIO0 HHGopMaruio. COBpeMEHHbIE HIKOILHUKU
HE BJIAJCIOT 3TUMU HHCTPYMEHTAMHU.

Cpok peanmuzanuu MPOEKTa BpeMEHEM He orpaHuueH. 1o kpaii-
Hell Mepe, OT 3TOro MPOeKTa OCTaHyTCsA CBUAETeNbCTBA. Havuancs oH B
2005 roxy. Cetiuac yxe 2010 ron u oH npoxomkaercs. Heorpanudaen
MOTOMY, YTO OH HE CBSI3aH I'OCYJapCTBEHHBIM KOHTPAKTOM, 3aKa30M
Kakux-To QoHA0B U Tak paiee. OH CTall CIEICTBUEM, KaK s OTMETHII,
TOH MOJUTHKH, KOTOPYHO OUPEKTOpP HAIIET0 HWHCTUTYyTa AJIEKCaHIp
OranoBuu YyOapbssH TPOBOIWT IMOCIEAHHWE ISATHAANATh JeT. OH
MIPOCTO CTAHOBUTCA TAKUM JIOTUMECKMM IPOJOKEHHEM — OT pas-
MBIIIJIEHUH U pa3rOBOPOB HaM TaK WJIM MHA4Y€ NPULLIOCH NEPEXOIUTh
K KaKUM-TO IPAKTUYECKUM JEUCTBHSIM. XOTs, KOHEYHO, MO-PYCCKH
Jy4ie 66U10 ObI OTPAaHHUYUTHCS PA3TOBOPAMHU 32 CTOJIOM.

Hanee — o xonmyecTtBe 0a30BbIX yueOHHMKOB. Mpes B ToMm, 4TO
3TO MOJYJIU U Mbl, COOTBETCTBEHHO, AOJDKHBI MPEAJIOKUTH HEKYIO
BapUaTUBHOCTh. Ecimu OpaTh Haly POCCHMCKYIO INKOIY — 3TO
68 yacoB ucTtopuu B ToA. Maes B TOM, 4TO KaKABIH MOIYJb — 3TO
18 Tem, MmakcumyMm 36 yacoB. OfHO 3aHATHE — OTPaOOTKa MaTepHuaa,
BTOPOE — 3aKpeIuieHne Wiu apyrue Gopmel. Makcumym 36 9acoB Ha
onuH Monyinb. Ilomyuaercs, korna y Hac OOUH MOIYJb, Kak y Hac
ceiiyac, Mbl HE MOXEM TOBOPUTH O BAPUATUBHOCTU. MBI MOXKEM
roBOpUTH O HekoM crenkypce. Celuac y Hac y»e TrOTOB BTOpPOM
Moysib — 10 Benmukoit OTedecTBEHHON BOWHE, HO MBI BCE PABHO HE
MOXKEM T'OBOPHUTH O BapuatuBHOcTH. Korja mbl OyJieM B KOHIIE roja
TOBOPUTh O TPEX MOIYJSIX — 3TO TOXE COMHUTEIbHAs BapUATHUB-
HOCTb. MBI CUMTaeM, YTO MOXHO OyJeT TOBOPUTH O TOM, YTO Yy Hac
SJIpO TOTOBO TOrNa, Korjma Oyner caenano 12 mopyneit. OOmiereo-
peTnyeckasi MOJArOTOBKA, aHAIW3, UCTOpHOTrpadusi, HMHTEPIPETALUs
UCTOPUH — 3TO TepBble nBa moxyis. Ilorom, xorma y Hac OyayT
TOTOBBI 6 MOjyJyel mo ucropuu Poccuu, U3 KOTOPBIX MOXHO OyJeT
YK€ 4YTO-TO BBIOMpaTh, M 4 MOJYJs, COOTBETCTBEHHO, MO BCceoOLIen
HCTOPUH, TOTZIa MBI CMOXEM YX€ 4YTO-TO CKa3aTb. B mpuHuMIE, 3TH
MOJIyJIi KaK pa3 JOJUKHBI JIeJaTh BeAyIIHe HCTOPUKHA B MOCKBE W B
peruoHax — JOKTOpa U KaHIUJAThl HAYK, BEAYLIUE METOIUCTHL. BoT
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oti 12 Mopayneil MBI MOXEM CJeNaTb, MOTOMY, YTO OCTalbHBIC
MOJIyJIM YK€ CJIHIIKOM OyayT CEerMEHTHpPOBaHBI. VI MBI HE CMOXeM
CKa3aTb, 4TO MPOCKT 3aKOHYUJIICA. MEbI cMokeM CKa3aTb, YTO IIPOCKT
BOIIEN B Ty CTaMI0, KOTOPYIO MBI XOTEIH OBbI, KOT/Ia MOXHO CJIENaTh
BapHaTUBHOCTb, KOT/Ia MOXKHO OYJeT IIKOJIe cKa3aTh: «Bbl MoxeTe u3
STUX KHPHHYEH CIIOKHATh HAa TO KOJIMYECTBO YacOB TO pacCIHCaHWE,
KOTOPOE BBI XOTHUTEY.

He cBs13ano nu 310 ¢ koHnenTpamu? bosee Toro: kK coxkajaeHuio, B
Hamelt AkxameMun oOpa3oBaHWS W HAIlM METOAWCTHI B Poccum He
3HAIOT, YTO HAa CAaMOM JieJie KOHLIEHTPOB HE J[Ba, a TPU.

Terana Jlaguuenko (lncmumym icmopuunoi oceimu Hayionano-
HO20 nedazoziunoeo yHieepcumemy imeni M.I1. /[pacomarnosa):
[lepBslit nponeeBTHYECKUIA?

Henic @omin-Hinos (lncmumym 3azanvuoi icmopii PAH):

Her. Oro kakpa3 ta camas nmpoOiemMa, KOrja B COBETCKHE TOJIbI,
€CTb BepCHdA, YTO JUIsl CIACEHHUs IEearoroB OT CTPAIHBIX cMepTeil
CO3/1ail 3TO pas3zelieHue: ecTh Oousbmias Akajemus, MosiBUIach Ma-
nast Akangemus... K gwemy s 3o roBopro? K tomy, uTo momyuaercd,
YTO MBI OYEHb MaJO B3aUMOJIEHCTBYEM JpYr C JIpyroM. Akaaemu-
YECKOE COOOIIECTBO U Ipodeccypa By30B, KOTOPAs TAaKKe 3aHUMAETCS
HAyKOW W B 3TOM IUIaHE JIyYIIMe W3 HHUX TOXE SBISIOTCA, TaK WIIN
WHaye, aKkaJeMUYEeCKUM COOOIECTBOM (CO BpPEMEHEM TOXE CTaHO-
BATCSl UJICH-KOPPECIIOH/ICHTAaMH, aKaJeMHUKaMH) — aKaJIeMHYecKoe
COOOIIECTBO M BY30BCKOE COOOIIECTBO, KOTOPOE MPUHUMAET PeOsT 13
HIKOJIBI, 10 OOJNBIIOMY CYETy, c1a00 3HAET, YTO C HUMH JENAlOT B
LIKOJIE U BUJUT YK€ KOHEUHBI NPOAYKT, KOTOPBIA Il HAC — BY-
30BCKHX IIpEIoaBaTese, siBIseTcs moirydadpukaToM. Mbl TpUHH-
MaeM Takoi monygdaOpuKaT, MPoaokaeM ero oOpadaThiBaTh yKe B
CBOMX «I€Xax» U uepe3 ONpeAeiEHHOe KOJUYECTBO JIET BBIMYCKaeM
«TOTOBYIO MPOJTYKITHIO» HA PHIHOK TPY/a.

[Tomy4unioce Tak, 9TO MBI 0CO0O HE 3HAIM, YTO MPOUCXOAWT HA
3TOM YpOBHE M Hamia mpodeccypa Kaxablii pa3 BO3MYIIAETCs, YTO
HAJ0 BCEMY YYHMTh 3aHOBO. A IIKOJIHBIE yUYUTEIsI TOXXE HE 0c000
3a[Ial0TCSl BOTPOCOM, a 4YTO OyAeT C ITHM «IPOAYKTOM» IallbIIe,
KOTJla OH BBIMJIET 3a CTEHBI MIKOJBL. B pesynbTare momydarorcs TpU
koHueHTtpa. IlepBerit — 5-9 kmacc, korga Mbl IPOTOHSIEM HCTOPHIO,
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«ot Anmama nmo Cannamay, Kak Temnepb, HABEPHO, MOXKHO TOBOPHTD.
OTo ompenenéHHOE KOJIMYECTBO YacOB, YeThIpe roja. Bropoii KoH-
neHTp — 10-11 xmacc, koraa UCTOPHS OMSATH MO KPYTy NMPOTOHSAETCS
3a ABa roga. A TpeTuil KOHIIEHTp — KOTJa AETH, €CIH OHU NMPUXOAAT
B YHHBEpPCHUTET, UM TOBOPSAT, YTO y HHX Temeph Oyxaer «Mcropus
Poccum» B TeueHne MaKCHMyM OJHOTO T0Jla, MAaKCUMYM OJHOMH JIeK-
LMW B HeE0. B pesynbrare, onsaTe HAET TOT K€ CaMblil pacckas Ipo
KpemeHnue Pycu u T.1., HO y’Ke B MEHbLIEM KOJIMYECTBE YAaCOB — Kak
OBl Ha JPYroM YPOBHE MPOQECCHOHATN3MA. DTO XOPOIIO, €CIU 3TO
TaK, HO UHOT/1a OBIBAET U XyXe YPOBEHb.

Ho B TO ke BpeMss — 3TO M Haila IONBITKA OTBETUTH HAa
WHTETPAIMIO, B TOM 4Hncie, 1 Ha bonoHckuit porecc. B wactHoCcTH, ¥
Hac OONBIIONH OIBIT HWHTEPHAITMOHAILHOTO OakamaBpata — 3TO
crapiue knacchl mkoisl (10-i, 11-i, 12-if kmaccel). Y Hac ecTh Bce
PaBHO TaK M OCTABIIUKCS HA MOBECTKE BOIPOC O BBEJICHUU 12-neTHEM
mkoJel. Erie Mpl mMeeMm BBHIY, 9TO y Hac Oy/leT co BpeMeHeM emié u
4yeTBEPTHIA rojl — B yHHUBepcuTere. Mcrdaku Mbl HE OepeM — OHHU
cTosT 00ocobHskoM. [lonydaercs, uTo ceituac y Hac Tpu roga — 10—
11-ii kmaccel ¥ HEpBBIA TOJl By3a — COBEpPLICHHO OHM HHUKAaK HE
B3aUMOCBSI3aHBl MEXAy cOO0OW: HU METOJMYECKH, HH B HAYYHOM
I1aHe, HU B oOpa3oBaTenbHOM. [loToM, MOXeT OBITH, CTAaHET YETHIPE
roga. Y Hac BBI30B, YTO HaM HYXKHO BapHaTUBHOCTH 00Opa30BaHUs
MOHUMAaTh HE B TOM, 4TO y Hac ¢ BamMu 500 ThICAY YUCOHUKOB HIIH
20 yuyeOHukoB, mwiau 10 yd4eOHHMKOB, a TaKk Kak IMOHHMAIOT HAIllX
3apyOexHble KOJUIErH — 3TO MOAYJbHas cucreMa. M coBepiieHHO He
00s3aTeTbHO 3aCTaBNIATh, BIMXWBATh 3TH 3HAHHS, BEIb SCHO CTaHO-
BUTCS, UTO 3TO HEBO3MOXXHO — BIMXHYThb 3HAHUSA C JAPEBHOCTH 0
COBPEMEHHOCTH, ITOTOMY YTO [0 MEpE Pa3BUTHUS HAIIUX TEXHOJOTHI
3TOT 00BEM 3HaHHMU CTaHOBUTCS BCE Oombie u Oonbmie. Mbl Oynem
OIISATH [0 KPYTy TOBOPUTH O TOM, YTO HalO 00 3TOM CKa3aTh, O TOM.
B pesynbraTte — Bce paBHO Monyiu. M3 3THX MoIynel COBEpILIEHHO
CIIOKOWHO MOXHO (pOpMHPOBaTH TO, YTO HY)XKHO — CKOJIBKO y Bac
€CTh YacoB, CTOJIBKO MOAyJiel m Oparh. Jlpyroe meno, 4ro, ¢ TOYKH
3peHus] BOCTIHTAHUS TpakJaH, KaKWe-TO MOIYJIH JOJDKHBI OBITh
00s13aTeIbHBIMH.
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I'eopriii KacbsanoB (Incmumym icmopii Yxpainu HAH Yxpainu):

Byns nacka, uu € 111e 3ayBakKeHHsI, BUCTYITH, 3alIUTAHHS?

[llaHoBHI KoJilerM, MM BX€ MIiAIANUIA 10 3aBeplieHHS. Mu
MIPOMaHAPYyBalld 3 BaMU, K CKaszainu 3apa3, Bin Amama g0 OGawmuy, i
Bing Ipana, Ilakucrana i [anii mo Kpumy i mo €Bponu. KimbkicTs
MOPYIICHUX TMPOOJIeM — KOJocalbHa, 1 BOAHOYAC MU 0OadyuMo, IO
Iyke 0arato CHINBHUX T€M, CHUIBHHUX IMPOOJIEM, CIIJIBHHUX MUISIXIB
po3B’s3anHs. S criofiBaroch, IO el Kpyriuid CTil OyB y IbOMY CeHCI
IIy>Ke TIPOIYKTUBHUM, IIaJIOTH OyJIM KOHCTPYKTHBHI, piBeHb Mpode-
CIOHQJI3MYy sI HE KOMEHTYI0 — BiH, SIK MM [O0OQ4Wid, IOCTAaTHHO
BUCOKHMH. Sl X04y MOMASKYBaTH BCIM, XTO BIATYKHYBCS, BCIM, XTO
npHixaB, BCIM, XTO B3SB y4acTh B AMCKYCiax. OUeBUAHO, 1€ OAMH i3
3aX0fiB, MH IIIe OymeMo Oarato pasiB 3ycTpidaTwics, 0OTOBOPIOBATH,
criepevarTucs, rykatu komrpomic. HaoctaHok, s ISKYO BCIM 3a BaIry
y4acTh. XO04y e NOJIKyBaTH OpraHi3aTopaM IbOTO 3aX0ony —
Mixuapomaomy douay «BimpomkeHas», [HcTuTyTy icTopii Yipainm,
IHcTuTyTy HamioHanbHOi mam’siTi, [HCTUTYTY iHHOBAaWIMHUX TEXHO-
JIOTii 1 3MicTy OcBiTH, MiHiCTepcTBa OCBITH 1 Hayku. S Takox xouy
MOJIIKYBATH JIFO/IAM, SKi 3a0e3Me4nif OpraHi3amiiHo el 3axig —
Onekcannposi Axzaporrykosi, Onekcito YepronanoBy, Oneni Jlyuu-
muHii Ta OneHi 3aI0THHCHKIN, 0€3 SKHUX BCe I He BinOynoch Ow,
SIK1 poOWIIH BCIO Ty HEMIOMITHY, 00’ €MHY «ITiI3eMHY» po0oTYy, 6€3 KOi
HE BIIOyBaeThbcs Te, MO € Ha ToBepxHi. [Ipomry iM momskyBaTh
(Anrooucmenmu).

Bcim nyxe nskyro!

Ho nodauenHs1.
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Abstract:

This paper examines portrayals of Russia and the Russians in two
generations of Ukrainian history textbooks. It observes that the
textbooks are highly condemning of Ukraine’s main ethnic other in the
guise of foreign ruler: the tsarist authorities and the Soviet regime are
always attributed dubious and malicious intentions even if there is
appreciation for some of their policies. By contrast, the books,
certainly those of the second generation, refrain from presenting
highly biased accounts of the ethnic other as a national group (i.e.
Russians). Instances where negative judgements do fall onto Russians
are counterbalanced by excerpts criticizing ethnic Ukrainians or
highlighting conflicting interests within the Ukrainian ethnic group.
The negative appraisal of the ethnic other as foreign ruler is clearly
instrumental for the nation-building project as it sustains a discourse
legitimating the existence of Ukraine as independent state. However,
recent trends in history education, the paper concludes, suggest that
the importance of nurturing patriotism as a national policy objective
is diminishing.

Introduction

National consolidation is usually one of the top priorities of new
states and education is often seen as the key agent in this process. By
educating youngsters in the national language, history and culture, the
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political elites of these states hope to strengthen national unity and
patriotism and abate internal divisions of an ethnic or social nature.
Nation building policies like these have been well documented for
both western and eastern states both now and in the past. Many studies
have pointed to the problematic nature of these policies in multi-ethnic
societies by noting that the promotion of one language and culture
automatically leads to the demotion of another (e.g. Linz and Stepan
1996; Kymlicka 2001). In this sense, as one observer has perceptively
noted, nation building also entails ‘nation destroying’ (Connor 1972).
There is a wealth of literature, particularly in relation to the post-
communist states, highlighting the tensions that arise between the
ethnic majority on the one hand and one or several minorities on the
other when the latter resist the cultural unification programme of the
former (e.g. Brubaker 1996; Kolste 2000; Opalski 1998; Tishkov
1997). Most of this literature has focused on language issues, terri-
torial autonomy, and the representation of minorities in state insti-
tutions. Academia has paid relatively little attention to the role of
history education in the construction of national identity despite its
obvious relevance for nation building politics. Through education in
national history the state attempts to root national identity in the past
and nurture youngsters in a historical narrative that legitimizes state
independence and the cultural politics of the state. The few studies
that have focused on history education as a nationalizing agent (e.g.
Hein and Selden 2000; Koulouri 2001; Vickers 2005) have generally
not linked their findings to theories and debates in the field of
nationalism and ethnic conflicts. This study may be seen as an
interdisciplinary effort to tackle this omission. It expands on some of
my previous work in which I sought to contribute to the ethnic-East /
civic-West debate in the field of nationalism by analysing history
textbooks (e.g. Janmaat 20006).

An important aspect of history education is the treatment of
ethnic others. As Carras (2001) and Schissler (2001) have noted, states
with nationalizing programs usually portray ethnic others in a negative
light in their history textbooks. Harmful effects of contacts with ethnic
others are highlighted whereas positive results are downplayed or
omitted altogether. This negative stereotyping of ethnic others may be
said to have four functions for identity construction. First, it sets
boundaries and distinguishes the in- from the out-group. This boun-
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dary setting involves more than the simple ethnic labelling of persons
and groups. By assigning certain vices to the out-group and certain
virtues to the in-group, nation-builders can reinforce the uniqueness
and depth of the in-group’s identity and give its members the assured
feeling of moral superiority. Second, by stressing the hostility of the
out-group, it sweeps conflicts within the in-group under the carpet,
which contributes to the Ilatter’s cohesion. Third, it provides a
justification for a liberation struggle against a foreign «oppressor» and
for the establishment and consolidation of an independent state.
Finally, it acquits the governing elite of a newly independent state
from bad management by holding the former foreign regime res-
ponsible for the current problems in society (i.e. the scapegoat
mechanism).

It must be noted that the ethnic stereotyping in textbooks and in
other media has regularly been high on the agenda of (nongovern-
mental) international organizations promoting peace, human rights
and democracy, certainly during or shortly after major international
conflicts. Thus, as early as the 1920s the League of Nations launched
various initiatives to combat mutual xenophobia, proceeding from the
assumption that the national prejudice in textbooks must have
contributed to the aggressive nationalism and militarism of the
warring parties in World War 1. A strikingly similar reaction occurred
after World War II. In cooperation with the Council of Europe and the
Georg Eckert Institute for International Textbook Research, UNESCO
organized conferences, bilateral projects and the development of
guidelines for improving teaching materials and textbooks in an effort
to foster international cooperation and understanding (Pingel 1999). In
similar vein, the eruption of violent ethnic conflicts following the
collapse of communism in Eastern Europe sparked a series of acti-
vities of various organizations, including the Council of Europe and
Euroclio (the European Standing Conference of History Teachers
Associations), which in essence were all aimed at countering prejudice
and intolerance and stimulating civic values, critical thinking and
democracy. Thus, with each new round of violent conflict, inter-
national concern about the role of history education in fostering inter-
ethnic animosity is gathering momentum.

This paper examines representations of the ethnic other in Ukrai-
nian history textbooks. Ukraine is an interesting case to study as it is
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both a new state emerging from the ashes of the Soviet Union and a
multi-ethnic and multi-lingual state, which means that the majority-
minority problematic very much applies. Moreover, it is a state for
which it is extremely easy to find a suitable ethnic other for the
identity construction project: Russia and the Russians. From the
partition of Poland at the end of the eighteenth century, much of what
is present-day Ukraine has been ruled by Russia and its communist
successor — the Soviet Union. This paper therefore focuses on
portrayals of Russia and the Russians. The more prejudiced the books
are towards this ethnic other, the more important the nationalizing
agenda is considered to be in relation to other objectives of history
education. In this respect, it is worth noting that the cultivation of
national identity is an official — and therefore weighty — policy
objective, as numerous documents testify. For instance, the strategic
national programme «Education — Ukraine of the twenty-first
century», adopted in 1993 by a nationalist government headed by
Ukraine’s first president Leonid Kravchuk, calls on education to
espouse «a national orientation which proceeds from the indivisibility
of education from national foundations, the organic unity with
national history and folk traditions, and the preservation and
enrichment of the culture of the Ukrainian people» (Government of
Ukraine, 1994, p. 7).

The ethnic other in history textbooks: differences between
East and West?

A factor that is likely to contribute to the negative stereotyping of
the others in textbooks is a national narrative of victimization. As
Koulouri (2001) and Kymlicka (2001) observed, there is a marked
tendency among nations in the Balkans and in Eastern Europe to see
themselves as victims of centuries of foreign oppression. Thus the
Serbs and the Greeks hold grievances against the Turks, the Czechs
against the Austrians and the Germans, the Slovaks and the Roma-
nians against the Hungarians, and the Poles, the Ukrainians and the
Baltic nations against the Russians. In multi-ethnic states where
minorities constituted the former rulers or were seen as collaborators
with the foreign regime by the majority, inter-ethnic relations have
remained tense in the post-communist period. As a rule, the majority
distrusts the minority and suspects that it will opt for secession as soon
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as an opportunity arises. In conditions of ethnic conflict negative
images of the ethnic other seem almost inescapable. Indeed, Koren
(2001) observes that Croatian history and geography textbooks tend to
give unflattering accounts of Serbs and stress hostility and conflict
rather than cooperation in their descriptions of Croatian-Serb
relations.

This discussion raises an interesting point: given the prevailing
sense of historical injustice in Eastern Europe, is historiography in that
region fundamentally different from that in Western Europe? Some
scholars support this view. Hans Kohn (1944; 1994), for instance, saw
nationalist historiography as a necessary companion of an ethnic
intolerant nationalism. This type of nationalism looked to the past as a
source of inspiration, perceiving the nation as a natural and eternal
entity defined by common historical experience, culture and descent.
It prevailed, in Kohn’s view, in those regions of Europe where feudal
relations predominated, i.e. in Central and Eastern Europe. He
contrasted this with a civic liberal nationalism which «arose in an
effort to build a nation in the political reality and the struggles of the
present without too much sentimental regard for the past» (Kohn
1994, p. 164). He saw civic nationalism as characteristic of societies
with strong middle classes — America, Britain, France, The Nether-
lands and Switzerland. Echoing Kohn, Velychenko (1998) argues that
«the poorer, authoritarian societies east of the Elbe» pay much more
attention to the identity construction function of historiography than
the «wealthier, pluralist and constitutional societies of Western
Europe» because the national identities of the former rely to a much
greater extent on historical myths and legends.

Kohn’s view has been criticised for failing to recognize that
Western nations also have ethnic and historical roots (Smith 1986). It
is not denied that there are differences between nations in the strength
of ethnic conceptions but these are seen as a matter of degree and not
of absolute difference (Smith 1991). Kuzio (2002) has suggested that
the mix of ethnic and civic conceptions of nationhood in any given
state has nothing to do with geography but is contingent on the age of
that state and on the consolidation of democracy. Moreover, returning
to historiography, it has been noted that historical writings in the West
have not always been friendly on ethnic others as well. Marsden
(2000) for instance notes that the glorification of war and the
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vilification of neighbouring states permeated the history and geo-
graphy textbooks of Great Britain, France, United States and Germany
from the 1880s to the 1940s, despite efforts of the League of Nations
to curb rampant chauvinism in textbooks in the interwar period.
Berghahn and Schissler (1987) observe that it took a world war and a
sustained effort of UNESCO and the Council of Europe before
western states began removing nationalist leanings and ethnic
stereotypes from their educational materials. Thematically, history
textbooks diversified, addressing socio-economic and cultural issues
and paying more attention to European and international issues (for a
description of this process in German and French history and civics
textbooks, see Soysal, Bertilotti and Mannitz 2005). In terms of
pedagogical objectives, they exchanged the infusion of values, iden-
tities and pre-digested, unquestioned knowledge for the promotion of
critical thinking, causal understanding and independent analysis
(Berghahn and Schissler 1987). Antoniou and Soysal (2005) remark
that Greece and Turkey, recently, have also turned their backs on
nationalistic content and stereotypical images of the other in the
teaching of national history.

Is history going to repeat itself for Eastern Europe? Can we, in
other words, expect eastern states to start off with ethnocentric
narratives in the immediate post-communist era and gradually
substitute them for more neutral accounts of the ethnic other as their
institutions and democracies mature and they grow more self-
confident? The assumption that Eastern Europe will simply copy the
trends witnessed in the West overlooks the fact that the world is not
the same as 70 years ago. Human rights, liberalism, democracy and
recognition of cultural difference have become influential worldwide
discourses in the post-colonial era (Soysal and Schissler 2005). At the
same time, developments in communication technology have given
ordinary citizens an unprecedented opportunity to familiarize them-
selves with information and points of view not appreciated by the
state. As a result, the nation-building projects of new states have been
challenged both from below, by independent well-informed citizens
and national minorities, and from above, by international agencies that
closely monitor these states’ cultural policies. Is it at all possible in
these conditions to pursue monolithic nationalizing projects that
denigrate the ethnic other? Or are we all deceived by the rhetoric of
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globalization, and is a very thin layer of highly visible successful
urbanites disguising the fact that the rest of the population in the
newly independent states still think in traditional terms? Indeed there
seems to be some evidence that long-established ethnocentric views
are much more resilient than international organizations are willing to
admit (who seem to have the image of citizens as well-informed, non-
prejudiced, vocal and rational decision makers). Anderson (2005), for
instance, observes that a new history course, introduced by the
Moldovan government in 2003 and supported by the Council of
Europe, was met with suspicion and hostility by ethnic Romanian
teachers and parents, who perceived it as a shrewd attempt by their
government to re-Sovietize and de-nationalize them.

Methodological approach and textbook selection

In the light of all these observations, how are the Russians as
Ukraine’s main ethnic other presented in history textbooks? Is
Ukraine, in Kohn’s terminology, behaving like a typical «ethnic
intolerant» state by attributing only bad intentions to the Russians? Do
we see differences between generations of textbooks reflecting a
change towards more balanced accounts of the ethnic other?

I will explore these questions by analysing two generations of
textbooks for the History of Ukraine course, which the government
instituted after independence. The ethnic other can be conceived of as
a foreign ruler (Russia and the Soviet Union) or as a national group
(the Russians). I will examine textbook representations of both these
manifestations. I have further identified three ‘positive’ periods and
three ‘negative’ periods in history when Ukraine was ruled by a
foreign power. The positive periods are characterized by peace, rising
standards of living and an expansion of civic and cultural liberties. By
contrast, war, famine, sharply declining standards of living and/or
increased oppression feature in the negative periods. I identified
the reign of Alexander II (1855-1881), the Soviet 1920s, and
Khrushchev’s Thaw (1956-1965) as the positive periods and the rule
of Catherine II (end of eighteenth century), the consolidation of
Bolshevik power in Ukraine (1917-1921), and the collectivization of
agriculture in the 1930s as the negative periods.

To assess how the textbooks write about the ethnic other in these
periods, I will employ the following criteria:
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1. Positive appraisals. Do the textbooks also offer positive
judgements about the foreign ruler’s policies, or about the actions
of members of the other national group? Are these judgements
immediately followed by qualifications?

2. Intentions. 1Is the ethnic other described as motivated
solely by malign intentions?

3. Ethnic labelling. Is there explicit ethnic labelling of
perpetrators and victims? Are Russians exclusively seen as
perpetrators and Ukrainians only as victims?

4. Normative language. Are negative appraisals of the ethnic
other reinforced by strong normative language?

I selected the following textbooks for the analysis:

First generation':

Kul’chytskyi, S.V., Y. Kurnosov, and M.V. Koval’ (1994)
Istoria Ukrainy: Chastyna 1. Kyiv: Osvita.

Sarbei, V.H. (1996) Istoria Ukrainy: XIX — Nachalo
XX Veka. Kyiv: Heneza.

Serhienko, H.Y. and V.A. Smolyi. (1995) Istoria Ukrainy:
S Drevneishikh Vremen do Kontsa XVIII Veka. Kyiv: Osvita.

Turchenko, F.H. (1995) Noveishaia Istoria Ukrainy: Chast’
Pervaia (1917-1945 Gody). Kyiv: Heneza.

Turchenko, F.H.; P.P. Panchenko and C.M. Tymchenko
(1995) Noveishaia Istoria Ukrainy: Chast’ Vtoraia (1945-1995
Gody). Kyiv: Heneza.

Second generation:

Kul’chyts’kyi, S.V. and Y.I. Shapoval (2003) Novitnia
Istoria Ukrainy (1914-1939). Kyiv: Heneza.

Shvyd’ko, H.K.(2003) Istoria Ukrainy: XVI-XVIII Stolittia.
Kyiv: Heneza.

Turchenko, F.H. (2002) Novitnia Istoria Ukrainy: Chastyna
Persha 1914-1939. Kyiv: Heneza.

" Except for Kul’chytskyi et al. the titles of the first generation textbooks are
given in a transcription from Russian. This is because I read the Russian translations.
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Turchenko, F.H. and V.M. Moroko (2004) Istoria Ukrainy:
Kinets’ XVIII — Pochatok XX Stolittia. Kyiv: Heneza.

Turchenko, F.H.; P.P. Panchenko and C.M. Tymchenko
(2004) Novitnia Istoria Ukrainy: Chastyna Druha 1939-2001.
Kyiv: Heneza.

There is good reason to assume that these textbooks were and are
widely used as they are all officially approved by the Ukrainian
Ministry of Education’. After independence, the Ministry chose to
continue the centralized Soviet approach to history education by
issuing detailed national curricula and by closely supervising the
textbook adoption, production and dissemination process’. It also
copied the practice of carving history up in a world history and
national history course, thus underlining the distinctiveness of Ukrai-
nian nation- and statehood. Yet, from the onset the Ministry has been
careful to involve other agencies in the textbook writing and adoption
procedure. In cooperation with the National Academy of Sciences, the
Academy of Pedagogical Sciences and private publishers and foun-
dations, it organizes annual competitions for new textbooks. The
awarded textbooks are first tried and tested in schools and — if
necessary — revised before receiving the official stamp of approval.
Schools are obliged to use the officially approved textbooks but are
free to use any kind of additional materials. Moreover, the Ministry
seeks to diversify the offer of textbooks by providing schools with a
choice of at least two textbooks per grade (Krylach and Kul’chyts’kyi
1999). Thus, the Ministry seems committed to allowing some measure
of pluralism in the teaching of national history in schools.

Portrayals of the ethnic other in ‘negative’ periods

The elimination of the semi-autonomous Cossack state by Tsarina
Catherine II in 1775 is an important negative event in Ukrainian
historiography. It not only signals the total subjugation to Russian
Tsarist rule, but also the reinforcement of serfdom and a retreat of the
Ukrainian language from public affairs. Indeed, Serhienko and Smolyi

% For a list of approved textbooks, see Osvita Ukrainy, 2004, no. 60-61, p. 15.
? For the first national curriculum of the History of Ukraine course, see Ministry
of Education (1996).
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(1995) and Shwyd’ko (2003), the two textbooks examined for this
period, both present narratives resembling lamentations of injustices
and oppression. The actions of the Russian government are seen as
being solely motivated by a lust for power and a desire to extract
profit from Ukraine’s thriving agricultural economy. On occasion
using strong normative language, the books recount how the plight of
the peasants and free Cossack farmers worsened under Catherine’s
rule by the imposition of taxes, the re-introduction of labour duties,
and regulations tying peasants to the land. The implication of these
extracts is clear: the attitude of the Russian government toward the
Ukrainian peasantry was one of complete indifference at best and of
open hostility at worst. Yet, although the peasantry is presented as the
cornerstone of Ukrainian nationhood, class relations are not exclu-
sively cast in ethnic terms with an ‘innocent’ Ukrainian peasantry
being exploited by ‘cruel’ Russian or Polish nobility. To the contrary,
Shwyd’ko (2003) contends that Catherina II restricted the freedom of
movement of the peasantry on request of some Ukrainian nobles. He
also notes that the Ukrainian landed gentry appealed to the tsarina to
be given the same rights as the Russian nobility, seeing their request
fulfilled by the Decree on the Independence of the Nobility (/bid.
266). It is interesting that Shwyd’ko identifies the nobility as
Ukrainian while its predecessor (Serhienko and Smolyi 1995) is silent
about the ethnicity of the aristocracy. This could be a sign that the new
generation of textbooks is less apprehensive about challenging the
myth that everything was peace and amity within the ethnic Ukrainian
community.

The second period that could be qualified as particularly
traumatic in Ukrainian history is the establishment of Bolshevik rule
in the early 1920s. The books covering this period (Turchenko 1995,
2001; Kul’chytskyi and Shapoval 2003) all meticulously discuss how
the Bolsheviks after the October Revolution became involved in a
fierce struggle with the Central Rada, a Ukrainian parliament created
in March 1917, to win the hearts and minds of the Ukrainian
population. Unsurprisingly, they present the latter as the only political
body that legitimately represented the Ukrainian nation and argue that
the Bolsheviks were essentially a foreign power that imposed its rule
on Ukraine. Although the books concede that the Bolsheviks had
significant support among the urban proletariat and the population in
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the Donbass, they claim that the vast majority of Ukrainians remained
loyal to the Central Rada. To underline this, they note that the rival
assembly in Kharkiv, established by the Bolsheviks in December
1917, attracted delegates of no more than one-third of the Ukrainian
local councils and that it hosted very few representatives of the
Ukrainian peasantry. Turchenko (1995, 2001) points out that the
Bolsheviks quickly resorted to other means to establish power when
they realized that the Ukrainians would not join them voluntarily. In
strong language, he accuses the Bolsheviks of eliminating democracy,
persecuting Ukrainian culture, terrorizing the population and pillaging
cities and countryside, and argues that these tactics merely provoked
more resistance: «The establishment of Bolshevik power in Ukraine,
by means of deceit, violence and direct interference from abroad,
inevitably had to become and became the object of nationwide oppo-
sition» (Turchenko 1995, p. 58; 2001, p. 97).

Kul’chits’kyi and Shapoval (2003), on the other hand, refrain
from using emotionally charged terminology and present a more
cautious account of the Bolshevik takeover. They note, for instance,
that the popularity of the Bolsheviks rose steeply after they exchanged
their initial principles regarding the continuation of the war and the
collectivization of agriculture for slogans which called for an
immediate end to the war and an unconditional handover of land to the
peasants. But the authors also underline the undemocratic nature of
Bolshevism and claim that Lenin’s followers only adopted populist
slogans to increase their chances of organizing a successful coup
d’etat. Moreover, the Bolsheviks are said to have stooped to terror
after their capture of Kyiv in February 1918, instigating a massacre
«the Ukrainian capital had not seen since the raids of Khan Batia
[following the collapse of Kyivan Rus’ in the thirteenth century, JGJ]»
(Ibid. 69).

Despite their differences, neither Turchenko nor Kul’chits’kyi
and Shapoval engage in ethnic boundary making. The Bolsheviks are
not presented as a uniquely Russian movement as it is conceded that
workers and the poorer sections of the Ukrainian peasantry were
allured by their message. Nonetheless, Turchenko (1995, p. 180, 181;
2001, pp. 224, 225) underlines the foreign origin of the Bolsheviks by
stating that Ukrainians made up less than a quarter of the members of
the Communist Party of Ukraine in the early 1920s and that many top
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ranking officials frowned upon the Ukrainian language, seeing it as a
symbol of a backward, petty bourgeois peasant culture.

Undoubtedly the third negative period examined here, the
collectivization of agriculture and its dramatic consequence, the 1932—
33 Famine, is the most traumatic episode in Ukrainian history.
Understandably, the textbooks are highly critical of the role of the
Soviet regime in these events, attributing sole responsibility to Stalin’s
government for the occurrence of the disaster (see also Janmaat 2006).
Both Turchenko (1995, 2002) and Kul’chyts’kyi et al (1994; 2003)
note that Stalin’s principal reason for pursuing the collectivization of
agriculture was an easy extraction of and control over resources from
the countryside. They also agree that the famine was artificial, being
caused by food confiscation campaigns rather than natural events, and
that it was a deliberate instrument of the authorities to crush the
opposition of the Ukrainian peasantry to the collectivization drive.

Yet, as was the case in the narrative about the Bolsheviks, there
are conspicuous differences between the authors. Turchenko’s text is
more radical in tone using strong normative language to discredit
Stalin’s regime. We read, for example, about the ‘cruel crimes’ of
Stalinism, about ‘cruel aggressors’, the ‘monstrous’ scale of the
Famine in Ukraine, victims of the ‘genocide’ of 1932-33, and about a
totalitarian regime ‘terrorizing’ the countryside (Turchenko 1995, pp.
225-228). Kul’chytskyi et al (1994; 2003) are also highly critical of
Stalin’s rule but use more neutral terminology. A second difference
concerns the identification of the victims. Whereas Kul’chyts’kyi et al
(1994, p. 194) contend that the agricultural policies were primarily
targeting the peasantry — ‘In reality however these activities were
consciously geared towards the slow physical annihilation of peasant
families> — Turchenko argues that the whole Ukrainian nation
suffered from these policies. Thus he opens his account of the Famine
with the following statement: ‘One of the most cruel crimes
committed by Stalinism against the Ukrainian nation was the Famine
of 1932-1933" (Turchenko 1995, p. 225; 2002, p. 279). In the
concluding paragraph he writes:

The Tragedy of 1932-33 decisively crushed the resistance to the
Kolchoz-feudal system and essentially eliminated the forces that stood
up for the vexed national rights. Precisely this is what the totalitarian
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regime aimed for, what its representatives in Ukraine cynically
discussed (/bid 1995, p. 227; 2002, p. 282).

By hinting that the rest of the Ukrainian nation was as much
attacked by the Soviet authorities as the peasants resisting
collectivization, this extract clearly reinforces the nationalist image of
the Soviet regime as a hostile, malicious force suppressing the
Ukrainians.

Given the severity of the disaster and the obvious involvement of
the Soviet regime, one would expect the Famine period to be the
prime candidate for nationalist myth-making of the type that sees
ethnic others as the sole perpetrators and the ethnic ‘us’ as the sole
victims of the catastrophe. Yet, as in the account of the Bolsheviks
seizure of power, the textbooks refrain from ethnic stereotyping. Thus
the state and party officials involved in the collectivisation and food
confiscation programmes are not pigeonholed as Russians or Jews. On
the other hand, the downside of not addressing ethnic differences is
that ethnic Ukrainians are not presented in an unfavourable light
either. Thus the participation of many ethnic Ukrainians in the grain-
requisition bands pillaging the countryside (Wilson 2002) is an
embarrassing detail not mentioned by any of the textbooks. Therefore
the textbook narratives do leave the overall impression that ethnic
Ukrainians were only victims of and not collaborators in the food
confiscation campaigns.

Portrayals of the ethnic other in ‘positive’ periods

Let us now turn to periods of foreign rule that are characterized
by peace, economic growth, rising standards of living and expanding
liberties, in other words the ‘positive’ periods. The first of these
episodes is the reign of Alexander II (1855—1881). In the aftermath of
the lost Crimean War this ‘enlightened’ tsar initiated major reforms,
including the abolition of serfdom, an overhaul of the justice system, a
tempering of censorship, autonomy for the universities, elected
assemblies at the local and provincial levels, and universal military
conscription. Following the Polish uprising in the early 1860s,
however, he also curtailed the cultural liberties of national minorities
and pursued a policy of Russification. How do the textbooks
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appreciate this mixed legacy of expanding civic liberties, political
reform and economic growth, on the one hand, and repression of
Ukrainian cultural activities on the other?

As it turns out, the textbooks (Sarbei 1995; Turchenko and
Moroko 2004) do appreciate the reforms but they immediately qualify
them by saying that they were largely ineffective or served other
interests than those of the Ukrainians themselves. Both books for
instance acknowledge that the abolition of serfdom constituted a
major step forward, freeing serfs from their landlords, offering them
freedom of movement and allowing them to buy land and goods and
engage in commercial activities. Yet, both authors are quick to point
out that the reform was designed from above by the landowning
nobility and therefore primarily served the interests of the landowners.
They also observe that the reform did not improve the living
conditions of the vast majority of peasants, crippled as these rural
masses were by rents and feudal labour duties that the reform had not
eliminated.

More fundamentally, the reforms are judged as being solely
inspired by a desire to strengthen the Russian state and to catch up
with western powers in socio-economic development. The Russian
government thus never truly intended to grant more liberties to the
population and to the non-Russian nationalities, it is argued.
Turchenko and Moroko (2004) for instance explain that the eman-
cipation of the serfs created the supply of labour necessary for the
development of industry in Ukraine. This industrialization, however,
is described as one-sided, producing only raw materials and semi-
manufactured goods as input for Russian industries, and is presented
as the centre’s major tool of economic colonization and exploitation.
Understandably, both textbooks also deplore the tsarist decrees
banning the use of Ukrainian in schools and in the printed media,
seeing them as prime examples of the policy of domination and
oppression by the Russian state. Turchenko and Moloko (2004, p.
153) are particularly outspoken on the intentions of the Russian state
under Alexander II: «As before, Russian domestic politics rested on
three fundamental principles: unification, bureaucratization and
Russification».

As it turns out, bad intentions are not just attributed to the Russian
state. Sarbei (1995) for instance is overtly depreciatory of the Rus-
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sians, Poles, Jews and other non-Ukrainians. Discussing the plight of
the Ukrainians in the second half of the nineteenth century he
observes that «The majority of the landed nobility, and most of all
those of Russian or Polish descent, displayed a hostile attitude towards
the Ukrainian national idea. (...) The trade sector fell almost comp-
letely in the hands of Russians, Jews, Armenians and Greeks, who
often did not operate as civilized merchants but as barbaric-predatory
wholesale buyers and sellers» (/bid, pp. 105, 108). The succeeding
textbook by Turchenko and Moroko (2004), by contrast, refrains from
depicting inter-ethnic relations in stereotypical terms. Comparing the
social position of Ukrainians to those of other nationalities, it provides
a neutral description of the economic activities and settlement patterns
of Russians and Jews and avoids negative qualifications. As with the
narrative on the elimination of the Cossack Hetmanate, this could be
indicative of a trend in textbook writing aiming to produce more de-
nationalized historiographies.

I have identified the Soviet 1920s as the second positive period in
Ukraine’s history as this episode is generally appreciated as a time of
relatively liberal conditions in both socio-economic and cultural
domains. Lenin’s pragmatic New Economic Policy (NEP) left the
countryside in peace, which enabled peasants to freely manage the
lands allocated to them by the Bolshevik land reforms. In the cultural
sphere, the Ukrainians benefited from the Bolshevik campaign to
combat illiteracy and invigorate the languages and cultures of the non-
Russian nationalities in the Soviet Union (the so-called Korenizatsia
policy, which in Ukraine came to be known as Ukrainizatsia).

It appears that the textbooks are ambivalent about this episode.
They present a cautious and qualified positive appraisal of the NEP.
Turchenko (1995, 2002) and Kyl’chyts’kyi and Shapoval (2003) for
instance both note that the conditions for the peasantry improved
markedly after the authorities exchanged the rationing policy of the
civil war period for taxation in kind. They further observe that the
land redistribution scheme greatly benefited the poorest sections of the
peasantry and that agricultural output rose sharply and had caught up
with pre-revolution levels by 1927. The textbooks are even unre-
servedly positive about the government campaign to stimulate agri-
cultural cooperatives, saying that the peasantry eagerly made use of
these incentives to found cooperatives for the processing and sale of
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their products. Yet, it is argued that the Communist Party from the
very onset had a much more comprehensive kind of cooperative in
mind, and never abandoned the idea of a complete collectivization of
agricultural land. Turchenko (1995, p. 189; 2002, p. 236) contends
that this constituted a major threat which hung like the «sword of
Damocles» over the peasantry. More fundamentally, he deplores that
the freedom in the economic sphere was not matched by political
rights, leaving the peasantry powerless and exposed to the arbi-
trariness and ambitious industrialization plans of the communist
apparatchiks.

An equally hesitant account is given of the party-endorsed Ukrai-
nianization campaign in the 1920s. One the one hand, this language
policy is appreciated, as it «attracted many representatives of the
Ukrainian intelligentsia to the process of cultural rebuilding, who
sincerely attempted to serve the nation and to contribute to its social-
economic and spiritual revivaly (Turchenko 1995, p. 194; Turchenko
2002, p. 240). In a similar manner, the books value the achievements
such as the reduction of illiteracy, the mass admission of Ukrainians
into the student population and the expansion of Ukrainian-language
education, publications and official documents. On the other hand,
they argue that Ukrainianisation was not strong enough to have a
lasting impact on the language regime in the most important sphere of
public life, the Communist Party bureaucracy, where Russian
remained the dominant language. Turchenko notes that many party
officials, particularly Russian or Russian-speaking ones, were nega-
tively disposed towards Ukrainianization, «sabotaging it in all pos-
sible ways» (Ibid. 1995, p. 194, 2002, p. 241). Moreover, the books
accuse the Bolshevik regime of seeing Ukrainianisation only as a tool
to indoctrinate the population with the communist ideology rather than
as a goal in itself. Kul’chytskyi and Shapoval (2003, p. 200) for
instance note:

The cultural activities of the state were mainly directed at the
education of the masses in the spirit of communism. The party
controlled the content of the national-cultural process and
demanded that cultural life was national in form and socialist in
content, so that it did not contradict the communist doctrine.
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In sum, the books argue that the economic and cultural liberties of
the 1920s were always subordinate to industrialization and the
consolidation of the state and the party. As soon as the former began
to be seen as conflicting with these objectives, they were abandoned.

The third ‘positive’ period of foreign rule investigated here is
Khrushchev’s Thaw (1956-1965). This period is widely recognized as
a welcome and promising change to the suffocating totalitarianism of
the Stalinist era. It stands out for its increased openness, economic
decentralization, diversification of industry, rising standards of living,
flowering of national cultures, and rehabilitation of the victims of
Stalinist persecution. The man who set this in motion, Nikita
Khrushchev, is generally depicted as a rather rude and unsophisticated
man with nonetheless good intentions. An authoritative source like the
Encyclopaedia Britannica (EB) for instance describes him as «a
patriot who genuinely wanted to improve the lot of all Soviet citizens»
(Ibid, 1994, p. 994). The EB also notes that Khrushchev was a Russian
who had grown up in Ukraine and that this facilitated the careers of
many Ukrainians in Moscow. Khrushchev’s ‘Thaw’ however is also
remembered for its continuing Russification, failed agricultural
experiments and rash diplomacy.

The textbook narratives of the Khrushchev era are very much in
line with those of the other two ‘positive’ periods of foreign rule in
Ukrainian history. On the one hand there is genuine appreciation for
the reforms. Turchenko et al (1995, 2004) for instance note that the
economic decentralization was conducive for the modernization of
industry and the development of light industries, and that standards of
living and the construction of new homes rose sharply in the second
half of the 1950s. Similarly, they value the relative freedom of
expression which is said to have enabled a resurrection of Ukrainian
literature and arts. On the other hand, it is argued that the Soviet
authorities were not recognizing the intrinsic value of the reforms,
perceiving them instead as instruments for the attainment of other
objectives. As Turchenko et al (1995, p. 56; 2004, p.124) phrase it:

The party leadership realized that without a certain measure
of democratization it would not be possible to modernize the
country, accelerate its economic development and maintain its
status as a military superpower.
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Moreover, Turchenko et al are never tired of reminding the reader
that the freedom of expression was still very much restricted and that
people who dared to cross the line were relentlessly persecuted.
Moreover, they deplore Khrushchev’s conviction that all Soviet
nationalities would spontaneously assimilate into a Russian-speaking
Soviet nation (sblizhenia i sliania natsii), claiming that it ushered in a
renewed Russification campaign that further weakened the position of
Ukrainian in education, the media and other public domains.

As in the narratives of the other periods, the textbooks refrain
from highlighting the ethnic background of the people and characters
discussed. This has the distinct advantage that ethnic others are not
judged negatively. Yet, it also excludes positive appraisals. It could be
argued that the Kruschchev era — par excellence — has all the
ingredients for more positive evaluations of ethnic others given
Krushchev’s own origin as a Russian Ukrainian, the careers of
Ukrainians in central institutions and the socio-economic progress in
Ukraine itself. The fact that the textbooks fail to portray Russians or
other Soviet nationalities in a more favourable light could reflect the
allergy Ukrainian historians have to the Soviet slogan of ‘the
brotherhood of all Soviet nationalities’, but it could also be indicative
of a nationalist motivated unwillingness to acknowledge the positive
contributions ethnic others made to Ukraine’s development.

Discussion

This article has examined how Ukrainian history textbooks
portray the ethnic other, both as foreign ruler and as non-native
national group. The most conspicuous feature of the textbooks is the
unanimous condemnation of the foreign ruler — Russia in the years
prior to the October Revolution and the Soviet Union in the years
thereafter. The tsarist authorities and the Soviet regime are attributed
malicious intentions, irrespective of their policies and the conse-
quences for Ukraine. Never are the rulers in St Petersburg or Moscow
perceived as being genuinely committed to the improvement of the
living conditions and civic rights of Ukrainians. Always are they
shown as being motivated by a determination to strengthen their hold
on power and to consolidate the state vis-a-vis other powerful states in
the international arena. The textbooks do not deny that there have
been periods of relatively liberal rule when Ukraine benefited from
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economic and cultural reforms initiated by the centre, but they
contend that the Russian and Soviet authorities had an instrumental
attitude towards these reforms, never seeing prosperity and demo-
cratization as ends in themselves. As soon as liberal reforms were seen
as conflicting with the consolidation of power and the unity of the
state, the centre would abandon them, the books argue. It needs to be
reminded that Tsarist Russia and the Soviet Union were, of course, not
democratic regimes, which lends some credence to the argument that
they were mostly driven by power considerations. Yet, it would seem
too harsh a judgement to assign only bad intentions to these foreign
rulers, particularly in the face of evidence from other sources which
credit some Soviet leaders with positive moral qualities. The excep-
tionally critical accounts of foreign rulers are therefore likely to reflect
a desire to find a solid justification for Ukrainian statehood and to
foster strong feelings of patriotism among youngsters. They send the
political message that prosperity and freedom for the Ukrainian people
can only be guaranteed by an independent Ukrainian state (Shapoval
1999). In this sense the textbook narratives on foreign regimes have a
distinct nationalist bias.

The same cannot be said about appraisals of the ethnic other as a
national group. The majority of the textbooks analysed in this study
refrained from putting ethnic labels on individuals or groups. The few
instances where this does happen and where negative judgements fall
onto Russians and Jews are counterbalanced by excerpts criticizing
ethnic Ukrainians or highlighting conflicting interests within the
Ukrainian ethnic group. Only the failure of the books to present
Russians, Jews or other non-Ukrainian groups in a positive light may
be seen as an omission constituting a small ethnic bias. Nonetheless,
the absence of any positive evaluations of ethnic others in combi-
nation with the harsh judgement of Tsarist Russia and the Soviet
Union may well produce or maintain strong feelings of alienation
among Russians and other minorities. These groups could well
interpret the textbook rhetoric as a verdict condemning them for their
‘collaboration’ with the foreign regime in the ‘suppression’ of Ukrai-
nians, and as a message telling them they are not welcome in Ukraine.

There is no reason, however, to end this paper with gloomy
conjectures. The analysis has also shown that the newest generation of
textbooks present more balanced accounts of inter-ethnic relations
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than the first series of textbooks. Moreover, although the rule of
former president Kuchma will not be remembered for its commitment
to human rights, democracy and the rule of law, Ukraine’s educational
authorities have increasingly sought to involve international agencies
in the preparation of educational reforms in this period. From 1996,
for instance, the Ministry of Education and the Council of Europe
(COE) have jointly organized a series of seminars and conferences in
Ukraine on reforming the teaching of history and the COE’s Edu-
cation for Democratic Citizenship program. Remarkably, the parti-
cipants of these seminars (civic servants, teachers and textbook
writers) were not afraid to be highly critical of the state of history
education in Ukraine, urging textbook authors to write books that
present multi-perspective views including those of minorities and
encourage student creativity and critical thinking. One civic servant,
for instance, denounced the current textbooks for ascribing intentions
to historical leaders that they could not have possessed (Council of
Europe 1999; 2000). The policy recommendations resulting from
these conferences did not fall on deaf ears as the Ministry of
Education incorporated them in the central requirements (the so-called
State Standards) for the curriculum of the new 12 year school system.
The new standard for the theme ‘Knowledge of Society’ (suspil stvo-
znavstvo), which includes History of Ukraine, for instance, mentions
the cultivation of tolerance and respect for other nations, critical
thinking, responsibility, independent judgement, and the ability to
make a conscious choice as key objectives of the new curriculum
(Cabinet of Ministers of Ukraine, 2004, p. 3).

It is by no means certain, however, that the scholars on whom the
Ministry depends for the writing of curricula and textbooks are
equally supportive of a major reform of history education. Typically
these scholars belong to the Ukrainian intelligentsia and consider it
their lifework to expose the Tsarist and Soviet ‘crimes’ against the
Ukrainian nation®. Obviously, the single anti-Soviet narrative they

* For an example of this attitude, see the open letter of February 2005 which
criticises a campaign led by communist deputies to rehabilitate the Soviet regime,
particularly regarding its role in World War II. This letter, which was addressed to the
president and parliament, was signed by a number of well-known historians (Hurzhi,
2005).
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have in mind conflicts with efforts to promote a multiplicity of
perspectives. There are already signs that the language of reform of
the state standards is not filtering down in curricula and textbooks. For
instance, the new history curriculum for the fifth grade as before
presents a strictly chronological narrative of Ukrainian history and
specifies in detail the content, the volume and the timing of the subject
matter’. Plans to institute an integrated history course combining
world and national history are viewed with equal suspicion by these
scholars as they are seen as covert measures to reduce the number of
hours and thus to economize on history education (Kul’chyts’kyi,
2000).

Yet, it is not only the civil servants at the Ministry who are
pressing for changes. There are movements at the grassroots level
which suggest that there is broad support for reform. A survey among
history and civics teachers conducted in September—October 2001 for
instance found that making myths of past events and outdated
approaches to the selection of facts and their interpretation were
mentioned as key problems in the current history courses (Verbytska
2004). Moreover, the all-Ukrainian Association of History Teachers
Nova Doba has taken the initiative to develop an auxiliary textbook on
Ukrainian history for the tenth grade in cooperation with the inter-
national umbrella organization of history teachers Euroclio and
several foreign experts. This book (Komarov et al 2004) closely
resembles western textbooks in approach and teaching methods.

All these developments indicate that history education has
become the object of a heated public debate in which interests clash
and nation-building increasingly has to compete with other peda-
gogical objectives. This, it might be argued, is only one of the many
indicators that democracy is growing to maturity in Ukraine, a process
so vividly illustrated by the peaceful civic revolution in December
2004 and the orderly parliamentary elections of March 2006. Under
these conditions, it seems only a matter of time before the lively
public debate penetrates the schools and influences the history lessons.
If this happens, history will indeed repeat itself, and the afore-

5> For the new curriculum, see Navchal’na Programa dlia Zahal’noosvitnikh
Navchal’nykh Zakladiv (12 Richna Shkola), Istoria Ukraina, 5 Klas (2005) (teaching
programme for 12 year comprehensive schools, 5" class).
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mentioned evolutionary model by Kuzio will have rightly predicted
the developments in history education.
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Hooamox 2.

Creating Political Identity in South Asia:
The Importance of Historical Discourse

Jon Dorschner and Thomas Sherlock®

Introduction

The history textbook in India and Pakistan has become the site of
struggles over national ideology and identity. The outcome of these
battles will influence whether discord or reconciliation mark Indian
and Pakistani domestic politics and Indo-Pakistani relations. To better
understand these ideational conflicts, this chapter enters the theoretical
debate on the mainsprings of ethnic and religious conflict. At the
center of this debate is the question, How are collective identities
formed and what determines their content? Two opposing schools of
thought are important in addressing this question. The «primor-
dialists» believe that communal violence results from incompatible
and «eternal» values that make conflict between certain ethnic and
religious groups inevitable and continuous (the «ancient hatreds»
argument). By contrast, the «constructivists» maintain that even if A
and B are hostile to each other today, it does not mean that such
hostility must endure forever. A constructivist would also caution that
peaceful intergroup relations might replace intergroup conflict and
violence under certain conditions’. In short, constructivists argue that
the collective identities of groups-including states-are not immutable.

® Jon Dorschner holds a Ph.D. in South Asian Studies and is a Foreign Service
officer with the U.S. Department of State. Thomas Sherlock is a professor of political
science with a Ph.D. in comparative politics. He teaches at the United States Military
Academy at West Point.

7 Our reference to the primordialist-constructivist debate is necessarily brief and
simplified. For a recent thoughtful discussion, see James D. Fearon and David Laitin,
«Violence and the Social Construction of Ethnic Identity,” International Organization
54, no. 4 (Autumn 2000), pp. 845-77.
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Rather, national cultures are malleable and may undergo significant
change if exposed to powerful exogenous and endogenous forces®.

Adopting a constructivist approach, this paper investigates how
the production and consumption of «official» history may reshape or
reinforce collective identities in India and Pakistan. Particular
attention is devoted to how embedded historical discourse or dramatic
discursive shifts may exacerbate or alleviate religious conflict within
and between these states’. To this end, the chapter focuses on (1) the
content and character of historical discourse-particularly history
textbooks at the secondary school level in India and Pakistan; and (2)
the prospects for discursive shifts in both countries that promote
bilateral coexistence and hopefully reconciliation.

The Role of Historical Discourse

A resilient national identity relies on narrations (the telling and
retelling of the past) that are believed to be true and that impart
meaning, direction, and cohesion to the group. Seemingly timeless,
these narrations may be displaced or reinterpreted by forces at the elite
and mass levels of society that emphasize new or neglected elements
of the grand narrative. In this way, new understandings of self and
«other» gradually take shape. Over time, such reconstituted identities
may come to share little in common in terms of ideology, norms, and
values with earlier understandings of self. But if such discursive shifts
fail to attract sufficient elite and popular support, society may be rent
by disagreement over how to interpret the past'’.

Among the many types of public and private historical discourse,
history education at the secondary level is particularly relevant to
promoting or defusing internal and interstate conflict. History text-
books reflect dominant elite and popular views about the past: in

§ For an interesting discussion of this issue, see Peter J. Katzenstein, ed., The
Culture of National Security: Norms and Identity in World Politics (New York:
Columbia University Press, 1996).

? Esther E. Gottlieb, «The Discursive Construction of Knowledge,” International
Journal of Qualitative Studies in Education 2, no. 2 (1989), pp. 132—44.

19 The collapse of the Soviet Union is a good example. For an assessment of the
power of discursive shifts as well as their unintended consequences in the late Soviet
period, see Thomas Sherlock, Historical Narratives in the Soviet Union and Post-
Soviet Russia (New York: Palgrave, 2007).
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history textbooks we can expect to find «the mass of normal ...
opinion about history... The school history books of any country
contain the commonplaces of its historical thinking»''. If such
«commonplaces» include the celebration of aggressive nationalism,
such ideas will contaminate society’s larger marketplace of ideas,
weakening its ability to assess objectively the character and intentions
of other groups, including states.

History education also plays a vital role in socializing beliefs
about the nation and its neighbors into new generations. According to
Charles Merriam, the system of formal history education is «most
consciously contrived for the purpose of influencing the next
generation»'?. Through history education, the fears, prejudices, and
biases of adults are often passed on to a new generation, helping to
maintain conflictual relations and block the development of coope-
ration within and between states. With good reason, a prominent
historian in Pakistan argues that «most of the ills from which the
country has suffered ... is the bitter harvest from the seeds we use in
the cultivation of the minds of the young»"*.

We also argue that successful efforts to teach history in an honest
and balanced way are likely to soften ingrained hatreds and stereo-
types and promote civic (rather than ethnic or religious) definitions of
nationalism. This potentially positive effect on the beliefs that shape
collective identity can work to alleviate conflict between groups living
together in a state.

The effective reform of history education may also promote
cooperation at the interstate level. Realist theorists, from Thucydides
to Kenneth Waltz, have argued that states exist in an anarchic
environment bereft of authoritative laws and sanctions against
aggressive behavior. States must rely on «self-help» strategies to
survive. According to realists, interstate distrust is a permanent
condition because it is impossible to know whether a state that is

"' ' EH. Dance, History the Betrayer: A Study in Bias (Westport, Conn.:
Greenwood Press, 1975), p. 54.

12 Charles E. Merriam, The Making of Citizens (New York: Teachers College
Press, 1931).

B K K. Aziz, The Murder of History: A Critique of History Books Used in
Pakistan (Delhi: Renaissance Publishing House, 1998), pp. 242-43.
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peaceful today will remain so, or whether it will become rapacious
tomorrow.

This worldview is unnecessarily pessimistic. Although it is diffi-
cult to determine precisely the long-term intentions of states, it is also
true that they transmit multiple signals as to their character, dominant
beliefs, and immediate and long-term international goals'®. These
signals vary in intensity and content. For example, a state’s willing-
ness to engage in arms control agreements with other states is-by
itself-a relatively soft or thin indication of the larger international
goals of that state. Agreements like arms control treaties are limited
contracts that by themselves cannot illuminate underlying intentions
and may be abrogated at a moment’s notice or simply disregarded
through cheating. By contrast, the social, cultural, and ideological
discourses within a state are more durable and effective signals of that
state’s intentions toward its neighbors. Precisely because the primary
purpose of official narratives is to mold national identity and national
goals, historical narratives sanctioned by the state and taught in its
schools are particularly powerful signals that work to alleviate
interstate distrust and promote cooperation if they eschew chauvinist
imagery and Other-maligning myths. For this reason, many nongo-
vernmental and governmental organizations, including the Georg
Eckert Institute for International Textbook Research, EUROCLIO,
MIROS (Russia), the Council of Europe, and UNESCO (and its
predecessor, the Institute for International Intellectual Cooperation
[IIIC] of the League of Nations) have devoted significant resources to
the reform of history textbooks at the secondary school level, par-
ticularly in Western Europe.

Such institutionalized transnational mechanisms designed to
expunge aggressive nationalism from official narratives have, until
recently, been largely absent on the Indian subcontinent. Pakistan and
India have had to rely for the most part on themselves to create the
mainsprings for «positive» discourse that supports dialogue and
peaceful interaction, and counteracts chauvinistic expressions of reli-
gious and ethnic nationalism. Unfortunately, in the decades after India
and Pakistan achieved independence in August 1947, benevolent

4 Alexander Wendt, Social Theory of International Politics (Cambridge:
Cambridge University Press, 1999), p. 222.
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secularism and tolerant religious nationalism failed to strike deep
roots in Pakistan and came under severe challenge in India. As a result
of these divergent paths, conditions are significantly more precarious
in Pakistan, where religious and ethnic intolerance were given formal
sanction by successive governments (both military and civilian) than
in India. Recent developments in India suggest that its once-strong
secular culture has been weakened by blows inflicted by radical and
intolerant Hindu nationalism encouraged and fostered by the previous
government.

This chapter is devoted to three tasks. It first investigates the
political conditions that shape textbook narratives in India and
Pakistan. The chapter then turns to the content of the textbooks,
analyzing the extent to which official narratives undermine intrastate
and interstate reconciliation on the Indian subcontinent. The chapter
concludes with an assessment of the prospects for discursive shifts in
India and Pakistan that advance new representations of identity
supportive of coexistence and perhaps reconciliation between two
traditional adversaries.

Alone Together: The Turbulent Period of Independence

Pakistan, founded on August 14, 1947, when it obtained its
independence from the United Kingdom, is the creation of a group of
ideologues surrounding its charismatic founder, Muhammad Ali
Jinnah (1876-1948). The state of Pakistan came into being because
Jinnah and his political party, the Muslim League, propounded a «two
nation theory» which postulated that the Muslims of India must have
their own state to live free of Hindu domination.

In the years just prior to Indian independence, the Muslim League
and the Congress Party (the political party at the forefront of the
Indian independence movement) held protracted negotiations to
preserve a united India, but their differences proved insurmountable.
To Jinnah and the Muslim League the intractability of the primarily
Hindu leadership of the Congress Party during this period confirmed
the tenets of the two nation theory. Jinnah and his compatriots became
convinced that the high-caste Hindu leadership of Congress was bent
on creating a «Hindu Raj» (Hindu rule) in independent India. While
Congress, in a desperate attempt to avoid partition, proposed Muslim
self-rule in Muslim majority states in a federated Indian state, the
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Muslim League was convinced that nothing short of the creation of an
independent nation of Pakistan would meet the aspirations of India’s
Muslims. By 1947, communal tensions had spilled out from political
negotiations to violent conflicts in city streets and villages, and had
come to involve millions of ordinary Muslims and non-Muslims
(predominantly Hindus and Sikhs) in North India and Bengal. Faced
with mounting death tolls and the possibility of ever-increasing
communal violence, both Britain and the Congress Party acceded to
the Pakistan demand, and the Muslim League got its wish.

The partition of British India into India and Pakistan was
accompanied by widespread communal violence and the forced
exchange of populations. Millions of Indians and Pakistanis lost their
homes, their fortunes, their livelihoods, and their loved ones in the
carnage. It would leave a psychic scar on Pakistanis, North Indians,
and Bengalis that persists to the present day. The pain associated in
the common mind with the partition of India and the creation of India
and Pakistan parallels that associated with the holocaust in Europe.
This is amply demonstrated whenever a film, television series, or
novel depicts this era in stark terms. When India or Pakistan show a
television miniseries on partition, for example, millions in both
countries are glued to their television sets and for weeks, and local
newspapers are filled with letters and articles on partition. In every
such instance, the elder generation again regales those born after 1947
with their own vivid memories of mass killing and dislocation'”.

But the hostility, pain, and suffering did not end with inde-
pendence. The two countries were still reeling from the shock of
partition when their relations were further strained by disputes over
Kashmir and several Muslim Princely states in India (Hyderabad,
Junagadh). Over the course of time, both Hyderabad and Junagadh
were absorbed into modern India states, while Kashmir remained one

' Indian and Pakistani authors and filmmakers have done a masterful job of
presenting the horror of this era. See Bapsi Sidhwa, Ice Candy Man (London: Penguin
Books, 1989), subsequently made into a film, /947, by Deepa Mehta; Bisham Sahni,
Tamas (London: Penguin Books, 1988), subsequently made into a film by Govind
Nihalani; Khushwant Singh, Train to Pakistan (New York: Grove Press, 1956),
subsequently made into a film by Pamela Rooks; Saadat Hasan Manto, Mottled Dawn
(London: Penguin Books, 1997); and Tathagata Roy, My People Uprooted (Calcutta:
Arun Goswami, 2002).
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of the principal irritants in India-Pakistan relations. As originally
proposed, the state of Pakistan was to consist of all the Muslim-
majority areas of the British state of India. As such, most Pakistanis
assumed that the princely state of Kashmir would accede to Pakistan,
since its population was overwhelmingly Muslim. But the Hindu
maharajah of Kashmir eventually acceded to India after Muslim tribal
irregulars supported by the Pakistan Army advanced into Kashmir and
were poised to capture its capital'®. Since then, the Kashmir dispute
has been a prime contributor to four India-Pakistan military conflicts
(1947, 1965, 1971, and 1999). As long as the dispute remains unre-
solved, India and Pakistan can drift into armed conflict at any time.

It appeared that the international community after several
unsuccessful attempts had concluded that there was no solution to the
Kashmir dispute and therefore no way that Indo-Pakistani relations
could be normalized. For its part, the United States did not place the
same high priority on Kashmir that it did on the Isracl-Palestine
dispute, or the «troubles» in Northern Ireland. There appeared to be a
silent consensus that this problem would be left to stagnate. Then,
starting in the late 1990s, a series of events put South Asia on the front
burner and it attracted renewed interest, compelling the international
community to stand up and take notice and the governments of India
and Pakistan to scramble to devise new policies. These events
included the detonation of nuclear devices by India and Pakistan in
1998, the military overthrow of Pakistan’s elected government in
1999, and the terrorist attacks on the United States by al-Qaeda in
2001.

Although Pakistan has cooperated with the United States to round
up al-Qaeda and Taliban terrorists in its territory and has aided the
anti-terror coalition in numerous other ways, Pakistan’s government
has not been able to end terrorism within its own country. Since 9/11
there has been a string of terror attacks within Pakistan aimed at
Western and Pakistani targets. These attacks have been fomented by
an alliance of the Pakistani Taliban (itself a loose coalition of
disparate anti-Western and Muslim extremist groups) and Al-Qaeda
operatives from around the world. The government in Islamabad often

' Dennis Kux, The United States and Pakistan (Baltimore: Johns Hopkins
University Press, 2001), p. 22.
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seems unable or unwilling to rein in al-Qaeda and Taliban members
engaged in violence in Pakistan and their sympathizers both inside and
outside the regime, reducing the effectiveness of Pakistan’s role in the
international anti-terror coalition which it joined after 9/11 under
considerable American pressure. Next door in Afghanistan, American
forces continue to hunt for al-Qaeda and combat a resurgent Taliban,
while press reports maintain that both groups have found sanctuary
within Pakistan, and that assistance from Pakistani sympathizers has
allowed the Afghan Taliban to regroup and mount attacks on NATO
and Afghan government forces in Afghanistan.

India itself has not been immune to the rise of religious natio-
nalism or Hindu-based communal violence. Much of this extremism is
linked to the religious chauvinism of the powerful Indian People’s
Party (BJP) and the Sangh Parivar (group of religious parties) that
supports it. Two examples illustrate the power of anti-secular forces in
Indian society and politics. In December 1992, BJP politicians in
control of the state government of Uttar Pradesh, together with two
other Hindu nationalist parties, incited Hindu mobs to attack the Babri
Masjid mosque, which was built in 1528 by Muslims on a site in the
city of Ayodhya that many Hindus believe was the birthplace of Lord
Rama, one of their religion’s most revered figures. The mosque was
totally destroyed. Two thousand Muslims and Hindus died in the
subsequent communal violence throughout India.

The BJP brought its ideology to the national stage in 1998 when it
formed the federal government in New Delhi after leading its political
coalition to electoral victory over the Congress Party and its allies.
Under the BJP’s aggressive cultural policies, Pakistan and India’s
Muslims were stigmatized, as were Indians who spoke forcefully in
favor of communal reconciliation. In a deadly echo of the Ayodhya
crisis of 1992, in early 2002 sixty Hindus died in a train fire in the
Gujarati city of Godhra while returning from a pilgrimage to the
disputed site. Blaming the fire on local Muslims, Hindu extremists
bent on «revenge» massacred over two thousand Muslims in the state
of Gujarat. Human Rights Watch and other groups documented the
participation and complicity of Gujarat’s BJP-led state government in
the communal violence. The BJP government in New Delhi, led by
Atal Bihari Vajpayee, refused to remove Gujarat’s chief minister,
Narendra Modi, who claimed a moral and political victory when he
emerged victorious in state elections just months after the massacre.
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The cumulative impact of these events in both Pakistan and India
has proven to be profound. While the India-Pakistan political and
territorial dispute has lessened in intensity, it continues to simmer.
Communal extremism by both Hindus and Muslims has fed terrorism
in both countries. Pakistan now finds itself victimized by the precise
terror organizations that it originally nurtured and supported to carry
out «jihads» directed at Afghanistan and India. In India, Muslims
(from both inside and outside India) vowing to exact «revenge» for
the post Ayodhya and Godhra attacks aimed at Muslims, have
unleashed a string of violent attacks. The most recent spectacular
attack took place on November 26, 2008 when 10 Pakistanis murdered
175 and wounded 308 in Mumbai. This communally oriented violence
has the potential to plunge the two states into open military conflict at
any time, has been a prime contributor to the worldwide spread of
terrorism, which has directly affected the United States, and poses the
possibility of igniting a nuclear conflict between India and Pakistan
that would kill millions of persons, not only in South Asia but all over
the world. In its March 18, 2000, cover story, the Economist called the
border shared by India and Pakistan «the world’s most dangerous
place»'’. Although a formal India/Pakistan cease fire along the
Kashmir «line of control» has vastly reduced the artillery and small
arms exchanges that were once part of daily life there, not enough
progress has been made to fundamentally alter this assessment.

The Role of History Education

Any scholar looking at the India-Pakistan dispute and its
perpetuation would have to examine the education systems of both
countries, for they have played a crucial role in shaping the minds of
several generations of Indians and Pakistanis since 1947. In this
instance we will examine the teaching of history in India and Pakistan,
and in particular how each country teaches the history of the other to
its elementary and secondary students.

Prior to 1947, the populations of India and Pakistan were citizens
of the same entity — namely, British India. In the case of Punjabis
and Bengalis, they were citizens of the same provinces. At that time,
students throughout these soon to be partitioned regions were taught

17 Economist, March 18-24, 2000.
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from the same curriculum, shared many cultural elements, and in
many cases spoke the same language. The principal variable that
divided them was religion.

Since 1947, these persons and their descendants have been
citizens of first two and (in the case of Bengalis) three separate
countries. Normal interaction between Indians and Pakistanis has been
heavily circumscribed by the ugly circumstances surrounding partition
and the subsequent bitterness, and their once-common education
system has been replaced by two separate systems, which, in the case
of history, teach very different things.

While the history syllabi in India and Pakistan may differ
significantly from each other, the structure of their education systems
and how they produce and use textbooks are remarkably similar,
stemming from their common heritage as former British colonies. In
both countries education is centralized. Each individual state has its
own state board of education that administers the education system,
but all students in each country are expected to learn basically the
same things, which are determined by the national Education
Ministry. In India and Pakistan, the state boards of education contract
with academics to devise the history syllabi and write the textbooks.
Before they even put pen to paper, these scholars must refer to
guidelines provided by their respective central governments that
outline what they are to cover. After the textbooks are written, they
are reviewed by bureaucrats from the Education Ministry to ensure
that they conform to the guidelines.

Teachers in each country are expected to use state-approved
textbooks and concentrate almost exclusively on the material con-
tained in them. The schools administer comprehensive examinations
every year that test the students only on whether they have mastered
the material in the syllabus. The goal of this approach is to make sure
that every student is indoctrinated into an approved version of his or
her national history. As stated by the Indian Secondary Education
Commission of 1952, «the aim of secondary education is to train the
youth of the country to be good citizens, who will be competent to
play their part effectively in the social reconstruction and economic
development of the country»'®.

'8 Report of the Secondary Education Commission, 1952, p. 5.
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In both India and Pakistan there are two separate and distinct
education systems, the private system, which is largely taught in the
English language, and the public system, which is taught primarily in
South Asian vernaculars. In India, vernacular education is conducted
primarily in the Hindi language (30 percent of the population are
Hindi speakers), although there are fourteen other official languages
that serve as mediums of education. In Pakistan, vernacular education
is conducted primarily in Urdu. (Although the native language of
48 percent of the Pakistani population is Punjabi and only 8 percent
speak Urdu as their mother tongue, it has been declared the national
language.)

The difference between public education and private education
can be vast. English remains the language of the elites in both
countries, and an English-language education is viewed as a prere-
quisite for admittance into the upper strata of society. Thus, the
children of the elites tend to go to private, English-medium schools.
Middle-class people aspire to social mobility and entry into the elites
and will sacrifice to send their children to heavily subscribed English-
medium schools. The vast numbers of urban poor and rural peasantry
(the overwhelming majority in both India and Pakistan), were for-
merly disinterested in English and English medium education, which
appeared unattainable to persons of their social and economic level.

In India, this attitude has been undergoing a seismic shift as the
poor have begun to view English medium education as their own
ticket into the growing middle class. The children of the Indian poor
were once expected to attend public vernacular schools, if they
attended any schools at all. Increasingly, however, poor parents are
devoting their thin resources to sending their children to ever more
common and less expensive English medium schools which aspire
(with mixed results) to duplicate the education provided by elite
schools.

Since most academic work in South Asia is also conducted in
English, most history textbooks used in the subcontinent are originally
written in English and translated into vernaculars. This process does
not ensure, however, that all students will be exposed to the same
texts, for English-medium schools can have libraries stocked with
books from abroad, and English-medium students often have access to
the Internet and international television and radio broadcasts in Eng-
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lish, which provide alternatives to publicly sanctioned approaches to
history. By contrast, South Asians without working knowledge of the
English language are restricted to the subcontinent and the textbooks
and other cultural inputs available to vernacular medium students.
These inputs are often limited to those produced in South Asia and
focused on South Asian concerns and themes.

In India the vast majority of public and private secondary schools
are affiliated with the Indian Council of Secondary Education (ICSE).
Ideally these ISCE-affiliated schools are expected to use textbooks
produced by state boards of education under the auspices of the
National Council of Educational Research and Training (NCERT).
This organization was formed in 1961 to oversee textbook production
and is still today the principal producer of history texts for use in
India. Private schools affiliated with the ICSE are not required to use
NCERT-produced texts and can utilize privately published textbooks,
although they must still comply with NCERT guidelines .

Indian historian Neeladri Bhattacharya was the Chief Advisor to
NCERT when it was called upon to produce the latest generation of
India textbooks in 2005. He points out that while it was the intention
of the Indian government that all schools in India use NCERT-
produced books, political realities have prevented this plan from being
fully implemented. Bhattacharya estimates that no more than 10 per-
cent of Indian schools use NCERT books exclusively. Instead, most
schools use textbooks produced by state governments, or use privately
published books, or combine private books with NCERT books®’.
Bhattacharya also notes that many Indian states produce their own
inserts on local history, which are then placed in NCERT textbooks
and that NCERT does not oversee these local productions, which in
some cases contradict what is contained in the NCERT text. Likewise,
NCERT does not oversee the translation of its English language texts
into Indian languages, and «translators inevitably integrated their own
ideas, interpreted the texts in their own ways, introduced metaphors
and added a colour that made sense to particular vernacular publics»>'.

1 Krishna Kumar, Prejudice and Pride: School Histories of the Freedom
Struggle in India and Pakistan (New Delhi: Penguin Books India, 2001), p. 11.

% Neeladri Bhattacharya, Teaching History in Schools; The Politics of Text-
books in India, History Workshop Journal, Issue 67, Spring 2009, p. 100.

2'1.B.ID., p. 100
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The Pakistani setup is similar to that of India’s in many ways.
«Since the early 1960s the planning, preparation and publication of all
textbooks for classes one to twelve are the responsibility of the
Textbook Boards, of which there is one in each province. These
bodies are created and controlled by the provincial Departments of
Education»”*. The state education boards contract with academics to
write the textbooks and the manuscripts are «submitted to the National
Review Committee of the Ministry of Education of the Government of
Pakistan, which checks its accuracy and approves of its ‘ideological’
content» .

It is thus true in both countries that in primary and secondary
schools the teaching of history as an academic discipline has been
subservient to inculcating a sense of national pride and identity. The
emphasis in history teaching has not been to teach students how to
read a wide variety of materials from various sources, to analyze and
compare them, and to acquire the ability to determine the veracity of
historical writing and its significance. Nor have students been
expected to acquire the ability to conduct historical research and
produce works reflecting their own points of view. Rather, the
emphasis has been on inculcating a common narrative regarding the
history of the country that is meant to reinforce a sense of national
pride and loyalty. Students who do not conform to this mold will not
do well on the nationally administered examinations and could find
their way to higher education barred. Students thus learn from an early
age to master the orthodox narrative and not challenge its tenets.

In both India and Pakistan, the political elites who shape the way
history is taught (as it is shaped everywhere) have made a conscious
decision to construct curriculums meant to «impart a strong sense of
national identity to the young»*. As such, history instruction has
come to be viewed primarily as ideological indoctrination aimed at
«inculcating a national consciousness»™.

The roots of this approach can be seen in the region’s colonial
past. During the years that the British ruled over the subcontinent,

22 Aziz, The Murder of History, p. 1.
> Ibid.

* Kumar, Prejudice and Pride, p. 5.
% Ibid., p. 6.
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education was subservient to the empire. The goal of education was to
teach Indians to be good colonial subjects. Indigenous culture was
either ignored or denigrated and Indians were taught that they and
their culture were inferior to that of Europeans in general and the
British in particular. The emphasis was not on creating a national
identity but rather on obliterating it. Thus, at the time of indepen-
dence, the rulers of both states had to construct history curriculums
from scratch that did not emphasize subservience and ties to the
colonial power, but rather national pride and national integration.

This pattern of education can be found in many countries that
were formerly colonized, but with significant differences. Unlike the
case in most other former colonies, the education systems in South
Asia must explain to impressionable young students how and why the
modern states of India and Pakistan came into existence when once
they shared the same colonial identity. Equally important, the history
textbooks of India and Pakistan must explain why the post-indepen-
dence relations of the two countries have been so poor and why they
have fought four wars with each other.

There is yet another predicament that confounds the teaching of
history in India and Pakistan. India has poor relations with its Islamic
neighbor yet contains a sizeable Muslim minority (12 percent of the
total population). As for Pakistan, it was created as the homeland of
South Asia’s Muslims, yet there are currently more Muslims living in
India than in Pakistan. In addition, the Muslims of East Pakistan
fought a war against West Pakistan to establish their own national
identity, even though both «wings» shared the same religion, and the
«two nation theory,» which Pakistani students learn is the basis of the
Pakistani state, maintains that all Muslims share a common identity
and conflict between them is impossible. These are paradoxes that are
likely to plague young students and that the education system must
resolve.

In addition, while Pakistan is an Islamic state and the over-
whelming majority of its citizens practice Islam, it contains small non-
Muslim minorities (Christians, Hindus, Sikhs, Parsees, animists). With
Islam as the principal determinant of national identity, Pakistan has
had difficulty devising a curriculum that spells out the role of its non-
Muslim minorities. This problem has grown increasingly visible as
Islamic extremists have extended their influence over Pakistani
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society and governance, with the most extreme calling for the expul-
sion or conversion of all non-Muslim citizens.

India, as the inheritor of the colonial state, has the easier task. It
can lay claim to the ancient heritage of the subcontinent and use this
cultural inheritance as the basis to build a national identity. Pakistan,
as a new state with a distinctly ideological rather than cultural,
regional, or ethnic basis, has a more difficult task. For both countries,
the pre-Islamic heritage has proven to be a problem. In India, Hindu
nationalists espoused the doctrine that India’s history and heritage
predate the advent of Islam on the subcontinent and that therefore
India’s national identity is essentially Hindu. Under the BJP govern-
ment (which was in power in India from 1998-2004), they moved to
make this the principal emphasis of the school curriculum and history
textbooks. Pakistan, by contrast, describes itself as an Islamic state
and started its teaching of history with the entry of Islam into the
subcontinent. This approach left thousands of years of pre-Islamic
history unaccounted for.

The Case of Pakistan

As an ideologically based state, Pakistan has greater incentive
than India to use its education system to indoctrinate its students and
instill a sense of national identity. Pakistan has a formidable task in
doing so, for there are a number of factors that make success difficult.
Pakistanis at the time of independence did not share a common
identity. During the British imperial period they were subsumed
within British India and were, like their non-Muslim neighbors,
colonial subjects. All the citizens of what is now Pakistan were
Indians. The Pakistani state was the creation of ideologues who
propounded the «two nation theory» that South Asian Muslims and
Hindus were two separate and distinct «nations» and that, as such, the
Muslims of the subcontinent required their own state to escape
domination by the Hindu majority.

The citizens of Pakistan, however, did not share the same ethnic
and cultural heritage and did not speak the same language. There are
five principal ethnic groups in Pakistan: the Punjabis (at 48 percent of
the population) predominate; the other groups include the Sindhis
(12 percent), the Pathans (8 percent), the Muhajirs (immigrants from
India at the time of partition and their descendents, 8 percent), and the
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Baluchis (3 percent). The remainder of the population is divided
among a number of smaller ethnic groups.

The Pakistan ideology presupposes that the Muslim faith will
bind these disparate groups together into a common nationality
(97 percent of the population is Muslim-77 percent Sunni and
20 percent Shi’a). The government of Pakistan has thus, from the
beginning, felt compelled to propound ideology over history, and has
often felt forced to make history fit within an ideological mold. In
Pakistani elementary and secondary schools, history is subsumed
within «Pakistan Studies,» which is required of all students. Pakistan
Studies does not attempt to tell the objective story of how Pakistan
came to be and how it has fared since independence. Rather, it
attempts to use history to justify the Pakistani state and convince
Pakistani students of the correctness of the Pakistan ideology.

For the purposes of our study, we look at two principal variables
in Pakistani textbooks-namely, how they describe Hinduism, and how
they portray India, which in Pakistan is described as a Hindu state. We
use these two variables because they are the most applicable when
discussing reconciliation. We do not define reconciliation in the
broadest of terms but rather in the most practical. Reconciliation is the
ability of two sovereign states to exist as neighbors and carry on
normal relations. At present, India and Pakistan exist side by side, but
their relationship remains constricted. The official discourse directed
at the Other is often imbued with hostility and mistrust. Trade between
the two countries remains insignificant, and bilateral cultural exchan-
ges depend for the most part on private initiatives.

We argue that the type of education that students receive in the
two countries is partially responsible for this state of affairs, and that
changes in history textbooks and curricula could help promote
reconciliation between the two hostile nationalities.

In his study The Murder of History, the Pakistani historian K.K.
Aziz examines how the history of Pakistan is taught in the schools. He
makes the point that much of what has been taught to Pakistani
students in the guise of history was actually propaganda, and that
some of it was not true, while much of the rest was highly distorted.
He writes that,

I am convinced that most of the ills from which the country
has suffered in the past and is still suffering have their root cause
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in the textbooks in use. The failure of democracy, the long spells
of military dictatorship, corruption, moral laxity, deterioration in
character, decline in moral values, sense of irresponsibility,
terrorism, sectarian strife, inefficiency, cynicism, indifference to
what the future holds for us-all this is the bitter harvest from the
seeds we use in the cultivation of the minds of the young?®.

Pakistan’s textbooks damaged the prospects for national recon-
ciliation by espousing a doctrine of «negative nationalism». We define
negative nationalism as the attempt to instill pride of nation and
national identity by comparing and contrasting one group against
another, and by describing the «other» in negative terms. While such
an approach may succeed initially in uniting a group and providing
them with a sense of national identity, over the long term it is likely to
result in a significant backlash effect, in that it also instills hatred,
intolerance, and bigotry. No government can assume that once it has
unleashed these forces it can easily contain them. Pakistan is a good
case in point, for by singling out Hindus and other religious minorities
for special opprobrium in textbooks, the government of Pakistan has
helped to unleash violent extremism that has come to threaten the very
existence of the state.

The principal tenets of negative nationalism emphasized in
Pakistani textbooks include the following:

e Islam has brought «higher» civilization to the subcontinent.

e [slam is qualitatively superior to Hinduism.

e Islam is qualitatively superior to Christianity and the Western
ideology of the British imperialists and their Western succes-
sors the Americans.

e The Hindus and the British cooperated to subjugate the South
Asian Muslims.

e The Indian National Congress was a Hindu party.

e The Muslim League was a nationalist party that was in the
forefront of the struggle for independence from Great Britain.

e The Indian National Congress worked with the British to
ensure that Hindus received special treatment.

26 Aziz, The Murder of History, pp. 242-43.
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e India is a perpetual enemy of Pakistan and is bent on its
destruction.

e Although India has initiated wars against Pakistan, it has
always been defeated by superior Pakistani military skill and
bravery.

e The massive bloodshed associated with the partition of India
and the independence of Bangladesh is the result of Hindu/
Indian aggression.

e South Asian history starts with the advent of Islam. Little or
nothing need be said regarding the pre-Islamic era.

e The founding of Pakistan is the culmination of modern
regional history.

A review of Pakistani textbooks in the Urdu language, starting
with those used in the first grade and extending through the end of
secondary school, demonstrates how these negative nationalist ideas
are transmitted. For example, a Pakistani second-grade textbook
states, «Pandit Nehru said that after independence there will be a
government of the Hindus in India»®’. The intent of this statement is
to convince students that the Congress Party of India was a Hindu
party and that its intention was to establish India as a Hindu state in
which Muslims would not be welcome or accepted. In fact, the
Congress Party has always defined itself as a secular party that was
strongly opposed to India’s Hindu nationalist parties, with which it
refused to form alliances. Nehru was himself dedicated to a secular
state with a civic culture that treated Muslims as full citizens. Most of
Nehru’s many biographers have asserted that Nehru at no time during
his long political career exhibited communal behavior or expressed
communal sentiments.

A fourth-grade textbook states, «The Muslims treated the non-
Muslims very well. Yet the non-Muslims nursed in their hearts an
enmity against the Muslims. When the British invaded the area the
non-Muslims sided with them and against the Muslims. So the British
conquered the whole country»”®. The intent of this passage is to

27 A Board of Senior General Knowledge Teachers, Jadid Mu’ashrati Ulum
(Lahore: West Punjab Textbook Depot, n.d.), p. 4.

28 Muthar Hashmi et al., Mu ashrati Ulum (Peshawar: NWFP Textbook Board,
n.d.), p. 16.
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convince students that there has always been a historical enmity
between Muslims and non-Muslims in the subcontinent, and that this
led the non-Muslims to cooperate with the British in their conquest of
South Asia, while the Muslims were the only community to fight
against British imperialism. This assertion flies in the face of
numerous documented cases in which Muslim communities in India
lived side-by-side with their non-Muslim neighbors for centuries
without violence or overt discrimination. It also denies the fact that the
Congress Party was the principal voice of Indian nationalism deman-
ding independence from Great Britain. Likewise, Pakistani textbooks
do not mention the periods when Congress boycotted the colonial
administration and the Muslim League cooperated with the British
rulers.

A fifth-grade textbook describes the breakup of Pakistan and the
independence of Bangladesh as follows: «India engineered riots in
East Pakistan through her agents and then invaded it from all four
sides»”’. The textbook thus deliberately ignores the conflict between
the Bengalis and West Pakistanis and the many civil rights issues that
led to the breakup, and describes this development solely as the result
of Indian interference in Pakistan’s internal affairs. The above
excerpts demonstrate how Urdu-language textbooks often promote a
negative nationalism that fosters enmity between Indians and Pakis-
tanis, and Muslims and Hindus.

We have noted that there is often a qualitative difference between
the education provided in Urdu-medium schools and English-medium
schools. This is rooted in the social structure of Pakistan, in that
attendance at English-medium schools is largely confined to the
children of the elites, while the masses generally attend Urdu-medium
schools. We have noted as well that the authors of Pakistani textbooks
usually produce their work in English and that many of the Urdu-
language texts have been translated from English. A comparison of
the government-issued textbooks in both languages should demon-
strate that despite the qualitative difference in the education provided
by the two types of schools, both share the same essential curriculum
with its emphasis on negative nationalism.

2 Abdur Rauf et al., Mu ashrati Ulum (Peshawar: NWFP Textbook Board, n.d.),
p- 11.
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This is verified when we examine an English-medium textbook
produced by a state Textbook Board. For this study, we read a number
of Pakistani English-medium textbooks. We selected one textbook at
random for quotations, Social Studies for Class 8, which was
produced by the Textbook Board of Punjab in 2002 and is repre-
sentative of textbooks produced in Pakistan for students in elementary
and secondary school’’.

The book deliberately emphasizes and praises the role of Muslim
rulers in pre-British India, while denigrating or ignoring Hindu and
Sikh rulers. The tone is set by the book’s description of political rule
prior to the advent of Islam. Every pre-Islamic state and ruler is
lumped together in one amorphous account: «ruthless, strong dictators
usurped power and ruled people mercilessly. When they conquered a
territory, they massacred thousands of innocent people, destroyed
cities and looted property. But Islam was radically opposed to it and
so it gave a new concept of rule or government» (p. 89). Most
historians would argue that there was little differentiation between the
modes of warfare and conquest practiced by Muslim and non-Muslim
rulers, as murder of innocents, destruction of cities and looting of
property were almost universal practices.

The textbook’s section on the British conquest of India never
mentions that the ranks of the British armies consisted primarily of
locally recruited Indians, including large numbers of Muslims, and
that British military superiority contributed to a string of victories
against local armies that were often much larger in size. Instead, the
textbook ascribes all British victories to British deceit and lies and the
cooperation of various «traitors». It describes the war of 1857 as the
«war of independence,» which it describes as «a last ditch battle on
the part of the Muslims and also other nations of the sub-continent, for
the preservation of liberty» (p. 72). Although it acknowledges that the
British won the war, it provides no explanation for the victory. It then
states that

At the end of the War, the entire blame for the uprising was
put on the Muslims, and Hindus assured the British of their
loyalty and continued faithfulness. As a result of Hindu-British

3% Ibrahim Shamim and Haji Fazal Ahmed, Social Studies for Class 8 (Lahore:
Punjab Textbook Board, 2002).
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collusion, Muslims were subjected to great hardships. The doors
of government service, trade and business were closed on them.
They were forced to accept petty jobs as peasants, labourers,
water carriers, fillers of inkpots, and artisans, etc.

The Muslims did not rest after defeat in the War of Inde-
pendence. They could not be cowed down by the atrocities
committed on them by the British and the Hindus. Rather, they
continued their struggle more vigorously, which culminated in the
creation of Pakistan (pp. 72-73).

This statement overlooks statements commonly found in colonial
writing and literature praising Muslims for their «manliness», their
monotheistic religion and loyal service to the empire. These same
accounts often criticize Hindus as disloyal and effeminate and prac-
ticing a religion that many British commentators found distasteful.

The textbook then goes on to claim that in the period from 1906
to 1947, which it describes as «the Pakistan Movement», «The Hindus
had never forgiven the Muslims for having ruled India for centuries.
Therefore, both communities [British and Hindu] conspired against
the Muslims to turn them into a poor, helpless and ineffective
minority». And that «Hindus ... in connivance with the British rulers
formed a political party called the Indian National Congress which
aimed at sharing power with the British in ruling India» (p. 74).

Other examples of derogatory references to «the Hindus» and
Indian leaders throughout the textbook include:

e «The Hindus were not prepared to tolerate any ... step which
benefited the Muslims. So they became violent and freely
damaged government and public property» (p. 75).

e «The Nehru report clearly indicated the inner mind of the
Hindus that they wanted to bring Muslims under their control
permanently» (p.78).

e «The era of Congress rule proved very detriment [sic] to the
Muslim cause. Urdu was replaced by Hindi. The doors of
government services were closed on Muslims and they were
disgraced and humiliated in many ways. The Hindus even
interfered in Muslim religious ceremonies. Their property was
looted, houses set on fire and Muslims were massacred at
many places. Thus, the ignoble behavior of the Hindus forced
the Muslims to rally round the Muslim League Flag» (p. 82).
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e «The Muslims of the subcontinent ... became solid like a rock.
They forced the two enemies, the British and the Hindus, to
accept the demand for an independent Pakistan» (p. 83).

e «Mr. Gandhi, being a staunch Hindu, insisted on getting
things decided in his own way» (p. 84).

The Madrassa Problem

Pakistan also faces a unique situation not found in India, in that it
has a parallel system of education that has grown exponentially since
Pakistan’s independence and is largely out of the control of the
government. This is the madrassa system. Madrassas have long been a
fixture of the Muslim community in both India and Pakistan. They
were originally meant to play the role of alternative schools for the
more conservative religious families who were not comfortable with
secularism and modernism. The students, usually male, traditionally
restrict their learning to the Qu’ran and Islamic texts, and many
become mullahs (Islamic prayer leaders), primarily in village mos-
ques. The curriculum in most madrassas is centuries old and con-
centrates on memorization of the Qu’ran. Most graduates of madrassas
are woefully incapable of finding any employment other than as
mullahs. In India, the vast majority of Muslim families prefer to send
their children to secular schools that impart skills necessary for
employment in the modern world. As a result, Indian madrassas,
facing stiff competition are more amenable to modernizing their
curriculum (including in some instances the teaching of girls). They
also remain few and far between and largely uncontroversial. This is
not the case in Pakistan, however, where there is a shortage of
adequate secular schools and in some cases Madrassas supplement or
replace secular school. In addition, some madrassas have been accused
of turning out Islamic fighters and terrorists.

In Pakistan, the extended economic downturn and the inability of
the government to adequately fund both a large military establishment
and public services, has resulted in the deterioration of the public
education system. This meant that the children of many poor families
had no access to education. The madrassas, which in some cases have
access to funding from abroad and from domestic political groups, are
able not only to offer free education but free textbooks and room and
board. For many poor families this offer is too attractive to pass up.
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The problems begin when the students graduate and many join the
ranks of the unemployed. Often inculcated with a militant and
fundamentalist strain of Islam and with no marketable skills, such
young men have been prime candidates for recruitment into a wide
variety of domestic and international jihads sponsored by Islamic
groups from around the world.

Many madrassa graduates continue to fight in the incessant wars
of Afghanistan and now within Pakistan itself, where they provide
troops to the Taliban (both the Afghan and Pakistani branches), and in
Kashmir, where they are infiltrated across the line of control to attack
targets in Indian Kashmir. Some provide foot soldiers to terrorist
groups like the LeT, which carry out attacks against civilians in India.
Domestically, madrassa graduates have joined the brutal sectarian
terrorist groups, providing the gunmen who routinely attack those of
other sects. These Sunni and Shi’a terrorist groups have not just
fought each other, but have attacked non-Muslim Pakistanis and
Westerners.

At independence, Pakistan was home to 250 madrassas. During
the Afghan war the madrassas were found to be a good source of
motivated anti-Soviet fighters, and with the assistance of foreign
money, primarily from Saudi Arabia, the system was vastly expanded.
The madrassas also received official patronage from the regime of Zia
ul-Haq, who saw them as instruments in his goal of «Islamicization»
in Pakistan. By 1987 there were 2,862 madrassas in Pakistan, which
graduated 30,000 students per year>.

When General Musharraf came to power, he determined that the
system had gotten out of hand and commissioned his interior and
education ministries to undertake a study of the madrassa pheno-
menon. They identified 115 madrassas that were accepting money
directly from foreign countries, primarily Saudi Arabia, Kuwait, Iran,
Libya, Iraq, and Britain. Some 20,000 of the students in Pakistani
madrassas were from foreign countries, primarily Afghanistan and a
number of Central Asian and African states. Approximately half of the
madrassas in Pakistan are run by a variety of Islamic extremist

31 Musa Khan Jalalzai, Sectarianism in Pakistan (Lahore: A. H. Publishers,
1992), p. 287.
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political parties and groups*. Musharraf’s government also found that
there were 7,000 to 8,000 madrassas in Pakistan with a combined
student body of between 600,000 and 700,000, and that up to 50,000
of the students were being provided with free room and board™.

In April 2001 the Musharraf government unveiled a plan called
the Pakistan Madaris Education Board Ordinance 2001, which it
hoped would bring the madrassas under government control, cent-
ralize their curricula, and expunge the teaching of religious hatred and
extremism. The plan had a number of components:

e No madrassa would be allowed to accept funding from
abroad. Instead, all foreign donations would be channeled
through the Ministry of Education.

e The curriculum would be centralized and modernized, with all
madrassas teaching from a syllabus devised by a permanent
education board within the Ministry of Religious Affairs.

e All madrassa students would have to take standardized
examinations administered by the government before they
could graduate.

e All foreign students would be scrutinized and those deemed
suspect deported.

The financial accounts of all madrassas would be audited.

All madrassas would be registered and required to provide
information regarding their affiliation, syllabus, student body,
and financing®*.

While some of the more moderate madrassas complied with the
provisions of the plan, the more militant and fundamentalist saw the
proposal as a threat to their continued existence and refused to
cooperate. For example, Maulana Sami-ul-Haq, the spokesman for the
Jamiat-ul-Ulema Islam (JUI), one of Pakistan’s more militant spon-
sors of madrassas, stated that the JUI would not allow the government
to interfere in religious affairs, and «every conspiracy hatched in this
regard will be thwarted»>’.

32 «Musharraf’s Plan for Religious Schoolsy, Pakistan News Service, April 12,
2001.
33 General Musharraf, television interview with CNN, September 30, 2001.
34 0.
Ibid.
3 «Religious Parties Reject Madaris Education Board Ordinance», Pakistan
News Service, August 20, 2001.
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In the face of such stiff opposition, the government of Pakistan
has proceeded very slowly in implementing its plan. In the best of
circumstances it could take years to establish control over the
madrassa system. It is impossible to generalize about the history
textbooks used in the madrassas, as at present most textbooks and
other educational materials in use are self-produced, imported from
other countries, or nonexistent, and neither the government or inde-
pendent groups and scholars have conducted a detailed study of
madrassa texts. According to a recent estimate, only 300 of some
20,000 madrassas in Pakistan teach elementary subjects like math,
science, and English*.

Riyaz Punjabi of the Center for the Study of Social Stystems at
Jawaharlal Nehru Univeristy, argued in March 2005, that it was «too
early to assess the impact of the initiatives launched by Pakistan
President General Pervez Musharraf to counter the extremist Jihadi
culture nurtured for the last thirty years in the country, ... in which
Islamic identity in its extremist fundamentalist form was projected as
the national identity»*’. Punjabi confirmed, however, that Musharraf’s
government had launched a major initiative to re-examine the
country’s education system and rewrite the textbooks in use in the
public schools, and that the effort was facing «tremendous overt and
covert pressure from fundamentalists»’®. These conditions have
persisted after Musharraf resigned from power in August 2008.

The Case of India

Unlike Pakistan, India is not an ideological state. It is rather the
inheritor of the state created by British imperialism, which forcibly
united disparate princely states into the modern entity that we now
recognize as India. And unlike Pakistan, it claims to be nothing more
than a geographic entity that includes a variety of people who share a
common culture and history.

3 Owais Tohid, «Pakistan, US Take on the Madrassahs», Christian Science
Monitor, August 24, 2004.

37 «The Future of Islamism in Pakistan», Riyaz Punjabi, World Focus, Volume
26, Number 3, March 2005.

¥ Ibid.
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Like Pakistan, however, India contains an ethnically and reli-
giously heterogeneous population. From the perspective of this study,
the most serious divide is that between India’s many religions. The
predominant religion in India is Hinduism (81.3 percent of the
population), with Islam being a distant second (12 percent). Other
religions include Christianity (2.3 percent), Sikhism (1.9 percent),
Buddhism, Jainism, and Zoroastrianism®’. The Indian National Cong-
ress, which was the driving force behind the Indian movement for
independence, maintained from the outset that India would be a
secular state. Throughout the long struggle for independence, Cong-
ress asserted that all creeds would be treated equally in independent
India, although under strong pressure from Hindu majorities, it did not
always provide the promised guarantees.

Although it does not share the same ideological impetus as
Pakistan, India has since independence attempted to inculcate secular
nationalism in successive generations of Indian schoolchildren and has
relied on textbooks and standardized curricula as the principal means
of socialization. However, the rise of Hindu nationalism over the past
two decades challenged the civic nationalism of the Congress Party
and its allies-leading to an extraordinary struggle over the definition of
Indian identity. Much of the struggle between the secularists and
advocates of Hindu ideology is waged on the terrain of competing
narratives of India’s past.

This ideological struggle was one-sided for most of the post-
colonial period. Except for a brief period in 1978 under the short-lived
coalition led by the Hindu nationalist Janata Party, Indian educational
policy at the federal (national) level had been dominated since
independence by left-secularists. This changed in 1997 when the
electoral success of the BJP-led coalition enabled the victors to apply
the philosophy of Hindutva, or Hindu nationalism, to the realm of
official culture. While in power, the BJP put secularism on the
defensive in Indian politics and in elite and mass culture, but the new,
nationalistic («saffronized») textbooks introduced by the BJP enjoyed
only a brief lifespan. They were introduced as part of the new
curriculum for only a short time before the Congress-led coalition (the

3 The Central Intelligence Agency, The World Factbook 2002 (Dulles, Va.:
Potomac Books, 2002).

120



United Progressive Alliance — UPA) took power in national elections
in mid-2004.

Romila Thapar is one of India’s leading historians. Asked by the
Nehru government to draft textbooks on Ancient and Medieval Indian
history for secondary schools, she worked with a group of primarily
leftist scholars to write a series of textbooks that were in use in India
for decades. Generations of Indian students remember with fondness
the Thapar texts, with their heavy emphasis on secularism and India’s
«composite culturey.

In an interview at her residence, Dr. Thapar complained that
while the new UPA government had pledged to remove the BJP
textbooks by the fall of 2005, they were forced to backtrack by the
structural shortcomings inherent in the Indian educational system,
which is totally reliant upon comprehensive testing and compels
Indian students to study (read memorize) the text in hopes of getting
«good marks» on comprehensive examinations. This approach, she
pointed out, made it all but impossible to replace one set of textbooks
with another halfway through the school year. The UPA government
thus decided to retain the old books until the new books have been
fully written, vetted and delivered to all of the classrooms. She
remarked that this placed the government in the odd position of
teaching history that it knows is factually incorrect.

While the saffronized books have been largely withdrawn (at least
outside the BJP-ruled state of Gujarat), intellectuals remain unhappy
with the new books. Bhattacharya explains that rather than simply
reintroduce the pre-BJP texts into the classroom. Under NCERT
director Krishna Kumar, Bhattacharya and a group of some sixty
historians, teachers and educators devised a «National Curriculum
Framework», to develop new history syllabi. They introduced a series
of revised textbooks that went beyond the secularism and nation-
building of the past.

One result of the reforms introduced by Krishna Kumar,
Neeladri Bhattacharya and their colleagues, is that students in
grades 6, 7, and 8 no longer use books that examine Ancient,
Medieval and Modern India (Our Pasts I, 11, and III). These books
have been changed to «underline the multiplicity of histories and
narratives that constitute the past, and...emphasize that there is no
single linear narrative; there is no one national past that we can
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comfortably return to». The textbooks for grades 9 and 10 have also
been completely changed. The two new textbooks (India and the
Contemporary World), I and II), now introduce students to the
modern world and expose them to developments in other countries
and continents. As Bhattacharya explains, the books are meant to
orient students in this grades to look beyond nation states as the
focus of history and towards regions and the international arena. In
addition, the new texts no longer focus solely on national identity
and the colonial heritage, but incorporate the impact of feminism,
environmentalism, and other societal concerns, and familiarize
students with the process of history, introducing them to varied
historical sources and inviting them to draw their own conclusions
from the data rather than to merely absorb pre-digested historical
dogma.

Dr. Thapar, who is immersed in the textbook process and well-
connected to the current government, confirmed that Indian and
Pakistani historians have long talked about working together to
produce joint histories of partition and the India/Pakistan relationship,
but nothing concrete has yet to emerge. There are proposals for the
establishment of a formal Indo/Pakistan history center, which would
provide a neutral ground for historians from both countries to meet
and discuss historical issues and perhaps produce joint accounts, but
she was not optimistic that an agreement would materialize quickly™.

Because the Indian secular tradition has shaped official narratives
for most of India’s postcolonial period, we now assess the content and
quality of that discourse in representative textbooks. We refer to these
works as civic or secular textbooks. We then turn to an evaluation of
the Hindu nationalist textbooks introduced by the BJP-led coalition,
and conclude with an assessment of the books that have replaced the
BJP textbooks.

Like the curriculum taught in Pakistan, the Indian curriculum has
subordinated history to civic mythology, which has tended to per-
petuate and deepen the divide between Indians and Pakistanis. But
unlike Pakistan, whose population is 97 percent Muslim, India con-
tains a sizeable minority of Muslims, which it wants to integrate into
the national mainstream. At the time of partition, millions of Muslims,

0 Interview with Jon P. Dorschner on March 26, 2005.
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primarily from Punjab and West Bengal, and smaller numbers from
Uttar Pradesh and Bihar, emigrated to Pakistan, while the vast
majority of the Muslim community remained in India. At present,
there are more Muslims in India than in Pakistan. The Pakistan
ideology claims that all Muslims constitute «one nation» and that
Muslims are not free to practice their faith or maintain their culture in
«Hindu» India. The government of India, through its curriculum, has
consciously attempted to belie these claims.

India’s secular textbooks have tended to emphasize the essential
equality of all religious faiths and try to give each of them equal time
in the school curriculum. (By contrast, another multicultural state with
one predominant religious group that has espoused a philosophy of
secularism in public schools, the United States, has generally chosen
to define secularism as an «absence of religion.» In its public edu-
cation system, it has avoided linking the nation with any one religious
faith, in conformity with the U.S. Constitution, which proscribes the
establishment of a state religion.) This evenhandedness, has colored
the way Indian schoolchildren learn about Pakistan, its founding, and
the underlying reasons for the division of British India. The Indian
curriculum in its secular variant under the Congress Party and its allies
did not teach objective facts but colored the national narrative to suit
political ends. Examples from the secular curriculum included:

e All religions are equal and must be given equal treatment.
Therefore, for example, although Hindus constitute 81 percent
of the population and have historical roots in India that stretch
back at least five millennia, Hinduism is given equal treatment
with Christianity, whose adherents constitute only slightly
more than 2 percent of the population.

e The Indian National Congress was at the forefront of the fight
for Indian independence and was always a pan-Indian party
that represented the interests of all Indians, including Mus-
lims.

e The Muslim League, under Muhammad Ali Jinnah, deter-
mined to break up India and propounded the two nation theory
for its own destructive reasons.

e The massive bloodshed associated with the partition of India
was the result of Muslim aggression and was primarily the
responsibility of the Muslim League.
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e Kashmir is an integral part of India and any violence there is
the result of a «proxy war» waged by Pakistan.

e Much of modern Indian history consists of hagiography regar-
ding Mahatma Gandhi, Jawaharlal Nehru, and others. The
founders of Pakistan are vilified.

e Indian history ends with the independence of India. Little or
nothing is said about the events from independence to the
present.

Content analysis of the school textbooks used in India reveals
how they differed from those of Pakistan, and why. In India the
teaching of history was subsumed under a curriculum called «History
and Civicsy. For our study we examined two textbooks used in the
sixth, seventh, and eighth grades. Both textbooks state on their first
pages that they are based on the national syllabus framed by the
National Council of Educational Research and Training (NCERT).
Since the textbooks are for the use of students living in the Delhi
capital region, they are published under the auspices of the Inter State
Board of Anglo Indian Education, New Delhi, which prepares
English-language textbooks.

It should be pointed out that Indian and Pakistani textbooks were
not mirror images of each other. Both sets of books covered some of
the same material in the same manner. There are some areas in which
the textbooks differed, but, the following examples notwithstanding,
they were not always directly contradictory. The textbook for use by
sixth- and seventh-grade students were titled A Combined Course in
History and Civics™.

In the sixth grade, Indian students are introduced to the medieval
period, when much of India was conquered and ruled by Muslims. In
complete contradiction to Pakistani textbooks, which repeatedly emp-
hasize that Muslims and Hindus constitute two separate «nations» and
have never been integrated into a common nationality, the Indian
textbooks repeatedly state that the two communities were totally
subsumed within an Indian national identity. Thus, the textbook opens
by stating how the Muslims came to India, settled there, and «as a
result of their intermingling with the Indian population, a composite

' S.L. Kaeley, 4 Combined Course in History and Civics (Delhi: Inter
University Press, Ltd., 2000).
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culture began to grow» (p. 2), and later states that «As time passed the
newcomers became a part of the Indian population. As a result of long
association, the newcomers by and large accepted the Indian pattern of
life, in dress, food, habits and language. By living together for many
centuries, people of both civilizations began to understand each
other’s ways» (p. 63).

The book then immediately attempts to assure the students that in
India, Islam receives the highest respect and admiration. It describes
the Islamic faith, «which is now one of the greatest religions in the
world» (p. 2), in almost patronizing terms, including glowing reports
on the life of the prophet Muhammad and the Qu’ran, and stating that
«In the Middle Ages, the Arabs were the torchbearers of a new
civilization. Europe and the rest of the world had their first lessons in
modern civilization from the Arab world» (p. 4).

In describing India before the advent of Islam, the textbook is
very critical of India’s pre-Islamic (primarily Hindu) civilization. It
takes a strongly modernist and progressive stance, listing a number of
«social and religious evils», which it says «plagued the fabric of the
society». These are listed as «Blind faith in religious superstitions,
caste system, early child marriage, sati [widow suicide], infanticide, ...
untouchability» (p. 67). The textbook states that «The whole society
was divided into high-caste and low-caste people. The high-caste
people enjoyed all sorts of rights and privileges whereas the low-caste
people were denied all the rights. They were treated with contempt»
(p- 28). As a result, India was easily conquered by the Muslims,
because its people felt oppressed by the traditional social system:
«Under these conditions, it would hardly matter ... whether the king
was a Rajput [Hindu ruler] or a Turk [Muslim ruler]» (p. 29).

The Pakistani textbooks, with their heavy ideological orientation,
tend to reduce the subcontinent’s long and complicated history to a
few simple points, by concentrating on the advent of Islam and events
relating to Muslims. Much of the remainder is deleted or mentioned
only in passing. In addition, the Muslims are treated as a monolithic
group, and divisions between various kinds of Muslims, whether they
be cultural, theological, or political, are glossed over. Likewise, this
monolithic Muslim community is said to be repeatedly abused and
exploited by a monolithic group called «the Hindus,» which is aided
by «the British».

125



The Indian textbooks take a very different approach. In their
effort to be all-inclusive, the textbooks saturate Indian students with
long lists of historic personalities, events, battles, and cultural
developments. Every Indian religious community, no matter how
small, is mentioned, as are most historic personalities. When discus-
sing Muslim leaders, some are described as bad rulers, while others
are highly praised. In this regard, the Indian textbooks are more
objective than the Pakistani, which tend to draw simple distinctions
between Muslims and non-Muslims and attempt to portray every
Muslim historical figure in the best possible light, while denigrating or
vilifying the actions of non-Muslims.

Indian historic figures who purportedly attempted to integrate
Indian society and blur the differences between religions come in for
especially high praise in Indian textbooks. For example, one Muslim
ruler, Ala-ud-din, is described as «the first Indian ruler who stopped
religious leaders from interfering in matters of government. He did not
listen to the advice of the Ulemas [religious leaders of Islam]. He had
his own ideas of kingship. He felt that religion should be completely
separate from politics» (p. 49). The Mughul emperor Akbar is also
singled out for praise: «Akbar was one of the most enlightened
emperors of India. He adopted a policy of religious toleration. He
treated all his subjects alike irrespective of other religions. He never
did anything that might injure their religious feelings... Akbar gave
full freedom to his subjects to practice any religion which they liked.
Akbar was a secular king» (p. 83). Furthermore, he «thought of
himself as an Indian and looked upon this country as his motherland.
He tried to bring about national unity among the people by removing
all sorts of religious and social distinctions. By allowing freedom of
religion to all, he laid the foundation of the secular state in India»
(p. 86).

In describing religious developments during the Middle Ages, the
textbook places strong emphasis on religious reformers and syncretists
who attempted to gloss over or blur religious differences. It praises
these developments and credits them to the long and fruitful asso-
ciation of Muslims and non-Muslims on the subcontinent. The text-
book states that Sufism (a mystical Muslim sect which downplays or
ignores sectarian differences) was a significant movement because
«The Sufis believed in free thought and a liberal outlook. According
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to the Sufis, all human beings were equal ... in the eyes of God. All
religions of the world aimed at one and the same thing. The ultimate
aim of all religions was to get nearer to God» (p. 66). It then praises
the Hindu Bhakti (devotional) movement for its purported espousal of
the same ideals: «Both the movements were similar in their beliefs.
Both of them were against meaningless ceremonies and rituals. Both
believed in one God... Both believed in the fact that all men, high or
low, were equal in the eyes of God... The Sufis and the Bhaktas did
not believe in the caste system» (p. 66).

In the eighth grade the Indian student was taught about the history
of India from the end of the Mughul era to Indian independence. To
examine how these periods were taught we looked at an eighth-grade
text titled A4 Textbook of History and Civics**. Pakistani textbooks tend
to paint British imperialism in simple terms as an anti-Islamic
movement. They attempt to instill in Pakistani students the idea that
the British were always inherently opposed to the Muslims and
cooperated with «the Hindus» to keep Muslims in a depressed situ-
ation. Likewise, «the Hindus» were bent on working with the British
to ensure a privileged position for themselves at the expense of the
Muslims. The British are therefore universally bad.

In India’s secular textbooks, the British are criticized for their
imperialism, racism, greed, and duplicity, but they are also acknow-
ledged to be an advanced civilization that made positive contributions
to India. In the Pakistani textbooks the British are depicted as
defeating Muslim armies through subterfuge and deceit, and they
make no mention of the fact that most of the soldiers in the British
armies were Indian, including many Muslims. Pakistani textbooks
make no mention of any positive contributions by the British to
Pakistan. By contrast, the Indian textbook acknowledges that the
«Company’s army was composed mostly of Indian sepoys. It was a
disciplined, well-trained and loyal force» (p. 41). The textbook goes
on to acknowledge that while some British victories were the result of
deceit, most were the result of British military superiority.

Indian treatment of the events of 1857 is also more objective than
in the Pakistani textbooks. Like the Pakistani textbooks, the Indian

*2 H.K. Bagga and Indrani Choudhury, 4 Textbook of History and Civics (New
Delhi: Jay Cee Publications, 2002).
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texts call this conflict «the war of independence» but some also point
out that is was a «revolt,» which is far more accurate. And unlike in
the Pakistani textbooks, the war is not described as largely an Islamic
affair but rather a group effort by Muslims and non-Muslims alike:
«Despite putting up a courageous fight by both Hindus and Muslims
to get rid of foreign domination, it failed in its mission» (p. 52).
Pakistani textbooks paint the events of 1857 as an Islamic awakening,
while the Indian textbook describes it in more nationalistic terms.
«The 1857 war was not fought in vain... For it shook the people of
India out of their slumber and made them conscious of their right of
freedom, self-respect and nationalism» (p. 52).

Indian and Pakistani textbooks take diametrically opposed views
when it comes to the reasons for the partition of India and the birth of
Pakistan. The Pakistani books say that the two communities were
always separate «nations» and that the Hindus and the British exp-
loited the Muslims, making it clear to Muslims that they could only
have freedom in their own country. The Indian textbooks downplay or
ignore longstanding communal problems in some parts of India, and
argue that throughout the region the two communities were integrated
into a common South Asian identity, and allege that communal
differences only became acute after the British devised a «divide and
rule» policy to put Muslims and Hindus at loggerheads and suppress
Indian nationalism. In this picture, Indian textbooks turn around the
portrayal found in Pakistani textbooks. Instead of being in the
vanguard of the anti-British movement, Muhammad Ali Jinnah and
his colleagues in the Muslim League are portrayed as willing
accomplices of the British who supported British imperialism and
benefited from it.

The Indian textbook states that Pakistan primarily came about
because the British «applied the policy [of divide and rule] on the
Hindus and Muslims. Just as Pakistani textbooks accuse Hindus of
collaborating with British imperialism, Indian textbooks assert that the
Muslims were enticed by the British into abandoning the quest for an
independent India and turning to the Pakistan ideology. «They
admitted this fact by stating that Hindus and Muslims are the two
wives of the British, but the Muslim wife was more favoured» (p. 58).
It goes on to state that «the government now started supporting the
upper-class Muslims against the Nationalist Movement of the Hindus»
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and «encouraged formation of communal parties such as the Muslim
League ... to weaken the struggle for independence. Separate elec-
torates were introduced... This policy finally led to the partition of the
country into two» (p. 58). The Indian textbook correctly points out
that the Indian National Congress was never an exclusively Hindu
organization and has always had Muslim members. It blames the
British, rather than Hindu communal views , for a decline in Muslim
membership: «The British stated that the two communities had no
common interests and tried to dissuade the upper-class Muslims from
attending or participating in Congress meetings» (p. 78).

Muhammad Ali Jinnah is named as the principal agent respon-
sible for the breakup of India. «A campaign against its [Congress]
ministries was started by the Muslim League leader M.A. Jinnah. On
the ground of supposed ill-treatment of the Muslims in Congress
Provinces, he propounded the ‘two nation theory’» (p. 96). «Jinnah
demanded a separate homeland for the Muslims which was to be
called Pakistan. This destroyed once and for all any hope of Hindu-
Muslim unity and keeping India united» (p. 97).

While Pakistani textbooks tend to blame the bloodshed and
carnage surrounding partition on the Hindus and Sikhs, in the Indian
textbooks the blame falls squarely on the British and unnamed
«communal parties» (the Muslim League). While the Pakistani text-
books are emphatic and straightforward, the events are merely
described in the passive voice in the Indian textbook, and the students
are left confused as to what caused so much heartbreak. According to
the Indian textbook,

The year 1946 saw an outbreak of bloody riots, in Bengal, Bihar,

Bombay and other places in the country in which thousands of

Hindus and Muslims were killed... The hatred sown by the British

over the years in the minds of Hindus and Muslims at this hour

was inflamed by the communal parties which resulted in wanton

killings, rapesand shameless inhuman acts» (p. 112).

The Indian treatment of the accession of Kashmir and other
princely states also clearly contrasts with the narrative found in the
Pakistani textbooks. While the Pakistani story alleges that the Indian
government used duplicity and coercion to wrongfully absorb Muslim
majority states, the Indian story is quite clear: «All the states in India,
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except Kashmir, Hyderabad and Junagarh, joined India... The Nizam
of Hyderabad State wanted to function independently but police action
against him put an end to this thought and the state merged with India.
The State of Jammu and Kashmir acceded to India, [but] this decision
was not liked by Pakistan and this led to war». The textbook makes it
quite clear that the Kashmir issue has been resolved in India’s favor
and the continuing violence (which is never explicitly mentioned) is
due to Pakistani interference. The textbook states that «The State of
Jammu and Kashmir is an integral part of India... In Kashmir Valley
Muslims are in a majority, yet the people have voted to stay with
India. But Pakistan has always insisted on its right to this State»
(p- 179). There is no mention of the role played by the Maharajah of
Kashmir and the uprising by Muslim inhabitants of Kashmir against
his rule, the allegations of rigged elections and Indian government
interference in Kashmir, or of the alleged human rights abuses by
Indian security forces. The fact that Kashmiris have never voted in a
referendum to determine the status of Kashmir or that a referendum
was ever proposed or agreed to by India is also not mentioned. The
students are given the impression that Pakistan invaded Kashmir in an
act of naked aggression, and continues to interfere there even though
the dispute has been resolved.

Civics and Secularism

Indian textbooks combine history and «civicsy. The civics com-
ponent describes the Indian constitution and government. It emphasi-
zes that India is a «sovereign socialist secular democratic republic» .
In A Combined Course in History and Civics, the officially approved
definition of secularism is spelled out in great detail:

The world «secular» ... implies four things: First, India is not a

religious or theocratic state like Pakistan, Iran, Saudi Arabia, etc.

Secondly it does not extend special favours to any particular

religion. Thirdly the State has no official religion of its own.

Fourthly, the people of India have the freedom to profess, practise

or propagate any religion they like (p. 13).

The textbook further elaborates that,

# Kaeley, A Combined Course in History and Civics, p. 10.
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It is beyond doubt that our Constitution establishes a Secular
State in India. The right to religious freedom is desirable in India
as it is a country where followers of many religions live.
A Secular State is the only answer to the problems of a multi-
religious country like ours» (p. 26).

As pointed out earlier, the Indian definition of secularism differs
from that found in the United States. In the United States the
Constitution has decreed a separation of church and state and the
courts have interpreted that to mean that the state shall not advocate
any religion. Thus, in the United States religion is generally absent
from public life and is not taught in public schools. The Indian
government, by contrast, has decided to practice secularism by paying
equal attention to all the religions found in the country. One textbook
states that «Even though it [India] had the Hindus as the majority
community, the leaders stressed that India should have a secular
democratic government. Thus India became a secular country where
all religions have equal status and the government is neutral in the
matters of religion at all levels»™*.

To provide a stark visual reminder of how this policy is interp-
reted, Indian textbooks commonly have pictures of various places of
worship-a Christian church, a Hindu temple, a Sikh gurdwara, and a
Muslim mosque-with the caption «secular India». A similar device
used in Indian textbooks is to show a group of men in obviously
sectarian dress and appearance, with different houses of worship
clearly visible behind them, while the caption reads, «Right to
Freedom of Religion».

In the section on relations with Pakistan, the textbook states that
«India has always tried to maintain friendly relations with Pakistan.
The problem is that even after division of the country, there is still a
good number of Muslims living in India... It is because of this that
Pakistan continuously interferes in our internal matters»™®.

* Bagga and Choudhury, 4 Textbook of History and Civics, p. 124.
* Ibid., pp. 178-79.
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Indian Textbooks under Fire

We have already seen that the Pakistani textbooks rely on nega-
tive nationalism to instill a sense of national identity and patriotism in
the young. While the Indian system uses negative nationalism to a
more limited extent, usually in regard to representations of Muham-
mad Ali Jinnah, the partition of India, the role of the Muslim League,
and the Pakistani role in the Kashmir dispute. The Indian approach is
more complicated than the Pakistani. While the Pakistani system
wants to exclude non-Muslims (whether they be Pakistani or not) from
Pakistani history and national life, the Indian system consciously
works to include everyone residing in India.

There are strong parallels between the Indian approach and
multiculturalism as an academic and political perspective in the
United States. India has always had difficulty integrating its various
religious communities, particularly Muslims, into a legitimate polity
with a common civic identity and has consciously attempted to use
textbooks and education as a means for achieving this end.

For the United States, the problem has been one of race. Until the
Civil Rights movement, non-white minorities were largely excluded
from national life. The United States is now trying to integrate non-
white minorities into the national mainstream. Rather than push for
color-blind assimilation, the United States has chosen to adopt a
policy of «multiculturalism», which emphasizes that each ethnic
group and racial minority has the right to its own distinct identity and
culture and that these myriads of groups are all equal. This approach
has led to enormous changes in American school curricula and how
American history and ideals are taught. As a result, many American
textbooks have consciously moved to become more «inclusive» and
usually have separate sections on the positive contributions of
numerous ethnic groups.

In India the painful and divisive issue has been religion rather
than race. India has therefore since its founding attempted to enact a
similar policy regarding its numerous religious minorities. Yet
research suggests that this approach may have failed to fully convince
children of the Hindu majority to accept the government-approved
definition of secularism. In the 1999 election, the BJP touting a Hindu
nationalist agenda came to power, winning 23% of the vote in a many-
cornered race, the highest vote count ever for the Hindu right. That
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this outcome occurred despite almost 40 years of consciously secular
education suggests that many Hindu Indians continued to find Hindu
nationalism attractive despite years of school socialization empha-
sizing secularism. A partial explanation for this paradox was offered
by Krishna Kumar, who compared Indian and Pakistani textbooks in
an important study that used Indian and Pakistani representations of
the independence struggle as its primary research variable*. His study
made a number of findings that directly relate to the problem of
reconciliation between Indians and Pakistanis.

Kumar found that the Indian approach to the teaching of history
often left students confused and unwilling or unable to absorb the
pluralist doctrine of the secular textbooks. Students tended not to
differentiate between the Muslim League and its leader Muhammad
ali Jinnah who are depicted in a critical and negative fashion in their
textbooks and the «Muslims», as a community. This distinction is
often too subtle and the two become one and the same. As a result,
many students leave school convinced that it was «the Muslims» who
broke away from India to establish a Muslim state, and that, given this
history India was established as a Hindu counterpart to Pakistan.
Kumar also discovered that Hindu students are taught that the
independence of India meant that India was finally free of «foreign»
rule and could pursue its own identity. In the minds of many students
it is not clear whether «foreign» rule refers solely to British impe-
rialism or also to the long period of Muslim rule that preceded it (as
asserted by the Hindu nationalist parties). In addition, secularism is
not firmly identified as an Indian concept. Many students come to
believe that since secularism is an essentially «foreign» concept, it too
should be discarded and replaced with Hindu nationalism.

This movement away from secularism is reinforced by the way
that Indian textbooks have depicted the medieval period, when much
of India was ruled by Muslims. Despite the emphasis of the secular
narrative on nonsectarian «balance,» Kumar found a negative under-
tone or subtext in Indian schoolbooks that suggests Hindus were
enslaved by Muslims during this period.

If Kumar’s findings are correct, the Indian school system has in
many instances failed to establish secularism as the Indian norm. But

* Kumar, Prejudice and Pride. New Delhi: Viking/Penguin Books, 2001.
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if so, this failure is due not only to the internal weaknesses and
contradictions of the secular narrative but also to the fact that the
secular textbook is challenged by sources of information external to
the classroom. These alternative sites of cultural knowledge some-
times transmit the message of the Hindu nationalists and contrast with
the government approved secular approach and do so in a much more
powerful and effective way than Indian textbooks. The Hindu child
may thus be exposed to one message at school but to very different
information from her family, respected cultural figures, and the
popular media. With increasing privatization, the Indian government
no longer enjoys a media monopoly. When it comes to historical
issues, private media, with an eye to commercial values, often
broadcast messages at variance with the official narrative. For
example, the national television captivated the nation with dramatic
serials titled «Buniyaad, (Foundation — 1987)» and «Hum Log (We
People — 1986)» which portrayed the officially sanctioned version of
partition. Since then, private networks have broadcast their own
serials with a much different view of the same subject. Private
channels also broadcast patriotic programming on national holidays
that takes a more anti-Muslim and anti-Pakistan view than that seen
on the official network.

There is also a school of vernacular literature, primarily in Hindji,
whose authors are strongly influenced by Hindutva and celebrate the
Hindu nationalist view of Indian history in popular novels, widely
read by the common man. For most Indians, Hindi films produced in
Bombay (Bollywood) are the principal form of entertainment and
often more effectively shape attitudes on crucial subjects than does the
school curriculum. Bollywood films have sometimes projected a
Hindutva view of Indian history that contradicts the message of the
school textbooks. One example was the Hindi film «Gadar»?,
released at the height of BJP rule, which presents a heavily distorted
view of the partition of 1947. In the film, a Sikh takes in a Muslim girl
separated from her family which migrated to Pakistan during partition,
and falls in love with her. When her she finally locates her family in
Pakistan, she goes on a family visit and is not allowed to return to her
family in India. Instead, her parents ignore her marriage to an Indian

*" Gadar (Ek Prem Katha), (2001), directed by Anil Sharma, Starring Amrish
Puri, Sunny Deol, Ameesha Patel.
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and non-Muslim and try to force her to marry a Muslim Pakistani. Her
Indian husband then goes to Pakistan to rescue her. In Pakistan he is
brutally tortured and beaten and fights off hoards of attackers to return
with his wife to India, where they are greeted as heroes. The film
remains among the most popular ever released in India and was
greeted by wild acclaim by Indian audiences when first released. This
is only one of many Bollywood films that espouse a negative view of
Indian nationalism and paint a hostile picture of Pakistan and its
Islamic culture.

Hindu nationalists have long argued that the multicultural app-
roach to the teaching of Indian history goes too far to patronize reli-
gious minorities, especially Muslims, while unnecessarily denigrating
the achievements of Hindu civilization and de-emphasizing the link
between Hindu culture and Indian culture. After the BJP came to
power, it appointed Murli Manohar Joshi, a confirmed Hindu natio-
nalist, as the new minister of Human Resource Development. In turn,
in July 1999 Joshi appointed another Hindu nationalist, J.S. Rajput, as
the new director of the National Council of Educational Research and
Training. Rajput, working closely with BJP ideologues, then devised a
new National Curriculum Framework for Secondary Education (NCFSE),
which the BJP has used as its justification to rewrite history textbooks.

The BJP’s proposals to revamp textbooks were met with stout
resistance from the Indian intellectual and academic communities,
which viewed the move as a betrayal of the Indian education system.
S. Inayat A. Zaidi, professor of history at Jamia Millia Islamia in New
Delhi, stated that the purpose of teaching history in Indian schools
wasy, to protect young minds from the communal and colonial men-
talities generated by the Anglo-Indian writers and then the communal
Hindu and Muslim historians». It was the obligation of the state
through its educational policies to «develop critical faculties in stu-
dents which would enable them to understand the evolution of society
in which they live». Zaidi harshly criticized the program of the BJP to
alter history education reflected its determination to ensure that
«impressionable students are not taught history which develops
rational and scientific thinking but instead are taught pure mythology,
astrology and theology...»*

8 (History Rewritten or Written with a Purpose», S. Inayat Ali Zaidi, University
Today, January 15, 2002.
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When the government began introducing the new textbooks into
the schools, secular and leftist historians and educators filed a court
case attempting to block them on the grounds that the introduction of
the study of religion in Indian schools violated Clause (1) of Article
28 of the Indian Constitution, which prohibits religious instruction in
state-run or-aided schools. The opponents objected to a number of
clauses in the NCFSE, arguing that the proposed curriculum changes
were nothing more than smuggling Hindu nationalism into the
curriculum®.

The opponents argued specifically against clauses calling for the
introduction of the study of religion into the curriculum. A reading of
the document indicates that there are a number of proposals that are
potentially controversial. Chapter 1 of the NCFSE praises traditional
Indian education for its emphasis on philosophy and religion. It states
that,

Although it is not the only source of essential values, it [religion]

certainly is a major source of value generation. What is required

today is not religious education but education about religions,
their basics, the values inherent therein and also a comparative
study of the philosophy of all religions’.

The report takes a thinly veiled hostile stance toward the
Westernized elite that has heretofore dominated the curriculum pro-
cess in India, and its presentation of «secularism,» stating that,

Since India is the most ennobling experiment in spiritual co-

existence, education about social, moral and spiritual values and

religions cannot be left entirely to home and the community.

School education in the country seems to have developed some

kind of neutrality toward the basic values and the community in

general has little time or inclination to know about religions in the
right spirit”.

4 Rajeev Deshapande, «School Curriculum: Changing Course», India Today,
September 30, 2002, p. 30.
%% National Council of Educational Research and Training (NCERT), National
Currisclulum Framework for School Education (New Delhi: NCERT, 2000), p. 14.
Ibid., p. 26.
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The NCFSE at one point complains that «a sizeable segment of
the contemporary Indian society seems to have distanced itself from
the religio-philosophic ethos, the awareness of the social design, and
the understanding of the heritage of the past».’> The document then
calls for a renewed emphasis on «Indian» (read pre-Islamic) contri-
butions to world civilization. The document also makes liberal use of
Sanskrit terminology throughout, and urges all schools to emphasize
the teaching of Sanskrit, even though the language is that of the Hindu
scriptures and is closely identified with the Hindu religion. In October
2002, the Supreme Court of India ruled in favor of the government,
authorizing the use of the BJP textbooks into the classroom.

As expected, the narratives of the new BJP-sponsored textbooks
marked a fundamental departure from the secularist discourse of their
predecessors. Among the most important changes in their represen-
tation of the past are the following™:

e The Indus Valley Civilization, which many scholars claim
predates the advent of Hinduism, was often described as a
«Hindu Civilizationy.

e The Aryans, who most scholars acknowledge were a pastoral
group that invaded India from Central Asia, were portrayed in
some of the new textbooks as indigenous Indians.

e Muslims were subjected to subtle and explicit «othering»:
they were portrayed as «invaders» of India who systematically
assaulted Hinduism during their rule.

e The assassination of Mahatma Gandhi by a Hindu nationalist
was either expunged or obscured. Gandhi himself was some-
times subtly criticized, or, more commonly, ignored.

e Negative references to the caste system and Hindu culture and
institutions, which were common in the pre-BJP secular
textbooks, were rare in the BJP textbooks.

e Ancient Hindu civilization and its contributions to science,
mathematics, and astronomy were emphasized.

2 1bid., p. 6.

3 For an assessment, see Irfan Habib, Suvira Jaiswal, and Aditya Mukherjee,
History in the New NCERT Textbooks: A Report and an Index of Errors (Kolkata:
Indian History Congress, 2003).
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The Failure of Both Countries

Our examination of the production of history syllabi and
textbooks and their application in India and Pakistan points to the
failure of both countries to adequately educate their students in their
own history and particularly in the history of their neighboring
country. The curricula have most egregiously failed in the area of
reconciliation. They have failed to provide students with the infor-
mation and education they need to initiate reconciliation with the
populations of their neighbor and conduct normal interaction. Instead,
they have perpetuated negative stereotypes and enmity.

We have seen that in the case of Pakistan the intent was
conscious, in that the education was based on imparting a negative
nationalism that represented non-Muslims, and primarily Hindus, as
the inherent enemies of Islam. This approach was intended to instill in
Pakistani students a type of Islamic exclusivism and anti-Hindu
prejudice. This methodology had an unintended consequence, howe-
ver, in that it also encouraged many Pakistani students to fall under
the spell of Islamic fundamentalism and radicalism.

This approach also marginalized non-Muslim Pakistanis and
made them feel they did not belong in the country of their birth and
citizenship. It also indirectly encouraged the growth of a violent
extremist Islamic ideology that preached the disenfranchisement and
expulsion of non-Muslim Pakistanis from the country.

In addition, the failure of the Pakistani government to adequately
fund and administer its public education system led to the creation of a
parallel system, the madrassas, which remain largely beyond the
control of the Pakistani government and, in many cases, openly teach
extremism and hate. The combination of the negative nationalism
found in the public schools and the bigotry found in many madrassas
has fueled domestic and international terrorism and undermined the
political stability of Pakistan.

In India, the drafters of the history curriculum for most of the
postcolonial period have been predominantly Westernized intellec-
tuals, who often profess leftist or socialist beliefs and were dedicated
to creating a secular society free of communalism and hatred. Their
value system was not shared by the majority of Indians for whom a
conscious religious affiliation is a principal component of their iden-
tity. Sometimes these heavy-handed attempts to indoctrinate Indian
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students backfired, however. Hindu students and their parents have
chafed under the criticism of some Hindu ideas and practices
contained in the curriculum. In addition, the «all religions are equal»
approach has alienated many Hindu students, who ask why the
obviously dominant religious group is equated with groups much
smaller in numbers and influence. The attempts to embrace a
multicultural approach and be fair to the Islamic minority have often
appeared patronizing and insulting to both Hindu and Muslim students
alike. In the end, the curriculum often unconsciously contributed to a
growing divide between Hindus and non-Hindus, the exact opposite of
its intent.

This approach has also affected Indian views regarding Pakistan,
for the curriculum has not adequately explained why the two countries
came into being and has laid too much emphasis on the perceived
failings of the Muslim League and the British, while refraining from
criticism of Indian nationalists, most particularly the Congress Party
and ignoring the actions of Congress leaders that contributed to
partition. Many Indian students cannot help asking, after studying
their history texts, «If Pakistan is a Muslim state, why isn’t India a
Hindu state?» On coming to power, the BJP government took
advantage of these attitudes, altering India’s national narrative to
embrace elements of negative nationalism and explicitly scapegoat
Islam, the Muslims, and Pakistan.

The Prospects for Change: Pakistan

Many thoughtful parents and educators in both Pakistan and India
have argued that the long-dominant cultural policies had to be
discarded because they seriously undermined the prospects for inter-
communal peace and national prosperity. We now ask whether their
consistent advocacy of positive change in the narratives of both India
and Pakistan have had an impact and resulted in changes in textbooks
and curricula.

In Pakistan the Musharraf government was aware that it inherited
a political whirlwind, created in large part by the attempts of previous
governments to indoctrinate generations of Pakistanis with strident
negative nationalism based almost totally on identification of Pakistan
with Islam. Musharraf and his senior government officials would later
acknowledge that these efforts actually contributed to the growth of
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radical political and religious forces that came to challenge the
Pakistani state, particularly the Pakistani Taliban and the system of
madrassa education. More and more Pakistanis also became convin-
ced that the history curriculum must be reformed if Pakistan is to
reduce political and military tensions on the subcontinent and become
a viable state. Liberal- and secular-minded Pakistanis were already
tired of decades of dominance of the education system by religious
conservatives and supported efforts to revamp the Pakistani curri-
culum and bring it closer to the global mainstream, to provide their
children with a greater chance to participate in the world economy and
reap its benefits. Reflecting the concerns of liberal civil society, the
Sustainable Policy Development Institute, a Pakistani nongovern-
mental organization, issued a report entitled «The Subtle Subversion,»
which documents the self-defeating biases of Pakistan’s textbooks,
particularly narratives that glorify war, violence, prejudice, and
bigotry™.

Demonstrating its commitment to the survival of secular thought
in Pakistan, the report calls for a national debate on the need to rewrite
Pakistan’s textbooks according to balanced, objective standards.
Pakistani reformers attempt to legitimate this agenda by invoking the
liberal philosophy of Mohammad Ali Jinnah, the revered founding
father of the state, which has often been expunged or twisted by
Islamic conservatives. They argue that Jinnah, as a confirmed secu-
larist, would have been appalled by the current theocratic ideology of
the Pakistani state. The authors of the report effectively quote from
Jinnah’s speeches at the time of independence on the importance of
developing a modern nonsectarian national identity for Pakistan®.

Since the advent of Islamic extremist violence aimed at Pakistani
society and the Pakistani state, many of the more pious Pakistanis
without a secular or western-oriented outlook have come to share
these views, and support calls for more moderate textbooks in
Pakistan.

** For the report, see the SDPI Web site at www.sdpi.org. Accessed on January
10, 2005.

%5 See the article by the physicist A.H. Nayyar, one of the authors of the SDPI
report, at www.jang.com.pk/thenews/mar2004-daily/16-03-2004/oped/o05.htm. Acces-
sed on January 10, 2005.
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Interestingly, textbooks already exist in Pakistan that could serve
as models for a reformed national curriculum. As noted above,
Pakistanis at many elite English-medium schools study the govern-
ment-approved textbooks primarily to pass the government-mandated
examinations. However, this small minority of students also has
access to many objective sources of knowledge about the history of
the subcontinent and often relies on those to provide a more accurate
picture of the past.

The most objective texts are used by Pakistani students who take
the so-called O Level exams. Students who pass these examinations
are eligible to go to the United Kingdom for higher education and are
far more likely to gain admittance to universities in other countries,
particularly the United States, which remains a favored destination for
higher education. In Pakistan, a degree from a Western country is
often viewed as a prerequisite to success in business and the pro-
fessions.

Pakistan: A Historical and Contemporary Look by Farooq Bajwa
is representative of the quality of O Level textbooks™. While it fully
supports Pakistani nationalism, the text avoids negative nationalism
and many of the objectionable elements found in standard texts.
Examples of «positive nationalism» and balanced representations
include:

e Ancient Hindus knew a great deal about the solar system
through the use of telescopes and they plotted the movement
of stars and planets. The Arabs later benefited from the
scholarly heritage of Hindus and Greeks. In particular, Mus-
lim scientists drew on Hindu contributions to medicine,
astrology and mathematics (p. 6).

e The caste system still plays an important role in the lives of
modern Indians, in spite of an official Indian government
policy to outlaw discrimination on caste grounds.

e The most infamous of King Mahmud’s many raids on Hindu
houses of worship was on the temple at Somnath in 1025. The
sacking of Somnath ensured that Mahmud would be seen as a
barbarian by later Indian historians (p. 15).

¢ Farooq Bajwa, Pakistan: A Historical and Contemporary Look (Karachi:
Oxford University Press, 2002).
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The Muslim ruler Akbar is depicted as one of the most
influential rulers ever to govern the subcontinent. Although
his unorthodox views on religion earned him many enemies
among Muslims, his aversion to religious dogma reflected his
desire to rule over millions of Hindus peacefully (p. 37).
Aurangzeb, the Muslim ruler, did not hesitate to appoint
Hindu advisors and rely on their counsel. The text notes that
«Although Aurangzeb has been alternately portrayed as the
sword of Islam or a narrow-minded conservative, neither
seems to be the case» (p. 46).

By 1916 Jinnah was one of the leading figures in the
increasingly active independence movement. For many, he
was a perfect example of a person who commanded the
respect and admiration of both Hindus and Muslims. Alt-
hough the growth of Gandhi’s influence alienated Jinnah from
the Congress Party, Jinnah did not give up on the idea of
reconciling the Muslim and Hindu communities for the task of
independence (p.71).

The presidency of Ayub Khan was marred by the 1965 war
with India over the disputed territory of Kashmir. Infiltration
by armed Pakistani groups into Indian-occupied Kashmir in
August 1965 provoked India to retaliate (p. 136).

Bengalis, whether Muslim or Hindu, take great pride in their
local language and culture. Bengalis suffered discrimination
in Pakistan, and resented their underrepresentation in the
Pakistan Army, civil service, and judiciary (p. 139).

The crisis over Bangladesh was inevitable when the Pakistan
army in 1971 imposed a brutal crackdown on East Pakistan.
On a single night «thousands of civilians were killed... If there
had been any hope of saving Pakistan, ... it was lost on the
night of 25/26 March» (p. 141).

Pakistan has among the worst basic social services, including
health and education, in the world. «One of the major reasons
for this is Pakistan’s high military expenditure. In 1990, only
Iraq, Angola, Somalia and Ethiopia were spending more than
Pakistan on defense as opposed to social spending on health
and educationy» (p. 164).



After the extraordinary political shock of 9/11, President Mushar-
raf seemed ready to support more objective Pakistani textbooks for all
students when he stated that «sectarianism, religious intolerance, and
violence» had reached crisis proportions in Pakistan®’. Musharraf tried
to convince the people of Pakistan that they had deviated from
Jinnah’s ideology and he «has most explicitly and forcefully reiterated
Jinnah’s vision of a liberal, secular, and democratic Pakistan»’®.
Musharraf’s dramatic call after the attacks of September 11, 2001, that
Pakistan develop an identity rooted in moderate, modern Islam were
clearly influenced by pressure from the United States and Pakistan’s
need for American and international financial assistance if its eco-
nomy is to avoid collapse, but also seemed to reflect Musharraf’s
personal views that he held before 9/11. Although Musharraf had
relied on support from religious conservatives to strengthen his
government, most observers agree that his personal views were
relatively progressive and secular and that he wanted to see Pakistan
join the ranks of modern nations. The destruction of the Taliban
regime by U.S. forces shortly after Pakistan withdrew its long-
standing support for Afghan fundamentalism also eliminated an
important impulse for Islamic radicalism in Pakistani politics and
society, providing Musharraf with a window of opportunity to espouse
his views. Musharraf’s attempt to implement changes in Pakistan’s
curriculum were spotty and largely ineffectual. Pakistan’s failure to
resolve the forces unleashed by years of dogmatic negative nationa-
lism has contributed to violent extremism.

The overall prospects for reforming Pakistan’s national narrative
are poor. Despite his rhetoric, Musharraf’s efforts to alter the value
system of Pakistan were marked by extreme caution, in part because
of the fierce resistance of Islamic groups and Islamic political parties
to even modest efforts to reduce the vilification of Hindus and
foreigners in the curriculum. The virulence of this opposition was
evident when Islamic parties staged a parliamentary walkout in March
2004 to protest the removal by the Education Ministry of Qu’ranic
verses from biology textbooks™. Such resistance has continued to

57 Independence Day Speech, August 14, 2002.

58 Stephen Philip Cohen, «The Nation and the State of Pakistan», Washington
Quarterly 25, no. 3 (2002), pp. 109-22.

% For the press report, see www.dawn.com/2004/03/13/top1.htm. Accessed on
January 25, 2007.
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plague the reform of education in Pakistan. Musharraf also encoun-
tered strident opposition to bringing even a semblance of government
control to the vast system of madrassas.

His successor, Ashraf Zardrari shares many Musharaf’s critical
view of the Pakistan eduation system and also believes it must be
reformed, he has been too immersed in Pakistan’s problems to make
the far-reaching changes required.

The failure of Musharraf and Zardari to confront negative natio-
nalism was due not only to political weakness but to political prefe-
rences that lock Pakistan into a hegemonic, self-defeating narrative.
Pakistan’s military has long depended on and exploited Pakistan’s
Islamist groups as a source of popular support to divide domestic
opposition to military rule, particularly by moderate, secular parties®.
Perhaps most important, Pakistan’s jihadist culture deflects domestic
political, ethnic, and socioeconomic grievances onto demonized exter-
nal actors, particularly India, legitimating the claim of the military to
rule in times of dire threat. Musharraf was generally unwilling to
abandon this entrenched justification for military rule, apparently
convinced that temporizing was less dangerous to his political survival
than moving forcefully to change Pakistan’s fundamentalist culture. In
the end, it was this very closeness to Islamic fundamentalism that so
alienated Musharraf from Pakistani society and compelled him to
leave power. Likewise, the assassination of Benazir Bhutto by these
same Islamic Fundamentalist forces brought renewed legitimacy to
her secular oriented Pakistan Peoples’ Party and propelled her wido-
wer Ashraf Zardari to power.

The Prospects for Change: India

Unlike Pakistan, chauvinistic narratives in India must vie for
hegemony with a resilient secular outlook that is broad-based and
deeply rooted and has reasserted its political dominance with the 2004
election of a Congress coalition to power. The failure of the BJP to
unseat the Congress Party and return to power in the 2008 election is

% For a good exposition of this dilemma see — Pakistan: Between Mosque and
Military by Hussain Haqqani, published by the Carnegie Endowment for International
Peace — 2005, and, The Idea of Pakistan, by Stephen P. Cohen, published by the
Brookings Institution, 2006.
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further proof that the the Hindutva strain of Hindu nationalism is in
retreat, and that the BJP will have to devise a new less exclusionist
political approach if it hopes to recapture power in New Delhi. The
growth of the sectarian movement led by the BJP and other Hindu
nationalist organizations was fed by nationalistic discourse that further
alienated Pakistan and India and deepened the divide between Hindus
and Muslims in India. In the years after its electoral victory in 2004,
the United Progressive Alliance, led by the secular Congress Party,
moved to «detoxify» the history curricula in India of caustic discourse
and has returned many of the pre-BJP textbooks to the classroom.
These moves were welcomed by most educators and parents.

Rakshanda Jalil, a leading Muslim intellectual at Jamia Millia
Islamia University (JMI) confirmed that Indian Muslims were gene-
rally pleased with the way the UPA government was handling the
preparation of the new texbooks, which were to be guided by the
following broad goals outlined by the government. These goals
include:

e Presenting history as an academic discipline rather than pro-

paganda.

e Depicting Islam and Pakistan in a fair and accurate way.
Emphasizing that history, as the objective study of the past, is
directly relevant to the present.

e Introducing more effective teaching methods and moving
away from rote-learning.

e Deemphasizing elitist history and stressing the record of
everyday life.

Although the reintroduction of a standardized secular curriculum
has been inexorable and has won widespread support from teachers
and parents, a secular narrative in India must rest on a stronger
foundation than the recent Congress Party victory if it is to resist
future challenges from Hindu nationalists. As we have seen, the Cong-
ress Party in its efforts to advance civic harmony actually promoted
the decay of secularism and the attendant rise of religious nationalism.
Through its dogged non-sectarianism and evenhanded treatment of all
religions in a nation that is overwhelmingly Hindu, the Congress Party
alienated many of its constituents. The United States, in which the
large majority of the population is Christian has faced the same
dilemma and has found ways to place proper emphasis on its Judeo-
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Christian heritage without unduly excluding its non-Christian popu-
lation. It would behoove India to examine methods used in the United
States when crafting a more realistic approach that places due
emphasis on Hindu contributions to Indian society and culture without
defining Hinduism at India’s cultural identity.

Other factors have undermined secular institutions and values.
Indira Gandhi’s attack in the 1970s on India’s independent judiciary
and civil service and her strangling of inner-party democracy in the
Congress Party weakened India’s ideological and institutional defen-
ses against the toxins of religious nationalism. Matters were made
worse when the Congress Party, aware of its decline as an authori-
tative national political force, carefully but increasingly adopted
nationalist and religious rhetoric to strengthen its electoral base in its
ongoing struggle with the BJP («soft Hindutva»). Congress oppor-
tunism could result in a future scenario in which, secularism could be
inadvertently sacrificed to the exigencies of political mobilization for
electoral gain.

Nevertheless, important barriers exist to the spread of religious
nationalism in India. The BJP’s primary constituency inhabits India’s
middle and upper classes, and substantive BJP appeals to the lower
classes (or castes) stand to alienate this essential base. The BJP loss in
national elections in 2004 illustrates this constraint. The remarkable
economic growth and wealth creation that took place under the BJP
did not reach sufficient numbers of India’s poor, and the BJP was
punished at the polls for its failure to reach beyond its middle-class
base except in terms of cultural policy. India’s poor sealed the fate of
the BJP because they voted not on the basis of Hindutva but on the
basis of their economic interests. Here the Congress Party has a
relative advantage. Unable to bridge the class and caste gap, the BJP
has turned to bitter infighting that has divided the religious nationalists
from those bent on fostering economic liberalization. The BJP has
also been forced into coalitions with regional parties which are often
much less interested in advancing religious nationalism than the BJP
ideologues. As a result, the BJP has been forced to gut part of its
radical agenda in the interest of building winning coalitions.

Perhaps most important in terms of the survival of Indian secu-
larism, civic nationalism is still an important ideology in India’s civil
society and in its governmental institutions. Similarly, India’s major
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political actors still accept political pluralism as the only game in town
and are willing to accept defeat at the polls and return to contest the
next election from the opposition. This political reality stands in stark
contrast to the situation in Pakistan, where the decay of secularism has
been steady since the founding of the state in 1947.

In Lieu of a Conclusion

In both Pakistan and India the history textbook remains hostage to
politics, albeit to different degrees and in different ways. Similarly,
political and civic forces still exist, if to different degrees, in both
countries that may help protect or advance a secular narrative. What
should be done by internal and external actors to develop a moderate,
politically viable curriculum in history education? Here we offer some
suggestions:

e Sufficient external pressure should be placed on the new
civilian leadership of Pakistan to act boldly in the sphere of
educational reform. The United States should use its signi-
ficant leverage over Pakistan in this regard, making future aid
packages conditional on civic and educational reforms that are
crafted by the Pakistanis themselves.

e Even if enacted, educational reform in Pakistan is likely to
survive only if authentic democratization empowers moderate
forces in Pakistan. The United States should encourage the
new, fragile democratic regime of Pakistan to broaden civil
and political participation. Authentic pluralism has contained
radical Islamist influence in the past, and it is only when
Pakistan’s government, and particularly the Pakistani military,
seeks the support of radical Islam to legitimate its rule or to
pursue strategic objectives that the political influence of
destructive sectarianism increases. The United States should
also press Pakistan’s political and security elites to stop
supporting radical Islam®".

e Scholars from both countries must work together to draft
textbooks that are objective and accurate. Some efforts have
already been made in this area. European and North American

%' On this point, see Husain Haqqani, Pakistan. Between Mosque and Military
(Washington, D.C.: Carnegie Endowment for International Peace, 2005), p. 327.
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governments and NGOs should lend their expertise to this
effort.

Domestic and internal forces for reform and moderation
should press for the widespread adoption of textbooks already
in use in private English-medium schools and their translation
into South Asian vernaculars that vastly increase their access.
Particular attention should be given to textbooks that are used
for the O Level examinations.

Both countries should make a concerted effort to insure that
textbooks in vernacular languages that are used by the vast
majority of students are of the highest quality. The translation
of respected English-language textbooks would be a logical, if
only interim, first step. Romila Thapar and South Asian
historians with her high level of expertise will continue to
draft their own textbooks. They should be asked to oversee
their translation into vernacular languages to ensure that they
remain true to their original intent.

Perhaps only sustained and concentrated pressure on both

Pakistan and India from parents who recognize of the value of civic
discourse and are concerned for the future of their children will
produce textbooks that are not only objective but also sympathetic to
the perspectives, problems, and aspirations of the Other. Such pressure
would advance reconciliation between two states whose relations have
long been marked by hostility. As Pakistani historian K. K. Aziz
writes, «History ought to be above the laws of government and the
whims of paid scholars. It should present facts as if they were divine
edicts: beyond cavil, clear as crystal, the voice of ultimate authority,
ineradicable, immovable, irresistible, hewn in granite»®*.
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ПЕРЕДМОВА

Проблеми історичної освіти в Україні періодично опиня​ються в центрі уваги фахівців і ширшої громадськості прак​тично з часів пізньої «перебудови» і здобуття незалежності. Вони є не лише предметом фахової дискусії чи зацікавленого обговорення учителів, батьків, представників сфери управління освітою, викладачів вишів і студентів, журналістів. Досить часто вони перетворюються на засіб політичних та ідеологічних маніпуляцій і тут в авангарді «борців за справжню історію» знаходимо передусім політиків та активістів громадських рухів. 


Особливої гостроти ці проблеми набувають останнім часом. З одного боку, це пов’язано з суто політичними інтересами чи ідеологічними пересудами окремих секторів українського сус​пільства чи політикуму. З іншого — звернення до них зумовлено більш системними зрушеннями в освіті, суспільному житті, культурі. Реалізація проекту побудови «держава Україна», зокрема в царині творення громадянської нації, виявилася над​звичайно складною, сповненою внутрішніх суперечностей, неочі​куваних викликів та серйозних конфліктів. Історія, передусім шкільна, будучи важливою складовою процесу громадянського виховання, опинилася у фокусі цих суперечностей і конфліктів. 


З початку 1990-х в Україні формувалася така версія шкільної історії, передусім історії України, яка мала виконувати свого роду компенсаційну функцію — (від)творення внутрішньо ціліс​ної історії «титульної нації», свого роду «українського міле​ніума», де згадана нація перетворюється із об’єкту історії на її повноправний суб’єкт. Реалізація цього завдання здійснювалася почасти спонтанно, відповідно до суспільної і політичної кон’юнктури, іноді відповідно до вказівок державних структур, іноді під конкретне замовлення органів управління освітою. Наприкінці 1990-х в Україні остаточно сформувалася згадана канонічна версія «підручникової» історії України, яка саме з 1990-х стала об’єктом дедалі інтенсивнішої критики як з боку різних політичних сил та адептів різних ідеологій, так і з боку політично не заангажованих фахівців. І якщо перші турбувалися необхідністю посилення одних ідеологічних складових шкільного курсу і нейтралізацією інших, то другі висловлювали занепо​коєння іншим: тим, що шкільний курс історії України пере​творюється на компендіум фактів, узагальнень і нормативних тверджень, які виховують культурну, етнічну, ґендерну нетер​пимість, ксенофобію, хуторянство, почуття меншовартості.


На рубежі 1990–2000-х з’явилися перші публікації соціологів, істориків, культурологів, переважно академічних вчених, які сиг​налізували наявність проблеми. Впродовж наступного десяти​ліття вона стала предметом більш активного професійного обговорення, вже із залученням учителів, батьків, методистів, міжнародних експертів, громадських організацій. В Україні роз​горнулася реалізація проектів, підтримуваних головним чином міжнародними та іноземними організаціями (Рада Європи, Інс​титут Ґ. Екерта), спрямованих на зміну парадигми викладання історії України — українськими «піонерами змін» були неурядові організації («Нова доба», «Учителі за демократію», Всеук​раїнська спілка викладачів суспільних дисциплін і громадянської освіти). Згодом до них долучилися українські державні (Інсти​тут історії України НАН України, Інститут національної пам’яті) та інші недержавні організації (Міжнародний фонд «Відродження»). 


Суспільна дискусія щодо змісту і виховної спрямованості історичної освіти в Україні триває в двох «паралельних про​сторах»: в одному проблему обговорюють політики та «люди з вулиці» — і тут годі сподіватися консенсусу та порозуміння. 
В іншому — фахівці, експерти, учителі, батьки та учні. Тут є очевидним певний прогрес у досягненні спільного розуміння того, що шкільна історична освіта має вийти за межі вузько етнічної, культурно ексклюзивної парадигми, вийти на рівень усвідомлення і розуміння того, що багатокультурність, прозорість етнічних кордонів, взаємозбагачення культур — це перевага, а не пере​шкода на шляху України до «воз’єднання» з Європою.


Пропонована читачеві книжка є збіркою матеріалів між​народного круглого столу, в роботі якого взяли участь пред​ставники восьми країн. Ця подія є частиною загальнонаціо​нального проекту «Школа толерантності», який з 2009 р. здійснюється Міжнародним фондом «Відродження» у співпраці з українськими та міжнародними неурядовими організаціями, урядовими інституціями України. В рамках проекту здійсню​ється ряд взаємопов’язаних заходів: соціологічні опитування, експертний аналіз підручників, розробка рекомендацій для учи​телів, авторів підручників та видавців, розробка тренінгових програм та навчальних курсів тощо. Ця публікація — один з попередніх результатів проекту.


Організатори круглого столу і упорядники цього видання висловлюють щиру подяку доповідачам і учасникам конференції, Міжнародному фонду «Відродження», Інституту історії України Національної Академії наук, Інституту національної пам’яті, Інституту інноваційних технологій та змісту освіти МОНМС за сприяння в організації круглого столу та публікації його матеріалів.

Георгій Касьянов

Стенограма засідання міжнародного круглого столу 
«Школа толерантності. Історична освіта в полікультурному суспільстві: виклики та перспективи для України»

Вступне слово.


Валерій Смолій (Інститут історії України НАН України): 


Шановні колеги та друзі! 


Я використаю свою протокольну місію і скажу, що я радий тут, в стінах Інституту історії України, бачити всіх вас, моїх колег, друзів, знайомих. Ми проводимо цікавий круглий стіл, який називається «Історична освіта в полікультурному суспільст​ві: виклики та перспективи для України». В цьому плані я хотів би сказати декілька слів, тезово. 


Перше. Це може буде звучати публіцистично, але, очевидно, тільки лінивий сьогодні не говорить про історію, про шкільний підручник з історії. Можна подумати, що ми вже вирішили всі проблеми з підручниками з фізики, хімії, математики, біології чи географії. Я вже не кажу про інші проблеми — суспільні та економічні. 


Друге. Ці «бої за історію» (вибачте, що я запозичую відомий термін) набрали таких масштабів, що мені здається, що вони скоро з боїв локальних перетворяться у справжні «фронтові операції». Це, як ви розумієте, не може не хвилювати мене, а також не може не хвилювати і всіх нас — історичне спів​товариство, дослідників, педагогів. Це стає просто нав’язливою ідеєю (в основному політиків, громадських діячів) — закидати в ефір, в мас-медійний простір певні ідеї щодо підручника, його якості та формулювань, інтерпретаційних можливостей та поді​єво-хронологічного складу і т.д. і т.п. — все це в контексті егоїстичних політичних інтересів певних політичних груп. 
У зв’язку з цим, я повторюю, висловлю кілька своїх думок.


Третє: я думав би, що цю проблему, яка сьогодні вивчається в нас чи буде озвучуватися на міжнародному круглому столі, потрібно розглядати в більш широкому плані. Це, очевидно, проблема трикутника, про який я неодноразово говорив. Це трикутник «історик — влада — суспільство». Цікаво було б, до речі, Георгіє Володимировичу [Касьянов], поставити так питання і поговорити. Хоч ми маємо уже декілька цікавих історичних досліджень і дисертацій більш раннього періоду, але ці питання так чи інакше вивчались, в тому числі, на прикладі того ж Голобуцького, де було продемонстровано ретроспективу сюже​тів, які сьогодні тут обговорюються.


Четверте. Проблема шкільного підручника (ви, сподіваюся погодитесь зі мною) — це, знову ж таки, проблема взаємозв’язків наукового історичного знання і знання підручникового. Ми колись сперечалися з Олександром Андрійовичем Удодом на цю тему і він погодився, що як би там не було, але це — різні форми історичних знань. Тобто, якщо йдеться про підручник, то в основі його лежить так звана «узгоджена версія ідеологічного знання». Я наполягав на цьому й буду наполягати, а ви, якщо не погод​жуєтесь, то, будь-ласка, дискутуйте.


П’яте — в продовження цієї думки. Враховуючи той факт, що підручник є найбільш доступним джерелом інформації з історії (по суті, книжки, підручники знаходяться в кожній сімї, родині, де є діти, онуки, є школярі і студенти), тому він притягує до себе увагу не лише інтелектуалів — вчених, діячів культури, мистецтва, але й представників політичних партій, громадських організацій і т.д. Іншими словами, сьогодні шкільні програми, підручники вже вийшли за рамки відповідальності двох суб’єктів: вченого-історика і педагога-методиста. А вони (підручники( сьогодні входять вже до сфери зацікавлень якнайширших соціальних груп населення, політичних, громадських організацій і т.д. Це накладає особливий карб на підручник, його зміст, передачу ним знання.


Шосте. Без сумніву, слід мати на увазі той факт, що сама історична наука переживає сьогодні складні трансформаційні процеси. Я не буду на цьому зупинятися — це цілком ясно та зрозуміло. Як один із прикладів (не наголошуючи на інших) я хотів би назвати те, що відбувається своєрідна диверсифікація предмету історичної науки. Не випадково сьогодні ми так багато говоримо (трохи менше робимо, але прагнемо робити), вивчаючи чи виокремлюючи такі напрями, як історична антропологія, історія культури, політика памяті, усна історія, соціальна, гендерна історія і т.п. Я не буду продовжувати, бо цей ряд був би доволі довгий. 


Я вже говорив на одному із засідань круглого столу, при​свяченого цим приблизно темам, і хочу зараз повторити: я не буду вникати в проблему підготовки шкільного підручника з історії — це окрема тема. Це — тема зацікавлень не тільки нас з вами, вчених. Тут потрібно, щоб відбулася велика розмова вчених-істориків, науковців Академії педагогічних наук, викла​дачів вищих навчальних закладів, шкільних вчителів, методистів. Але головне, в чому я переконаний, то це у тому, що такий підручник має стати для школярів джерелом формування їх​нього світогляду, джерелом донесення до них основ, фундаменту історичної науки. Він не має нести у собі фобій. Він має вихо​вувати повагу до власної історії і до історії сусідів. Він має реконструювати історії етнічних спільнот, які населяють цю бла​годатну землю. Водночас, у такому підручнику історія України не повинна ретранслюватись як частина іншої, чиєї б то не було, історії.


Концептуальні засади підручника мають засновуватися не на ідеологічних концептах (давайте погодимось з цим і навіть не будемо дискутувати у цьому плані), а виключно на наукових принципах: принципах історизму, об’єктивності. Лише в такому разі підручник виступить надійним каналом трансформації нау​кового знання про масове соціальне минуле не лише в шкільне, але й у студентське середовище. Підручник може і повинен стати тією матрицею, тією основою, в яку в майбутньому будуть вмонтовуватися все нові й нові знання про світ, про людей, їхнє життя, суспільство, державу, духовні процеси. Це ті підвалини, з яких починається знання школяра, знання дитини про соціальне минуле. В даному випадку йдеться про вітчизняну історію.


Ще одне зауваження: давайте домагатися того, щоб, неза​лежно від предмета чи навчальної дисципліни, підручник став би національним надбанням. У підручник не мають права втруча​тися політики. Він не має користуватися підтримкою чи анти​патією одних і симпатією інших. 


З іншого боку, підготовка високоякісних підручників має стати важливим сегментом добротної державної програми адап​тації і популяризації наукових знань, зокрема, з історії. На превеликий жаль, ми такої програми не мали і в найближчий час я не передбачаю появи такої програми. Мова не йде про попу​ляризацію наукових знань через знання підручникові. Мова йде про великий комплекс питань: про популяризацію у книжковому, паперовому варіанті, різного формату дисків (CD, DVD), теле​програм, мультфільмів і т.д. Тільки в такому випадку основи наукових знань реально можемо виносити на загал, а не ті карикатурні знання, які іноді потрапляють на екрани телевізорів і ми потім дивлячись за голову хапаємося: як  цей сюжет з’явився на тому чи іншому каналі.


Я сподіваюся, що ця тема справді викличе зацікавлення, бо йдеться про такі важливі і концептуальні речі як образ Іншого на сторінках шкільного підручника, як тема «тягара минулого»: шкільної історії та конфліктів довкола неї в контексті світового досвіду. До речі, проблема підручника виникла тоді, коли під​ручник став доступним, коли шкільна освіта охопила, по-суті, всі верстви населення. Тобто, очевидно, це — ХІХ століття. Це сто​сується Російської імперії, Європейського континенту, це, оче​видно, стосується і Північної Америки, наскільки я орієнтуюся у цій ситуації. Як бачите, на нашому круглому столі питання поставлені дуже коректно:


–
виховання культурної, етнічної і гендерної толерантності; 


–
образ українців у шкільному курсі історії (теж вкрай важ​ливе питання);  


–
шкільні програми: відповідність сучасним вимогам;


–
яким має бути сучасний шкільний підручник: світовий досвід і Україна. 


У цьому контексті я лише хочу зробити одне зауваження. Давайте не забувати, що ми перебуваємо в транзитному стані — маю на увазі суспільство. Тому давайте враховувати національні здобутки, світовий досвід і те, як перекликається глобалізація з національними речами, плюс — транзитний стан суспільства. 


І останнє. Шановні друзі і колеги, я радий привітати вас — привітати представників України, Росії, Сполучених Штатів, Ве​ликої Британії, Німеччини, Литви, Вірменії, Молдови, Білорусі. Як бачите, географія широка. Я сподіваюсь, що представники інших країн розкажуть нам багато корисного і цікавого про власні підручники і ті процеси, які відбуваються у світі. З час​тиною з них ми знайомі, знайомі з підручниками; іншої — ми не знаємо або погано знаємо. 


Ще раз хотів би подякувати Міжнародному фонду «Відрод​ження», Інституту інноваційних технологій та змісту освіти Міністерства освіти і науки України, Інституту національної пам’яті, Всеукраїнській спілці викладачів суспільних дисциплін і громадянської освіти за участь в організації і присутність на цьому круглому столі.


Я вам, шановні друзі, дякую, і передаю слово Георгію Воло​димировичу Касьянову — організатору, натхненнику цього між​народного круглого столу. Дякую! Будь ласка, Георгію Володи​мировичу!


Георгій Касьянов (Інститут історії України НАН України):

Дякую! Шановні колеги! У нас представлено декілька інс​титуцій, багато країн, багато університетів. Тут є університетські викладачі, є люди, які викладають у школі, є вчителі-методисти, 
є автори українських підручників, є люди, які мають відношення до видання підручників. Присутні представники Інституту інно​ваційних технологій і змісту освіти Міністерства освіти і науки. Представлений Інститут національної пам’яті, який був ініціа​тором створення нової шкільної програми з історії України. Отже, маємо достатьно широке представництво для дуже про​дуктивної дискусії. Я вже не кажу про те, що багато з нас є у певному сенсі споживачами того, що пропонують автори підруч​ників і видавництва, бо у більшості з нас є діти, які навчаються в школі. Очевидно, що вони є об’єктами дії тих явищ, про які ми говоримо.


Далі ми організуємося у такий спосіб: у нас будуть короткі доповіді. Доповіді і виступи мають бути організовані за темами, які зазначені у програмі. Не обов’язково торкатись всіх тем — можна підняти і розкрити одну тему, можна всі теми зачепити. Тобто, будь ласка, почувайтеся вільно: хто як хоче організувати свій виступ, так і робіть. 


Пропонується наступний порядок: є виступ і дуже короткі запитання; доповідач відразу не відповідає на запитання, а думає як на них відповісти поки виступає наступний доповідач, а потім два-три доповідачі беруть участь у дискусії. 


Велике прохання до всіх учасників обговорення: круглий стіл записується, ми робимо стенограму, тому перед початком ви​ступу, будь ласка, називайтеся і називайте інституцію, яку пред​ставляєте. Ми плануємо опублікувати стенограму у матеріалах цього круглого столу, додавши також кілька статей та презен​тацій.


Отже, порядок такий: виступ — запитання, виступ — запи​тання, виступ — запитання, потім — відповіді на запитання. Оскільки багато учасників, тому, будь ласка, будьте дуже конк​ретними та лаконічними у своїх запитаннях. Співдоповідей та виступів у першій половині дня не буде — тільки запитання. 
У другій половині дня запланована загальна дискусія і там всі бажаючі зможуть виступити зі своїми думками, пропозиціями і т.д. 


Отже, будь ласка, хто перший готовий виступити? 

Владислав Верстюк (Інститут національної пам’яті)

Дякую! Власне кажучи, я не буду робити довгий вступ. 
Я солідаризуюся з тим, що сказав Валерій Андрійович (Смолій(: в українському суспільстві зараз аж надто посилена увага до проблем і історичної пам’яті, і підручника. Ці проблеми, пов’я​зані не тільки з виборами президента, які відбулися, зі зміною політичної еліти, виконавчої влади. Очевидно, тут є більш гли​бокі проблеми, які пов’язані насамперед з тим, що Україна повинна нарешті вирішити куди вона рухається, з яким багажем 
і який вектор соціокультурний вона зрештою вибере. І це було видно і не сьогодні, і не вчора, а ще кілька років тому. Тому, що впродовж довгих років за президентства Кучми нам говорили, що національна ідея не потрібна, що національна ідея шкодить, хоча, чесно кажучи, важко було уявити, як може жити новостворена держава без національної ідеї. І фактично з самого моменту фор​мування Інституту національної пам’яті стало зрозумілим, що одним із наріжних каменів національної пам’яті є проблема створення нової концепції шкільної освіти. 


Інститут започаткував робочу групу, яку очолила Наталя Миколаївна Яковенко. На жаль, вона хворіє і сьогодні не при​сутня, адже вона, можливо, краще про це розповіла б. З того часу відбулося шість робочих засідань цієї групи, на яких були про​аналізовані діючі нині в українських школах підручники з історії України і зроблено критичний аналіз цих підручників. Вийшло кілька брошур. Одна з цих брошур — перша — називалась «Учені-історики читають підручники з історії». Були встановлені «болючі точки», які, власне кажучи, Валерій Андрійович (Смо​лій( теж озвучував. Багато з них є проблемами, які сьогодні обговорюються на нашому круглому столі. Це — загальна оцінка уявлень про минуле в підручнику (чи ми вибираємо колоніальний дискурс України чи ми від нього відмовляємося), ставлення до Іншого, проблеми толерантності в підручниках, розвантаження підручника від надмірної інформації і фактично матеріалу, які сьогодні присутні у ньому. Не секрет, що проблеми історії 1917–1921 років або Другої світової війни фактично подаються як монографічний матеріал, як академічний виклад історії з відпо​відними нюансами, концепціями, уточненнями. Чи потрібно це пересічному учневі? Напевне йому це не потрібне. Йому по​трібно мати якесь більш загальне уявлення. Тому це все повинне бути розвантажене.


Після цих шести засідань робочої групи ми вийшли ось з такою Концепцією (доповідач демонструє брошуру «Концепція та програми викладання історії України в школі (проекти): Мате​ріали IV та V Робочої наради з моніторингу шкільних підручників історії України «Концепція історичної освіти» / Упорядкування та редакція Наталя Яковенко, Людмила Ведмідь. Систематиза​ція перебігу дискусій над програмами Людмила Ведмідь. — К.: 
ВД «Стилос», 2009. — 126 с.(. На жаль, вона вийшла накладом 3000 екземплярів, розіслана в школи й у нас її практично не залишилося. Дана Концепція уже досить активно обговорювалась в українському суспільстві — від низових учительських колек​тивів до Комісії з питань освіти та науки Верховної Ради України і вона (як не дивно чи, що дивно) зазнала досить жорсткої критики як з боку правих сил, так і зліва. Напевне, з правого політичного крила більше ніж зліва. Коли я буду розповідати про Концепцію, стане зрозумілим, чому така сильна критика з боку правих. Націонал-демократи досить сильно критикували Кон​цепцію за те, що її автори вирішили відмовитись від етнічного принципу подачі матеріалу, тобто, від того уявлення, що укра​їнський народ є стале ціле, яке існує багато-багато століть, що він об’єднаний кров’ю, мовою, звичаями і подібними характерис​тиками. Ми вирішили відмовитись від цього принципу, показати, що поряд з етнічними українцями, які становлять ядро цієї Концепції, жили й інші етноси, які відігравали не менш помітну або специфічну роль в житті українського суспільства, і (ми( пішли за територіальним принципом. Тобто, все, що відбувалось на сучасній території України — є надбанням історії України, воно має висвітлюватися в школі в тій чи іншій мірі.


Відмова від етнічного принципу, напевне, одна з найважли​віших підвалин, які викликають заперечення: націонал-демокра​там здається, що «разом з водою» з історії ми викинемо й «дитину» — весь український народ, і там нічого, мовляв, не залишиться. Я думаю, що це такі побоювання, яких не слід боятися, бо інакше ця історія стане багатьом незрозумілою і чужою. Все ж таки на території України сьогодні відбуваються різні міграційні процеси, приїжджають люди з інших країн, або, скажімо, у Крим повертається кримськотатарське населення — воно теж повинно знайти себе у цій історії. 


Ця проблема якоюсь мірою стосується і теми толерантності, тобто, ставлення до інших етнічних груп, інших елементів. Ми виходимо з того, що сусіди не є нашими ворогами. Ми є інші, ми є окремим народом зі своєю ідентичністю, але сусіди не є нашими ворогами. Чи північні, чи східні, чи західні — вони є несхожими на нас, але нас об’єднує цей Центральноєвропейський простір. Ми повинні виховувати своїх дітей толерантними, терпи​мими до інших людей. І ще таке: немає якоїсь єдиної, правильної лінії. Та чи інша людина завжди в своїх діях користується певною логікою, певною правдою. Ця правда може бути несхожою на вашу правду, але дитина повинна бути навчена поважати правду Іншого, так само Інший повинен поважати її правду. Це, мені здається, є однією з найважливіших проблем чи, вірніше, надбань цієї Концепції.


Безумовно, Концепція розвантажена від мілітарно-політичної історії. Виходячи з антропологічного принципу, на перше місце в ній поставлена людина, потім — суспільство, окремі групи, верстви, а держава, державні інституції поставлені вглиб сцени історії, тобто, десь там на третє місце. Проблеми державотво​рення не знімаються, не викидаються з підручника, але вони відтягуються назад. Показується, що без людини, без громадя​нина побудувати нормальну демократичну державу не можливо.


Дякую за увагу.


Георгій Касьянов (Інститут історії України НАН України):

Дякую. Будь ласка, наступний виступ — Павло Полянський. 


Павло Полянський (Національна академія педагогічних наук)

Я хотів би означити деякі речі, не вдаючись в подробиці. Якраз тематиці нашої сьогоднішньої розмови був присвячений спільний з Радою Європи семінар, котрий проводився Мініс​терством освіти і науки у місті Судаку, в Автономній Республіці Крим. (Міжнародний семінар «Розвиток системи демократич​них цінностей під час вивчення історії в школі» 30 червня — 
1 липня 2010 р. — упорядн.( Була добра нагода поспілкуватися з експертами Ради Європи — і з тими, з котрими випадала нагода  це робити раніше, і з новими. Концептуально наші оцінки щодо тенденцій розвитку історичної освіти збіглися. Питання, звісно, в реалізації цих тенденцій.


Найперше: упевнений, що в Україні немає й не було жодної «катастрофи» зі станом викладання історії в школі. Не було, немає і об’єктивно не може бути жодної «катастрофи» з шкіль​ними підручниками і таке інше. На мою думку, нищівні оцінки української шкільної історичної освіти генерують дилетанти, котрі беруться, як слушно зазначив академік Смолій, зопалу про все тлумачити у залежності від політичної кон’юнктури, на яку, гадаю, професійне середовище не мало б звертати увагу.


Наступне: коли ми кажемо про історію, то враховуємо, що історія як наука й історія як шкільний курс — це не одне й те ж тому, що в них різне покликання. Для першої властиве вста​новлення доконаності історичного факту, інша ж покликана, найперше, виконувати просвітницьку функцію і, напевне, це най​головніше — бути спрямованою на виховання. Тому до школи не треба брати всю історію академічну, а брати ті її складники, котрі мають обслуговувати виховні цілі: формувати толерантність, обізнаність і багато інших життєво важливих компетенцій.


Тепер — про «тягар минулого». Кожна країна несе свій «тягар минулого». Ми, українці, як політична нація, несемо свій «тягар минулого». Чехам нещодавно натякнули, що вони мають ще трошки понести «тягар» декретів Бенеша. Поляки тепер, мабуть, нестимуть «тягар» участі польського населення в акціях геноциду націонал-соціалістичної Німеччини на території Польщі (дискусія в Польщі також розгортається). Ми також несемо свій «тягар», не завжди розуміючи, в чому він полягає. Але у мене таке враження, що сьогодні в контексті загальноєвропейської дискусії майже непристойно не мати «свого тягаря». І ми вдалися до його пошуків і готові його нести, не з’ясувавши, в чому він, цей наш «тягар», полягає, в чому «тягар» інших націй, котрі довший час не мали державності й не можуть за визначенням нести політичної відповідальності за дії владних інституцій інших держав, навіть якщо ці дії відбувалися на нашій території.


Наступне. Коли ми ведемо мову про образ Іншого в шкільних підручниках, в курсі шкільної історії, то, на мою думку, слід цю проблему розглядати у двох площинах. З одного боку, образ Іншого в нашому курсі історії, в наших програмах, концепціях 
і підручниках, а з іншого боку — образ українців у програмах і підручниках інших країн. Ми успадкували, на мою думку, не найгіршу педагогічну модель історичної освіти у школах, якій притаманна достатньо велика увага світовій історії. Експерти Ради Європи це вже дослідили (тут немає великої праці) й визнали, що в Україні надзвичайно велика увага приділяється вивченню історії, найперше, сусідніх країн, і, по-друге, — Європі (це — данина євроцентризму). А давайте задамося метою і про​ведемо окремі дослідження того, як ми відображенні у підручних інших країн. До речі, це буде відповідь і на запитання про так звані «спільні» підручники і «спільне відображення». Аналізу​вати там, підкажу, дуже просто — нас там просто немає. Немає взагалі — це ще не найгірший варіант. Якщо ж ми є, то якісь ми не дуже гарні (може ми такими є?!), або зовсім погані, як доводилося бачити в підручниках ряду країнах.


Щодо толерантності. За останні роки зроблено великий поступ у плані гендерної толерантності. Чомусь спільнота не завжди цьому надає велику увагу. Тепер вже й видавці при​діляють увагу обкладинкам шкільних підручників, ілюстраціям в них. В нових програмах з історії цьому також приділяється велика увага. Культурна рівновага, толерантність також належно відображена. 

Щодо етнічної толерантності, то це взагалі складна про​блема. Укладачам програми, яку ми обговорюємо, закидали, що нібито у ній вони відмовилися від відстоювання етнічного прин​ципу. Не поділяю таку думку (не дискутую, а лишень висловлюю власну думку, яка може бути хибною), бо і в чинних програмах з історії, і в тих, котрі існували з 1991 року, якраз етнічний прин​цип ніколи й не закладався. В їх основу був закладений зовсім не етнічний принцип, а принцип державницький. Це — не одне й те саме. Тому немає спокуси «відмовлятися» від того, чого там ніколи не було. Ми, по-суті, совєтську модель з її «совєтським  народом» у свій час, на початку 1990-х, замінили на «український народ». Але так само, як дефініція «совєтський народ» зовсім не передбачала дослідження етнічних відмінностей, так само це сто​сується й категорії «український народ». І коли ми кажемо «український народ», то там мова йде не про українців як етнос. Цього ніколи не було в наших програмах і підручниках, немає 
і понині. Можливо, тепер з’явиться?!


Щодо образу українців. Тут, звісно, важливо те, як ми будемо співпрацювати з колегами. Позитивний досвід вже є, наприклад, в діалозі з Польщею. Інший приклад мені не відомий. Це зовсім не означає, що його немає, просто він мені так добре, як поль​ський не відомий. Пригадую запальні дискусії з польськими коле​гами в рамках спільної українсько-польської комісії з узгодження підручників з історії та географії в середині 1990-х років. Дохо​дило до того, що делегації готові були роз’їхатися. А дискутувати таки було про що: ми справді не завжди коректно писали у наших підручниках про поляків, і вони справедливо на це вказували. Натомість ми не могли покритикувати польські підручники в такому аспекті з тієї простої причини, що слово «Україна» там практично не фігурувало.


Що робити? 


Перше: мені здається, що потрібно не панікувати, не реа​гувати нервово на спроби політиків підмінити своїм політичним впливом професійне середовище. До речі, в резолюції згаданого семінару Ради Європи в Судаку записано: «Політичний контроль за формуванням навчальних програм з історії, написанням під​ручників не схвалюється; повинна бути забезпечена автономія історії та істориків». 


Друге: маємо еволюційно, критично оцінюючи досвід євро​пейських країн, країн Південної і Північної Америки, продовжу​вати вдосконалювати історичну освіту і підручники.


Третє: узгоджувати питання взаємного (я на цьому слові наголошую, тому, що гра в одні ворота вже триває багато років) відображення історії минулого з істориками і дидактами інших країн — й більш ні з ким, але лише з фахівцями.


Щодо «спільного» підручника. Вважаю (цю( ідею абсолютно безглуздою. Я до неї дуже спокійно ставлюся, тому, що з цього нічого не вийде, бо немає в такому підручнику потреби. Французько-німецький чи то підручник, чи то посібник, про який інколи згадують, ні в німецьких, ні у французьких школах не використовується. Коли французькі й німецькі вчителі його поба​чили, то спочатку вважали, що це посібник з поглибленого вив​чення, відповідно, німецької та французької мови. Наклад був розкуплений журналістами і політиками, як справді добре свід​чення спроби двох націй знайти порозуміння заради майбутнього, знаходячи обопільні компроміси у минулому.


І останнє. А хто буде суддями? На мою думку, експертним середовищем можуть бути лише фахівці з історії і дидактики — Інститут історії України НАН України, Інститут національної пам’яті, вчительські спілки і неурядові освітянські організації. 


Дякую!


Георгій Касьянов (Інститут історії України НАН України):

Хто продовжить? Будь ласка, професор Олександр Удод.


Олександр Удод (Інститут інноваційних технологій та змісту освіти МОН України, Інститут історії України НАН України)

Шановні колеги! Шановні учасники нашого круглого столу! Я хочу вас привітати і від імені Інституту інноваційних техно​логій і змісту освіти Міністерства освіти і науки України. Це головна організація, яка відповідає за зміст історичної освіти і за видання підручників як з історії України, так і всесвітньої історії.


Хочу підкреслити значення цього круглого столу, який має статус міжнародного, адже, на мою думку (ми не раз про це говорили), в Україні ще не сталося широкої, справді наукової дискусії щодо проблем взаємодії історичної науки та історичної освіти. Отже сьогоднішній наш круглий стіл — це частина тієї дискусії, яка, на мою думку, започатковується. Аналогічні круглі столи ми проводили у Верховній Раді, в Інституті історії України, в Києво-Могилянській академії. Міністерство освіти і науки пері​одично організовує на базі провідних університетів подібні обго​ворення проблем історичної освіти. І щоб ми не говорили про ті проблеми, які нам треба розв’язувати, треба виходити з того, що ця тема — вдосконалення історичної освіти — є традиційно або вічно актуальною. Я, наприклад, історичною освітою професійно займаюся рівно тридцять два роки: від учителя до автора, редак​тора, організатора видання, і скажу, що за ці тридцять два роки не було жодної паузи, навіть на півроку, щоб не було такої пильної уваги суспільства, політикуму до проблем підручника, до істо​ричної освіти. Тому, на мою думку, нам треба враховувати різні рівні розгляду цієї проблеми. Їх треба знати, фіксувати і впли​вати. 


Є політичний аспект розгляду цієї теми: ми кажемо про історизацію політики, яка відбувається в нашому суспільстві і, навпаки — про політизацію історії та історичної освіти, яка, на жаль, теж має місце. 


По-друге, є побутовий, прагматичний, утилітарний рівень розгляду цієї проблеми. Він, на жаль, теж дуже впливає на суспільну свідомість і заважає нам професійно розв’язувати ці проблеми. 


По-третє, є, власне, науковий, академічний ракурс розгляду цієї теми. Попередній круглий стіл, який ми проводили в червні  (2010 року( у стінах Інституту історії України, був якраз з цього напрямку.


Є також методичний, дидактичний аспект розгляду цієї про​блеми, коли ми вирішуємо ці питання з широкою участю учи​телів, викладачів вищої школи, методистів і таке інше. 


Для того, щоб знайти відповіді хоча б на деякі питання, які сьогодні поставило суспільство, треба спочатку поставити питан​ня: що нам дано, що ми маємо на сьогодні, на якому етапі й рівні ми знаходимося? Тобто, які є вихідні положення для обговорення і розв’язання цієї, на мою думку, великої і комплексної про​блеми? І я радий, що більшість аудиторії з цим погоджується.

Перше вихідне положення — це те, що наше становище, українська ситуація навколо цієї теми — історії, історичної освіти, «битви за історію», — вона не є унікальною, катастро​фічною. Це не якісь катаклізми і, якщо навіть порівняти з іншими країнами, державами, народами, етносами, ми можемо бачити й інші радикальні, більш крайні прояви. Відомі факти — Корея та Японія. В Іспанії, яку колись ми називали зразком примирення на тлі історичної пам’яті, сьогодні навпаки те мниме тимчасове примирення розсіялося у зв’язку зі зміною політичного режиму в країні. Те ж саме — Кіпр, Польща, про що сьогодні вже зга​дувалось.


По-друге, треба виходити з того, що в Україні історична освіта організована державою. Тобто, ми маємо статус легіти​маційної історіографії і, очевидно, така система буде на довгі-довгі роки, і цей фактор буде визначальним при розв’язанні тих проблем, які сьогодні звучать. Тема ця — комплексна і проблему варто розглядати через призму кількох напрямків: 


· по-перше, історична наука; 


· по-друге, історична освіта; 


· по-третє, історична пам’ять. 


От якраз у змісті історичної освіти, на відміну від інших напрямків, ми повинні враховувати всі ці аспекти. Якщо, напри​клад, для історичної науки немає проблем щодо означення «Друга світова війна», «Велика Вітчизняна війна» — давно все зрозуміло, то для історичної освіти, як вірно зазначив Валерій Андрійович (Смолій(, обов’язково треба знайти компроміс між тим, що є в свідомості, що є в історичній пам’яті, а що є здобутком академічної науки. А ще враховувати ті комеморативні практики, що склалися на даному етапі в державі. Тобто, під​ручник, його зміст завжди був і буде певною мірою компромісом між наукою, освітою та історичною пам’яттю.


Найбільшою бідою організації історичної освіти була і є (я не скажу, що 15 чи 20 років тому це було легше, ніж сьогодні) її політизація. Вибудувати модель історичної освіти без впливу, втручання політики — це утопія, «маніловщина». Мова може йти лише про певну міру політизації, її рівень, ступінь і таке інше. Ось тут уже і має бути наша професійна майстерність — як істориків, так і методистів, авторів підручників і видавців.


Необхідно враховувати і той фактор (ця думка звучала на одному з попередніх круглих столів), що Україна розв’язує про​блеми, які постали не на пустому місці, не з нуля. Якщо згадати початок 1990-х років, то Україна, навпаки, серед держав СНД була попереду у створенні власного, українського національного комплекту підручників як з історії України, так і з всесвітньої історії. Тобто, є база, трамплін, є (до речі, для наших критиків) створений повний комплект підручників і вже не одного поко​ління.


Виходячи з констатації такої ситуації, тепер висловлю про​позиції стосовно того, що ми можемо зробити, що під силу нам. 


По-перше, це стратегічне супер-завдання, за яке змагалося не одне покоління організаторів освіти, а саме — формалізувати механізм державного або соціального замовлення на зміст істо​ричної освіти. У зв’язку з цим, як перший етап, про що говорив Владислав Федорович [Верстюк], — це концепція історичної освіти. Хтось підкинув тезу, що це «нова концепція» і т. д. Ні, в історії незалежної України «Концепції» як документу такого роду жодного разу не було формалізовано, він не приймався, не затверджувався. Ми вперше творимо концепцію. Були програми, підручники, але концептуально зміст історичної освіти не був окреслений. 


Наступне — проблема переписування історії не є такою трагічною, як підкинули нам її політики. Проблему перепису​вання взагалі треба звести до рангу методологічних проблем, як закономірності функціонування історичної науки і не робити навколо цього трагедію. 


Велика роль у творенні нового покоління підручників нале​жить авторам. Лунають такі голоси, щоб когось не допускати до написання підручників. На мою думку, це теж ідея утопічна. Підручники повинні писати найбільш талановиті люди, хто б вони не були: може літератор написати блискучий підручник, який переможе на всіх конкурсах професійних істориків.


Нам необхідно зберегти ті надбання історичної освіти, які були досягнуті за попередні двадцять років. Перше серед них — це варіативність підручників. Ми маємо сьогодні від трьох до чотирьох, виданих за державний кошт, варіантів підручників з історії України та з всесвітньої історії. Інколи лунають голоси припинити це, створити один-єдиний універсальний підручник 
і таке інше. Повернення до такого стану означатиме відкат назад.


По-друге, нам треба вийти на рівень творення альтернатив​ного підручника, чого, на жаль, в Україні ми ще не можемо продемонструвати. 


І, по-третє: треба надати правовий, формальний статус тако​му явищу як експериментальний підручник. Тоді ми можемо рухати науку підручникотворення вперед. Я б не поспішав (бо були такі пропозиції) із введенням інтегрованого курсу викла​дання історії України і всесвітньої історії. Думаю, що в най​ближчі десятки років у нас повинен бути певний державний протекціонізм стосовно історії України — нашої, вітчизняної, 
і (повинні( існувати два самостійні курси. 


Підтримую ту пропозицію, яка звучала у виступі Павла Полянського. Це — співпраця з Радою Європи. Зовсім недавно, 15–18 червня (2010 р.( 47 країн Європи провели конференцію в Норвегії, в Осло, де започаткована нова програма Ради Європи. Україна бере участь у цьому проекті під назвою «Спільна історія Європи без кордонів». Назва — «спільна історія», а не спільний підручник. Так що розумний підхід, думаю, буде реалізований в цьому проекті Ради Європи. Дякую за увагу.


Георгій Касьянов (Інститут історії України НАН України):

Дякую. Олександр Андрійович торкнувся дуже важливого сюжету, пов’язаного з контекстуалізацією української історичної освіти: як поставити її в порівняльний контекст з світовою прак​тикою? Ми зараз маємо час поговорити про світову практику, про те, що відбувається в світі. І, я думаю, що саме час виступити Томасу Шерлоку, професору Військової академії Сполучених Штатів (Вест-Поінт), фахівцю з підручників та історичної освіти.


Томас Шерлок (Військова академія США Вест-Пойнт)

[Доповідь була надана автором у вигляді публікації (див. Додаток 2. — С. 95–148) — упорядн.]

Георгій Касьянов (Інститут історії України НАН України):

Ми продовжуємо роботу нашого круглого столу. Наступна доповідь буде виголошена Яном Герменом Янмаатом, який пра​цює в Лондонському університеті, в Інституті освіти. Це один з провідних закладів, якій займається проблемами розвитку освіти. Ян Гермен в 1990-ті роки займався українською історичною освітою і видав монографію, присвячену викладанню історії України в Україні. Книга вийшла англійською мовою. На жаль, вона не перекладена і була видана невеликим накладом в Голан​дії, але вона є доступною для фахівців. Ян Гермен є автором багатьох статей з проблем історичної освіти. Сьогодні його допо​відь буде присвячена образу українців в російських підручниках і образу росіян в українських підручниках. Доповідь буде виголо​шена англійською мовою.


Ян Гермен Янмаат (Інститут освіти Лондонського універ​ситету, Великобританія)

(Текст виступу подано в авторській редакції — упорядн.)

Thank you, Georgiy. 


So, unfortunately my Ukrainian or my Russian is not good enough to present in those languages, so I will proceed in English. And in this presentation I will focus on the image of the Russians and Russia as the state in Ukrainian textbooks. I will not be speaking about Russian textbooks.


I am especially interested in changes in this image. Why? Well, because I am interested in, more or less, testing two perspectives. In one perspective, countries in Eastern Europe are seen to have ethnic conceptions of nationhood. And in West, nations are said to have civic conception of the nation. And in this perspective, these differences are lasting. And history is very important in this perspective in an ethnic conception of the nation. In ethnic conception of the nation there is a lot of emphasis on history as a marker of identity. I want to contrast this with another perspective, and in this perspective we should expect to see a kind of particular development. This perspective is response to the first perspective. In this perspective every nation starts out within ethnic conception of the nation and as it matures, as their institutions mature, as its democracy is becoming stronger, then it changes gradually and develops more civic conception of the nation. This is the perspective advocated by Taras Kuzio and many others scholars.


I’m going to compare two generations of textbooks, one from early 1990s in Ukraine, and another from early 2000s. I want to see whether there is an ethno-nationalism bias in these textbooks, and to see whether this has stayed the same or whether it has diminished. If there is an ethno-nationalist bias, and it has stayed the same then the first perspective is endorsed, and if we find ethno-nationalist bias in the beginning, but it has diminished, then the second perspective is endorsed. How can we detect an ethno-nationalist bias in textbooks? In my view, there are, essentially, four elements to that. First is whether there is explicit ethnic labelling of groups. Second is whether the out-group (in the Ukrainian case, this would clearly be the Russians), whether all kinds of negative character traits are attributed to the out-group, and positive character traits, we might say, virtuous, to the in-group. Vices to the out-group, virtues to the in-group. And third characteristic will be whether this is depicted in very strong normative language, terms like ‘cruel invaders’, ‘cruel aggressors’, ‘terrorist activities’, and so on. And the fourth one would be whether there is also attention to conflicting interests within the in-group: if there is mention of such conflicts within the in-group which dimi​nishes the homogeneity of the in-group, then I would consider those textbooks not to have an ethno-nationalist bias. I looked specifically at three, in my view, ‘positive’ periods in Ukrainian history and three, in my view, ‘negative’ periods in Ukrainian history. The positive periods are characterized by rising standards of living, an extension of civic rights. The negative periods are characterized by the very opposite, lot of misery, famine terror, oppression. So, the positive periods are the rule of Alexander II, the Soviet 1920s, and Khrushchev’s period. And the negative periods are the rule of Catherine II, the establishment of Bolshevik power in Ukraine, and, of course, the Famine. I focused on images of the Other in two appearances: as a foreign ruler (that means Russia and the Soviet Union) and as an ethnic group (the Russians). So, let me get to the results now, after this long introduction. What I found, interestingly, is that really after making sharp distinction between depictions of Russia and the Soviet Union as the foreign ruler and depictions of the ethnic other, as an ethnic group. There is a strong condemnation in Ukrainian history textbooks of Russia and, we might say, its successor the Soviet Union, as a foreign ruler. And this applies in both generations that I investigated. Always, these Russian or Soviet leaders are attributed, we might say, malicious, malign, bad intentions towards the Ukrainian nation. Consistently, it is said that Russian and Soviet leaders were motivated by power, by increasing the power of the state. Interestingly, the textbooks do not deny that there were periods of relative prosperity and an extension of civic rights, also under Russian or Soviet rule, this is acknowledged. But it is argued that these are not the ultimate objectives of the Russian-Soviet leaders. It’s argued that these were just simply used as means by the Soviet leaders to increase the power of the state, because at some points in Soviet history, it is argued that Soviet leaders thought that in order to reinvigorate the Soviet Union, it was required that civic rights would be extended, they relaxed the central rule to make the Soviet Union more powerful in its struggle with the West. So, we might say, prosperity and extension of civic rights not as ends in themselves for the Ukrainian nation, but only as means to ends of a less noble character. That was depiction of the foreign ruler. Now, what about depictions of Russians as an ethnic group? Actually, I found, very interestingly, very little ethnic labelling of ethnic groups here in Ukraine. Not only Russians, but others groups, Jews, so on. And no negative portrayal, therefore, of ethnic others as ethnic groups. I did find one instance of that in an old generation textbook, that of Sarbei, he was depicting the history of Ukraine in the second half of 19th century, and at some point he was talking about Russians and Jews acting as wholesale buyers and sellers who were exploiting the Ukrainian nation. But that’s the only occasion. In the new generation of textbooks, there was no ethnic labelling whatsoever, they do not write on any distinctions between ethnic Ukrainians on the one hand and Russians living in Ukraine. And interestingly, there was some attention to conflicts within the in-group. For instance, the textbook by Moroko and Turchenko about the rule of Catherine the Great at the end of 18th century, it was mentioned that Ukrainian nobles appro​ached Catherine II with a request of, we might say, depriving peasants of their rights even further, […] we might say, solidify the serfdom. So, that points to conflicts within the in-group, which is very interesting. And in my perspective, that basically means that there is not such a strong ethno-nationalism bias in textbooks.


To sum up, there is indeed a slight evolution that we might see, from somewhat stronger ethno-nationalism bias to somewhat less ethno-centric bias in textbooks, so it would appear that Kuzio’s perspective has the upper hand. And the second conclusion that we can draw is that we need to make a very sharp distinction between depictions of the ethnic other as an ethnic group and the ethnic other as a foreign ruler. So, there is a very strong emphasis in Ukrainian history textbooks on the negative attitude of the foreign ruler towards Ukraine, and I think, this clearly serves a kind of a purpose of state-building, of putting in place a kind of a justification for independent Ukrainian statehood. So, it is seen that only an independent Ukraine can really safeguard the interests of the Ukrainian nation. Of course, a strong emphasis on differences between ethnic groups in Ukraine, you could argue, would, perhaps, undermine the idea of a kind of state unity.


I would like to leave it at this.

[Повний текст доповіді у вигляді публікації подано в Додатках (С. 70–94) — упорядн.]

Георгій Касьянов (Інститут історії України НАН України):

Дякую. Я думаю, зараз буде багато запитань і відповідей. Гадаю, що в розвиток теми, яку підняв Ян Гермен, було б цікаво послухати нашого колегу з Росії — професора Олександра Ана​толійовича Данілова, який сам є співавтором підручника і має стосунок до серйозних проектів, пов’язаних з вивченням того, як історія викладається на пост-радянському просторі. Я передаю слово Олександрові Анатолійовичу.


Алєксандр Данілов (Московський державний педагогічний університет)

Прежде всего я хочу поблагодарить организаторов этого мероприятия и Георгия Владимировича Касьянова за возмож​ность выступить здесь, в Институте истории Украины, на нашем круглом столе. Мне хотелось бы сказать, что в девяностые годы и за последние десять, которые прошли после распада Советского Союза, все страны, которые раньше составляли эту единую страну, пережили в плане создания учебников по своей истории, наверное, близкие проблемы. И эти проблемы остаются до сегод​няшнего дня, в той или иной степени, одинаковыми для всех этих стран. Это — проблемы, связанные с описанием друг-друга. Если говорить о России — то образа России в этих странах. Если гово​рить о российских учениках — то (образа( нашего единого пери​ода совместной истории в прежние времена. И, конечно, для России существует своя определенная специфика в том, что касается учебников истории, поскольку есть, я бы сказал, особая болезненность в том, как отражаются проблемы нашего совмест​ного прошлого, особенно имперского периода и советского пери​ода, в истории России. Но мне хотелось бы сказать, что 1990-е годы для Российской Федерации — это был период поиска и очень интересных находок как раз в создании учебной литера​туры по истории. 


Мне понравилось, как сегодня сказал академик Смолий в отношении того, что нет особых проблем: все связано с тем, что можно было бы назвать «болезнью роста» или процессом, кото​рый идет все время в развитии. И опыт, который был накоплен в эти годы, ценен каким бы негативным, каким бы сложным и неприятным для кого-то он мог бы показаться. Так вот, девя​ностые годы в Российской Федерации связаны с подготовкой учебников по истории — это был период, когда определились и выделились коллективы авторов, которых не так много. Хотя все время нам говорят о том, что учебников по истории России огромное количество — их не так много в Российской Феде​рации. Потому, что линий самих учебников существует не более десяти. Это не так много, если иметь ввиду не альтернативность (как раз то, о чем сегодня говорили), а вариативность учебной литературы по истории. 


Но в последние десять лет определилась проблема, которая в девяностые годы особо остро не стояла. Это проблема роли госу​дарства в формировании заказа на учебную литературу и влияния на то, каким образом и сколько должно быть учебников истории, какими они должны быть, что и как они должны описывать. Я не буду подробно об этом говорить из-за недостатка времени, да и, 
в общем-то, это известная вещь. Хочу лишь напомнить, что за десять лет вопросы, связанные со школьной литературой по исто​рии (именно со школьной литературой по истории, высшая шко​ла здесь не берется) обсуждались на заседаниях Совета нацио​нальной безопасности Российской Федерации, правительства, на высшем уровне — президентами страны, и давались конкретные позиции и мнения, какими такие учебники должны быть и что описывать в тех или иных вопросах. Больше того, возникла не просто идея, но и сама Комиссия по борьбе с фальсификациями истории в Российской Федерации, которая, по мнению некоторых членов этой комиссии, выступивших с такими заявлениями пуб​лично (хоть и не в печати), должна была бы стать своего рода конституционным судом для исторических дискуссий, то есть, иметь окончательное право толкования тех или иных историчес​ких процессов. Это очень тревожная, на мой взгляд, тенденция (если это, действительно, сами организаторы имели бы ввиду такую задачу), поскольку тогда не нужно, в общем-то, самой исторической науки — все расскажут представители этой комис​сии. Тем более, что историков в ней всего два человека и то по должности, как указано там. Это директор Института всеобщей истории и директор Института Российской истории. Все осталь​ные — это люди, которые представляют силовые структуры, государственные органы и другие организации. 


Особенно остро в дискуссиях последних десяти лет, встает вопрос: чего в учебниках по национальной истории больше — очернения или оправдания тех или иных страниц отечественной истории? На мой взгляд, речь идет о том, что сторонники обеих точек зрения пытаются представить историю более приспособ​ленной к своей позиции, постольку, поскольку и очернение, и обеление — это лишь часть исторического пришлого. Ведь что такое история? Это жизнь общества или народа в течении какого-то исторического процесса, периода времени. Но ведь эта жизнь настолько многообразна и различна, что мы можем всегда выде​лять лишь какой-то один аспект. Мастерство и задача историка, в том числе, и учебника истории — показать как можно более широкий диапазон процессов, не сваливаясь в сторону очернения или обеления и, тем более, выставления оценок и вынесения приговоров тому, что было и тем, кто был в те или иные периоды нашей истории. 


Звучит та же тема, которая здесь уже была обозначена: кем должны быть авторы учебников? У нас часто ставиться такой вопрос (в частности, представителями академической науки, при​чем, нашими конкретными уважаемыми лицами), что должны быть только академические учебники. Такие примеры, конечно, у нас тоже были. Книги написанные, в основном, для старшей школы или для вузов, отличались академизмом. Это те книги, которые не были востребованы в самой школе, особенно млад​шей, поскольку очень трудно было бы их даже прочитать, тем более, самим детям. 


Процессы, о которых также сегодня говорили, — когда авторами выступали школьные учителя. Это очень хорошо и оправданно: они знают, как подать тот или иной материал. Но здесь возникала проблема научного содержания. На наш взгляд, сам опыт подсказывает, что подобного рода деятельность не должна быть закрыта ни для кого. На мой взгляд, действительно оптимальный результат даст только тот случай, когда авторами выступают и представители академической науки, и педагогичес​кого сообщества, и учителя. В любом случае экспертиза этих учебников должна быть очень широкой, с привлечением общест​венности. Тогда учебник будет выступать не от имени какого-то автора, но и как инструмент некоего общественного согласия. Потому, что, в данном случае, в российском обществе — это очень важная проблема.


Еще мне понравился вопрос, который сегодня был поставлен, — он для нас очень важен. Это вопрос о том, какой должна быть история в многонациональных государствах? Должна ли это быть история только лишь русского народа, например, в истории России? Конечно, нет. У нас, в условиях тех многонациональных ученических коллективов, которые существуют сегодня (в Моск​ве особенно), огромное количество людей — это представители других народов. Поэтому очень важно показать, что мы все еди​ны и имеем одну общую историю, какой бы сложной и про​блемной она не была.  

Примерно десять лет назад была создана линия учебников по истории государства и народов России, где каждый раздел по истории народов страны, как раз начинался именно с раздела, посвященного второму по значимости, важности и численности народу Российского государства — украинцам. Так было всегда. Но, в связи с тем, что сейчас идет линия на сокращение числа учебников и учебной литературы по истории, именно эти учеб​ники «вылетели» из федерального перечня, поскольку они как бы являются ненужными и неудобными. Поскольку речь идет о со​здании и функционировании единого вообще, чуть ли не единст​венного, учебника по истории. По поводу как раз этого единого учебника я хотел бы сказать, что буквально месяц назад партией «Единая Россия» была высказана законодательная инициатива о введении единого учебника по истории в российских школах. Объясняя зачем это нужно, они говорят, что это необходимо для того, чтобы не разрушать единое историческое пространство страны, поскольку создается угроза (именно в результате наличия разных учебников по российской истории), утраты вот этого самого единого пространства, единого представления о своем историческом прошлом. То есть, это уже фактор национальной безопасности и под этим углом зрения рассматривается данный вопрос. 


Далее мне хотелось бы также сказать, что при всем разно​образии учебников, у них должно быть, конечно, одно общее — и в российских учениках, и не в российский учениках. На мой взгляд, это очень важно, что (в них( не должно быть никаких материалов, которые бы формировали образ врага в отношении народов других государств и народов, представленных в сооб​ществе Российской Федерации. Этого быть ни в коем случае не должно. И с этой точки зрения мне хотелось бы отметить, что по инициативе государственных структур в Российской Федерации весь прошлый год прошел под знаком изучения опыта создания учебной литературы по истории в странах СНГ и Балтии. Опыт этот был обобщен в специальном докладе. Было проведено не​сколько конференций с представителями фактически всех или большинства стран СНГ и Балтии, итогом которых стала школа в Кишиневе в прошлом году, где было принято решение, развер​нутая декларация. Участники согласились с тем, что учебники истории не должны выступать фактором конфликтогенности и разжигания разных нездоровых инстинктов в отношениях между различными народами. 


Конечно, я не знаю каким образом в дальнейшем будет развиваться эта ситуация, но я всегда выступал за то, что должна быть сохранена вариативность — одно из важнейших завоеваний 90-х годов. И, конечно, никакими обстоятельствами невозможно объяснить введение единого учебника. Этот особый взгляд на историю имеет право на существование в любой, особенно, в научной литературе. Но в учебной литературе порой приводит к тому, что появление тех или иных учебников, например, огром​ного двухтомника по истории России под редакцией Зубова, способно спровоцировать, в том числе, и власти на то, чтобы показать, что такого рода книги и наличие в них разных, в том числе, не совсем государственных подходов, объясняет необхо​димость введение единого и единственного учебника, в котором содержание определялось бы самим государством. На мой взгляд, это была бы большая в общем-то ошибка и, в каком-то смысле, даже беда. Но, я думаю, все-таки это решение вряд ли будет принято в ближайшем будущем. 


Когда мы говорим о современных учениках, речь должна идти не только о их содержании, но и о приемлемой для совре​менного поколения людей форме. И в данном случае, в основу учебников, которые выпускались и в Институте всеобщей исто​рии РАН, и другими коллективами, были положены все совре​менные технические возможности. Есть интернет-учебники и всевозможные подобного рода книги с электронными приложе​ниями, которые позволяют вводить документальные, изобрази​тельные материалы, художественные фильмы и фрагменты из них, открывая ученику возможности использования более прием​лемых для него источников информации. Этот фактор сегодня тоже набирает силу в России — понимание того, что такие учеб​ники пользуются очень большим спросом. При этом выбор, по-прежнему, осуществляет не сам ученик, а и учитель, и родители тоже. 


Я обозначил лишь круг вопросов, которые могут вызвать и дискуссию, и дополнительные вопросы. Благодарю за внимание.

Георгій Касьянов (Інститут історії України НАН України):

Дякую. Ми переходимо до запитань. Будь ласка, в кого є запитання до доповідачів.


Євгеній Соболєв (Башкирський педагогічний університет, Російська Федерація)

У меня вопрос к профессору Данилову, а может и ко всем, здесь выступавшим. Речь идет о написании учебников, об их содержательной стороне, может быть, в какой-то степени, об их методической стороне. 


Возникает вопрос: способны ли педагогические универси​теты подготовить учителей, которые смогут преподавать по этим учебникам в том ключе, в котором информация в этих учебниках излагается? Потому что значительная часть учителей, насколько мне известно, не смотря на то, что бы вы не написали в этих учебниках, все еще придерживается, к сожалению, своих каких-то личных позиций. И это, возможно, в какой-то степени, право преподавателя. Но я хотел бы выслушать Вашу точку зрения или любого участника, кто уже делал доклад. Спасибо.


Октавіан Цику (Інститут історії і політології Міжнарод​ного незалежного університету, Молдова):

У меня вопрос к господину Данилову. У нас говорили, что тенденция к «партизанству» относительная. Не знаю, насколько Вы знаете ситуацию в Молдове, но тенденция проявить молдо​винизм как основу идеологическую и политическую, привела к тому, что был внедрен интегрированный курс истории, который во многом воспроизводит, так сказать, советскую аргументацию относительно отличительности молдаван от румын и так далее. 
И в этом контексте происходит какая-то борьба и сопротивление: с одной стороны — государство продвигает молдовинизм, с дру​гой стороны — учителя истории и в вузах, и в школах непо​средственно преподают историю румын. С этой точки зрения, мне интересен опыт России. У вас есть такая борьба на феде​ральном уровне? Я имею в виду, в России и в (национальных( республиках, которые имеют свои собственные истории. Сущест​вуют такие противостояния между властями или учереждениями, которые пишут эти учебники, и людьми, которые по ним пре​подают?

Наталія Сурєва (Центр усної історії, Європейський універ​ситет, Санкт-Петербург):


У меня вопрос к Александру Анатольевичу (Данилову(. Нужно ли ставить знак равенства в учебниках по российской истории между понятиями «государство» и «отечество», «сооб​щество», «Родина»? И если его ставить, то не получаем ли мы школьников, воспитанных на таком пассивном отношении к истории, к государству, которые, как бы, болеют за свое госу​дарство как на стадионе, со стороны. А если не ставим знак равенства, тогда как подавать историю Российской империи, историю СССР так, чтобы у современных россиян не было кри​зиса идентичности в связи с распадом этих империй? Спасибо.

Олександр Марінченко (Дніпропетровський національний університет ім. Олеся Гончара):

У меня вопрос к профессору Данилову. Я хотел бы услышать Вашу точку зрения на вопрос о том, что, как вы говорили, на данный момент существует несколько вариантов учебника и пар​тия «Единая Россия», как правящая партия в Российской Федера​ции, выступила с инициативой своего рода унификации, создания единого учебника. Ваша позиция, по поводу того, реально ли «Единая Россия» оценивает угрозу дезинтеграции Российской Федерации при наличии многовариативных учебников, где пред​ставлены различные точки зрения и трактовки российского прош​лого, и русских как этнического большинства, и этнических мень​шинств? Или же это является попыткой насаждения некоего единомыслия на современном этапе, в ХХІ веке? Спасибо.


Запитання з залу (учасник не представився — упорядн.):

У меня вопрос к профессору Янмаату. Не планируете ли Вы следующим объектом своего исследования сделать русские учеб​ники, образ Украины и украинцев в русских учебниках, для срав​нения. Спасибо.


Василь Дяків (Всеукраїнська асоціація викладачів історії та суспільних дисциплін «Нова Доба»):

Мы говорили о том, что есть эмиграция, есть диаспора. Скажите, пожалуйста, в русских учебниках, в истории России (эмиграция( имеет ли место и в каком контексте — это поли​тический контекст или скорее исторический контекст? И какой именно период актуален для истории России? Это эмиграция первой, второй, третьей волны? Как у вас идет периодизация? Спасибо.


Діана Думітру (Кишинівський державний педагогічний уні​верситет «Іон Крянге», Молдова):

У меня также вопрос к господину Данилову и он частично связан с предыдущим вопросом. Я хотела бы уточнить по поводу единого учебника. Меня, как историка, интересует Ваше мнение именно об историческом контексте этой инициативы. Как Вы думаете, почему именно сейчас в России такая инициатива стала реальной и какие мотивы преследуются за этой инициативой? Как Вы понимаете, как Вы оцениваете то, что происходит сейчас? 


Георгій Касьянов (Інститут історії України НАН України):

У мене є запитання до професора Янмаата. 


Професор Янмаат організував прямі твердження і шукав прямі свідчення наявності етнічного Іншого в українських під​ручниках. Я хотів би запитати, чи він цікавився контекстом 
і контекстуальним представленням образу Іншого?


Отже, прошу відповідати в порядку доповідей: спочатку про​фесор Янмаат відповідає на запитання до нього, потім — про​фесор Данілов.


Ян Гермен Янмаат (Інститут освіти Лондонського універ​ситету, Великобританія)

(Переклад українською — Георгія Касьянова).

Я не розглядав цей образ (образ України і українців в російських підручниках — упорядн.( в своїх дослідженнях. Ваше запитання є абсолютно слушним тому, що порівняння дає досить серйозні перспективи для з’ясування певної картини. Такий план є, але коли він буде здійснений невідомо. 


Очевидно, що вивчення контексту подання Іншого є важ​ливим для розуміння того, як розвивалися підручники. І, оче​видно, це також пов’язано з питанням, чи є зв’язок між образами Іншого в підручниках і змінами у владі в країні. Можна знайти такий прямий зв’язок між контекстом підручників і владою, наприклад, в період правління Кравчука, коли однією з тез було те, що українська культура і мова майже померли і треба їх відновлювати, відроджувати і так далі. І це, очевидно, відобра​зилось на підручниках. А, наприклад, в період Кучми ми бачимо тенденцію, щодо зміцнення єдності країни. Так само і в під​ручниках — наголос робився на державотворчому компоненті. 
І так само в Росії, я не буду дуже здивований, якщо побачу зв’язок між змінами у підручниках і тенденціями у владі. 


Алєксандр Данілов (Московський державний педагогічний університет):

Я очень благодарен за вопросы, которые заданы, поскольку они очень актуальные и отчасти болезненные для нас, для России. 


Первый вопрос — «Есть ли учителя, которые способны рабо​тать по современным ученикам?» И да, и нет. Но я бы разделил эти понятия. Во-первых, работать в этом случае приходиться учителям, которые должны работать. Как-то на конференции в Новосибирске три года назад, выслушав много сказанного по поводу того, какими должны быть учебники и какие технические решения должны быть у этих вопросов, учительница из далекого сибирского села сказала мне: «Вы знаете, слушаю я Вас и удивляюсь. Вот я сегодня вернусь домой, ну даже не сегодня, а через пару дней, и что я буду делать с моими детьми в сельской школе, где нет возможности все это показать». Она, эта женщина, абсолютно права. 


Но я хотел бы сказать о другом, о чем вопрос был задан (тем болем, представителем Башкирского государственного универ​ситета). У нас на сегодняшний день отсутствует эффективная система подготовки учительских кадров (и я не думаю, что это проблема только Российской Федерации), которые действительно по-современному, с научных позиций и технических возмож​ностей, которые дает нам сегодняшний день, вели бы препода​вание истории именно в школе. У нас очень большие перемены в этом смысле наступают, но мне хотелось бы разделить два  момента: с одной стороны, говорят, что учителя не поймут или не захотят услышать научных работников или их взгляд на историю. Это (говорят( люди, которые не знают учителей. Именно в этом учителя и методисты испытывают как раз огромную потребность. Это показывают любые встречи с учителями, которые проходят. Поэтому, я думаю, что большая работа была проведена в Российской Федерации. К сожалению, (ее( возглавляет не педаго​гический университет, ни Российская академия образования, а академик Чубарьян — всем нам хорошо известный директор Института всеобщей истории, который взял на себя эту очень серьезную и важную миссию, хотя формально он никак обязан. Но не только эту миссию принял на себя. Буквально в июне прошло учредительное заседание по созданию оргкомитета учи​телей истории и обществознания. Это один из элементов граж​данского общества, который осенью будет создан и позволит обсуждать все вопросы коллективно и высказывать свое мнение и о едином учебнике, и о его содержании, и по поводу проблем, которые существуют в каждой школе. Поэтому, еще раз отвечая на этот вопрос хочу сказать, что учителя такие конечно есть, но нет системы, которая эффективно готовила бы их для работы сегодня. 


Дальше — вопрос по поводу интегрированных курсов исто​рии. Как я понял, имеется ввиду то, что у нас в России называется федеральным и региональным компонентом. Это очень важно — сочетание какой-то центральной линии в освещении истори​ческого прошлого, федерального и национального компонента. Вы, наверное, знаете, что в Российской Федерации в рамках действующего на сегодня стандарта в школе существовал нацио​нальный и региональный компонент — очень большой по своему объему, который предполагал изучение культуры и истории конкретного народа национальной республики и этот курс в некоторых местах давал, в каком-то отношении, определенную негативную практику. В рамках этого количества часов начинали изучать в большей степени, допустим, региональные и нацио​нальные особенности, например, по Татарстану, когда 80% выде​лялось на изучение своего собственного и 20% — федерального. Получалось действительно, что под угрозой оказывалась про​блема территориального единства страны, единого пространства. В даном случае, я еще и отвечаю на вопросы коллег, которые спрашивали, существует ли реально угроза. Угроза, безусловно, существует потенциальная и она вполне реальна для Российской Федерации. Сейчас в новом стандарте национальный и регио​нальный компонент (может быть, как раз в связи с этим) прак​тически выброшен. И я вам уже говорил, о том, что линии учебников по истории государства и народов страны, наряду с тем, что выбрасывается из стандарта еще и национальный и региональный компонент, способны в будущем создать большую проблему. Потому что страна остается многонациональной, все эти проблемы уходять, как бы, вглубь. Это может спровоци​ровать большие последствия в будущем.


Вопрос относительно тождественности понятий «государст​во» и «Отечество» — конечно, это не единые понятия. Но здесь как раз возникает вопрос, который часто присутствует в дискус​сиях. Как провокационно сформулировал его в свое время один из бывших министров образования Российской Федерации: «На чем будем воспитывать — на победах или на правде?» Победа — это тоже правда, но это одна из частей этой правды. На правде всегда нужно воспитывать людей. Но я, отойдя от этой формулы, хотел бы сказать о том, что кто-то из наших коллег, учителей понимает авторов учебников (а есть и такие, кто является одно​временно и учителем, и автором учебников), и полагает, что главная задача исторического образования и воспитания заклю​чается в формировании исключительно критического мышления. Это очень хорошо. Это действительно одна из задач — форми​рование критического мышления, но если она становиться глав​ной и единственной, то тогда происходит разрушение основ, и нигде, кстати сказать (может быть я ошибаюсь, но насколько я знаю), нигде этого нет — ни в одной стране мира, — чтобы на основе негативного восприятия своего прошлого формировалось отношение к своей стране. Это чудно, по крайней мере, если не сказать больше. 


Я за то, чтобы не закрывались глаза на вопросы, которые существовали и существуют в историческом прошлом и чтобы им давалась безусловная оценка. Но это, так сказать, не должно становиться основой исторического образования, тем более, пат​риотического воспитания. 


Что касается того, как выйти из этой дилеммы и что дейст​вительно предложить в основу. В новом стандарте, который сей​час обсуждается, указана система приоритетов и на первом месте все-таки стоит формирование гражданственности, гражданской идентичности. Это и есть ответ на данный вопрос. А затем уже — воспитание патриотизма и все остальное  должно лечь в основу учебников завтрашнего дня.


И по поводу эмиграции и диаспоры. Безусловно, этот мате​риал присутствует. Причем он присутствует не только в том виде, в котором мы его традиционно понимаем, то есть, эмиграция, связанная с революционными событиями, гражданской войной в России и со Второй мировой войной, с более поздними шести​десятыми годами. Эта проблема присутствует и отражается в учебниках как часть мировых миграционных процессов, которые существовали не только в России. Они охватывали многие стра​ны, но Россию покинуло, действительно, большое количество, почти 8 миллионов человек, по тем данным, которые даются за период 1917–1922 гг. и чуть позже. Поэтому такой материал присутствует. Но есть еще одна проблема в этой связи. Впервые мы имеем сегодня опыт создания учебника Зубова, в котором фокусируется и пропагандируется, в определенном смысле, взгляд на нашу историю глазами только иммигрантов. Этот взгляд будет другим, чем взгляд тех людей, которые оставались и жили в собственной стране. Поэтому я бы не хотел здесь сказать, что он плохой, этот ученик — он интересный, в нем есть позиции, которые для меня даже прозвучали впервые и для дру​гих я уверен тоже. Но все таки, этот взгляд приводит к абсолю​тизации эмиграции, к совершенно другим оценкам. Например, дается такая оценка, что таким образом после большого исхода из революционной России, и России периода гражданской войны (в тех пределах, в которых она тогда была) у нас все лучшее ос​талось за рубежом, а здесь остались одни маргиналы. Это пишет, между прочим, руководитель авторского коллектива, сын совет​ского адмирала, который никогда не был маргиналом, воспи​тывался в прекрасной среде и атмосфере. Если он поднялся, так сказать, над этим и таким образом осознал — это, наверне, очень хорошо, но, с другой стороны, правильно ли это? И так ли оно было на самом деле? Наверное, нет. Поэтому подобный взгляд всегда будет взглядом со стороны на то, что где-то происходило. Мы сами, когда пишем такие разделы, исходим из того, что Россия не только то, что есть в самой России, а то, что волею судьбы оказалось за пределами нашей национальной территории.


Вот, наверное, ответы на все основные вопросы, которые были поставлены. 


Олег Смірнов (Інформаційно-дослідницький центр «Інте​грація та розвиток»):

Шановні учасники нашого круглого столу!

У своєму виступі я хотів би торкнутись поняття толерант​ності в більш широкому контексті, ніж історична освіта. Ми можемо дискутувати — сприяють чи не сприяють толерантності підручники з історії, але неможливо відірвати сам підручник історії від того соціально-політичного контексту, в якому він створюється, в якому він працює. Всі тут присутні більш-менш знайомі з проблемами такого регіону як Крим. Скільки б ми не говорили про спільну історію, скільки б не говорили про пошуки якоїсь спільної національної ідеї, все рівно ми маємо і будемо мати ще багато років ті проблеми, ті виклики, які є в цьому регіоні. І вони пов’язані з тим, що протягом останніх двадцяти років повертаються представники етнічних груп, які були депор​товані за національною ознакою. Також ми маємо комплекс проблем, пов’язаних з пост-радянською ідентичністю більшості населення Криму та адаптацією російськомовного населення до нових українських реалій. Хоча ми маємо майже двадцятирічну історію, але все ж таки ці проблеми існують і вони час від часу піднімаються та нагадують про себе.


Як це відображається на рівні толерантності і наскільки це пов’язано взагалі з якимось навчальним процесом, в т.ч. з на​вчанням історії?


Ми проводили дослідження рівня етнічної дистанції україн​ських старшокласників у 2002 та 2005 роках. Використовувалась шкала Богардуса, якою користується і Київський міжнародний інститут соціології для замірів рівня толерантності загалом в Україні. Ми можемо бачити, що в 2002 році це дослідження охоплювало тільки три міста — Сімферополь, Севастополь, Бах​чисарай, а у 2005 році — весь Крим. Результати показують, що толерантність учні-старшокласники проявляють тільки до двох етнічних груп. До інших — це вже різний ступінь ксенофобії або відкрита інтолерантність.


Щоб зрозуміти причини, ми почали запитувати не тільки дітей, а і представників освітньої сфери: чи взагалі вони бачать цю проблему на рівні шкіл? Повністю ці результати можна подивитися на нашому сайті. Але хотілось тут звернути увагу, що педагоги, на майже 45%, відмічають, що подібні прояви міжна​ціональної та міжрелігійної неприязні в дитячому і молодіжному середовищі існують, і вони виражаються або в образливих, глуз​ливих висловлюваннях, або у відокремленні групи за етнічною ознакою, або в демонстрації переваги однієї етнічної групи або релігійної групи над іншою.


		Дослідження 2002 р.

Сімферополь, Севастополь, Бахчисарай, 813 учнів 
10–11 класів



		Дослідження 2005 р.

Весь Крим, 1698 учнів 
10–11 кл. з 80 шкіл





		Толерантність лише до росіян (1,564), українців (2,197)

Ксенофобія до греків (3,931), німців (4,189), вірмен (4,228), американців (4,284), болгар (4,417), кримських татар (4,728), євреїв (4,788), грузин (4,969)

Інтолерантність до африканців (5,185), корейців (5,301), турків (5,585), ромів (6,427)

		Толерантність лише до росіян (1,93), українців (2,44)

Ксенофобія до білорусів (3,81), кримських татар (3,93), німців (4,51), греків (4,54), американців (4,56), болгар (4,74), турків (4,78), вірмен (4,82), африканців (4,88)


Інтолерантність до грузин (5,09), євреїв (5,17), корейців (5,24), ромів





Одне із запитань торкалось того, в чому викладачі, праців​ники освіти бачать причини нетолерантного ставлення старшо​класників одне до одного. Запитання звучало таким чином: «Що на Вашу думку має найбільший вплив на формування негативних міжнаціональних відносин серед кримських школярів?». І ми бачимо, що серед інших відповідей достатньо високий відсоток (20,4%) вчителі відводили навчальним посібникам, і вказували не тільки посібники, але й існуючі програми з історії, соціально-гуманітарних дисциплін. Одне з наступних запитань було таким: «Чи вважаєте ви, що деякі навчально-методичні матеріали міс​тять елементи, які сприяють формуванню у дітей національної чи релігійної нетерпимості?». «Так» відповіли 22% викладачів або працівників освітньої сфери — це були завучі з виховної роботи або директори шкіл, і наводили конкретні приклади.


В той же час ще з 2000-го року ми мали дуже багато звернень від самих учителів. На відміну від деяких регіонів Російської Федерації, де казали про нявність 80% регіонального наповнення у викладанні історії, в Криму такого не було, і викладання йшло за підручниками, посібниками загальноукраїнськими. Тому ми бачили дуже багато звернень, і результатом цього стала більш системна робота з моніторингу ситуації з шкільними підручни​ками. Ми запропонували серію круглих столів,  результатом яких стало створення Громадської моніторингової комісії, до якоъ ввійшли як представники Міністерства освіти і науки Криму, так і представники навчальних закладів, експерти — історики, полі​тологи, які протягом трьох років проводили моніторинг програм 
і підручників з соціально-гуманітарних дисциплін на відповід​ність їх принципам толерантності до представників різних етніч​них груп, що мешкають на території України. 


Це були посібники отієї «першої хвилі», про які сьогодні вже говорили. Хоча вже в 2004–2005 роках почали виходити нові підручники. І ми теж мали можливість порівнювати, наскільки щось змінюється чи не змінюється. І треба додати до того, що вже сьогодні звучало, що багато посібників з історії виглядали як така історія національно-визвольної боротьби українського наро​ду, в якій не було місця для того, щоб показати якесь мирне співіснування представників тих етнічних груп, які жили поряд. В цих посібниках дуже мало приділялось уваги саме історії різних регіонів України. Тому діти, які сиділи в класах кримських шкіл і належали до інших етнічних груп, не відчували свою причетність до історії України. Навіть були такі випадки, коли відносини татарського населення Криму як частини Османської імперії і українців зображувались таким чином, що не тільки не сприяли толерантному відношенню, а провокували інтолернат​ність. І те соціальне середовище, яке існує в Криму, це підси​лювало. Тому, мабуть, на сьогодні вже так нормально сприйма​ється в Криму, коли ми бачимо оголошення в газетах, що про​дається земельна ділянка і частиною такого оголошення є фраза: «сусіди — не кримські татари». Або вивішується на під’їздах будинків оголошення про те, що «здається квартира, звертатися — тільки слов’янам». Це в інших регіонах сприймається або смішно або трагічно. У нас (в Криму( це друкується і вважається нормою. 


Як з цим працювати? Ми не тільки робили експертизу посіб​ників, але почали працювати над тим, яку освітню або просвіт​ницьку роботу треба запровадити на регіональному рівні, щоб запобігали формуванню нетолерантності та ксенофобських наст​роїв у суспільстві. Одна з ідей полягала в тому, щоб розробити та впровадити додатковий навчальний курс, котрий закривав би ці «білі плями» в історії України в загальноукраїнському курсі, сприяв би безконфліктному існуванню вже сьогоднішніх дітей і формуванню толерантності. І треба сказати, що найбільш успіш​ним напрямком стала розробка спеціального інтегрованого курсу «Культура добросусідства». Такий курс почав розроблятися з 2004 року і на сьогодні ми маємо дуже широке розповсюдження в навчальних закладах Криму. Цей курс проходив всі стадії затвер​дження як на рівні Міністерства освіти і науки Криму, так і був рекомендований Інститутом інноваційних технологій і змісту освіти до використання в загальноосвітніх закладах України.


Хотів би звернути увагу на те, що головна мета цього курсу — це «виховання соціально компетентних, критично мислячих толе​рантних осіб, свідомих громадян, патріотів своєї Батьківщини, добре обізнаних з рідним краєм, які прагнутимуть відповідально керувати його життєдіяльністю, примножувати його природно-економічний та культурний потенціал». Курс спрямований на формування різних рівнів ідентичності — етнічної, громадянсь​кої, глобальної. Основних принципів, на яких будується курс, багато, але я хочу звернути вашу увагу на такі як діалог культур (питання традиційної культури розглядаються за тематикою, ана​лізується спільне і особливе в культурах різних етносів і релі​гійних груп); плюралізм думок в питаннях етногенезу, етнічної історії, які проголошуються та дотримуються у матеріалах та навчальній діяльності. 


Треба сказати, що курс складається з семи основних напрям​ків, які пронизують його наскрізь. А він викладається, починаючи з середніх груп дошкільних закладів, проходить через всю серед​ню школу і викладається у вузах. Включає такі напрямки як історія, географія, традиційна культура, мова сусіда, аксіологія (як наука про цінності — цінності мого народу, цінності мого регіону, цінності моєї країни), конфліктологія і методика пошу​ково-дослідницької роботи. Курс — не лекційний, курс — вихов​ний. Тому методики, що використовуються — це методики інтер​активної роботи. Ми проводимо спеціальні шестиденні курси для викладачів, які бажають впроваджувати цей курс у навчальних закладах. 


У цьому курсі напрацьовуються навчально-методичні мате​ріали, які видаються у вигляді посібників — зараз надруковані робочі зошити для початкової школи (1–4 класи) російською та українською мовами. В найближчих планах — 5-й, 6-й, 10-й класи. Декілька посібників та додаткова література розроблені 
і видані для дошкільних навчальних закладів. Програма «Кримсь​кий віночок» на сьогодні вже найбільш поширеною серед до​шкільних навчальних закладів АР Крим. 


Курс на сьогодні має дуже широку географію: біля 1200 вчи​телів з майже 400 навчальних закладів Криму пройшли навчання, хоча ми починали з 20 експериментальних закладів в 2005–2006 навчальному році. 


Що дає курс? На сьогодні можна сказати, що цей курс (а ми порівнювали, йшов моніторинг як у тих класах, де викладається цей курс, і в тих класах, де не викладається) має такі основні результати: підвищення у два рази за один рік показників гро​мадянської ідентичності учнів; позитивні зміни (зменшення) показників сепарації та маргиналізації учнів шкіл; ріст кількості учнів, які відмічають серед своїх друзів або знайомих підлітків іншої етнічної групи; зниження кількості учнів, які відмічають конфліктні ситуації як етнічні (у деяких школах з 50% до 16%); подальша державна підтримка більшості напрямків; підвищення зацікавленності з боку шкіл і локальних громад (батьки, місцева влада); визнання на міжнародному рівні (досвід АРК включенний до Регіонального плану дій реалізації програми «Глобальне парт​нерство з попередження збройних конфліктів ООН для країн Західного СНД, а також Румунії і Болгарії», вручення автор​ському колективу міжнародної премії імені імені Макса ван дер Стула за сприяння у формуванні толерантності у поліетнічному регіоні).  

Ми готові ділитись своїми напрацюваннями. Я можу надати нашу адресу в Інтернеті (www.ciet.org.ua — Центр міжкультурної освіти і толерантності — Center for Inter-Cultural Education and Tolerance). На ньому можна знайти як результати досліджень, так і інформацію про те, як на сьогодні розвивається цей курс, і, взагалі, що робиться в Криму з точки зору розвитку міжкуль​турної освіти і просвіти.


Дякую. 


Георгій Касьянов (Інститут історії України НАН України):

Дякую. Надзвичайно цікавий матеріал. З певного погляду дуже прикро, що цей досвід не дуже добре відомий навіть в Україні. Я вважаю, що такий досвід взагалі вартий того, щоб бути поширеним на міжнародному рівні. 


Тепер я маю взяти слово сам. Я буду говорити про проект, який було здійснено Міжнародним фондом «Відродження», який ще триває, який ще не закінчився. Проект називається «Школа толерантності: історія та громадянське виховання». Метою про​екту є з’ясування наскільки викладання історії в школі відповідає завданням виховання в учнів етнічної, культурної, гендерної толерантності. Першим кроком цього проекту був аналіз шкіль​них підручників з історії —  всесвітньої історії та історії України. 


Методика була така: ми взяли за основу критерії ЮНЕСКО, які, в свою чергу, були вироблені після 20 років реалізації різних освітніх проектів в Європі, та адаптували опитувальник, який був розроблений ЮНЕСКО, під українські реалі. В українському перекладі вийшло 10 груп запитань, на які потрібно було від​повісти читаючи підручники.


Потім ми індетифікували групу учителів з досвідом викла​дання і викладачів вищих навчальних закладів, експертів, що працювали над відбором підручників на конкурсах, людей, як ми вважали, здатних достатньо адекватно поставитись до тих про​блем, які ми підіймаємо. Далі все було дуже просто: спираючись на критерії ЮНЕСКО, наші експерти читали підручники і, згідно цих критеріїв, оцінювали стан справ із зазначеними параметрами толерантності в цих підручниках.


Зокрема, треба було відповісти на запитання, чи є в під​ручнику твердження, які наголошують на важливості і перевагах культурного розмаїття. Друге запитання стосувалось, чи є в під​ручнику твердження, факти, які наголошують на тому, що звичаї та історичні традиції важливі для їхніх носіїв. Трете питання виглядало так: чи є в підручнику зміст, який звертає увагу учнів на те, що не існує «стерильних» етнічних груп, що кожна група є завжди етнічно змішаною і що етнічна гетерогенність групи може бути джерелом як втіхи, так і погорди, як джерелом приниження, так і джерелом піднесення для цієї групи.


Четверте запитання: чи зміст підручника сприяє оцінці та сприйняттю інших етнічних та культурних груп та особистості, на основі їх власних чеснот самодостатньої цінності. Тобто, чи визнає підручник самодостатність і цінність інших культур, грубо кажучи, в оцінці представників цих груп.


П’яте питання: чи підручник дає зважену інформацію про інші етнічні та культурні групи в межах власної етнічної тери​торії та поза нею. Шосте питання: чи є підручники вільними від расових та культурних стереотипів? Сьоме — чи дає підручник критичну оцінку расовим та культурно-етнічним стереотипам? Восьме — чи дає підручник можливість відсторонено поглянути на власні цінності, поглянути на них зовні? Дев’яте питання: як різні етноси, культури та соціуми подаються в підручнику, в якому контексті — чи це є просто порівнянням, чи це є спів​вставленням, чи протиставленням, коли одна група виглядає краще за іншу? І десяте питання стосувалось аргументації, що використовується в підручниках — раціональна, більш емоційна чи змішана? 

Що в нас вийшло? Базова гіпотеза полягала в тому, що українські підручники мають серйозні проблеми з тим, що там є ксенофобія, що там є серйозна частка нетерпимості до іншого, що вони хибують на етнічну ексклюзивність, що вони значною мірою базуються на протиставленні, конфронтації до Іншого і так далі. Експерти поставилися до аналізу дуже серйозно й відпо​відально, і ми підготували узагальнюючі таблиці. Базова гіпотеза, фактично, не підтвердилась, тобто той рівень нетерпимості і ксе​нофобії, який очікувався, не справдився. Українські підручники не є вже такими поганими в тому сенсі (тут я ще хочу зазначити, що ми аналізували так звані «нові підручники», тобто ті, що виходять після 2005 року). Ящо користуватися тезою доктора Янмаата, можна побачити, що процес рухається в бік нормалі​зації, творення громадянської версії нації. Помітна тенденція до відходу українських підручників від етнонаціональних стерео​типів, принаймні, я це підкреслюю, на рівні прямих тверджень. Проте, я наголошую, йдеться про початкову тенденцію, про певні зміни в порівнянні з попереднім періодом, коли підручники тотально хворіли на ксенофобію і культурну неадекватність.


Деякі речі «вистрибнули» несподівано, наприклад, гендерний аспект. З’ясувалося, що існують серйозні проблеми з ґендерною толерантністю, а іноді просто відсутністю цих тем як таких, презентацією історіі майже винятково як «чоловічої». Очевидно, це може бути пов’язано з загальною культурною ситуацією в суспільстві, з певною культурною традицією. В будь якому разі, на цей компонент довелося звернути увагу. Які ще проблеми виникли несподівано? Виявилося, що в підручниках є й релігійні стереотипи, і вони так чи інакше мають негативний вплив. Те що можна б було назвати етнічною ексклюзивністю, тобто наявністю в підручниках тільки українців і сприйняття історії України як історії етнічних українців також залишається великою пробле​мою. У нас були дискусії що до цього в групі, ми говорили про те, а як має бути, адже це історія України й етнічні українці мають «головувати». Те, що називається в різних варіантах «титульна нація», має бути представлено як основне. Це питання залишається відкритим, але, очевидно, що в значній кількості підручників Інший справді присутній і цей Інший існує в двох іпостасях. Це або такий собі «нейтральний» актор, який просто собі присутній, або, і це вже є проблемою, Інший показаний концептуально, як Інший з великим знаком «мінус», який або заважає, або якось обтяжує присутність Свого, зрештою, є просто підступним, агресивним ворогом, недобрим сусідом. Далі зали​шається, очевидно, надмірний «україноцентризм» в різних варі​антах. Дуже серйозно присутній мілітаризм, міліарний аспект в підручнику, особливо це стоюється підручників з середньовічної історії, там де теми пов’язані з війнами, захопленнями і так далі. 


Є певною мірою і присутній етнічний стереотип, в тому сенсі, що усе культуне й етнічне розмаїття зводиться до якихось контрастних схем. Є підручники, особливо ті, які стосуються козацької доби, де взагалі в поліетнічному, полікультурному просторі, яким припустимо була Річ Посполита, ми бачимо лише як козаки (українці) змагаються з поляками-шляхтою і на пев​ному етапі в цей конфлікт втручається «третя сила», звичайно, зовнішня — Росія. Решта — поза дужками...

Ще одна серйозна проблема, яку не можна оминути — в деяких підручниках залишаються стереотипи, пов’язані з пев​ними націями або етносами, і ці стереотипи мають контексту​ально негативне забарвлення або прямі негативні твердження. Передусім, це стосується двох етносів — поляків і татар, зви​чайно, кримських, в першу чергу. 


Отже, це такий загальний огляд. В принципі, було багато інших зауважень, але вони не мають прямого відношення до теми сьогоднішньої розмови: там ідеться про виклад матеріалу, про методологічні аспекти, про суху нецікаву мову, про естетичну непривабливість підручників, про їх невідповідність санітарно-гігієнічним нормам тощо.


Отже, це — загальна картина. Я скористуюся нагодою для того, щоб подякувати присутніх тут членів нашої групи за дуже серйозну і сумлінну роботу і нагадаю, що ми ще будимо й надалі працювати. Дякую за увагу!


Репліка з залу:


Дуже цікавим було те, що члени цієї робочої групи були представниками всіх регіонів України!


Георгій Касьянов (Інститут історії України НАН України):

Так, тобто ми «об’єднали Україну» в нашій групі. Дякую.


Зараз буде презентація Дєніса Фоміна-Нілова. Про що він буде говорити, він скаже сам.


Дєніс Фомін-Нілов (Інститут загальної історії РАН):

Добрый день уважаемые коллеги! В своем выступлении я хотел бы рассказать о современных проектах нашего Института в области информационных технологий, а также об инновацион​ных подходах к преподаванию истории.


Соответственно, мое сообщение не может обойтись без муль​тимедийной презентации. Я постараюсь коротко, но достаточно внятно описать специфику того, чем мы занимаемся в Институте всеобщей истории РАН. 


Помимо наших основных научно-исследовательских проек​тов, которые положено реализовывать по уставу нашего инсти​тута, Институт всеобщей истории уже больше 10 лет занимается вопросами исторического образования. В первую очередь — выс​шего образования в контексте интеграции науки и образования, но также мы стали заниматься и вопросами среднего образо​вания, где «играем» немного на чужом поле, а именно — на поле Академии образования, педагогических вузов и различных институтов повышения квалификаций. 


Однако на тот момент, когда мы начали осуществлять мони​торинг исторического образования, мы увидели, что из школы приходят ребята, которые практически не имеют исторической, а именно — профессиональной подготовки («background»‘a). Мы поняли, что те, кому положено по уставной деятельности зани​маться историческим образованием в стране, не совсем с этими вопросами справляются.


Александр Анатольевич (Данилов(, сказанное ни в коей мере к Вам не имеет отношения, потому, что на самом деле, Вы хоть «по порту приписки» и относитесь к Московскому педагоги​ческому государственному университету, но по духу Вы всё равно академический человек.


Итак, мы стали понимать, что кроме традиционных фор​матов, которые у нас имеются в виде круглых столов, конфе​ренций, публикаций, каких-то сборников (зачастую те не полу​чают широкого распространения и не позволяют эффективно налаживать горизонтальные связи внутри сообщества историков, включая учёных, методистов, учителей и университетских препо​давателей), необходимы также новые формы и новые инстру​менты обмена мнениями, взаимодействия и так далее.


В частности, мы потратили около года на концептуальную и технологическую проработку электронного научно-образователь​ного журнала «История», который в основном будет размещаться в режиме онлайн и, возможно, будет иметь небольшой, ограни​ченный тираж в бумажной версии.


Адрес нашего электронного журнала — www.mes.igh.ru. Так традиционно сложилось, что у нас igh.ru — это доменное имя Института всеобщей истории РАН (сокращенное от Institute of General History). В тоже время mes — это некий «message» (послание) сообществу историков, который мы планируем посы​лать в наших выпусках. Однако в принципе аббревиатура рас​шифровывается как «Magazine of Education and Science».


У журнала есть ISSN и, соответственно, публикация в этом журнале приравнивается к публикации в традиционном формате. У нас есть свидетельство Роскомнадзора о том, что интернет-журнал является средством массовой информации. Мы вошли в E-library.ru, заключив необходимые договора, и представляем там выпуски нашего журнала. Мы также зарегистрировались в «Информрегистре» (Федеральное государственное унитарное предприятие «Научно-технический Центр» «Информрегист» — упорядн.(. В принципе, все «бюрократические» и прочие проце​дуры пройдены. Теперь только осталось попасть в перечень Выс​шей Аттестационной Комиссии.


Мы предполагаем, что будем приглашать к сотрудничеству не только профессиональных учёных-историков и методистов, но и учителей. Для того, чтобы опубликовать свою статью в нашем электронном журнале необходимо подать заявку (в режиме он​лайн), которая пройдет рецензирование и после этого, соответ​ственно, статья будет публиковаться в ежеквартальных выпусках. Пользуясь случаем, приглашаем всех участников конференции направлять свои научные статьи в редакцию электронного науч​но-образовательного журнала «История».


Основное ядро редакционного совета составляют руково​дители отделов и центров Института всеобщей истории РАН, но в состав редсовета входят также представители вузов-партнеров. Утвержден тематический план журнала на 2010 год: каждый выпуск посвящен конкретным направлениям исторических иссле​дований.


Первый выпуск электронного научно-образовательного жур​нала «История» был посвящен исторической науке в современ​ной России. Именно к нему я хотел бы привлечь Ваше внимание. (Доповідач демонструє слайди медіа-презентації( 


Как вы видите по оглавлению, в его подготовке участвовало достаточно много известных людей. Специфика электронного журнала обуславливает необходимость разного уровня доступа к материалам сайта. Первый уровень доступа — это аннотации, объем статьи, самая общая информация, адрес её публикации, как указывать правильно ссылку, вариант аннотации на английском языке. Для получения полного доступа к статье необходимо про​йти регистрацию. Затем зарегистрированный пользователь дол​жен пройти авторизацию и может начинать изучать материалы журнала. Регистрация нам необходима для того, чтобы видеть наших читателей и легче с ними взаимодействовать, узнавать их пожелания и пр. В полной версии журнала читатели получают возможность написать автору, а также оставить рецензию, кото​рая публикуется после просмотра «модератором» (секретарем редакционного совета журнала). 


Сейчас вышел второй выпуск журнала со статьями по исто​рии Второй мировой войны. В этом году планируются также выпуски по истории США и стран Латинской Америки. 


Первый выпуск был посвящён исторической науке в целом. В нём была опубликована моя статья об инновационных под​ходах к преподаванию истории в образовательных учреждениях, на которую прошу сейчас обратить Ваше внимание. Как Вы видите, особенность электронных журналов заключается также и в том, что существует некоторая специфика цитирования. Для того, чтобы правильно указывать место цитирования каждый абзац номеруется и, таким образом, мы указываем не страницу, а абзац.


Многие совершенно правильно и обоснованно говорят, что историческая наука и история в школе имеют разные цели и задачи. Однако, как показывает практика, самая главная про​блема Истории и в школе, и в вузе на неисторических факуль​тетах — это доминирующее отношение к Истории, как к рассказу о событиях прошлого. В результате, что мы имеем? Мы получаем достаточно большую, комплексную проблему. Школьник, приходящий в школу, слышит от учителя какой-то рассказ о событиях прошлого. Раньше — в ХІХ веке и ранее — доверия к родителям у него не было (родители были тёмные, неграмотные) и энциклопедий было тоже маловато, и не у всех они были. Соответственно, ученик не подвергал сказанное учителем сом​нению. Рассказ учителя приравнивался к правде об истории. 


Теперь у нас совершенно другая ситуация: рассказ учителя — это одна история; рассказ родителей — другая история; рассказ учебника, автора учебника — это третья история. Здесь ученику может показаться, что начинается какая-то шизофрения, причем не раздвоение, а множественное расслоение сознания. Истори​ческое знание получается слишком раздробленными и много​образным, полным разных акцентов. С появлением Интернета ситуация в этом плане только усугубилась. Поэтому возникает психологический протест. Историй стало слишком много! Поэтому старшеклассники и дети, которые уже переходят на университетскую ступень обучения, пренебрежительно относятся к истории как полунаучному, полусказочному предмету. Отсюда возникает кризис исторического образования и молодежь (как мы не пытаемся уже на следующем и последующем уровне объяс​нить, что История — это не рассказ о прошлом) уже тяжело на уровне своего подсознания воспринимает такой тезис. 


Мы считаем, что История как рассказ о прошлом — самый древний способ познания истории. Собственно говоря, наша История так и зарождалась, когда отец рассказывал сыну о том, что делал его дед и, таким образом, этот исторический нарратив появлялся из устной традиции. Тем не менее, мы все-таки нахо​димся в ХХІ веке. Нам представляется, что для детей младших классов средней школы, детей до 9-го класса включительно, такой подход оправдан и целесообразен. История как сказка… Рассказывают учителя сказки ученикам, вот и хорошо. Однако для ребят, которые становятся уже достаточно взрослыми, кото​рые скоро должны войти в гражданскую жизнь, стать изби​рателями, стать родителями, начать воспитывать своих детей, необходимо отказаться от истории как рассказа о прошлом. 
В противном случае мы будем постоянно получать разных псев​доисториков, как Фоменко. У вас он тоже наверно есть?


Появляются и будут появляться такие «сказочники». При этом, без всякого сомнения, молодое поколение будет совер​шенно спокойно воспринимать такую псевдоисторию. Если так много рассказов, почему не правдив и этот рассказ тоже? Поэтому нужно подходить к историческому образованию по-новому. Мы пытаемся сейчас, как вот с электронным журналом и с этими учебно-методическими инновациями, перейти в практи​ческую плоскость. Мы сейчас завершили, как нам представля​ется, разработку концептуальных вопросов.


Необходимо понимать и давать детям уже в старших классах представление о том, что История — это историческая наука. Необходимо давать базовое, элементарное представление о том, как сохраняется историческая информация, как её можно найти, как её нужно анализировать. Грубо говоря, необходима некая минимальная форма базового источниковедения. Нужно дать представление о том, что История — это некая пирамида, где реальные факты и события — это фундамент, дальше от них могут остаться свидетельства, но не каждое свидетельство может стать историческим источником. Таким образом, пирамида всё больше и больше сужается.


(Доповідач демонструє слайди медіа-презентації(

Четвёртый уровень — это исследование и интерпретация, результатом которого становится пятый уровень — специали​зированный исторический текст, а наверху пирамиды — знание об истории. Как эта пирамида выглядит, какие у нее «углы» зависит от профессионального уровня исторических знаний о прошлом. Всё зависит от того, сколько имеется исторических источников и сколько есть историков, которые эти источники нашли и обработали. 


В идеале, пирамида может стать квадратом. Это в том случае, когда вся реальная жизнь будет получать некое подкрепление в виде свидетельств, которые потом будут попадать и сохраняться в информационном обществе. 


Теоретически мы даже можем представить пирамиду пере​вёрнутой. Например, если от каждого нашего действия будет оставаться множество свидетельств на мобильных телефонах, прочих gadgets (технических устройствах передачи и сохранения информации). Идет процесс формирования и сохранения колос​сальных объемов исторической информации в цифровом фор​мате, которую потом можно будет обработать историкам, но это уже из области научной фантастики в области исторического знания.


Исходя из высказанных соображений, в Институте всеобщей истории РАН разработали определенный план действий. Но, под​черкну, что наш план действий носит экспериментальный харак​тер. Мы разрабатываем линию учебных модулей, разработали некую структуру этого инновационного комплекса, где пред​полагаем наличие нескольких блоков (по-европейски, по-«болонски» — модулей) и, соответственно, мы предлагаем для старших классов и для начальных курсов неисторических вузов использовать эти модули в качестве «кирпичей», из которых можно строить учебные планы.


Итак, первый блок, состоящий из двух модулей, включает интерпретацию истории. Второй модуль первого блока находится на стадии завершения подготовки и называется «Введение в источниковедение». 


Второй блок — история России. Модули по хронологии российской истории мы еще не начинали готовить, поскольку имеются некие сложности даже на уровне подбора авторского коллектива. Кроме «Истории Великой Отечественной войны» вскоре выйдет «История и культура религий России». Эти модули предназначены для экспериментальных работ в школах, 
с которыми мы сотрудничаем. 

Блок по всеобщей истории предполагает классическую структуру и имеет достаточно модулей. Планируем начать их подготовку в 2011 году.


Следующий — систематический учебный блок. В нем на усмотрение может быть и история авиации, и космонавтики, и история войн, и гендерная история и т.д. В этом блоке можно максимально учитывать индивидуальные интересы, как учащих​ся, так и школ. 


В нашей ситуации, когда происходит отказ от обязательного учебного плана, когда будущий образовательный стандарт все ещё не принят окончательно, подразумевается формирование ин​дивидуальных учебных планов. Когда задаются рамки, отсека​ющие экстремистов слева и экстремистов справа, и формируется достаточно широкий гражданский, демократический коридор, здесь каждой школе даётся право составить свой учебный план самостоятельно.


Последний пятый блок — это региональная история, которая также очень важна во всех отношениях при воспитании молодого поколения. Как вы понимаете, в этом блоке может быть, на​пример, история Москвы, история Санкт-Петербурга. Мы рассчи​тываем на то, что нам хватит сил разработать хотя бы базовый комплект экспериментальных учебных пособий. Надеемся, что наши коллеги-историки примут участие в реализации проекта. Институт всеобщей истории РАН выступает в качестве коор​динатора, но нам не обойтись без профессорского состава из партнёрских вузов и Академии образования. Очень важно широ​кое участие и региональных историков. Мы выступаем в данном проекте в качестве координаторов и авторов концепции. 


Если мы сможем разработать такой базовый комплект, тогда будет можно этот эксперимент в большой степени обкатать с целью его апробации и доработки. Такого рода деятельность у нас ведется. И дополню, что бумажный носитель для нас — это опять же дань нашему консерватизму и традиции. На данный момент профессиональное сообщество без бумажного учебного пособия ещё не может воспринимать многие проекты. 


У нас предполагается формат электронных видео матери​алов, цифровых тестовых заданий, возможность общаться в режиме онлайн, электронный журнал, но это уже отдельный разговор. 


Спасибо за внимание.


Георгій Касьянов (Інститут історії України НАН України):

Дякую. Шановні колеги, ми переходимо до запитань і від​повідей. Будь ласка, ваші запитання.


Роман Хандожко (Південний федеральний університет, Ростов-на-Дону, Російська Федерація):

Я хотел бы спросить у первых двух докладчиков: как именно функционирует крымско-татарский исторический нарратив в об​разовательном пространстве Украины? Как мы уже слышали, в России мы имеем практику национальных компонентов препо​давания истории. Может быть обсуждается её отмена, но, в прин​ципе, её роль, в общем-то, ясна. А вот в Крыму сейчас история Крымского ханства, история его завоеваний, история депортации крымских татар — она преподаётся или нет? Это первое. А, во-вторых, в общеукраинской истории этот компонент имеется или нет? И его наличие/отсутствие как-то влияет на показатели толерантности в отношении учебников истории или нет?


Георгій Касьянов (Інститут історії України НАН України): 


Спасибо. Какие ещё вопросы?


Ян Гермен Янмаат (Інститут освіти Лондонського універ​ситету, Великобританія):

So, first call Oleg [Смірнов] presentation about tolerant attitudes of various groups to one another, and you explained, if I understood you correctly, that the negative attitudes towards the Crimean Tatars by the both Russian and Ukrainian children, and it set me thinking, because of course, the Crimean Tatars are now claiming back their possession, and so on, right, they are seeking to re-establish their position that they held before they were deported. And I know from the theory of interethnic relations that as soon as there is a sense of competition between ethnic groups, you get the development of negative stereotypes. So, I was wondering to what extent this has played role in your case, is there a sense of competing for the same kvartyry, the same houses, the same land, so on, and is this contributing to, perhaps, these negative stereotypes.


And then, I was very pleased to hear that the results of your research are more or less in line with what I found, with regard to images of the other ethnic group in Ukrainian textbooks, if I understood you correctly. Just one question: you said that you’ve asked several teachers, right, from all over Ukraine, to evaluate these textbooks. I was wondering, are there differences, are there regional differences in these evaluations, if teachers from one part of the country are more critical than from the other.


And, question to you, Dennis, also thank you very much for your presentation. You mentioned that nowadays, pupils take the information from various sources, right, textbook is just one source of historical information. And it set me thinking that there is also danger to that, in that they may also observe all kinds of information from, let’s say, rather dubious sources on the Internet. You know, sorts of history which are engaging in kind of conspiracy theories about one particular race, say, the Jewish race, wanting to dominate the world or something like that. I am just wondering, does your Institute have any ideas how to tackle this potential problem, that children take information from these dubious sources and start to believe in it?


Дєніс Фомін-Нілов (Інститут загальної історії РАН):

Вопрос, собственно, в том, что это действительно теперь проблема, что есть Интернет с колоссальным количеством ин​формации, и, в том числе, информации заговорщического типа, теорий заговора, которые, конечно, имеют крайне слабое отно​шении к реальности, но как раз разжигают вражду и могут при​водить к различным экстремистским вещам. По нашим меркам — это ваххабизм с терроризмом, а по вашим меркам — я не знаю.


Андрєй Ісеров (Інститут загальної історії РАН, Мос​ковський державний університет імені М.В. Ломоносова):

У меня к Денису Валерьевичу (Фоміну-Нілову( вопросы. На какой срок рассчитана реализация этого проекта модульного образования в старших классах? Какое количество учебников можно считать базовым для начала уже реального эксперимента по внедрению такой модели? Когда планируется внедрение этого эксперимента, когда будет его начало? В каком количестве школ и в каких городах России это планируется, если об этом можно сейчас сказать?


Георгій Касьянов (Інститут історії України НАН України):

Будь ласка, які ще будуть питання?


Наталія Сурєва (Центр усної історії, Європейський універ​ситет, Санкт-Петербург):

У мене є запитання до пана Олега Смірнова. Кілька років тому Запорізький національний університет робив експедицію з усної історії до Криму. Ми були в Джанкойському та Бахчи​сарайському районах, причому, записували біографічні інтерв’ю літніх людей різних спільнот — і слов’янської (росіян, українців), і кримських татар. Ми отримали цікаві джерела, які, як мені здавалося, можна було б використовувати в шкільній освіті або самим школярам організовувати подібні експедиції, вислухову​вати різні версії історії різних людей. Наскільки, на Ваш погляд, позитивним був би такий досвід, і, можливо, він десь уже вико​ристовується? 


Георгій Касьянов (Інститут історії України НАН України):

Будь ласка, які ще є запитання?


Тетяна Ладиченко (Інститут історичної освіти Націо​нального педагогічного університету імені М.П. Драгоманова):

У меня вопрос к Денису Фомину-Нилову. Вы говорили о том, что хотите ввести модули. Не связано ли это с тем, что у вас преподавание в школе осуществляется в двух концентрах: пятый — пропедевтический, потом — с шестого по девятый — у вас идёт линейное преподавание, а потом — старшая школа. Вот вы ищете этот второй концентр, потому, что перед этим, как мы знаем, ваши учителя говорили, что повторять нет смысла, а значит надо искать что-то новое, и вы этот второй концентр ищете. Возможно ли это вот в таком плане и как Вы понимаете теперь этот свой проект?


Василь Дяків (Всеукраїнська асоціація викладачів історії та суспільних дисциплін «Нова Доба»):

Запитання до Вас, пане Георгію (Касьянов(. Ми маємо моні​торинг 2008 року, якщо ми правильно розуміємо, цю книжечку. Ми знайомилися з нею…


Георгій Касьянов (Інститут історії України НАН України):

Ні, наш проект окремий.


Василь Дяків (Всеукраїнська асоціація викладачів історії та суспільних дисциплін «Нова Доба»):

Окремий, але, в будь-якому випадку, залучені частково були теж науковці. Зараз ми маємо Концепцію [історичної освіти], далі буде продовжуватись моніторинг третьої хвилі нових підруч​ників. То таке побажання, чи, можливо, Ви будете десь про​гнозувати свою діяльність так, щоб це був комплексний підхід, щоб моніторинг відповідав не тільки стандартам, умовно кажучи, світовим і європейським, а, можливо, ще й нашій Концепції. 
Це дало б змогу не тільки врахувати його, але не видумувати велосипеда, просто поступово перейти до підручників, які б відображали Концепцію. Дякую.


Георгій Касьянов (Інститут історії України НАН України): 

Будь ласка, які є ще запитання? 


Якщо запитань немає, то доповідачі мають можливість від​повісти в порядку доповідей. Будь ласка, Олег Смірнов.


Олег Смірнов (Інформаційно-дослідницький центр «Інте​грація та розвиток»):

Перше запитання стосувалось того, наскільки питання історії (як історії минулої, так і історії не такої давньої) кримських татар відображаються чи не відображаються в сучасних посібниках і підручниках, і наскільки цей компонент присутній у викладанні історії. Треба сказати, що специфікою освітньої сфери і освітньої політики в Криму є високий рівень заідеологізованості та політи​зації. На сьогоднішній день є можливість втручатися політикам — місцевим політикам, на рівні Криму, — навіть в освітній процес і відслідковувати, наприклад, з боку російської громади, наскільки там відображається/не відображається їх точка зору, наскільки вона присутня/неприсутня саме у викладанні історії. В той же час, є регіональний компонент, і є можливість, є години у вчителя на те, щоб подавати і роз’яснювати. Але, звичайно, що на всі ці події немає єдиної точки зору. Це часто дуже контроверсійні версії. І тут треба ще казати, що є відокремлення, різний статус шкіл: школи російськомовні, школи з двома мовами навчання, так звані «школи з кримськотатарською мовою навчання». Можливо в деяких з них більше викладається історії, пов’язаної саме з історією кримських татар. Все це ще в процесі дуже активного обговорення. Що стосується підручників загально​українських: якщо брати першу і другу хвилю, то можна сказати, що, в принципі, в цих посібниках взагалі не акцентувалась увага на полікультурності населення України. І тільки згодом почали з’являтися ці аспекти. Можу, навіть, привести приклад щоправда не посібника історії, а красномовний приклад посібника літера​тури, де ціла глава була присвячена вивченню Біблії, право​славної літератури і тільки один раз, в примітці, вказувався Коран як «священна книга магометан». На сьогоднішній день ми ба​чимо, що в нових посібниках вже більше уваги приділяється 
і регіональній історії. 


Друге питання стосується стереотипів і пов’язане з тим, як це відображається в освітньому процесі, викладанні історії і в під​ходах, тому, що ті стереотипи, які існували, продовжують жити. Тут накладаються і проблеми боротьби за ресурси.


Ви запитували про повернення квартир або будинків — час пройшов, але все ще стоїть питання визнання і певної компен​сації. І воно піднімається. Але тут треба брати до уваги і те, що всередині кримськотатарської громади немає єдиної думки сто​совно всіх питань. За двадцять років вже нове покоління виросло. Двадцятирічні, які може більш прагматичні люди, налаштовані на те, щоб працювати в цій країні, заробляти гроші, а не тільки відстоювати інтереси, пов’язані з відновленням історії, відрод​женням культури, хоча, певною мірою, це є проблемою. І голов​не: якщо і державою, і міжнародними інституціями багато ро​биться для того, щоб надати рівні права і рівні можливості, то дуже мало робилося всі ці роки для того, щоб подолати сте​реотипи, які існують у більшості населення як Криму, так і України стосовно кримських татар, стосовно тих періодів історії. Тому, мабуть, Крим і вважається такою точкою напруги, яка може вибухнути в будь-який момент. Навіть такий цікавий факт: у західному середовищі, на Інтернет-сайтах після російсько-грузинського конфлікту були ставки на те, наскільки скоро Крим буде такою точкою протистояння.


Третє питання стосувалось усної історії. Це дуже цікавий компонент, який ми намагаємося зробити одним із компонентів нашого курсу. Я не знаю, що там проводилось Запорізьким університетом. Якщо є ці дані, вони десь доступні, то це було б цікаво подивитися. Це один з тих ефективних компонентів, який може застосовуватися і який ми намагаємося пропагувати серед вчителів і серед учнів, як один із методів пошукової роботи навіть для самих учнів.


Георгій Касьянов (Інститут історії України НАН України):

Дякую. Олександре, у Вас є запитання? Будь ласка.


Олександр Марінченко (Дніпропетровський національний університет ім. Олеся Гончара):

Я хочу запитати: тут казали про моніторинги толерантності в Криму, але чи проводилися моніторинги ефективності цих про​грам, тобто рівень засвоєння цих уроків школярами, рівень підвищення толерантності в Криму. Чи є якісь соціологічні дані з цього приводу за останні роки?


Олег Смірнов (Інформаційно-дослідницький центр «Інте​грація та розвиток»):

Моніторинг проводився. Я казав, що як тільки цей курс був запроваджений у школах, відразу були запрошені психологи, конфліктологи, які розробили методики замірювання. Тому, що це робилося в рамках державної програми як експеримент, а експеримент потребував якогось результату. І ставилось запи​тання: наскільки потрібно продовжувати цей курс? Певною мірою були створені такі показники, індикатори, щоб оцінювати викладання і зміну ситуації в тих класах і школах, де викла​дається цей курс. Є певні дослідження, які проводяться неза​лежно від цього курсу.


Георгій Касьянов (Інститут історії України НАН України):

Дякую.

Я відповім на запитання щодо того, як представлені кримські татари. Я не пам’ятаю, щоб була якась окрема тема про крим​ських татар, але очевидно, що ті два основних періоди — це період козацьких воєн і Богдана Хмельницького, і період Другої світової війни, — вони там густо згадуються. Я міг би пов’язати це із запитанням про регіональні аспекти. У нашій експертній групі була вчителька з Криму і вона звернула нашу увагу, що те, як кримські татари представлені в підручниках, створює їй незручності в роботі в класі. Бо коли в неї в класі є діти кримськотатарського походження, вони ставлять питання про певний психологічний дискомфорт, про те, як вони виглядають на сторінках шкільних підручників. В доповіді про результати нашого дослідження я також звертаю увагу на те, що дві етнічні групи, які перебувають у цій зоні ризику (щодо негативного ставлення до Іншого) — це кримські татари і поляки. Розвиваючи цю тезу щодо регіоналістики, відзначу: вчителі, котрі працюють в так званих «багатонаціональних регіонах», наприклад, на Буко​вині або в Криму, під час роботи в проекті звертали нашу увагу на те, що той курс історії України, який має інтегрувати всі національності в те, що називається civic nation, в бачення якоїсь спільної долі, він досить часто спрацьовує проти цього.


Безумовно, відповідну роль тут відіграють і моменти, пов’я​зані з поточною політикою, зокрема, і репатріацією. Змагання за певний соціальний статус породжує конфлікт, але ми в нашому дослідженні цього не торкалися, ми дивилися лише на тексти і думали про можливі наслідки дії цих текстів на свідомість учнів — громадян України.


І останнє — я абсолютно згодний з ремаркою про відсутність зв’язку між різними групами фахівців. Ця проблема в Україні існувала і, на жаль, існує далі. Є кілька груп людей, які працюють фактично на одну й ту саму тему, але вони між собою мало спілкуються. Я це беру до уваги обов’язково, що нам треба кооперуватися, бо в принципі, ми всі рухаємося в одному на​прямку, у нас усіх одна мета — зробити шкільний курс історії таким, щоб не було соромно ані нам, ані тим, хто навчається за цим курсом.


Дєніс Фомін-Нілов (Інститут загальної історії РАН):

В первую очередь отвечу господину Янмаату. Интернет — не проблема, это всего лишь информационная технология со всеми позитивными последствиями. Но также и вызов — для историков и для всего цивилизованного общества. Найти информацию в Интернете очень легко, и это, казалось бы, хорошо, с одной стороны. Но последние события показывают, что это очень плохо и очень опасно для всей цивилизации. Потому, что обычные мужчины и женщины, неподготовленные люди, особенно дети, могут найти информацию экстремистов и в результате подумать, что это и есть настоящая правда жизни, а всё остальное, что 
им говорят по телевизору, или им говорят родители, или ещё где-то — всё это ложь. И тогда эти экстремистские группы победят в той войне информационной, которую они уже ведут. А если они победят, то это будет конец нашей всей истории и конец циви​лизации. Мы распадёмся на маленькие экстремистские группы — я имею в виду «мы»-global humanity, глобальное человечество — и начнём убивать друг друга, используя эту опасность в Интер​нете. Поэтому, я думаю, нам нужно менять историческое обра​зование, не только в России, но и везде. Потому что историческое образование играет ключевую роль, может помочь подготовить детей отвечать цивилизационным вызовам и оставаться цивили​зованными человечеством. 


Короче говоря, на вызов этот надо отвечать, и ответить можем только мы, историки, если мы осознаем эту опасность, откажемся от консервативного подхода к преподаванию истории и будем использовать инновации. Как? Во-первых, история — это не рассказ о прошлом. История — это наука. Поэтому мы должны учить учеников, тому, что они могут получать разную информацию, но при этом должны понимать, откуда появилась эта информация, кто ее подготовил и с какой целью. То есть, мы должны дать им немного понимания об инструментах работы с исторической информацией, как анализировать, критически к ней относиться, формировать собственную точку зрения и распоз​навать экстремистскую информацию. Современные школьники не владеют этими инструментами. 


Срок реализации проекта временем не ограничен. По край​ней мере, от этого проекта останутся свидетельства. Начался он в 2005 году. Сейчас уже 2010 год и он продолжается. Неограничен потому, что он не связан государственным контрактом, заказом каких-то фондов и так далее. Он стал следствием, как я отметил, той политики, которую директор нашего института Александр Оганович Чубарьян проводит последние пятнадцать лет. Он просто становится таким логическим продолжением — от раз​мышлений и разговоров нам так или иначе пришлось переходить к каким-то практическим действиям. Хотя, конечно, по-русски лучше было бы ограничиться разговорами за столом. 


Далее — о количестве базовых учебников. Идея в том, что это модули и мы, соответственно, должны предложить некую вариативность. Если брать нашу российскую школу — это 
68 часов истории в год. Идея в том, что каждый модуль — это 
18 тем, максимум 36 часов. Одно занятие — отработка материала, второе — закрепление или другие формы. Максимум 36 часов на один модуль. Получается, когда у нас один модуль, как у нас сейчас, мы не можем говорить о вариативности. Мы можем говорить о неком спецкурсе. Сейчас у нас уже готов второй модуль — по Великой Отечественной войне, но мы все равно не можем говорить о вариативности. Когда мы будем в конце года говорить о трёх модулях — это тоже сомнительная вариатив​ность. Мы считаем, что можно будет говорить о том, что у нас ядро готово тогда, когда будет сделано 12 модулей. Общетео​ретическая подготовка, анализ, историография, интерпретация истории — это первые два модуля. Потом, когда у нас будут готовы 6 модулей по истории России, из которых можно будет уже что-то выбирать, и 4 модуля, соответственно, по всеобщей истории, тогда мы сможем уже что-то сказать. В принципе, эти модули как раз должны делать ведущие историки в Москве и в регионах — доктора и кандидаты наук, ведущие методисты. Вот эти 12 модулей мы можем сделать, потому, что остальные модули уже слишком будут сегментированы. И мы не сможем сказать, что проект закончился. Мы сможем сказать, что проект вошёл в ту стадию, которую мы хотели бы, когда можно сделать вариативность, когда можно будет школе сказать: «Вы можете из этих кирпичей сложить на то количество часов то расписание, которое вы хотите». 


Не связано ли это с концентрами? Более того: к сожалению, в нашей Академии образования и наши методисты в России не знают, что на самом деле концентров не два, а три. 


Тетяна Ладиченко (Інститут історичної освіти Національ​ного педагогічного університету імені М.П. Драгоманова):

Первый пропедевтический?


Дєніс Фомін-Нілов (Інститут загальної історії РАН):


Нет. Это какраз та самая проблема, когда в советские годы, есть версия, что для спасения педагогов от страшных смертей создали это разделение: есть большая Академия, появилась Ма​лая Академия… К чему я это говорю? К тому, что получается, что мы очень мало взаимодействуем друг с другом. Академи​ческое сообщество и профессура вузов, которая также занимается наукой и в этом плане лучшие из них тоже являются, так или иначе, академическим сообществом (со временем тоже стано​вятся член-корреспондентами, академиками) — академическое сообщество и вузовское сообщество, которое принимает ребят из школы, по большому счёту, слабо знает, что с ними делают в школе и видит уже конечный продукт, который для нас — ву​зовских преподавателей, является полуфабрикатом. Мы прини​маем такой полуфабрикат, продолжаем его обрабатывать уже в своих «цехах» и через определённое количество лет выпускаем «готовую продукцию» на рынок труда. 


Получилось так, что мы особо не знали, что происходит на этом уровне и наша профессура каждый раз возмущается, что надо всему учить заново. А школьные учителя тоже не особо задаются вопросом, а что будет с этим «продуктом» дальше, когда он выйдет за стены школы. В результате получаются три концентра. Первый — 5–9 класс, когда мы прогоняем историю, «от Адама до Саддама», как теперь, наверно, можно говорить. Это определённое количество часов, четыре года. Второй кон​центр — 10–11 класс, когда история опять по кругу прогоняется за два года. А третий концентр — когда дети, если они приходят в университет, им говорят, что у них теперь будет «История России» в течение максимум одного года, максимум одной лек​ции в неделю. В результате, опять идёт тот же самый рассказ про крещение Руси и т.д., но уже в меньшем количестве часов — как бы на другом уровне профессионализма. Это хорошо, если это так, но иногда бывает и хуже уровень. 

Но в то же время — это и наша попытка ответить на интеграцию, в том числе, и на Болонский процесс. В частности, у нас большой опыт интернационального бакалаврата — это старшие классы школы (10-й, 11-й, 12-й классы). У нас есть все равно так и оставшийся на повестке вопрос о введении 12-летней школы. Еще мы имеем ввиду, что у нас будет со временем ещё и четвёртый год — в университете. Истфаки мы не берем — они стоят обособняком. Получается, что сейчас у нас три года — 10–11-й классы и первый год вуза — совершенно они никак не взаимосвязаны между собой: ни методически, ни в научном плане, ни в образовательном. Потом, может быть, станет четыре года. У нас вызов, что нам нужно вариативность образования понимать не в том, что у нас с вами 500 тысяч учебников или 
20 учебников, или 10 учебников, а так как понимают наши зарубежные коллеги — это модульная система. И совершенно не обязательно заставлять, впихивать эти знания, ведь ясно стано​вится, что это невозможно — впихнуть знания с древности до современности, потому что по мере развития наших технологий этот объём знаний становится всё больше и больше. Мы будем опять по кругу говорить о том, что надо об этом сказать, о том. 
В результате — все равно модули. Из этих модулей совершенно спокойно можно формировать то, что нужно — сколько у вас есть часов, столько модулей и брать. Другое дело, что, с точки зрения воспитания граждан, какие-то модули должны быть обязательными.


Георгій Касьянов (Інститут історії України НАН України):

Будь ласка, чи є ще зауваження, виступи, запитання?


Шановні колеги, ми вже підійшли до завершення. Ми промандрували з вами, як сказали зараз, від Адама до Обами, і від Ірана, Пакистана й Індії до Криму і до Європи. Кількість порушених проблем — колосальна, і водночас ми бачимо, що дуже багато спільних тем, спільних проблем, спільних шляхів розв’язання. Я сподіваюсь, що цей круглий стіл був у цьому сенсі дуже продуктивним, діалоги були конструктивні, рівень профе​сіоналізму я не коментую — він, як ми побачили, достатньо високий. Я хочу подякувати всім, хто відгукнувся, всім, хто приїхав, всім, хто взяв участь в дискусіях. Очевидно, це один із заходів, ми ще будемо багато разів зустрічатися, обговорювати, сперечатися, шукати компроміс. Наостанок, я дякую всім за вашу участь. Хочу ще подякувати організаторам цього заходу — Міжнародному фонду «Відродження», Інституту історії України, Інституту національної пам’яті, Інституту інноваційних техно​логій і змісту освіти, Міністерства освіти і науки. Я також хочу подякувати людям, які забезпечили організаційно цей захід — Олександрові Андрощукові, Олексію Чертопалову, Олені Луци​шиній та Олені Заплотинській, без яких все це не відбулось би, які робили всю ту непомітну, об’ємну «підземну» роботу, без якої не відбувається те, що є на поверхні. Прошу їм подякувати (Аплодисменти).


Всім дуже дякую! 


До побачення.
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Abstract:


This paper examines portrayals of Russia and the Russians in two generations of Ukrainian history textbooks. It observes that the textbooks are highly condemning of Ukraine’s main ethnic other in the guise of foreign ruler: the tsarist authorities and the Soviet regime are always attributed dubious and malicious intentions even if there is appreciation for some of their policies. By contrast, the books, certainly those of the second generation, refrain from presenting highly biased accounts of the ethnic other as a national group (i.e. Russians). Instances where negative judgements do fall onto Russians are counterbalanced by excerpts criticizing ethnic Ukrainians or highlighting conflicting interests within the Ukrainian ethnic group. The negative appraisal of the ethnic other as foreign ruler is clearly instrumental for the nation-building project as it sustains a discourse legitimating the existence of Ukraine as independent state. However, recent trends in history education, the paper concludes, suggest that the importance of nurturing patriotism as a national policy objective is diminishing.


Introduction


National consolidation is usually one of the top priorities of new states and education is often seen as the key agent in this process. By educating youngsters in the national language, history and culture, the political elites of these states hope to strengthen national unity and patriotism and abate internal divisions of an ethnic or social nature. Nation building policies like these have been well documented for both western and eastern states both now and in the past. Many studies have pointed to the problematic nature of these policies in multi-ethnic societies by noting that the promotion of one language and culture automatically leads to the demotion of another (e.g. Linz and Stepan 1996; Kymlicka 2001). In this sense, as one observer has perceptively noted, nation building also entails ‘nation destroying’ (Connor 1972). There is a wealth of literature, particularly in relation to the post-communist states, highlighting the tensions that arise between the ethnic majority on the one hand and one or several minorities on the other when the latter resist the cultural unification programme of the former (e.g. Brubaker 1996; Kolstø 2000; Opalski 1998; Tishkov 1997). Most of this literature has focused on language issues, terri​torial autonomy, and the representation of minorities in state insti​tutions. Academia has paid relatively little attention to the role of history education in the construction of national identity despite its obvious relevance for nation building politics. Through education in national history the state attempts to root national identity in the past and nurture youngsters in a historical narrative that legitimizes state independence and the cultural politics of the state. The few studies that have focused on history education as a nationalizing agent (e.g. Hein and Selden 2000; Koulouri 2001; Vickers 2005) have generally not linked their findings to theories and debates in the field of nationalism and ethnic conflicts. This study may be seen as an interdisciplinary effort to tackle this omission. It expands on some of my previous work in which I sought to contribute to the ethnic-East / civic-West debate in the field of nationalism by analysing history textbooks (e.g. Janmaat 2006).

An important aspect of history education is the treatment of ethnic others. As Carras (2001) and Schissler (2001) have noted, states with nationalizing programs usually portray ethnic others in a negative light in their history textbooks. Harmful effects of contacts with ethnic others are highlighted whereas positive results are downplayed or omitted altogether. This negative stereotyping of ethnic others may be said to have four functions for identity construction. First, it sets boundaries and distinguishes the in- from the out-group. This boun​dary setting involves more than the simple ethnic labelling of persons and groups. By assigning certain vices to the out-group and certain virtues to the in-group, nation-builders can reinforce the uniqueness and depth of the in-group’s identity and give its members the assured feeling of moral superiority. Second, by stressing the hostility of the out-group, it sweeps conflicts within the in-group under the carpet, which contributes to the latter’s cohesion. Third, it provides a justification for a liberation struggle against a foreign «oppressor» and for the establishment and consolidation of an independent state. Finally, it acquits the governing elite of a newly independent state from bad management by holding the former foreign regime res​ponsible for the current problems in society (i.e. the scapegoat mechanism). 


It must be noted that the ethnic stereotyping in textbooks and in other media has regularly been high on the agenda of (nongovern​mental) international organizations promoting peace, human rights and democracy, certainly during or shortly after major international conflicts. Thus, as early as the 1920s the League of Nations launched various initiatives to combat mutual xenophobia, proceeding from the assumption that the national prejudice in textbooks must have contributed to the aggressive nationalism and militarism of the warring parties in World War I. A strikingly similar reaction occurred after World War II. In cooperation with the Council of Europe and the Georg Eckert Institute for International Textbook Research, UNESCO organized conferences, bilateral projects and the development of guidelines for improving teaching materials and textbooks in an effort to foster international cooperation and understanding (Pingel 1999). In similar vein, the eruption of violent ethnic conflicts following the collapse of communism in Eastern Europe sparked a series of acti​vities of various organizations, including the Council of Europe and Euroclio (the European Standing Conference of History Teachers Associations), which in essence were all aimed at countering prejudice and intolerance and stimulating civic values, critical thinking and democracy. Thus, with each new round of violent conflict, inter​national concern about the role of history education in fostering inter-ethnic animosity is gathering momentum.  


This paper examines representations of the ethnic other in Ukrai​nian history textbooks. Ukraine is an interesting case to study as it is both a new state emerging from the ashes of the Soviet Union and a multi-ethnic and multi-lingual state, which means that the majority-minority problematic very much applies. Moreover, it is a state for which it is extremely easy to find a suitable ethnic other for the identity construction project: Russia and the Russians. From the partition of Poland at the end of the eighteenth century, much of what is present-day Ukraine has been ruled by Russia and its communist successor — the Soviet Union. This paper therefore focuses on portrayals of Russia and the Russians. The more prejudiced the books are towards this ethnic other, the more important the nationalizing agenda is considered to be in relation to other objectives of history education. In this respect, it is worth noting that the cultivation of national identity is an official — and therefore weighty — policy objective, as numerous documents testify. For instance, the strategic national programme «Education — Ukraine of the twenty-first century», adopted in 1993 by a nationalist government headed by Ukraine’s first president Leonid Kravchuk, calls on education to espouse «a national orientation which proceeds from the indivisibility of education from national foundations, the organic unity with national history and folk traditions, and the preservation and enrichment of the culture of the Ukrainian people» (Government of Ukraine, 1994, p. 7).


The ethnic other in history textbooks: differences between East and West?


A factor that is likely to contribute to the negative stereotyping of the others in textbooks is a national narrative of victimization. As Koulouri (2001) and Kymlicka (2001) observed, there is a marked tendency among nations in the Balkans and in Eastern Europe to see themselves as victims of centuries of foreign oppression. Thus the Serbs and the Greeks hold grievances against the Turks, the Czechs against the Austrians and the Germans, the Slovaks and the Roma​nians against the Hungarians, and the Poles, the Ukrainians and the Baltic nations against the Russians. In multi-ethnic states where minorities constituted the former rulers or were seen as collaborators with the foreign regime by the majority, inter-ethnic relations have remained tense in the post-communist period. As a rule, the majority distrusts the minority and suspects that it will opt for secession as soon as an opportunity arises. In conditions of ethnic conflict negative images of the ethnic other seem almost inescapable. Indeed, Koren (2001) observes that Croatian history and geography textbooks tend to give unflattering accounts of Serbs and stress hostility and conflict rather than cooperation in their descriptions of Croatian-Serb relations. 


This discussion raises an interesting point: given the prevailing sense of historical injustice in Eastern Europe, is historiography in that region fundamentally different from that in Western Europe? Some scholars support this view. Hans Kohn (1944; 1994), for instance, saw nationalist historiography as a necessary companion of an ethnic intolerant nationalism. This type of nationalism looked to the past as a source of inspiration, perceiving the nation as a natural and eternal entity defined by common historical experience, culture and descent. It prevailed, in Kohn’s view, in those regions of Europe where feudal relations predominated, i.e. in Central and Eastern Europe. He contrasted this with a civic liberal nationalism which «arose in an effort to build a nation in the political reality and the struggles of the present without too much sentimental regard for the past» (Kohn 1994, p. 164). He saw civic nationalism as characteristic of societies with strong middle classes — America, Britain, France, The Nether​lands and Switzerland. Echoing Kohn, Velychenko (1998) argues that «the poorer, authoritarian societies east of the Elbe» pay much more attention to the identity construction function of historiography than the «wealthier, pluralist and constitutional societies of Western Europe» because the national identities of the former rely to a much greater extent on historical myths and legends. 


Kohn’s view has been criticised for failing to recognize that Western nations also have ethnic and historical roots (Smith 1986). It is not denied that there are differences between nations in the strength of ethnic conceptions but these are seen as a matter of degree and not of absolute difference (Smith 1991). Kuzio (2002) has suggested that the mix of ethnic and civic conceptions of nationhood in any given state has nothing to do with geography but is contingent on the age of that state and on the consolidation of democracy. Moreover, returning to historiography, it has been noted that historical writings in the West have not always been friendly on ethnic others as well. Marsden (2000) for instance notes that the glorification of war and the vilification of neighbouring states permeated the history and geo​graphy textbooks of Great Britain, France, United States and Germany from the 1880s to the 1940s, despite efforts of the League of Nations to curb rampant chauvinism in textbooks in the interwar period. Berghahn and Schissler (1987) observe that it took a world war and a sustained effort of UNESCO and the Council of Europe before western states began removing nationalist leanings and ethnic stereotypes from their educational materials. Thematically, history textbooks diversified, addressing socio-economic and cultural issues and paying more attention to European and international issues (for a description of this process in German and French history and civics textbooks, see Soysal, Bertilotti and Mannitz 2005). In terms of pedagogical objectives, they exchanged the infusion of values, iden​tities and pre-digested, unquestioned knowledge for the promotion of critical thinking, causal understanding and independent analysis (Berghahn and Schissler 1987). Antoniou and Soysal (2005) remark that Greece and Turkey, recently, have also turned their backs on nationalistic content and stereotypical images of the other in the teaching of national history.


Is history going to repeat itself for Eastern Europe? Can we, in other words, expect eastern states to start off with ethnocentric narratives in the immediate post-communist era and gradually substitute them for more neutral accounts of the ethnic other as their institutions and democracies mature and they grow more self-confident? The assumption that Eastern Europe will simply copy the trends witnessed in the West overlooks the fact that the world is not the same as 70 years ago. Human rights, liberalism, democracy and recognition of cultural difference have become influential worldwide discourses in the post-colonial era (Soysal and Schissler 2005). At the same time, developments in communication technology have given ordinary citizens an unprecedented opportunity to familiarize them​selves with information and points of view not appreciated by the state. As a result, the nation-building projects of new states have been challenged both from below, by independent well-informed citizens and national minorities, and from above, by international agencies that closely monitor these states’ cultural policies. Is it at all possible in these conditions to pursue monolithic nationalizing projects that denigrate the ethnic other? Or are we all deceived by the rhetoric of globalization, and is a very thin layer of highly visible successful urbanites disguising the fact that the rest of the population in the newly independent states still think in traditional terms? Indeed there seems to be some evidence that long-established ethnocentric views are much more resilient than international organizations are willing to admit (who seem to have the image of citizens as well-informed, non-prejudiced, vocal and rational decision makers). Anderson (2005), for instance, observes that a new history course, introduced by the Moldovan government in 2003 and supported by the Council of Europe, was met with suspicion and hostility by ethnic Romanian teachers and parents, who perceived it as a shrewd attempt by their government to re-Sovietize and de-nationalize them. 


Methodological approach and textbook selection


In the light of all these observations, how are the Russians as Ukraine’s main ethnic other presented in history textbooks? Is Ukraine, in Kohn’s terminology, behaving like a typical «ethnic intolerant» state by attributing only bad intentions to the Russians? Do we see differences between generations of textbooks reflecting a change towards more balanced accounts of the ethnic other?


I will explore these questions by analysing two generations of textbooks for the History of Ukraine course, which the government instituted after independence. The ethnic other can be conceived of as a foreign ruler (Russia and the Soviet Union) or as a national group (the Russians). I will examine textbook representations of both these manifestations. I have further identified three ‘positive’ periods and three ‘negative’ periods in history when Ukraine was ruled by a foreign power. The positive periods are characterized by peace, rising standards of living and an expansion of civic and cultural liberties. By contrast, war, famine, sharply declining standards of living and/or increased oppression feature in the negative periods. I identified 
the reign of Alexander II (1855–1881), the Soviet 1920s, and Khrushchev’s Thaw (1956–1965) as the positive periods and the rule of Catherine II (end of eighteenth century), the consolidation of Bolshevik power in Ukraine (1917–1921), and the collectivization of agriculture in the 1930s as the negative periods.


To assess how the textbooks write about the ethnic other in these periods, I will employ the following criteria:


1. Positive appraisals. Do the textbooks also offer positive judgements about the foreign ruler’s policies, or about the actions of members of the other national group? Are these judgements immediately followed by qualifications?


2. Intentions. Is the ethnic other described as motivated solely by malign intentions?


3. Ethnic labelling. Is there explicit ethnic labelling of perpetrators and victims? Are Russians exclusively seen as perpetrators and Ukrainians only as victims? 


4. Normative language. Are negative appraisals of the ethnic other reinforced by strong normative language? 


I selected the following textbooks for the analysis:


First generation
:


Kul’chytskyi, S.V., Y. Kurnosov, and M.V. Koval’ (1994) Istoria Ukrainy: Chastyna I. Kyiv: Osvita.


Sarbei, V.H. (1996) Istoria Ukrainy: XIX — Nachalo 
XX Veka. Kyiv: Heneza. 


Serhienko, H.Y. and V.A. Smolyi. (1995) Istoria Ukrainy: 
S Drevneishikh Vremen do Kontsa XVIII Veka. Kyiv: Osvita. 


Turchenko, F.H. (1995) Noveishaia Istoria Ukrainy: Chast’ Pervaia (1917–1945 Gody). Kyiv: Heneza.


Turchenko, F.H.; P.P. Panchenko and C.M. Tymchenko (1995) Noveishaia Istoria Ukrainy: Chast’ Vtoraia (1945–1995 Gody). Kyiv: Heneza. 


Second generation:


Kul’chyts’kyi, S.V. and Y.I. Shapoval (2003) Novitnia Istoria Ukrainy (1914-1939). Kyiv: Heneza.


Shvyd’ko, H.K.(2003) Istoria Ukrainy: XVI–XVIII Stolittia. Kyiv: Heneza.


Turchenko, F.H. (2002) Novitnia Istoria Ukrainy: Chastyna Persha 1914–1939. Kyiv: Heneza.

Turchenko, F.H. and V.M. Moroko (2004) Istoria Ukrainy: Kinets’ XVIII — Pochatok XX Stolittia. Kyiv: Heneza.

Turchenko, F.H.; P.P. Panchenko and C.M. Tymchenko (2004) Novitnia Istoria Ukrainy: Chastyna Druha 1939–2001. Kyiv: Heneza.


There is good reason to assume that these textbooks were and are widely used as they are all officially approved by the Ukrainian Ministry of Education
. After independence, the Ministry chose to continue the centralized Soviet approach to history education by issuing detailed national curricula and by closely supervising the textbook adoption, production and dissemination process
. It also copied the practice of carving history up in a world history and national history course, thus underlining the distinctiveness of Ukrai​nian nation- and statehood. Yet, from the onset the Ministry has been careful to involve other agencies in the textbook writing and adoption procedure. In cooperation with the National Academy of Sciences, the Academy of Pedagogical Sciences and private publishers and foun​dations, it organizes annual competitions for new textbooks. The awarded textbooks are first tried and tested in schools and — if necessary — revised before receiving the official stamp of approval. Schools are obliged to use the officially approved textbooks but are free to use any kind of additional materials. Moreover, the Ministry seeks to diversify the offer of textbooks by providing schools with a choice of at least two textbooks per grade (Krylach and Kul’chyts’kyi 1999). Thus, the Ministry seems committed to allowing some measure of pluralism in the teaching of national history in schools.


Portrayals of the ethnic other in ‘negative’ periods


The elimination of the semi-autonomous Cossack state by Tsarina Catherine II in 1775 is an important negative event in Ukrainian historiography. It not only signals the total subjugation to Russian Tsarist rule, but also the reinforcement of serfdom and a retreat of the Ukrainian language from public affairs. Indeed, Serhienko and Smolyi (1995) and Shwyd’ko (2003), the two textbooks examined for this period, both present narratives resembling lamentations of injustices and oppression. The actions of the Russian government are seen as being solely motivated by a lust for power and a desire to extract profit from Ukraine’s thriving agricultural economy. On occasion using strong normative language, the books recount how the plight of the peasants and free Cossack farmers worsened under Catherine’s rule by the imposition of taxes, the re-introduction of labour duties, and regulations tying peasants to the land. The implication of these extracts is clear: the attitude of the Russian government toward the Ukrainian peasantry was one of complete indifference at best and of open hostility at worst. Yet, although the peasantry is presented as the cornerstone of Ukrainian nationhood, class relations are not exclu​sively cast in ethnic terms with an ‘innocent’ Ukrainian peasantry being exploited by ‘cruel’ Russian or Polish nobility. To the contrary, Shwyd’ko (2003) contends that Catherina II restricted the freedom of movement of the peasantry on request of some Ukrainian nobles. He also notes that the Ukrainian landed gentry appealed to the tsarina to be given the same rights as the Russian nobility, seeing their request fulfilled by the Decree on the Independence of the Nobility (Ibid. 266). It is interesting that Shwyd’ko identifies the nobility as Ukrainian while its predecessor (Serhienko and Smolyi 1995) is silent about the ethnicity of the aristocracy. This could be a sign that the new generation of textbooks is less apprehensive about challenging the myth that everything was peace and amity within the ethnic Ukrainian community. 


The second period that could be qualified as particularly traumatic in Ukrainian history is the establishment of Bolshevik rule in the early 1920s. The books covering this period (Turchenko 1995, 2001; Kul’chytskyi and Shapoval 2003) all meticulously discuss how the Bolsheviks after the October Revolution became involved in a fierce struggle with the Central Rada, a Ukrainian parliament created in March 1917, to win the hearts and minds of the Ukrainian population. Unsurprisingly, they present the latter as the only political body that legitimately represented the Ukrainian nation and argue that the Bolsheviks were essentially a foreign power that imposed its rule on Ukraine. Although the books concede that the Bolsheviks had significant support among the urban proletariat and the population in the Donbass, they claim that the vast majority of Ukrainians remained loyal to the Central Rada. To underline this, they note that the rival assembly in Kharkiv, established by the Bolsheviks in December 1917, attracted delegates of no more than one-third of the Ukrainian local councils and that it hosted very few representatives of the Ukrainian peasantry. Turchenko (1995, 2001) points out that the Bolsheviks quickly resorted to other means to establish power when they realized that the Ukrainians would not join them voluntarily. In strong language, he accuses the Bolsheviks of eliminating democracy, persecuting Ukrainian culture, terrorizing the population and pillaging cities and countryside, and argues that these tactics merely provoked more resistance: «The establishment of Bolshevik power in Ukraine, by means of deceit, violence and direct interference from abroad, inevitably had to become and became the object of nationwide oppo​sition» (Turchenko 1995, p. 58; 2001, p. 97).


Kul’chits’kyi and Shapoval (2003), on the other hand, refrain from using emotionally charged terminology and present a more cautious account of the Bolshevik takeover. They note, for instance, that the popularity of the Bolsheviks rose steeply after they exchanged their initial principles regarding the continuation of the war and the collectivization of agriculture for slogans which called for an immediate end to the war and an unconditional handover of land to the peasants. But the authors also underline the undemocratic nature of Bolshevism and claim that Lenin’s followers only adopted populist slogans to increase their chances of organizing a successful coup d’etat. Moreover, the Bolsheviks are said to have stooped to terror after their capture of Kyiv in February 1918, instigating a massacre «the Ukrainian capital had not seen since the raids of Khan Batia [following the collapse of Kyivan Rus’ in the thirteenth century, JGJ]» (Ibid. 69).


Despite their differences, neither Turchenko nor Kul’chits’kyi and Shapoval engage in ethnic boundary making. The Bolsheviks are not presented as a uniquely Russian movement as it is conceded that workers and the poorer sections of the Ukrainian peasantry were allured by their message. Nonetheless, Turchenko (1995, p. 180, 181; 2001, pp. 224, 225) underlines the foreign origin of the Bolsheviks by stating that Ukrainians made up less than a quarter of the members of the Communist Party of Ukraine in the early 1920s and that many top ranking officials frowned upon the Ukrainian language, seeing it as a symbol of a backward, petty bourgeois peasant culture.


Undoubtedly the third negative period examined here, the collectivization of agriculture and its dramatic consequence, the 1932–33 Famine, is the most traumatic episode in Ukrainian history. Understandably, the textbooks are highly critical of the role of the Soviet regime in these events, attributing sole responsibility to Stalin’s government for the occurrence of the disaster (see also Janmaat 2006). Both Turchenko (1995, 2002) and Kul’chyts’kyi et al (1994; 2003) note that Stalin’s principal reason for pursuing the collectivization of agriculture was an easy extraction of and control over resources from the countryside. They also agree that the famine was artificial, being caused by food confiscation campaigns rather than natural events, and that it was a deliberate instrument of the authorities to crush the opposition of the Ukrainian peasantry to the collectivization drive. 


Yet, as was the case in the narrative about the Bolsheviks, there are conspicuous differences between the authors. Turchenko’s text is more radical in tone using strong normative language to discredit Stalin’s regime. We read, for example, about the ‘cruel crimes’ of Stalinism, about ‘cruel aggressors’, the ‘monstrous’ scale of the Famine in Ukraine, victims of the ‘genocide’ of 1932–33, and about a totalitarian regime ‘terrorizing’ the countryside (Turchenko 1995, pp. 225-228). Kul’chytskyi et al (1994; 2003) are also highly critical of Stalin’s rule but use more neutral terminology. A second difference concerns the identification of the victims. Whereas Kul’chyts’kyi et al (1994, p. 194) contend that the agricultural policies were primarily targeting the peasantry — ‘In reality however these activities were consciously geared towards the slow physical annihilation of peasant families’ — Turchenko argues that the whole Ukrainian nation suffered from these policies. Thus he opens his account of the Famine with the following statement: ‘One of the most cruel crimes committed by Stalinism against the Ukrainian nation was the Famine of 1932–1933’ (Turchenko 1995, p. 225; 2002, p. 279). In the concluding paragraph he writes:


The Tragedy of 1932–33 decisively crushed the resistance to the Kolchoz-feudal system and essentially eliminated the forces that stood up for the vexed national rights. Precisely this is what the totalitarian regime aimed for, what its representatives in Ukraine cynically discussed (Ibid 1995, p. 227; 2002, p. 282).


By hinting that the rest of the Ukrainian nation was as much attacked by the Soviet authorities as the peasants resisting collectivization, this extract clearly reinforces the nationalist image of the Soviet regime as a hostile, malicious force suppressing the Ukrainians. 


Given the severity of the disaster and the obvious involvement of the Soviet regime, one would expect the Famine period to be the prime candidate for nationalist myth-making of the type that sees ethnic others as the sole perpetrators and the ethnic ‘us’ as the sole victims of the catastrophe. Yet, as in the account of the Bolsheviks seizure of power, the textbooks refrain from ethnic stereotyping. Thus the state and party officials involved in the collectivisation and food confiscation programmes are not pigeonholed as Russians or Jews. On the other hand, the downside of not addressing ethnic differences is that ethnic Ukrainians are not presented in an unfavourable light either. Thus the participation of many ethnic Ukrainians in the grain-requisition bands pillaging the countryside (Wilson 2002) is an embarrassing detail not mentioned by any of the textbooks. Therefore the textbook narratives do leave the overall impression that ethnic Ukrainians were only victims of and not collaborators in the food confiscation campaigns.


Portrayals of the ethnic other in ‘positive’ periods

Let us now turn to periods of foreign rule that are characterized by peace, economic growth, rising standards of living and expanding liberties, in other words the ‘positive’ periods. The first of these episodes is the reign of Alexander II (1855–1881). In the aftermath of the lost Crimean War this ‘enlightened’ tsar initiated major reforms, including the abolition of serfdom, an overhaul of the justice system, a tempering of censorship, autonomy for the universities, elected assemblies at the local and provincial levels, and universal military conscription. Following the Polish uprising in the early 1860s, however, he also curtailed the cultural liberties of national minorities and pursued a policy of Russification. How do the textbooks appreciate this mixed legacy of expanding civic liberties, political reform and economic growth, on the one hand, and repression of Ukrainian cultural activities on the other? 


As it turns out, the textbooks (Sarbei 1995; Turchenko and Moroko 2004) do appreciate the reforms but they immediately qualify them by saying that they were largely ineffective or served other interests than those of the Ukrainians themselves. Both books for instance acknowledge that the abolition of serfdom constituted a major step forward, freeing serfs from their landlords, offering them freedom of movement and allowing them to buy land and goods and engage in commercial activities. Yet, both authors are quick to point out that the reform was designed from above by the landowning nobility and therefore primarily served the interests of the landowners. They also observe that the reform did not improve the living conditions of the vast majority of peasants, crippled as these rural masses were by rents and feudal labour duties that the reform had not eliminated. 


More fundamentally, the reforms are judged as being solely inspired by a desire to strengthen the Russian state and to catch up with western powers in socio-economic development. The Russian government thus never truly intended to grant more liberties to the population and to the non-Russian nationalities, it is argued. Turchenko and Moroko (2004) for instance explain that the eman​cipation of the serfs created the supply of labour necessary for the development of industry in Ukraine. This industrialization, however, is described as one-sided, producing only raw materials and semi-manufactured goods as input for Russian industries, and is presented as the centre’s major tool of economic colonization and exploitation. Understandably, both textbooks also deplore the tsarist decrees banning the use of Ukrainian in schools and in the printed media, seeing them as prime examples of the policy of domination and oppression by the Russian state. Turchenko and Moloko (2004, p. 153) are particularly outspoken on the intentions of the Russian state under Alexander II: «As before, Russian domestic politics rested on three fundamental principles: unification, bureaucratization and Russification».


As it turns out, bad intentions are not just attributed to the Russian state. Sarbei (1995) for instance is overtly depreciatory of the Rus​sians, Poles, Jews and other non-Ukrainians. Discussing the plight of the Ukrainians in the second half of the nineteenth century he observes that «The majority of the landed nobility, and most of all those of Russian or Polish descent, displayed a hostile attitude towards the Ukrainian national idea. (…) The trade sector fell almost comp​letely in the hands of Russians, Jews, Armenians and Greeks, who often did not operate as civilized merchants but as barbaric-predatory wholesale buyers and sellers» (Ibid, pp. 105, 108). The succeeding textbook by Turchenko and Moroko (2004), by contrast, refrains from depicting inter-ethnic relations in stereotypical terms. Comparing the social position of Ukrainians to those of other nationalities, it provides a neutral description of the economic activities and settlement patterns of Russians and Jews and avoids negative qualifications. As with the narrative on the elimination of the Cossack Hetmanate, this could be indicative of a trend in textbook writing aiming to produce more de-nationalized historiographies.


I have identified the Soviet 1920s as the second positive period in Ukraine’s history as this episode is generally appreciated as a time of relatively liberal conditions in both socio-economic and cultural domains. Lenin’s pragmatic New Economic Policy (NEP) left the countryside in peace, which enabled peasants to freely manage the lands allocated to them by the Bolshevik land reforms. In the cultural sphere, the Ukrainians benefited from the Bolshevik campaign to combat illiteracy and invigorate the languages and cultures of the non-Russian nationalities in the Soviet Union (the so-called Korenizatsia policy, which in Ukraine came to be known as Ukrainizatsia). 


It appears that the textbooks are ambivalent about this episode. They present a cautious and qualified positive appraisal of the NEP. Turchenko (1995, 2002) and Kyl’chyts’kyi and Shapoval (2003) for instance both note that the conditions for the peasantry improved markedly after the authorities exchanged the rationing policy of the civil war period for taxation in kind. They further observe that the land redistribution scheme greatly benefited the poorest sections of the peasantry and that agricultural output rose sharply and had caught up with pre-revolution levels by 1927. The textbooks are even unre​servedly positive about the government campaign to stimulate agri​cultural cooperatives, saying that the peasantry eagerly made use of these incentives to found cooperatives for the processing and sale of their products. Yet, it is argued that the Communist Party from the very onset had a much more comprehensive kind of cooperative in mind, and never abandoned the idea of a complete collectivization of agricultural land. Turchenko (1995, p. 189; 2002, p. 236) contends that this constituted a major threat which hung like the «sword of Damocles» over the peasantry. More fundamentally, he deplores that the freedom in the economic sphere was not matched by political rights, leaving the peasantry powerless and exposed to the arbi​trariness and ambitious industrialization plans of the communist apparatchiks. 


An equally hesitant account is given of the party-endorsed Ukrai​nianization campaign in the 1920s. One the one hand, this language policy is appreciated, as it «attracted many representatives of the Ukrainian intelligentsia to the process of cultural rebuilding, who sincerely attempted to serve the nation and to contribute to its social-economic and spiritual revival» (Turchenko 1995, p. 194; Turchenko 2002, p. 240). In a similar manner, the books value the achievements such as the reduction of illiteracy, the mass admission of Ukrainians into the student population and the expansion of Ukrainian-language education, publications and official documents. On the other hand, they argue that Ukrainianisation was not strong enough to have a lasting impact on the language regime in the most important sphere of public life, the Communist Party bureaucracy, where Russian remained the dominant language. Turchenko notes that many party officials, particularly Russian or Russian-speaking ones, were nega​tively disposed towards Ukrainianization, «sabotaging it in all pos​sible ways» (Ibid. 1995, p. 194, 2002, p. 241). Moreover, the books accuse the Bolshevik regime of seeing Ukrainianisation only as a tool to indoctrinate the population with the communist ideology rather than as a goal in itself. Kul’chytskyi and Shapoval (2003, p. 200) for instance note:


The cultural activities of the state were mainly directed at the education of the masses in the spirit of communism. The party controlled the content of the national-cultural process and demanded that cultural life was national in form and socialist in content, so that it did not contradict the communist doctrine. 


In sum, the books argue that the economic and cultural liberties of the 1920s were always subordinate to industrialization and the consolidation of the state and the party. As soon as the former began to be seen as conflicting with these objectives, they were abandoned. 


The third ‘positive’ period of foreign rule investigated here is Khrushchev’s Thaw (1956–1965). This period is widely recognized as a welcome and promising change to the suffocating totalitarianism of the Stalinist era. It stands out for its increased openness, economic decentralization, diversification of industry, rising standards of living, flowering of national cultures, and rehabilitation of the victims of Stalinist persecution. The man who set this in motion, Nikita Khrushchev, is generally depicted as a rather rude and unsophisticated man with nonetheless good intentions. An authoritative source like the Encyclopaedia Britannica (EB) for instance describes him as «a patriot who genuinely wanted to improve the lot of all Soviet citizens» (Ibid, 1994, p. 994). The EB also notes that Khrushchev was a Russian who had grown up in Ukraine and that this facilitated the careers of many Ukrainians in Moscow. Khrushchev’s ‘Thaw’ however is also remembered for its continuing Russification, failed agricultural experiments and rash diplomacy.


The textbook narratives of the Khrushchev era are very much in line with those of the other two ‘positive’ periods of foreign rule in Ukrainian history. On the one hand there is genuine appreciation for the reforms. Turchenko et al (1995, 2004) for instance note that the economic decentralization was conducive for the modernization of industry and the development of light industries, and that standards of living and the construction of new homes rose sharply in the second half of the 1950s. Similarly, they value the relative freedom of expression which is said to have enabled a resurrection of Ukrainian literature and arts. On the other hand, it is argued that the Soviet authorities were not recognizing the intrinsic value of the reforms, perceiving them instead as instruments for the attainment of other objectives. As Turchenko et al (1995, p. 56; 2004, p.124) phrase it:


The party leadership realized that without a certain measure of democratization it would not be possible to modernize the country, accelerate its economic development and maintain its status as a military superpower.


Moreover, Turchenko et al are never tired of reminding the reader that the freedom of expression was still very much restricted and that people who dared to cross the line were relentlessly persecuted. Moreover, they deplore Khrushchev’s conviction that all Soviet nationalities would spontaneously assimilate into a Russian-speaking Soviet nation (sblizhenia i sliania natsii), claiming that it ushered in a renewed Russification campaign that further weakened the position of Ukrainian in education, the media and other public domains.


As in the narratives of the other periods, the textbooks refrain from highlighting the ethnic background of the people and characters discussed. This has the distinct advantage that ethnic others are not judged negatively. Yet, it also excludes positive appraisals. It could be argued that the Kruschchev era — par excellence — has all the ingredients for more positive evaluations of ethnic others given Krushchev’s own origin as a Russian Ukrainian, the careers of Ukrainians in central institutions and the socio-economic progress in Ukraine itself. The fact that the textbooks fail to portray Russians or other Soviet nationalities in a more favourable light could reflect the allergy Ukrainian historians have to the Soviet slogan of ‘the brotherhood of all Soviet nationalities’, but it could also be indicative of a nationalist motivated unwillingness to acknowledge the positive contributions ethnic others made to Ukraine’s development. 


Discussion


This article has examined how Ukrainian history textbooks portray the ethnic other, both as foreign ruler and as non-native national group. The most conspicuous feature of the textbooks is the unanimous condemnation of the foreign ruler — Russia in the years prior to the October Revolution and the Soviet Union in the years thereafter. The tsarist authorities and the Soviet regime are attributed malicious intentions, irrespective of their policies and the conse​quences for Ukraine. Never are the rulers in St Petersburg or Moscow perceived as being genuinely committed to the improvement of the living conditions and civic rights of Ukrainians. Always are they shown as being motivated by a determination to strengthen their hold on power and to consolidate the state vis-à-vis other powerful states in the international arena. The textbooks do not deny that there have been periods of relatively liberal rule when Ukraine benefited from economic and cultural reforms initiated by the centre, but they contend that the Russian and Soviet authorities had an instrumental attitude towards these reforms, never seeing prosperity and demo​cratization as ends in themselves. As soon as liberal reforms were seen as conflicting with the consolidation of power and the unity of the state, the centre would abandon them, the books argue. It needs to be reminded that Tsarist Russia and the Soviet Union were, of course, not democratic regimes, which lends some credence to the argument that they were mostly driven by power considerations. Yet, it would seem too harsh a judgement to assign only bad intentions to these foreign rulers, particularly in the face of evidence from other sources which credit some Soviet leaders with positive moral qualities. The excep​tionally critical accounts of foreign rulers are therefore likely to reflect a desire to find a solid justification for Ukrainian statehood and to foster strong feelings of patriotism among youngsters. They send the political message that prosperity and freedom for the Ukrainian people can only be guaranteed by an independent Ukrainian state (Shapoval 1999). In this sense the textbook narratives on foreign regimes have a distinct nationalist bias.


 The same cannot be said about appraisals of the ethnic other as a national group. The majority of the textbooks analysed in this study refrained from putting ethnic labels on individuals or groups. The few instances where this does happen and where negative judgements fall onto Russians and Jews are counterbalanced by excerpts criticizing ethnic Ukrainians or highlighting conflicting interests within the Ukrainian ethnic group. Only the failure of the books to present Russians, Jews or other non-Ukrainian groups in a positive light may be seen as an omission constituting a small ethnic bias. Nonetheless, the absence of any positive evaluations of ethnic others in combi​nation with the harsh judgement of Tsarist Russia and the Soviet Union may well produce or maintain strong feelings of alienation among Russians and other minorities. These groups could well interpret the textbook rhetoric as a verdict condemning them for their ‘collaboration’ with the foreign regime in the ‘suppression’ of Ukrai​nians, and as a message telling them they are not welcome in Ukraine. 


There is no reason, however, to end this paper with gloomy conjectures. The analysis has also shown that the newest generation of textbooks present more balanced accounts of inter-ethnic relations than the first series of textbooks. Moreover, although the rule of former president Kuchma will not be remembered for its commitment to human rights, democracy and the rule of law, Ukraine’s educational authorities have increasingly sought to involve international agencies in the preparation of educational reforms in this period. From 1996, for instance, the Ministry of Education and the Council of Europe (COE) have jointly organized a series of seminars and conferences in Ukraine on reforming the teaching of history and the COE’s Edu​cation for Democratic Citizenship program. Remarkably, the parti​cipants of these seminars (civic servants, teachers and textbook writers) were not afraid to be highly critical of the state of history education in Ukraine, urging textbook authors to write books that present multi-perspective views including those of minorities and encourage student creativity and critical thinking. One civic servant, for instance, denounced the current textbooks for ascribing intentions to historical leaders that they could not have possessed (Council of Europe 1999; 2000). The policy recommendations resulting from these conferences did not fall on deaf ears as the Ministry of Education incorporated them in the central requirements (the so-called State Standards) for the curriculum of the new 12 year school system. The new standard for the theme ‘Knowledge of Society’ (suspil’stvo​znavstvo), which includes History of Ukraine, for instance, mentions the cultivation of tolerance and respect for other nations, critical thinking, responsibility, independent judgement, and the ability to make a conscious choice as key objectives of the new curriculum (Cabinet of Ministers of Ukraine, 2004, p. 3). 


It is by no means certain, however, that the scholars on whom the Ministry depends for the writing of curricula and textbooks are equally supportive of a major reform of history education. Typically these scholars belong to the Ukrainian intelligentsia and consider it their lifework to expose the Tsarist and Soviet ‘crimes’ against the Ukrainian nation
. Obviously, the single anti-Soviet narrative they have in mind conflicts with efforts to promote a multiplicity of perspectives. There are already signs that the language of reform of the state standards is not filtering down in curricula and textbooks. For instance, the new history curriculum for the fifth grade as before presents a strictly chronological narrative of Ukrainian history and specifies in detail the content, the volume and the timing of the subject matter
. Plans to institute an integrated history course combining world and national history are viewed with equal suspicion by these scholars as they are seen as covert measures to reduce the number of hours and thus to economize on history education (Kul’chyts’kyi, 2000).


Yet, it is not only the civil servants at the Ministry who are pressing for changes. There are movements at the grassroots level which suggest that there is broad support for reform. A survey among history and civics teachers conducted in September–October 2001 for instance found that making myths of past events and outdated approaches to the selection of facts and their interpretation were mentioned as key problems in the current history courses (Verbytska 2004). Moreover, the all-Ukrainian Association of History Teachers Nova Doba has taken the initiative to develop an auxiliary textbook on Ukrainian history for the tenth grade in cooperation with the inter​national umbrella organization of history teachers Euroclio and several foreign experts. This book (Komarov et al 2004) closely resembles western textbooks in approach and teaching methods. 


All these developments indicate that history education has become the object of a heated public debate in which interests clash and nation-building increasingly has to compete with other peda​gogical objectives. This, it might be argued, is only one of the many indicators that democracy is growing to maturity in Ukraine, a process so vividly illustrated by the peaceful civic revolution in December 2004 and the orderly parliamentary elections of March 2006. Under these conditions, it seems only a matter of time before the lively public debate penetrates the schools and influences the history lessons. If this happens, history will indeed repeat itself, and the afore​mentioned evolutionary model by Kuzio will have rightly predicted the developments in history education. 
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Додаток 2.

Creating Political Identity in South Asia: 


The Importance of Historical Discourse

Jon Dorschner and Thomas Sherlock


Introduction


The history textbook in India and Pakistan has become the site of struggles over national ideology and identity. The outcome of these battles will influence whether discord or reconciliation mark Indian and Pakistani domestic politics and Indo-Pakistani relations. To better understand these ideational conflicts, this chapter enters the theoretical debate on the mainsprings of ethnic and religious conflict. At the center of this debate is the question, How are collective identities formed and what determines their content? Two opposing schools of thought are important in addressing this question. The «primor​dialists» believe that communal violence results from incompatible and «eternal» values that make conflict between certain ethnic and religious groups inevitable and continuous (the «ancient hatreds» argument). By contrast, the «constructivists» maintain that even if A and B are hostile to each other today, it does not mean that such hostility must endure forever. A constructivist would also caution that peaceful intergroup relations might replace intergroup conflict and violence under certain conditions
. In short, constructivists argue that the collective identities of groups-including states-are not immutable. Rather, national cultures are malleable and may undergo significant change if exposed to powerful exogenous and endogenous forces
.

Adopting a constructivist approach, this paper investigates how the production and consumption of «official» history may reshape or reinforce collective identities in India and Pakistan. Particular attention is devoted to how embedded historical discourse or dramatic discursive shifts may exacerbate or alleviate religious conflict within and between these states
. To this end, the chapter focuses on (1) the content and character of historical discourse-particularly history textbooks at the secondary school level in India and Pakistan; and (2) the prospects for discursive shifts in both countries that promote bilateral coexistence and hopefully reconciliation.   


The Role of Historical Discourse

A resilient national identity relies on narrations (the telling and retelling of the past) that are believed to be true and that impart meaning, direction, and cohesion to the group. Seemingly timeless, these narrations may be displaced or reinterpreted by forces at the elite and mass levels of society that emphasize new or neglected elements of the grand narrative. In this way, new understandings of self and «other» gradually take shape. Over time, such reconstituted identities may come to share little in common in terms of ideology, norms, and values with earlier understandings of self. But if such discursive shifts fail to attract sufficient elite and popular support, society may be rent by disagreement over how to interpret the past
.

Among the many types of public and private historical discourse, history education at the secondary level is particularly relevant to promoting or defusing internal and interstate conflict. History text​books reflect dominant elite and popular views about the past: in history textbooks we can expect to find «the mass of normal ... opinion about history... The school history books of any country contain the commonplaces of its historical thinking»
. If such «commonplaces» include the celebration of aggressive nationalism, such ideas will contaminate society’s larger marketplace of ideas, weakening its ability to assess objectively the character and intentions of other groups, including states.

History education also plays a vital role in socializing beliefs about the nation and its neighbors into new generations. According to Charles Merriam, the system of formal history education is «most consciously contrived for the purpose of influencing the next generation»
. Through history education, the fears, prejudices, and biases of adults are often passed on to a new generation, helping to maintain conflictual relations and block the development of coope​ration within and between states. With good reason, a prominent historian in Pakistan argues that «most of the ills from which the country has suffered ... is the bitter harvest from the seeds we use in the cultivation of the minds of the young»
.

We also argue that successful efforts to teach history in an honest and balanced way are likely to soften ingrained hatreds and stereo​types and promote civic (rather than ethnic or religious) definitions of nationalism. This potentially positive effect on the beliefs that shape collective identity can work to alleviate conflict between groups living together in a state. 


The effective reform of history education may also promote cooperation at the interstate level. Realist theorists, from Thucydides to Kenneth Waltz, have argued that states exist in an anarchic environment bereft of authoritative laws and sanctions against aggressive behavior. States must rely on «self-help» strategies to survive. According to realists, interstate distrust is a permanent condition because it is impossible to know whether a state that is peaceful today will remain so, or whether it will become rapacious tomorrow. 


This worldview is unnecessarily pessimistic. Although it is diffi​cult to determine precisely the long-term intentions of states, it is also true that they transmit multiple signals as to their character, dominant beliefs, and immediate and long-term international goals
. These signals vary in intensity and content. For example, a state’s willing​ness to engage in arms control agreements with other states is-by itself-a relatively soft or thin indication of the larger international goals of that state. Agreements like arms control treaties are limited contracts that by themselves cannot illuminate underlying intentions and may be abrogated at a moment’s notice or simply disregarded through cheating. By contrast, the social, cultural, and ideological discourses within a state are more durable and effective signals of that state’s intentions toward its neighbors. Precisely because the primary purpose of official narratives is to mold national identity and national goals, historical narratives sanctioned by the state and taught in its schools are particularly powerful signals that work to alleviate interstate distrust and promote cooperation if they eschew chauvinist imagery and Other-maligning myths. For this reason, many nongo​vernmental and governmental organizations, including the Georg Eckert Institute for International Textbook Research, EUROCLIO, MIROS (Russia), the Council of Europe, and UNESCO (and its predecessor, the Institute for International Intellectual Cooperation [IIIC] of the League of Nations) have devoted significant resources to the reform of history textbooks at the secondary school level, par​ticularly in Western Europe.  


Such institutionalized transnational mechanisms designed to expunge aggressive nationalism from official narratives have, until recently, been largely absent on the Indian subcontinent. Pakistan and India have had to rely for the most part on themselves to create the mainsprings for «positive» discourse that supports dialogue and peaceful interaction, and counteracts chauvinistic expressions of reli​gious and ethnic nationalism. Unfortunately, in the decades after India and Pakistan achieved independence in August 1947, benevolent secularism and tolerant religious nationalism failed to strike deep roots in Pakistan and came under severe challenge in India. As a result of these divergent paths, conditions are significantly more precarious in Pakistan, where religious and ethnic intolerance were given formal sanction by successive governments (both military and civilian) than in India. Recent developments in India suggest that its once-strong secular culture has been weakened by blows inflicted by radical and intolerant Hindu nationalism encouraged and fostered by the previous government.  


This chapter is devoted to three tasks. It first investigates the political conditions that shape textbook narratives in India and Pakistan. The chapter then turns to the content of the textbooks, analyzing the extent to which official narratives undermine intrastate and interstate reconciliation on the Indian subcontinent. The chapter concludes with an assessment of the prospects for discursive shifts in India and Pakistan that advance new representations of identity supportive of coexistence and perhaps reconciliation between two traditional adversaries.


Alone Together: The Turbulent Period of Independence


Pakistan, founded on August 14, 1947, when it obtained its independence from the United Kingdom, is the creation of a group of ideologues surrounding its charismatic founder, Muhammad Ali Jinnah (1876–1948). The state of Pakistan came into being because Jinnah and his political party, the Muslim League, propounded a «two nation theory» which postulated that the Muslims of India must have their own state to live free of Hindu domination.


In the years just prior to Indian independence, the Muslim League and the Congress Party (the political party at the forefront of the Indian independence movement) held protracted negotiations to preserve a united India, but their differences proved insurmountable.  To Jinnah and the Muslim League the intractability of the primarily Hindu leadership of the Congress Party during this period confirmed the tenets of the two nation theory. Jinnah and his compatriots became convinced that the high-caste Hindu leadership of Congress was bent on creating a «Hindu Raj» (Hindu rule) in independent India. While Congress, in a desperate attempt to avoid partition, proposed Muslim self-rule in Muslim majority states in a federated Indian state, the Muslim League was convinced that nothing short of the creation of an independent nation of Pakistan would meet the aspirations of India’s Muslims. By 1947, communal tensions had spilled out from political negotiations to violent conflicts in city streets and villages, and had come to involve millions of ordinary Muslims and non-Muslims (predominantly Hindus and Sikhs) in North India and Bengal.  Faced with mounting death tolls and the possibility of ever-increasing communal violence, both Britain and the Congress Party acceded to the Pakistan demand, and the Muslim League got its wish.  


The partition of British India into India and Pakistan was accompanied by widespread communal violence and the forced exchange of populations. Millions of Indians and Pakistanis lost their homes, their fortunes, their livelihoods, and their loved ones in the carnage. It would leave a psychic scar on Pakistanis, North Indians, and Bengalis that persists to the present day. The pain associated in the common mind with the partition of India and the creation of India and Pakistan parallels that associated with the holocaust in Europe. This is amply demonstrated whenever a film, television series, or novel depicts this era in stark terms. When India or Pakistan show a television miniseries on partition, for example, millions in both countries are glued to their television sets and for weeks, and local newspapers are filled with letters and articles on partition. In every such instance, the elder generation again regales those born after 1947 with their own vivid memories of mass killing and dislocation
.

But the hostility, pain, and suffering did not end with inde​pendence. The two countries were still reeling from the shock of partition when their relations were further strained by disputes over Kashmir and several Muslim Princely states in India (Hyderabad, Junagadh). Over the course of time, both Hyderabad and Junagadh were absorbed into modern India states, while Kashmir remained one of the principal irritants in India-Pakistan relations. As originally proposed, the state of Pakistan was to consist of all the Muslim-majority areas of the British state of India. As such, most Pakistanis assumed that the princely state of Kashmir would accede to Pakistan, since its population was overwhelmingly Muslim. But the Hindu maharajah of Kashmir eventually acceded to India after Muslim tribal irregulars supported by the Pakistan Army advanced into Kashmir and were poised to capture its capital
. Since then, the Kashmir dispute has been a prime contributor to four India-Pakistan military conflicts (1947, 1965, 1971, and 1999). As long as the dispute remains unre​solved, India and Pakistan can drift into armed conflict at any time.

It appeared that the international community after several unsuccessful attempts had concluded that there was no solution to the Kashmir dispute and therefore no way that Indo-Pakistani relations could be normalized.  For its part, the United States did not place the same high priority on Kashmir that it did on the Israel-Palestine dispute, or the «troubles» in Northern Ireland. There appeared to be a silent consensus that this problem would be left to stagnate. Then, starting in the late 1990s, a series of events put South Asia on the front burner and it attracted renewed interest, compelling the international community to stand up and take notice and the governments of India and Pakistan to scramble to devise new policies. These events included the detonation of nuclear devices by India and Pakistan in 1998, the military overthrow of Pakistan’s elected government in 1999, and the terrorist attacks on the United States by al-Qaeda in 2001.

Although Pakistan has cooperated with the United States to round up al-Qaeda and Taliban terrorists in its territory and has aided the anti-terror coalition in numerous other ways, Pakistan’s government has not been able to end terrorism within its own country. Since 9/11 there has been a string of terror attacks within Pakistan aimed at Western and Pakistani targets. These attacks have been fomented by an alliance of the Pakistani Taliban (itself a loose coalition of disparate anti-Western and Muslim extremist groups) and Al-Qaeda operatives from around the world. The government in Islamabad often seems unable or unwilling to rein in al-Qaeda and Taliban members engaged in violence in Pakistan and their sympathizers both inside and outside the regime, reducing the effectiveness of Pakistan’s role in the international anti-terror coalition which it joined after 9/11 under considerable American pressure. Next door in Afghanistan, American forces continue to hunt for al-Qaeda and combat a resurgent Taliban, while press reports maintain that both groups have found sanctuary within Pakistan, and that assistance from Pakistani sympathizers has allowed the Afghan Taliban to regroup and mount attacks on NATO and Afghan government forces in Afghanistan.

India itself has not been immune to the rise of religious natio​nalism or Hindu-based communal violence. Much of this extremism is linked to the religious chauvinism of the powerful Indian People’s Party (BJP) and the Sangh Parivar (group of religious parties) that supports it. Two examples illustrate the power of anti-secular forces in Indian society and politics. In December 1992, BJP politicians in control of the state government of Uttar Pradesh, together with two other Hindu nationalist parties, incited Hindu mobs to attack the Babri Masjid mosque, which was built in 1528 by Muslims on a site in the city of Ayodhya that many Hindus believe was the birthplace of Lord Rama, one of their religion’s most revered figures. The mosque was totally destroyed. Two thousand Muslims and Hindus died in the subsequent communal violence throughout India.

The BJP brought its ideology to the national stage in 1998 when it formed the federal government in New Delhi after leading its political coalition to electoral victory over the Congress Party and its allies. Under the BJP’s aggressive cultural policies, Pakistan and India’s Muslims were stigmatized, as were Indians who spoke forcefully in favor of communal reconciliation. In a deadly echo of the Ayodhya crisis of 1992, in early 2002 sixty Hindus died in a train fire in the Gujarati city of Godhra while returning from a pilgrimage to the disputed site. Blaming the fire on local Muslims, Hindu extremists bent on «revenge» massacred over two thousand Muslims in the state of Gujarat. Human Rights Watch and other groups documented the participation and complicity of Gujarat’s BJP-led state government in the communal violence. The BJP government in New Delhi, led by Atal Bihari Vajpayee, refused to remove Gujarat’s chief minister, Narendra Modi, who claimed a moral and political victory when he emerged victorious in state elections just months after the massacre.


The cumulative impact of these events in both Pakistan and India has proven to be profound. While the India-Pakistan political and territorial dispute has lessened in intensity, it continues to simmer. Communal extremism by both Hindus and Muslims has fed terrorism in both countries. Pakistan now finds itself victimized by the precise terror organizations that it originally nurtured and supported to carry out «jihads» directed at Afghanistan and India. In India, Muslims (from both inside and outside India) vowing to exact «revenge» for the post Ayodhya and Godhra attacks aimed at Muslims, have unleashed a string of violent attacks. The most recent spectacular attack took place on November 26, 2008 when 10 Pakistanis murdered 175 and wounded 308 in Mumbai. This communally oriented violence has the potential to plunge the two states into open military conflict at any time, has been a prime contributor to the worldwide spread of terrorism, which has directly affected the United States, and poses the possibility of igniting a nuclear conflict between India and Pakistan that would kill millions of persons, not only in South Asia but all over the world. In its March 18, 2000, cover story, the Economist called the border shared by India and Pakistan «the world’s most dangerous place»
. Although a formal India/Pakistan cease fire along the Kashmir «line of control» has vastly reduced the artillery and small arms exchanges that were once part of daily life there, not enough progress has been made to fundamentally alter this assessment. 


The Role of History Education


Any scholar looking at the India-Pakistan dispute and its perpetuation would have to examine the education systems of both countries, for they have played a crucial role in shaping the minds of several generations of Indians and Pakistanis since 1947. In this instance we will examine the teaching of history in India and Pakistan, and in particular how each country teaches the history of the other to its elementary and secondary students.

Prior to 1947, the populations of India and Pakistan were citizens of the same entity — namely, British India. In the case of Punjabis and Bengalis, they were citizens of the same provinces. At that time, students throughout these soon to be partitioned regions were taught from the same curriculum, shared many cultural elements, and in many cases spoke the same language. The principal variable that divided them was religion. 


Since 1947, these persons and their descendants have been citizens of first two and (in the case of Bengalis) three separate countries. Normal interaction between Indians and Pakistanis has been heavily circumscribed by the ugly circumstances surrounding partition and the subsequent bitterness, and their once-common education system has been replaced by two separate systems, which, in the case of history, teach very different things.  


While the history syllabi in India and Pakistan may differ significantly from each other, the structure of their education systems and how they produce and use textbooks are remarkably similar, stemming from their common heritage as former British colonies. In both countries education is centralized. Each individual state has its own state board of education that administers the education system, but all students in each country are expected to learn basically the same things, which are determined by the national Education Ministry. In India and Pakistan, the state boards of education contract with academics to devise the history syllabi and write the textbooks. Before they even put pen to paper, these scholars must refer to guidelines provided by their respective central governments that outline what they are to cover. After the textbooks are written, they are reviewed by bureaucrats from the Education Ministry to ensure that they conform to the guidelines.

Teachers in each country are expected to use state-approved textbooks and concentrate almost exclusively on the material con​tained in them. The schools administer comprehensive examinations every year that test the students only on whether they have mastered the material in the syllabus. The goal of this approach is to make sure that every student is indoctrinated into an approved version of his or her national history. As stated by the Indian Secondary Education Commission of 1952, «the aim of secondary education is to train the youth of the country to be good citizens, who will be competent to play their part effectively in the social reconstruction and economic development of the country»
.

In both India and Pakistan there are two separate and distinct education systems, the private system, which is largely taught in the English language, and the public system, which is taught primarily in South Asian vernaculars.  In India, vernacular education is conducted primarily in the Hindi language (30 percent of the population are Hindi speakers), although there are fourteen other official languages that serve as mediums of education. In Pakistan, vernacular education is conducted primarily in Urdu. (Although the native language of 
48 percent of the Pakistani population is Punjabi and only 8 percent speak Urdu as their mother tongue, it has been declared the national language.)


The difference between public education and private education can be vast. English remains the language of the elites in both countries, and an English-language education is viewed as a prere​quisite for admittance into the upper strata of society. Thus, the children of the elites tend to go to private, English-medium schools. Middle-class people aspire to social mobility and entry into the elites and will sacrifice to send their children to heavily subscribed English-medium schools. The vast numbers of urban poor and rural peasantry (the overwhelming majority in both India and Pakistan), were for​merly disinterested in English and English medium education, which appeared unattainable to persons of their social and economic level.

In India, this attitude has been undergoing a seismic shift as the poor have begun to view English medium education as their own ticket into the growing middle class. The children of the Indian poor were once expected to attend public vernacular schools, if they attended any schools at all. Increasingly, however, poor parents are devoting their thin resources to sending their children to ever more common and less expensive English medium schools which aspire (with mixed results) to duplicate the education provided by elite schools.

Since most academic work in South Asia is also conducted in English, most history textbooks used in the subcontinent are originally written in English and translated into vernaculars. This process does not ensure, however, that all students will be exposed to the same texts, for English-medium schools can have libraries stocked with books from abroad, and English-medium students often have access to the Internet and international television and radio broadcasts in Eng​lish, which provide alternatives to publicly sanctioned approaches to history. By contrast, South Asians without working knowledge of the English language are restricted to the subcontinent and the textbooks and other cultural inputs available to vernacular medium students. These inputs are often limited to those produced in South Asia and focused on South Asian concerns and themes.

In India the vast majority of public and private secondary schools are affiliated with the Indian Council of Secondary Education (ICSE). Ideally these ISCE-affiliated schools are expected to use textbooks produced by state boards of education under the auspices of the National Council of Educational Research and Training (NCERT). This organization was formed in 1961 to oversee textbook production and is still today the principal producer of history texts for use in India. Private schools affiliated with the ICSE are not required to use NCERT-produced texts and can utilize privately published textbooks, although they must still comply with NCERT guidelines
. 


Indian historian Neeladri Bhattacharya was the Chief Advisor to NCERT when it was called upon to produce the latest generation of India textbooks in 2005. He points out that while it was the intention of the Indian government that all schools in India use NCERT-produced books, political realities have prevented this plan from being fully implemented. Bhattacharya estimates that no more than 10 per​cent of Indian schools use NCERT books exclusively. Instead, most schools use textbooks produced by state governments, or use privately published books, or combine private books with NCERT books
. Bhattacharya also notes that many Indian states produce their own inserts on local history, which are then placed in NCERT textbooks and that NCERT does not oversee these local productions, which in some cases contradict what is contained in the NCERT text. Likewise, NCERT does not oversee the translation of its English language texts into Indian languages, and «translators inevitably integrated their own ideas, interpreted the texts in their own ways, introduced metaphors and added a colour that made sense to particular vernacular publics»
.

The Pakistani setup is similar to that of India’s in many ways. «Since the early 1960s the planning, preparation and publication of all textbooks for classes one to twelve are the responsibility of the Textbook Boards, of which there is one in each province. These bodies are created and controlled by the provincial Departments of Education»
. The state education boards contract with academics to write the textbooks and the manuscripts are «submitted to the National Review Committee of the Ministry of Education of the Government of Pakistan, which checks its accuracy and approves of its ‘ideological’ content»
.

It is thus true in both countries that in primary and secondary schools the teaching of history as an academic discipline has been subservient to inculcating a sense of national pride and identity. The emphasis in history teaching has not been to teach students how to read a wide variety of materials from various sources, to analyze and compare them, and to acquire the ability to determine the veracity of historical writing and its significance. Nor have students been expected to acquire the ability to conduct historical research and produce works reflecting their own points of view. Rather, the emphasis has been on inculcating a common narrative regarding the history of the country that is meant to reinforce a sense of national pride and loyalty. Students who do not conform to this mold will not do well on the nationally administered examinations and could find their way to higher education barred. Students thus learn from an early age to master the orthodox narrative and not challenge its tenets.

In both India and Pakistan, the political elites who shape the way history is taught (as it is shaped everywhere) have made a conscious decision to construct curriculums meant to «impart a strong sense of national identity to the young»
. As such, history instruction has come to be viewed primarily as ideological indoctrination aimed at «inculcating a national consciousness»
.

The roots of this approach can be seen in the region’s colonial past. During the years that the British ruled over the subcontinent, education was subservient to the empire. The goal of education was to teach Indians to be good colonial subjects. Indigenous culture was either ignored or denigrated and Indians were taught that they and their culture were inferior to that of Europeans in general and the British in particular. The emphasis was not on creating a national identity but rather on obliterating it. Thus, at the time of indepen​dence, the rulers of both states had to construct history curriculums from scratch that did not emphasize subservience and ties to the colonial power, but rather national pride and national integration.

This pattern of education can be found in many countries that were formerly colonized, but with significant differences. Unlike the case in most other former colonies, the education systems in South Asia must explain to impressionable young students how and why the modern states of India and Pakistan came into existence when once they shared the same colonial identity. Equally important, the history textbooks of India and Pakistan must explain why the post-indepen​dence relations of the two countries have been so poor and why they have fought four wars with each other.

There is yet another predicament that confounds the teaching of history in India and Pakistan.  India has poor relations with its Islamic neighbor yet contains a sizeable Muslim minority (12 percent of the total population). As for Pakistan, it was created as the homeland of South Asia’s Muslims, yet there are currently more Muslims living in India than in Pakistan. In addition, the Muslims of East Pakistan fought a war against West Pakistan to establish their own national identity, even though both «wings» shared the same religion, and the «two nation theory,» which Pakistani students learn is the basis of the Pakistani state, maintains that all Muslims share a common identity and conflict between them is impossible. These are paradoxes that are likely to plague young students and that the education system must resolve.


In addition, while Pakistan is an Islamic state and the over​whelming majority of its citizens practice Islam, it contains small non-Muslim minorities (Christians, Hindus, Sikhs, Parsees, animists). With Islam as the principal determinant of national identity, Pakistan has had difficulty devising a curriculum that spells out the role of its non-Muslim minorities. This problem has grown increasingly visible as Islamic extremists have extended their influence over Pakistani society and governance, with the most extreme calling for the expul​sion or conversion of all non-Muslim citizens.

India, as the inheritor of the colonial state, has the easier task. It can lay claim to the ancient heritage of the subcontinent and use this cultural inheritance as the basis to build a national identity. Pakistan, as a new state with a distinctly ideological rather than cultural, regional, or ethnic basis, has a more difficult task. For both countries, the pre-Islamic heritage has proven to be a problem. In India, Hindu nationalists espoused the doctrine that India’s history and heritage predate the advent of Islam on the subcontinent and that therefore India’s national identity is essentially Hindu. Under the BJP govern​ment (which was in power in India from 1998–2004), they moved to make this the principal emphasis of the school curriculum and history textbooks. Pakistan, by contrast, describes itself as an Islamic state and started its teaching of history with the entry of Islam into the subcontinent. This approach left thousands of years of pre-Islamic history unaccounted for.

The Case of Pakistan


As an ideologically based state, Pakistan has greater incentive than India to use its education system to indoctrinate its students and instill a sense of national identity. Pakistan has a formidable task in doing so, for there are a number of factors that make success difficult. Pakistanis at the time of independence did not share a common identity. During the British imperial period they were subsumed within British India and were, like their non-Muslim neighbors, colonial subjects. All the citizens of what is now Pakistan were Indians. The Pakistani state was the creation of ideologues who propounded the «two nation theory» that South Asian Muslims and Hindus were two separate and distinct «nations» and that, as such, the Muslims of the subcontinent required their own state to escape domination by the Hindu majority.

The citizens of Pakistan, however, did not share the same ethnic and cultural heritage and did not speak the same language. There are five principal ethnic groups in Pakistan: the Punjabis (at 48 percent of the population) predominate; the other groups include the Sindhis 
(12 percent), the Pathans (8 percent), the Muhajirs (immigrants from India at the time of partition and their descendents, 8 percent), and the Baluchis (3 percent). The remainder of the population is divided among a number of smaller ethnic groups.

The Pakistan ideology presupposes that the Muslim faith will bind these disparate groups together into a common nationality 
(97 percent of the population is Muslim-77 percent Sunni and 
20 percent Shi’a). The government of Pakistan has thus, from the beginning, felt compelled to propound ideology over history, and has often felt forced to make history fit within an ideological mold. In Pakistani elementary and secondary schools, history is subsumed within «Pakistan Studies,» which is required of all students. Pakistan Studies does not attempt to tell the objective story of how Pakistan came to be and how it has fared since independence. Rather, it attempts to use history to justify the Pakistani state and convince Pakistani students of the correctness of the Pakistan ideology.

For the purposes of our study, we look at two principal variables in Pakistani textbooks-namely, how they describe Hinduism, and how they portray India, which in Pakistan is described as a Hindu state. We use these two variables because they are the most applicable when discussing reconciliation. We do not define reconciliation in the broadest of terms but rather in the most practical. Reconciliation is the ability of two sovereign states to exist as neighbors and carry on normal relations. At present, India and Pakistan exist side by side, but their relationship remains constricted. The official discourse directed at the Other is often imbued with hostility and mistrust. Trade between the two countries remains insignificant, and bilateral cultural exchan​ges depend for the most part on private initiatives.

We argue that the type of education that students receive in the two countries is partially responsible for this state of affairs, and that changes in history textbooks and curricula could help promote reconciliation between the two hostile nationalities.


In his study The Murder of History, the Pakistani historian K.K. Aziz examines how the history of Pakistan is taught in the schools. He makes the point that much of what has been taught to Pakistani students in the guise of history was actually propaganda, and that some of it was not true, while much of the rest was highly distorted. He writes that,


I am convinced that most of the ills from which the country has suffered in the past and is still suffering have their root cause in the textbooks in use. The failure of democracy, the long spells of military dictatorship, corruption, moral laxity, deterioration in character, decline in moral values, sense of irresponsibility, terrorism, sectarian strife, inefficiency, cynicism, indifference to what the future holds for us-all this is the bitter harvest from the seeds we use in the cultivation of the minds of the young
.

Pakistan’s textbooks damaged the prospects for national recon​ciliation by espousing a doctrine of «negative nationalism». We define negative nationalism as the attempt to instill pride of nation and national identity by comparing and contrasting one group against another, and by describing the «other» in negative terms. While such an approach may succeed initially in uniting a group and providing them with a sense of national identity, over the long term it is likely to result in a significant backlash effect, in that it also instills hatred, intolerance, and bigotry. No government can assume that once it has unleashed these forces it can easily contain them. Pakistan is a good case in point, for by singling out Hindus and other religious minorities for special opprobrium in textbooks, the government of Pakistan has helped to unleash violent extremism that has come to threaten the very existence of the state.

The principal tenets of negative nationalism emphasized in Pakistani textbooks include the following:

· Islam has brought «higher» civilization to the subcontinent.


· Islam is qualitatively superior to Hinduism.


· Islam is qualitatively superior to Christianity and the Western ideology of the British imperialists and their Western succes​sors the Americans.


· The Hindus and the British cooperated to subjugate the South Asian Muslims.


· The Indian National Congress was a Hindu party.


· The Muslim League was a nationalist party that was in the forefront of the struggle for independence from Great Britain.


· The Indian National Congress worked with the British to ensure that Hindus received special treatment.


· India is a perpetual enemy of Pakistan and is bent on its destruction.


· Although India has initiated wars against Pakistan, it has always been defeated by superior Pakistani military skill and bravery.


· The massive bloodshed associated with the partition of India and the independence of Bangladesh is the result of Hindu/ Indian aggression.


· South Asian history starts with the advent of Islam. Little or nothing need be said regarding the pre-Islamic era.


· The founding of Pakistan is the culmination of modern regional history. 


A review of Pakistani textbooks in the Urdu language, starting with those used in the first grade and extending through the end of secondary school, demonstrates how these negative nationalist ideas are transmitted. For example, a Pakistani second-grade textbook states, «Pandit Nehru said that after independence there will be a government of the Hindus in India»
. The intent of this statement is to convince students that the Congress Party of India was a Hindu party and that its intention was to establish India as a Hindu state in which Muslims would not be welcome or accepted. In fact, the Congress Party has always defined itself as a secular party that was strongly opposed to India’s Hindu nationalist parties, with which it refused to form alliances. Nehru was himself dedicated to a secular state with a civic culture that treated Muslims as full citizens. Most of Nehru’s many biographers have asserted that Nehru at no time during his long political career exhibited communal behavior or expressed communal sentiments.

A fourth-grade textbook states, «The Muslims treated the non-Muslims very well. Yet the non-Muslims nursed in their hearts an enmity against the Muslims. When the British invaded the area the non-Muslims sided with them and against the Muslims. So the British conquered the whole country»
. The intent of this passage is to convince students that there has always been a historical enmity between Muslims and non-Muslims in the subcontinent, and that this led the non-Muslims to cooperate with the British in their conquest of South Asia, while the Muslims were the only community to fight against British imperialism. This assertion flies in the face of numerous documented cases in which Muslim communities in India lived side-by-side with their non-Muslim neighbors for centuries without violence or overt discrimination. It also denies the fact that the Congress Party was the principal voice of Indian nationalism deman​ding independence from Great Britain. Likewise, Pakistani textbooks do not mention the periods when Congress boycotted the colonial administration and the Muslim League cooperated with the British rulers.

A fifth-grade textbook describes the breakup of Pakistan and the independence of Bangladesh as follows: «India engineered riots in East Pakistan through her agents and then invaded it from all four sides»
. The textbook thus deliberately ignores the conflict between the Bengalis and West Pakistanis and the many civil rights issues that led to the breakup, and describes this development solely as the result of Indian interference in Pakistan’s internal affairs. The above excerpts demonstrate how Urdu-language textbooks often promote a negative nationalism that fosters enmity between Indians and Pakis​tanis, and Muslims and Hindus.

We have noted that there is often a qualitative difference between the education provided in Urdu-medium schools and English-medium schools. This is rooted in the social structure of Pakistan, in that attendance at English-medium schools is largely confined to the children of the elites, while the masses generally attend Urdu-medium schools. We have noted as well that the authors of Pakistani textbooks usually produce their work in English and that many of the Urdu-language texts have been translated from English. A comparison of the government-issued textbooks in both languages should demon​strate that despite the qualitative difference in the education provided by the two types of schools, both share the same essential curriculum with its emphasis on negative nationalism.

This is verified when we examine an English-medium textbook produced by a state Textbook Board. For this study, we read a number of Pakistani English-medium textbooks. We selected one textbook at random for quotations, Social Studies for Class 8, which was produced by the Textbook Board of Punjab in 2002 and is repre​sentative of textbooks produced in Pakistan for students in elementary and secondary school
.

The book deliberately emphasizes and praises the role of Muslim rulers in pre-British India, while denigrating or ignoring Hindu and Sikh rulers. The tone is set by the book’s description of political rule prior to the advent of Islam. Every pre-Islamic state and ruler is lumped together in one amorphous account: «ruthless, strong dictators usurped power and ruled people mercilessly. When they conquered a territory, they massacred thousands of innocent people, destroyed cities and looted property. But Islam was radically opposed to it and so it gave a new concept of rule or government» (p. 89). Most historians would argue that there was little differentiation between the modes of warfare and conquest practiced by Muslim and non-Muslim rulers, as murder of innocents, destruction of cities and looting of property were almost universal practices.

The textbook’s section on the British conquest of India never mentions that the ranks of the British armies consisted primarily of locally recruited Indians, including large numbers of Muslims, and that British military superiority contributed to a string of victories against local armies that were often much larger in size. Instead, the textbook ascribes all British victories to British deceit and lies and the cooperation of various «traitors». It describes the war of 1857 as the «war of independence,» which it describes as «a last ditch battle on the part of the Muslims and also other nations of the sub-continent, for the preservation of liberty» (p. 72). Although it acknowledges that the British won the war, it provides no explanation for the victory. It then states that


At the end of the War, the entire blame for the uprising was put on the Muslims, and Hindus assured the British of their loyalty and continued faithfulness. As a result of Hindu-British collusion, Muslims were subjected to great hardships. The doors of government service, trade and business were closed on them. They were forced to accept petty jobs as peasants, labourers, water carriers, fillers of inkpots, and artisans, etc.

The Muslims did not rest after defeat in the War of Inde​pendence. They could not be cowed down by the atrocities committed on them by the British and the Hindus. Rather, they continued their struggle more vigorously, which culminated in the creation of Pakistan (pp. 72–73).

This statement overlooks statements commonly found in colonial writing and literature praising Muslims for their «manliness», their monotheistic religion and loyal service to the empire. These same accounts often criticize Hindus as disloyal and effeminate and prac​ticing a religion that many British commentators found distasteful.

The textbook then goes on to claim that in the period from 1906 to 1947, which it describes as «the Pakistan Movement», «The Hindus had never forgiven the Muslims for having ruled India for centuries. Therefore, both communities [British and Hindu] conspired against the Muslims to turn them into a poor, helpless and ineffective minority». And that «Hindus ... in connivance with the British rulers formed a political party called the Indian National Congress which aimed at sharing power with the British in ruling India» (p. 74).


Other examples of derogatory references to «the Hindus» and Indian leaders throughout the textbook include:


· «The Hindus were not prepared to tolerate any ... step which benefited the Muslims. So they became violent and freely damaged government and public property» (p. 75).

· «The Nehru report clearly indicated the inner mind of the Hindus that they wanted to bring Muslims under their control permanently» (p.78).


· «The era of Congress rule proved very detriment [sic] to the Muslim cause. Urdu was replaced by Hindi. The doors of government services were closed on Muslims and they were disgraced and humiliated in many ways. The Hindus even interfered in Muslim religious ceremonies. Their property was looted, houses set on fire and Muslims were massacred at many places.  Thus, the ignoble behavior of the Hindus forced the Muslims to rally round the Muslim League Flag» (p. 82).


· «The Muslims of the subcontinent ... became solid like a rock. They forced the two enemies, the British and the Hindus, to accept the demand for an independent Pakistan» (p. 83).


· «Mr. Gandhi, being a staunch Hindu, insisted on getting things decided in his own way» (p. 84).


The Madrassa Problem


Pakistan also faces a unique situation not found in India, in that it has a parallel system of education that has grown exponentially since Pakistan’s independence and is largely out of the control of the government. This is the madrassa system. Madrassas have long been a fixture of the Muslim community in both India and Pakistan.  They were originally meant to play the role of alternative schools for the more conservative religious families who were not comfortable with secularism and modernism.  The students, usually male, traditionally restrict their learning to the Qu’ran and Islamic texts, and many become mullahs (Islamic prayer leaders), primarily in village mos​ques. The curriculum in most madrassas is centuries old and con​centrates on memorization of the Qu’ran. Most graduates of madrassas are woefully incapable of finding any employment other than as mullahs.  In India, the vast majority of Muslim families prefer to send their children to secular schools that impart skills necessary for employment in the modern world. As a result, Indian madrassas, facing stiff competition are more amenable to modernizing their curriculum (including in some instances the teaching of girls). They also remain few and far between and largely uncontroversial. This is not the case in Pakistan, however, where there is a shortage of adequate secular schools and in some cases Madrassas supplement or replace secular school. In addition, some madrassas have been accused of turning out Islamic fighters and terrorists.  


In Pakistan, the extended economic downturn and the inability of the government to adequately fund both a large military establishment and public services, has resulted in the deterioration of the public education system. This meant that the children of many poor families had no access to education. The madrassas, which in some cases have access  to funding from abroad and from domestic political groups, are able not only to offer free education but free textbooks and room and board. For many poor families this offer is too attractive to pass up. The problems begin when the students graduate and many join the ranks of the unemployed. Often inculcated with a militant and fundamentalist strain of Islam and with no marketable skills, such young men have been prime candidates for recruitment into a wide variety of domestic and international jihads sponsored by Islamic groups from around the world.

Many madrassa graduates continue to fight in the incessant wars of Afghanistan and now within Pakistan itself, where they provide troops to the Taliban (both the Afghan and Pakistani branches), and in Kashmir, where they are infiltrated across the line of control to attack targets in Indian Kashmir. Some provide foot soldiers to terrorist groups like the LeT, which carry out attacks against civilians in India. Domestically, madrassa graduates have joined the brutal sectarian terrorist groups, providing the gunmen who routinely attack those of other sects. These Sunni and Shi’a terrorist groups have not just fought each other, but have attacked non-Muslim Pakistanis and Westerners.

At independence, Pakistan was home to 250 madrassas. During the Afghan war the madrassas were found to be a good source of motivated anti-Soviet fighters, and with the assistance of foreign money, primarily from Saudi Arabia, the system was vastly expanded. The madrassas also received official patronage from the regime of Zia ul-Haq, who saw them as instruments in his goal of «Islamicization» in Pakistan. By 1987 there were 2,862 madrassas in Pakistan, which graduated 30,000 students per year
.

When General Musharraf came to power, he determined that the system had gotten out of hand and commissioned his interior and education ministries to undertake a study of the madrassa pheno​menon. They identified 115 madrassas that were accepting money directly from foreign countries, primarily Saudi Arabia, Kuwait, Iran, Libya, Iraq, and Britain. Some 20,000 of the students in Pakistani madrassas were from foreign countries, primarily Afghanistan and a number of Central Asian and African states. Approximately half of the madrassas in Pakistan are run by a variety of Islamic extremist political parties and groups
. Musharraf’s government also found that there were 7,000 to 8,000 madrassas in Pakistan with a combined student body of between 600,000 and 700,000, and that up to 50,000 of the students were being provided with free room and board
.

In April 2001 the Musharraf government unveiled a plan called the Pakistan Madaris Education Board Ordinance 2001, which it hoped would bring the madrassas under government control, cent​ralize their curricula, and expunge the teaching of religious hatred and extremism. The plan had a number of components:


· No madrassa would be allowed to accept funding from abroad. Instead, all foreign donations would be channeled through the Ministry of Education.


· The curriculum would be centralized and modernized, with all madrassas teaching from a syllabus devised by a permanent education board within the Ministry of Religious Affairs.


· All madrassa students would have to take standardized examinations administered by the government before they could graduate.

· All foreign students would be scrutinized and those deemed suspect deported.


· The financial accounts of all madrassas would be audited. 


· All madrassas would be registered and required to provide information regarding their affiliation, syllabus, student body, and financing
.

While some of the more moderate madrassas complied with the provisions of the plan, the more militant and fundamentalist saw the proposal as a threat to their continued existence and refused to cooperate. For example, Maulana Sami-ul-Haq, the spokesman for the Jamiat-ul-Ulema Islam (JUI), one of Pakistan’s more militant spon​sors of madrassas, stated that the JUI would not allow the government to interfere in religious affairs, and «every conspiracy hatched in this regard will be thwarted»
.

In the face of such stiff opposition, the government of Pakistan has proceeded very slowly in implementing its plan. In the best of circumstances it could take years to establish control over the madrassa system. It is impossible to generalize about the history textbooks used in the madrassas, as at present most textbooks and other educational materials in use are self-produced, imported from other countries, or nonexistent, and neither the government or inde​pendent groups and scholars have conducted a detailed study of madrassa texts. According to a recent estimate, only 300 of some 20,000 madrassas in Pakistan teach elementary subjects like math, science, and English
.

Riyaz Punjabi of the Center for the Study of Social Stystems at Jawaharlal Nehru Univeristy, argued in March 2005, that it was «too early to assess the impact of the initiatives launched by Pakistan President General Pervez Musharraf to counter the extremist Jihadi culture nurtured for the last thirty years in the country, … in which Islamic identity in its extremist fundamentalist form was projected as the national identity»
. Punjabi confirmed, however, that Musharraf’s government had launched a major initiative to re-examine the country’s education system and rewrite the textbooks in use in the public schools, and that the effort was facing «tremendous overt and covert pressure from fundamentalists»
. These conditions have persisted after Musharraf resigned from power in August 2008.

The Case of India


Unlike Pakistan, India is not an ideological state. It is rather the inheritor of the state created by British imperialism, which forcibly united disparate princely states into the modern entity that we now recognize as India. And unlike Pakistan, it claims to be nothing more than a geographic entity that includes a variety of people who share a common culture and history.

Like Pakistan, however, India contains an ethnically and reli​giously heterogeneous population. From the perspective of this study, the most serious divide is that between India’s many religions. The predominant religion in India is Hinduism (81.3 percent of the population), with Islam being a distant second (12 percent). Other religions include Christianity (2.3 percent), Sikhism (1.9 percent), Buddhism, Jainism, and Zoroastrianism
. The Indian National Cong​ress, which was the driving force behind the Indian movement for independence, maintained from the outset that India would be a secular state. Throughout the long struggle for independence, Cong​ress asserted that all creeds would be treated equally in independent India, although under strong pressure from Hindu majorities, it did not always provide the promised guarantees.

Although it does not share the same ideological impetus as Pakistan, India has since independence attempted to inculcate secular nationalism in successive generations of Indian schoolchildren and has relied on textbooks and standardized curricula as the principal means of socialization. However, the rise of Hindu nationalism over the past two decades challenged the civic nationalism of the Congress Party and its allies-leading to an extraordinary struggle over the definition of Indian identity. Much of the struggle between the secularists and advocates of Hindu ideology is waged on the terrain of competing narratives of India’s past.

This ideological struggle was one-sided for most of the post​colonial period. Except for a brief period in 1978 under the short-lived coalition led by the Hindu nationalist Janata Party, Indian educational policy at the federal (national) level had been dominated since independence by left-secularists. This changed in 1997 when the electoral success of the BJP-led coalition enabled the victors to apply the philosophy of Hindutva, or Hindu nationalism, to the realm of official culture. While in power, the BJP put secularism on the defensive in Indian politics and in elite and mass culture, but the new, nationalistic («saffronized») textbooks introduced by the BJP enjoyed only a brief lifespan. They were introduced as part of the new curriculum for only a short time before the Congress-led coalition (the United Progressive Alliance — UPA) took power in national elections in mid-2004.

Romila Thapar is one of India’s leading historians. Asked by the Nehru government to draft textbooks on Ancient and Medieval Indian history for secondary schools, she worked with a group of primarily leftist scholars to write a series of textbooks that were in use in India for decades. Generations of Indian students remember with fondness the Thapar texts, with their heavy emphasis on secularism and India’s «composite culture».

In an interview at her residence, Dr. Thapar complained that while the new UPA government had pledged to remove the BJP textbooks by the fall of 2005, they were forced to backtrack by the structural shortcomings inherent in the Indian educational system, which is totally reliant upon comprehensive testing and compels Indian students to study (read memorize) the text in hopes of getting «good marks» on comprehensive examinations. This approach, she pointed out, made it all but impossible to replace one set of textbooks with another halfway through the school year. The UPA government thus decided to retain the old books until the new books have been fully written, vetted and delivered to all of the classrooms. She remarked that this placed the government in the odd position of teaching history that it knows is factually incorrect.

While the saffronized books have been largely withdrawn (at least outside the BJP-ruled state of Gujarat), intellectuals remain unhappy with the new books.  Bhattacharya explains that rather than simply reintroduce the pre-BJP texts into the classroom. Under NCERT director Krishna Kumar, Bhattacharya and a group of some sixty historians, teachers and educators devised a «National Curriculum Framework», to develop new history syllabi. They introduced a series of revised textbooks that went beyond the secularism and nation-building of the past.

One result of the reforms introduced by Krishna Kumar, Neeladri Bhattacharya and their colleagues, is that students in grades 6, 7, and 8 no longer use books that examine Ancient, Medieval and Modern India (Our Pasts I, II, and III). These books have been changed to «underline the multiplicity of histories and narratives that constitute the past, and...emphasize that there is no single linear narrative; there is no one national past that we can comfortably return to». The textbooks for grades 9 and 10 have also been completely changed. The two new textbooks (India and the Contemporary World), I and II), now introduce students to the modern world and expose them to developments in other countries and continents. As Bhattacharya explains, the books are meant to orient students in this grades to look beyond nation states as the focus of history and towards regions and the international arena. In addition, the new texts no longer focus solely on national identity and the colonial heritage, but incorporate the impact of feminism, environmentalism, and other societal concerns, and familiarize students with the process of history, introducing them to varied historical sources and inviting them to draw their own conclusions from the data rather than to merely absorb pre-digested historical dogma.

Dr. Thapar, who is immersed in the textbook process and well-connected to the current government, confirmed that Indian and Pakistani historians have long talked about working together to produce joint histories of partition and the India/Pakistan relationship, but nothing concrete has yet to emerge. There are proposals for the establishment of a formal Indo/Pakistan history center, which would provide a neutral ground for historians from both countries to meet and discuss historical issues and perhaps produce joint accounts, but she was not optimistic that an agreement would materialize quickly
.

Because the Indian secular tradition has shaped official narratives for most of India’s postcolonial period, we now assess the content and quality of that discourse in representative textbooks. We refer to these works as civic or secular textbooks. We then turn to an evaluation of the Hindu nationalist textbooks introduced by the BJP-led coalition, and conclude with an assessment of the books that have replaced the BJP textbooks.

Like the curriculum taught in Pakistan, the Indian curriculum has subordinated history to civic mythology, which has tended to per​petuate and deepen the divide between Indians and Pakistanis. But unlike Pakistan, whose population is 97 percent Muslim, India con​tains a sizeable minority of Muslims, which it wants to integrate into the national mainstream. At the time of partition, millions of Muslims, primarily from Punjab and West Bengal, and smaller numbers from Uttar Pradesh and Bihar, emigrated to Pakistan, while the vast majority of the Muslim community remained in India. At present, there are more Muslims in India than in Pakistan. The Pakistan ideology claims that all Muslims constitute «one nation» and that Muslims are not free to practice their faith or maintain their culture in «Hindu» India. The government of India, through its curriculum, has consciously attempted to belie these claims.

India’s secular textbooks have tended to emphasize the essential equality of all religious faiths and try to give each of them equal time in the school curriculum. (By contrast, another multicultural state with one predominant religious group that has espoused a philosophy of secularism in public schools, the United States, has generally chosen to define secularism as an «absence of religion.» In its public edu​cation system, it has avoided linking the nation with any one religious faith, in conformity with the U.S. Constitution, which proscribes the establishment of a state religion.) This evenhandedness, has colored the way Indian schoolchildren learn about Pakistan, its founding, and the underlying reasons for the division of British India. The Indian curriculum in its secular variant under the Congress Party and its allies did not teach objective facts but colored the national narrative to suit political ends.  Examples from the secular curriculum included:


· All religions are equal and must be given equal treatment. Therefore, for example, although Hindus constitute 81 percent of the population and have historical roots in India that stretch back at least five millennia, Hinduism is given equal treatment with Christianity, whose adherents constitute only slightly more than 2 percent of the population.

· The Indian National Congress was at the forefront of the fight for Indian independence and was always a pan-Indian party that represented the interests of all Indians, including Mus​lims.


· The Muslim League, under Muhammad Ali Jinnah, deter​mined to break up India and propounded the two nation theory for its own destructive reasons.


· The massive bloodshed associated with the partition of India was the result of Muslim aggression and was primarily the responsibility of the Muslim League.


· Kashmir is an integral part of India and any violence there is the result of a «proxy war» waged by Pakistan.


· Much of modern Indian history consists of hagiography regar​ding Mahatma Gandhi, Jawaharlal Nehru, and others. The founders of Pakistan are vilified.


· Indian history ends with the independence of India. Little or nothing is said about the events from independence to the present.

Content analysis of the school textbooks used in India reveals how they differed from those of Pakistan, and why. In India the teaching of history was subsumed under a curriculum called «History and Civics». For our study we examined two textbooks used in the sixth, seventh, and eighth grades. Both textbooks state on their first pages that they are based on the national syllabus framed by the National Council of Educational Research and Training (NCERT). Since the textbooks are for the use of students living in the Delhi capital region, they are published under the auspices of the Inter State Board of Anglo Indian Education, New Delhi, which prepares English-language textbooks.

It should be pointed out that Indian and Pakistani textbooks were not mirror images of each other. Both sets of books covered some of the same material in the same manner. There are some areas in which the textbooks differed, but, the following examples notwithstanding, they were not always directly contradictory. The textbook for use by sixth- and seventh-grade students were titled A Combined Course in History and Civics
.

In the sixth grade, Indian students are introduced to the medieval period, when much of India was conquered and ruled by Muslims. In complete contradiction to Pakistani textbooks, which repeatedly emp​hasize that Muslims and Hindus constitute two separate «nations» and have never been integrated into a common nationality, the Indian textbooks repeatedly state that the two communities were totally subsumed within an Indian national identity. Thus, the textbook opens by stating how the Muslims came to India, settled there, and «as a result of their intermingling with the Indian population, a composite culture began to grow» (p. 2), and later states that «As time passed the newcomers became a part of the Indian population. As a result of long association, the newcomers by and large accepted the Indian pattern of life, in dress, food, habits and language. By living together for many centuries, people of both civilizations began to understand each other’s ways» (p. 63).

The book then immediately attempts to assure the students that in India, Islam receives the highest respect and admiration. It describes the Islamic faith, «which is now one of the greatest religions in the world» (p. 2), in almost patronizing terms, including glowing reports on the life of the prophet Muhammad and the Qu’ran, and stating that «In the Middle Ages, the Arabs were the torchbearers of a new civilization. Europe and the rest of the world had their first lessons in modern civilization from the Arab world» (p. 4).


In describing India before the advent of Islam, the textbook is very critical of India’s pre-Islamic (primarily Hindu) civilization. It takes a strongly modernist and progressive stance, listing a number of «social and religious evils», which it says «plagued the fabric of the society». These are listed as «Blind faith in religious superstitions, caste system, early child marriage, sati [widow suicide], infanticide, ... untouchability» (p. 67). The textbook states that «The whole society was divided into high-caste and low-caste people. The high-caste people enjoyed all sorts of rights and privileges whereas the low-caste people were denied all the rights. They were treated with contempt» (p. 28). As a result, India was easily conquered by the Muslims, because its people felt oppressed by the traditional social system: «Under these conditions, it would hardly matter ... whether the king was a Rajput [Hindu ruler] or a Turk [Muslim ruler]» (p. 29).


The Pakistani textbooks, with their heavy ideological orientation, tend to reduce the subcontinent’s long and complicated history to a few simple points, by concentrating on the advent of Islam and events relating to Muslims. Much of the remainder is deleted or mentioned only in passing. In addition, the Muslims are treated as a monolithic group, and divisions between various kinds of Muslims, whether they be cultural, theological, or political, are glossed over. Likewise, this monolithic Muslim community is said to be repeatedly abused and exploited by a monolithic group called «the Hindus,» which is aided by «the British».

The Indian textbooks take a very different approach. In their effort to be all-inclusive, the textbooks saturate Indian students with long lists of historic personalities, events, battles, and cultural developments. Every Indian religious community, no matter how small, is mentioned, as are most historic personalities. When discus​sing Muslim leaders, some are described as bad rulers, while others are highly praised. In this regard, the Indian textbooks are more objective than the Pakistani, which tend to draw simple distinctions between Muslims and non-Muslims and attempt to portray every Muslim historical figure in the best possible light, while denigrating or vilifying the actions of non-Muslims.

Indian historic figures who purportedly attempted to integrate Indian society and blur the differences between religions come in for especially high praise in Indian textbooks. For example, one Muslim ruler, Ala-ud-din, is described as «the first Indian ruler who stopped religious leaders from interfering in matters of government. He did not listen to the advice of the Ulemas [religious leaders of Islam]. He had his own ideas of kingship. He felt that religion should be completely separate from politics» (p. 49). The Mughul emperor Akbar is also singled out for praise: «Akbar was one of the most enlightened emperors of India. He adopted a policy of religious toleration. He treated all his subjects alike irrespective of other religions. He never did anything that might injure their religious feelings... Akbar gave full freedom to his subjects to practice any religion which they liked. Akbar was a secular king» (p. 83). Furthermore, he «thought of himself as an Indian and looked upon this country as his motherland. He tried to bring about national unity among the people by removing all sorts of religious and social distinctions. By allowing freedom of religion to all, he laid the foundation of the secular state in India» 
(p. 86).

In describing religious developments during the Middle Ages, the textbook places strong emphasis on religious reformers and syncretists who attempted to gloss over or blur religious differences. It praises these developments and credits them to the long and fruitful asso​ciation of Muslims and non-Muslims on the subcontinent. The text​book states that Sufism (a mystical Muslim sect which downplays or ignores sectarian differences) was a significant movement because «The Sufis believed in free thought and a liberal outlook. According to the Sufis, all human beings were equal ... in the eyes of God. All religions of the world aimed at one and the same thing. The ultimate aim of all religions was to get nearer to God» (p. 66). It then praises the Hindu Bhakti (devotional) movement for its purported espousal of the same ideals: «Both the movements were similar in their beliefs. Both of them were against meaningless ceremonies and rituals. Both believed in one God... Both believed in the fact that all men, high or low, were equal in the eyes of God... The Sufis and the Bhaktas did not believe in the caste system» (p. 66).

In the eighth grade the Indian student was taught about the history of India from the end of the Mughul era to Indian independence. To examine how these periods were taught we looked at an eighth-grade text titled A Textbook of History and Civics
. Pakistani textbooks tend to paint British imperialism in simple terms as an anti-Islamic movement. They attempt to instill in Pakistani students the idea that the British were always inherently opposed to the Muslims and cooperated with «the Hindus» to keep Muslims in a depressed situ​ation. Likewise, «the Hindus» were bent on working with the British to ensure a privileged position for themselves at the expense of the Muslims. The British are therefore universally bad.

In India’s secular textbooks, the British are criticized for their imperialism, racism, greed, and duplicity, but they are also acknow​ledged to be an advanced civilization that made positive contributions to India. In the Pakistani textbooks the British are depicted as defeating Muslim armies through subterfuge and deceit, and they make no mention of the fact that most of the soldiers in the British armies were Indian, including many Muslims. Pakistani textbooks make no mention of any positive contributions by the British to Pakistan. By contrast, the Indian textbook acknowledges that the «Company’s army was composed mostly of Indian sepoys. It was a disciplined, well-trained and loyal force» (p. 41). The textbook goes on to acknowledge that while some British victories were the result of deceit, most were the result of British military superiority.

Indian treatment of the events of 1857 is also more objective than in the Pakistani textbooks. Like the Pakistani textbooks, the Indian texts call this conflict «the war of independence» but some also point out that is was a «revolt,» which is far more accurate. And unlike in the Pakistani textbooks, the war is not described as largely an Islamic affair but rather a group effort by Muslims and non-Muslims alike: «Despite putting up a courageous fight by both Hindus and Muslims to get rid of foreign domination, it failed in its mission» (p. 52). Pakistani textbooks paint the events of 1857 as an Islamic awakening, while the Indian textbook describes it in more nationalistic terms. «The 1857 war was not fought in vain... For it shook the people of India out of their slumber and made them conscious of their right of freedom, self-respect and nationalism» (p. 52).

Indian and Pakistani textbooks take diametrically opposed views when it comes to the reasons for the partition of India and the birth of Pakistan. The Pakistani books say that the two communities were always separate «nations» and that the Hindus and the British exp​loited the Muslims, making it clear to Muslims that they could only have freedom in their own country. The Indian textbooks downplay or ignore longstanding communal problems in some parts of India, and argue that throughout the region the two communities were integrated into a common South Asian identity, and allege that communal differences only became acute after the British devised a «divide and rule» policy to put Muslims and Hindus at loggerheads and suppress Indian nationalism. In this picture, Indian textbooks turn around the portrayal found in Pakistani textbooks. Instead of being in the vanguard of the anti-British movement, Muhammad Ali Jinnah and his colleagues in the Muslim League are portrayed as willing accomplices of the British who supported British imperialism and benefited from it.

The Indian textbook states that Pakistan primarily came about because the British «applied the policy [of divide and rule] on the Hindus and Muslims. Just as Pakistani textbooks accuse Hindus of collaborating with British imperialism, Indian textbooks assert that the Muslims were enticed by the British into abandoning the quest for an independent India and turning to the Pakistan ideology. «They admitted this fact by stating that Hindus and Muslims are the two wives of the British, but the Muslim wife was more favoured» (p. 58). It goes on to state that «the government now started supporting the upper-class Muslims against the Nationalist Movement of the Hindus» and «encouraged formation of communal parties such as the Muslim League ... to weaken the struggle for independence. Separate elec​torates were introduced... This policy finally led to the partition of the country into two» (p. 58). The Indian textbook correctly points out that the Indian National Congress was never an exclusively Hindu organization and has always had Muslim members. It blames the British, rather than Hindu communal views , for a decline in Muslim membership: «The British stated that the two communities had no common interests and tried to dissuade the upper-class Muslims from attending or participating in Congress meetings» (p. 78).

Muhammad Ali Jinnah is named as the principal agent respon​sible for the breakup of India. «A campaign against its [Congress] ministries was started by the Muslim League leader M.A. Jinnah. On the ground of supposed ill-treatment of the Muslims in Congress Provinces, he propounded the ‘two nation theory’» (p. 96). «Jinnah demanded a separate homeland for the Muslims which was to be called Pakistan. This destroyed once and for all any hope of Hindu-Muslim unity and keeping India united» (p. 97).

While Pakistani textbooks tend to blame the bloodshed and carnage surrounding partition on the Hindus and Sikhs, in the Indian textbooks the blame falls squarely on the British and unnamed «communal parties» (the Muslim League). While the Pakistani text​books are emphatic and straightforward, the events are merely described in the passive voice in the Indian textbook, and the students are left confused as to what caused so much heartbreak. According to the Indian textbook,


The year 1946 saw an outbreak of bloody riots, in Bengal, Bihar, Bombay and other places in the country in which thousands of Hindus and Muslims were killed... The hatred sown by the British over the years in the minds of Hindus and Muslims at this hour was inflamed by the communal parties which resulted in wanton killings, rapesand shameless inhuman acts» (p. 112).

The Indian treatment of the accession of Kashmir and other princely states also clearly contrasts with the narrative found in the Pakistani textbooks. While the Pakistani story alleges that the Indian government used duplicity and coercion to wrongfully absorb Muslim majority states, the Indian story is quite clear: «All the states in India, except Kashmir, Hyderabad and Junagarh, joined India... The Nizam of Hyderabad State wanted to function independently but police action against him put an end to this thought and the state merged with India. The State of Jammu and Kashmir acceded to India, [but] this decision was not liked by Pakistan and this led to war». The textbook makes it quite clear that the Kashmir issue has been resolved in India’s favor and the continuing violence (which is never explicitly mentioned) is due to Pakistani interference. The textbook states that «The State of Jammu and Kashmir is an integral part of India... In Kashmir Valley Muslims are in a majority, yet the people have voted to stay with India. But Pakistan has always insisted on its right to this State» 
(p. 179). There is no mention of the role played by the Maharajah of Kashmir and the uprising by Muslim inhabitants of Kashmir against his rule, the allegations of rigged elections and Indian government interference in Kashmir, or of the alleged human rights abuses by Indian security forces. The fact that Kashmiris have never voted in a referendum to determine the status of Kashmir or that a referendum was ever proposed or agreed to by India is also not mentioned. The students are given the impression that Pakistan invaded Kashmir in an act of naked aggression, and continues to interfere there even though the dispute has been resolved.

Civics and Secularism


Indian textbooks combine history and «civics». The civics com​ponent describes the Indian constitution and government. It emphasi​zes that India is a «sovereign socialist secular democratic republic»
. In A Combined Course in History and Civics, the officially approved definition of secularism is spelled out in great detail:

The world «secular» ... implies four things: First, India is not a religious or theocratic state like Pakistan, Iran, Saudi Arabia, etc. Secondly it does not extend special favours to any particular religion. Thirdly the State has no official religion of its own. Fourthly, the people of India have the freedom to profess, practise or propagate any religion they like (p. 13). 


The textbook further elaborates that,


It is beyond doubt that our Constitution establishes a Secular State in India. The right to religious freedom is desirable in India as it is a country where followers of many religions live. 
A Secular State is the only answer to the problems of a multi-religious country like ours» (p. 26).

As pointed out earlier, the Indian definition of secularism differs from that found in the United States. In the United States the Constitution has decreed a separation of church and state and the courts have interpreted that to mean that the state shall not advocate any religion. Thus, in the United States religion is generally absent from public life and is not taught in public schools. The Indian government, by contrast, has decided to practice secularism by paying equal attention to all the religions found in the country. One textbook states that «Even though it [India] had the Hindus as the majority community, the leaders stressed that India should have a secular democratic government. Thus India became a secular country where all religions have equal status and the government is neutral in the matters of religion at all levels»
.

To provide a stark visual reminder of how this policy is interp​reted, Indian textbooks commonly have pictures of various places of worship-a Christian church, a Hindu temple, a Sikh gurdwara, and a Muslim mosque-with the caption «secular India». A similar device used in Indian textbooks is to show a group of men in obviously sectarian dress and appearance, with different houses of worship clearly visible behind them, while the caption reads, «Right to Freedom of Religion».

In the section on relations with Pakistan, the textbook states that «India has always tried to maintain friendly relations with Pakistan. The problem is that even after division of the country, there is still a good number of Muslims living in India... It is because of this that Pakistan continuously interferes in our internal matters»
.

Indian Textbooks under Fire


We have already seen that the Pakistani textbooks rely on nega​tive nationalism to instill a sense of national identity and patriotism in the young. While the Indian system uses negative nationalism to a more limited extent, usually in regard to representations of Muham​mad Ali Jinnah, the partition of India, the role of the Muslim League, and the Pakistani role in the Kashmir dispute. The Indian approach is more complicated than the Pakistani. While the Pakistani system wants to exclude non-Muslims (whether they be Pakistani or not) from Pakistani history and national life, the Indian system consciously works to include everyone residing in India.

There are strong parallels between the Indian approach and multiculturalism as an academic and political perspective in the United States. India has always had difficulty integrating its various religious communities, particularly Muslims, into a legitimate polity with a common civic identity and has consciously attempted to use textbooks and education as a means for achieving this end.

For the United States, the problem has been one of race. Until the Civil Rights movement, non-white minorities were largely excluded from national life. The United States is now trying to integrate non-white minorities into the national mainstream. Rather than push for color-blind assimilation, the United States has chosen to adopt a policy of «multiculturalism», which emphasizes that each ethnic group and racial minority has the right to its own distinct identity and culture and that these myriads of groups are all equal. This approach has led to enormous changes in American school curricula and how American history and ideals are taught. As a result, many American textbooks have consciously moved to become more «inclusive» and usually have separate sections on the positive contributions of numerous ethnic groups.

In India the painful and divisive issue has been religion rather than race. India has therefore since its founding attempted to enact a similar policy regarding its numerous religious minorities. Yet research suggests that this approach may have failed to fully convince children of the Hindu majority to accept the government-approved definition of secularism. In the 1999 election, the BJP touting a Hindu nationalist agenda came to power, winning 23% of the vote in a many-cornered race, the highest vote count ever for the Hindu right. That this outcome occurred despite almost 40 years of consciously secular education suggests that many Hindu Indians continued to find Hindu nationalism attractive despite years of school socialization empha​sizing secularism. A partial explanation for this paradox was offered by Krishna Kumar, who compared Indian and Pakistani textbooks in an important study that used Indian and Pakistani representations of the independence struggle as its primary research variable
. His study made a number of findings that directly relate to the problem of reconciliation between Indians and Pakistanis.

Kumar found that the Indian approach to the teaching of history often left students confused and unwilling or unable to absorb the pluralist doctrine of the secular textbooks. Students tended not to differentiate between the Muslim League and its leader Muhammad ali Jinnah who are depicted in a critical and negative fashion in their textbooks and the «Muslims», as a community. This distinction is often too subtle and the two become one and the same. As a result, many students leave school convinced that it was «the Muslims» who broke away from India to establish a Muslim state, and that, given this history India was established as a Hindu counterpart to Pakistan. Kumar also discovered that Hindu students are taught that the independence of India meant that India was finally free of «foreign» rule and could pursue its own identity. In the minds of many students it is not clear whether «foreign» rule refers solely to British impe​rialism or also to the long period of Muslim rule that preceded it (as asserted by the Hindu nationalist parties). In addition, secularism is not firmly identified as an Indian concept. Many students come to believe that since secularism is an essentially «foreign» concept, it too should be discarded and replaced with Hindu nationalism.

This movement away from secularism is reinforced by the way that Indian textbooks have depicted the medieval period, when much of India was ruled by Muslims. Despite the emphasis of the secular narrative on nonsectarian «balance,» Kumar found a negative under​tone or subtext in Indian schoolbooks that suggests Hindus were enslaved by Muslims during this period.

If Kumar’s findings are correct, the Indian school system has in many instances failed to establish secularism as the Indian norm. But if so, this failure is due not only to the internal weaknesses and contradictions of the secular narrative but also to the fact that the secular textbook is challenged by sources of information external to the classroom. These alternative sites of cultural knowledge some​times transmit the message of the Hindu nationalists and contrast with the government approved secular approach and do so in a much more powerful and effective way than Indian textbooks. The Hindu child may thus be exposed to one message at school but to very different information from her family, respected cultural figures, and the popular media. With increasing privatization, the Indian government no longer enjoys a media monopoly. When it comes to historical issues, private media, with an eye to commercial values, often broadcast messages at variance with the official narrative. For example, the national television captivated the nation with dramatic serials titled «Buniyaad, (Foundation — 1987)» and «Hum Log (We People — 1986)» which portrayed the officially sanctioned version of partition. Since then, private networks have broadcast their own serials with a much different view of the same subject. Private channels also broadcast patriotic programming on national holidays that takes a more anti-Muslim and anti-Pakistan view than that seen on the official network.

There is also a school of vernacular literature, primarily in Hindi, whose authors are strongly influenced by Hindutva and celebrate the Hindu nationalist view of Indian history in popular novels, widely read by the common man. For most Indians, Hindi films produced in Bombay (Bollywood) are the principal form of entertainment and often more effectively shape attitudes on crucial subjects than does the school curriculum. Bollywood films have sometimes projected a Hindutva view of Indian history that contradicts the message of the school textbooks. One example was the Hindi film «Gadar»
, released at the height of BJP rule, which presents a heavily distorted view of the partition of 1947. In the film, a Sikh takes in a Muslim girl separated from her family which migrated to Pakistan during partition, and falls in love with her. When her she finally locates her family in Pakistan, she goes on a family visit and is not allowed to return to her family in India. Instead, her parents ignore her marriage to an Indian and non-Muslim and try to force her to marry a Muslim Pakistani. Her Indian husband then goes to Pakistan to rescue her. In Pakistan he is brutally tortured and beaten and fights off hoards of attackers to return with his wife to India, where they are greeted as heroes. The film remains among the most popular ever released in India and was greeted by wild acclaim by Indian audiences when first released. This is only one of many Bollywood films that espouse a negative view of Indian nationalism and paint a hostile picture of Pakistan and its Islamic culture.

Hindu nationalists have long argued that the multicultural app​roach to the teaching of Indian history goes too far to patronize reli​gious minorities, especially Muslims, while unnecessarily denigrating the achievements of Hindu civilization and de-emphasizing the link between Hindu culture and Indian culture. After the BJP came to power, it appointed Murli Manohar Joshi, a confirmed Hindu natio​nalist, as the new minister of Human Resource Development. In turn, in July 1999 Joshi appointed another Hindu nationalist, J.S. Rajput, as the new director of the National Council of Educational Research and Training. Rajput, working closely with BJP ideologues, then devised a new National Curriculum Framework for Secondary Education (NCFSE), which the BJP has used as its justification to rewrite history textbooks.

The BJP’s proposals to revamp textbooks were met with stout resistance from the Indian intellectual and academic communities, which viewed the move as a betrayal of the Indian education system. S. Inayat A. Zaidi, professor of history at Jamia Millia Islamia in New Delhi, stated that the purpose of teaching history in Indian schools was», to protect young minds from the communal and colonial men​talities generated by the Anglo-Indian writers and then the communal Hindu and Muslim historians». It was the obligation of the state through its educational policies to «develop critical faculties in stu​dents which would enable them to understand the evolution of society in which they live». Zaidi harshly criticized the program of the BJP to alter history education reflected its determination to ensure that «impressionable students are not taught history which develops rational and scientific thinking but instead are taught pure mythology, astrology and theology…»


When the government began introducing the new textbooks into the schools, secular and leftist historians and educators filed a court case attempting to block them on the grounds that the introduction of the study of religion in Indian schools violated Clause (1) of Article 28 of the Indian Constitution, which prohibits religious instruction in state-run or-aided schools. The opponents objected to a number of clauses in the NCFSE, arguing that the proposed curriculum changes were nothing more than smuggling Hindu nationalism into the curriculum
.

The opponents argued specifically against clauses calling for the introduction of the study of religion into the curriculum. A reading of the document indicates that there are a number of proposals that are potentially controversial. Chapter 1 of the NCFSE praises traditional Indian education for its emphasis on philosophy and religion. It states that,


Although it is not the only source of essential values, it [religion] certainly is a major source of value generation. What is required today is not religious education but education about religions, their basics, the values inherent therein and also a comparative study of the philosophy of all religions
.

The report takes a thinly veiled hostile stance toward the Westernized elite that has heretofore dominated the curriculum pro​cess in India, and its presentation of «secularism,» stating that,


Since India is the most ennobling experiment in spiritual co-existence, education about social, moral and spiritual values and religions cannot be left entirely to home and the community. School education in the country seems to have developed some kind of neutrality toward the basic values and the community in general has little time or inclination to know about religions in the right spirit
.

The NCFSE at one point complains that «a sizeable segment of the contemporary Indian society seems to have distanced itself from the religio-philosophic ethos, the awareness of the social design, and the understanding of the heritage of the past».
 The document then calls for a renewed emphasis on «Indian» (read pre-Islamic) contri​butions to world civilization. The document also makes liberal use of Sanskrit terminology throughout, and urges all schools to emphasize the teaching of Sanskrit, even though the language is that of the Hindu scriptures and is closely identified with the Hindu religion. In October 2002, the Supreme Court of India ruled in favor of the government, authorizing the use of the BJP textbooks into the classroom.

As expected, the narratives of the new BJP-sponsored textbooks marked a fundamental departure from the secularist discourse of their predecessors. Among the most important changes in their represen​tation of the past are the following
:

· The Indus Valley Civilization, which many scholars claim predates the advent of Hinduism, was often described as a «Hindu Civilization».

· The Aryans, who most scholars acknowledge were a pastoral group that invaded India from Central Asia, were portrayed in some of the new textbooks as indigenous Indians.

· Muslims were subjected to subtle and explicit «othering»: they were portrayed as «invaders» of India who systematically assaulted Hinduism during their rule.


· The assassination of Mahatma Gandhi by a Hindu nationalist was either expunged or obscured. Gandhi himself was some​times subtly criticized, or, more commonly, ignored.

· Negative references to the caste system and Hindu culture and institutions, which were common in the pre-BJP secular textbooks, were rare in the BJP textbooks.

· Ancient Hindu civilization and its contributions to science, mathematics, and astronomy were emphasized.


The Failure of Both Countries


Our examination of the production of history syllabi and textbooks and their application in India and Pakistan points to the failure of both countries to adequately educate their students in their own history and particularly in the history of their neighboring country. The curricula have most egregiously failed in the area of reconciliation. They have failed to provide students with the infor​mation and education they need to initiate reconciliation with the populations of their neighbor and conduct normal interaction. Instead, they have perpetuated negative stereotypes and enmity.

We have seen that in the case of Pakistan the intent was conscious, in that the education was based on imparting a negative nationalism that represented non-Muslims, and primarily Hindus, as the inherent enemies of Islam. This approach was intended to instill in Pakistani students a type of Islamic exclusivism and anti-Hindu prejudice. This methodology had an unintended consequence, howe​ver, in that it also encouraged many Pakistani students to fall under the spell of Islamic fundamentalism and radicalism.

This approach also marginalized non-Muslim Pakistanis and made them feel they did not belong in the country of their birth and citizenship. It also indirectly encouraged the growth of a violent extremist Islamic ideology that preached the disenfranchisement and expulsion of non-Muslim Pakistanis from the country.

In addition, the failure of the Pakistani government to adequately fund and administer its public education system led to the creation of a parallel system, the madrassas, which remain largely beyond the control of the Pakistani government and, in many cases, openly teach extremism and hate. The combination of the negative nationalism found in the public schools and the bigotry found in many madrassas has fueled domestic and international terrorism and undermined the political stability of Pakistan.  


In India, the drafters of the history curriculum for most of the postcolonial period have been predominantly Westernized intellec​tuals, who often profess leftist or socialist beliefs and were dedicated to creating a secular society free of communalism and hatred. Their value system was not shared by the majority of Indians for whom a conscious religious affiliation is a principal component of their iden​tity. Sometimes these heavy-handed attempts to indoctrinate Indian students  backfired, however. Hindu students and their parents have chafed under the criticism of some Hindu ideas and practices contained in the curriculum. In addition, the «all religions are equal» approach has alienated many Hindu students, who ask why the obviously dominant religious group is equated with groups much smaller in numbers and influence. The attempts to embrace a multicultural approach and be fair to the Islamic minority have often appeared patronizing and insulting to both Hindu and Muslim students alike. In the end, the curriculum often unconsciously contributed to a growing divide between Hindus and non-Hindus, the exact opposite of its intent.

This approach has also affected Indian views regarding Pakistan, for the curriculum has not adequately explained why the two countries came into being and has laid too much emphasis on the perceived failings of the Muslim League and the British, while refraining from criticism of Indian nationalists, most particularly the Congress Party and ignoring the actions of Congress leaders that contributed to partition. Many Indian students cannot help asking, after studying their history texts, «If Pakistan is a Muslim state, why isn’t India a Hindu state?» On coming to power, the BJP government took advantage of these attitudes, altering India’s national narrative to embrace elements of negative nationalism and explicitly scapegoat Islam, the Muslims, and Pakistan.

The Prospects for Change: Pakistan


Many thoughtful parents and educators in both Pakistan and India have argued that the long-dominant cultural policies had to be discarded because they seriously undermined the prospects for inter​communal peace and national prosperity. We now ask whether their consistent advocacy of positive change in the narratives of both India and Pakistan have had an impact and resulted in changes in textbooks and curricula.

In Pakistan the Musharraf government was aware that it inherited a political whirlwind, created in large part by the attempts of previous governments to indoctrinate generations of Pakistanis with strident negative nationalism based almost totally on identification of Pakistan with Islam. Musharraf and his senior government officials would later acknowledge that these efforts actually contributed to the growth of radical political and religious forces that came to challenge the Pakistani state, particularly the Pakistani Taliban and the system of madrassa education. More and more Pakistanis also became convin​ced that the history curriculum must be reformed if Pakistan is to reduce political and military tensions on the subcontinent and become a viable state. Liberal- and secular-minded Pakistanis were already tired of decades of dominance of the education system by religious conservatives and supported efforts to revamp the Pakistani curri​culum and bring it closer to the global mainstream, to provide their children with a greater chance to participate in the world economy and reap its benefits. Reflecting the concerns of liberal civil society, the Sustainable Policy Development Institute, a Pakistani nongovern​mental organization, issued a report entitled «The Subtle Subversion,» which documents the self-defeating biases of Pakistan’s textbooks, particularly narratives that glorify war, violence, prejudice, and bigotry
. 


Demonstrating its commitment to the survival of secular thought in Pakistan, the report calls for a national debate on the need to rewrite Pakistan’s textbooks according to balanced, objective standards. Pakistani reformers attempt to legitimate this agenda by invoking the liberal philosophy of Mohammad Ali Jinnah, the revered founding father of the state, which has often been expunged or twisted by Islamic conservatives. They argue that Jinnah, as a confirmed secu​larist, would have been appalled by the current theocratic ideology of the Pakistani state. The authors of the report effectively quote from Jinnah’s speeches at the time of independence on the importance of developing a modern nonsectarian national identity for Pakistan
.

Since the advent of Islamic extremist violence aimed at Pakistani society and the Pakistani state, many of the more pious Pakistanis without a secular or western-oriented outlook have come to share these views, and support calls for more moderate textbooks in Pakistan.

Interestingly, textbooks already exist in Pakistan that could serve as models for a reformed national curriculum. As noted above, Pakistanis at many elite English-medium schools study the govern​ment-approved textbooks primarily to pass the government-mandated examinations. However, this small minority of students also has access to many objective sources of knowledge about the history of the subcontinent and often relies on those to provide a more accurate picture of the past.

The most objective texts are used by Pakistani students who take the so-called O Level exams. Students who pass these examinations are eligible to go to the United Kingdom for higher education and are far more likely to gain admittance to universities in other countries, particularly the United States, which remains a favored destination for higher education. In Pakistan, a degree from a Western country is often viewed as a prerequisite to success in business and the pro​fessions.

Pakistan: A Historical and Contemporary Look by Farooq Bajwa is representative of the quality of O Level textbooks
. While it fully supports Pakistani nationalism, the text avoids negative nationalism and many of the objectionable elements found in standard texts. Examples of «positive nationalism» and balanced representations include:

· Ancient Hindus knew a great deal about the solar system through the use of telescopes and they plotted the movement of stars and planets. The Arabs later benefited from the scholarly heritage of Hindus and Greeks. In particular, Mus​lim scientists drew on Hindu contributions to medicine, astrology and mathematics (p. 6).


· The caste system still plays an important role in the lives of modern Indians, in spite of an official Indian government policy to outlaw discrimination on caste grounds.

· The most infamous of King Mahmud’s many raids on Hindu houses of worship was on the temple at Somnath in 1025. The sacking of Somnath ensured that Mahmud would be seen as a barbarian by later Indian historians (p. 15). 


· The Muslim ruler Akbar is depicted as one of the most influential rulers ever to govern the subcontinent. Although his unorthodox views on religion earned him many enemies among Muslims, his aversion to religious dogma reflected his desire to rule over millions of Hindus peacefully (p. 37).


· Aurangzeb, the Muslim ruler, did not hesitate to appoint Hindu advisors and rely on their counsel. The text notes that «Although Aurangzeb has been alternately portrayed as the sword of Islam or a narrow-minded conservative, neither seems to be the case» (p. 46).


· By 1916 Jinnah was one of the leading figures in the increasingly active independence movement. For many, he was a perfect example of a person who commanded the respect and admiration of both Hindus and Muslims. Alt​hough the growth of Gandhi’s influence alienated Jinnah from the Congress Party, Jinnah did not give up on the idea of reconciling the Muslim and Hindu communities for the task of independence (p.71).


· The presidency of Ayub Khan was marred by the 1965 war with India over the disputed territory of Kashmir.  Infiltration by armed Pakistani groups into Indian-occupied Kashmir in August 1965 provoked India to retaliate (p. 136).


· Bengalis, whether Muslim or Hindu, take great pride in their local language and culture. Bengalis suffered discrimination in Pakistan, and resented their underrepresentation in the Pakistan Army, civil service, and judiciary (p. 139).


· The crisis over Bangladesh was inevitable when the Pakistan army in 1971 imposed a brutal crackdown on East Pakistan. On a single night «thousands of civilians were killed... If there had been any hope of saving Pakistan, ... it was lost on the night of 25/26 March» (p. 141).


· Pakistan has among the worst basic social services, including health and education, in the world. «One of the major reasons for this is Pakistan’s high military expenditure. In 1990, only Iraq, Angola, Somalia and Ethiopia were spending more than Pakistan on defense as opposed to social spending on health and education» (p. 164). 


After the extraordinary political shock of 9/11, President Mushar​raf seemed ready to support more objective Pakistani textbooks for all students when he stated that «sectarianism, religious intolerance, and violence» had reached crisis proportions in Pakistan
. Musharraf tried to convince the people of Pakistan that they had deviated from Jinnah’s ideology and he «has most explicitly and forcefully reiterated Jinnah’s vision of a liberal, secular, and democratic Pakistan»
. Musharraf’s dramatic call after the attacks of September 11, 2001, that Pakistan develop an identity rooted in moderate, modern Islam were clearly influenced by pressure from the United States and Pakistan’s need for American and international financial assistance if its eco​nomy is to avoid collapse, but also seemed to reflect Musharraf’s personal views that he held before 9/11. Although Musharraf had relied on support from religious conservatives to strengthen his government, most observers agree that his personal views were relatively progressive and secular and that he wanted to see Pakistan join the ranks of modern nations. The destruction of the Taliban regime by U.S. forces shortly after Pakistan withdrew its long-standing support for Afghan fundamentalism also eliminated an important impulse for Islamic radicalism in Pakistani politics and society, providing Musharraf with a window of opportunity to espouse his views. Musharraf’s attempt to implement changes in Pakistan’s curriculum were spotty and largely ineffectual. Pakistan’s failure to resolve the forces unleashed by years of dogmatic negative nationa​lism has contributed to violent extremism.

The overall prospects for reforming Pakistan’s national narrative are poor. Despite his rhetoric, Musharraf’s efforts to alter the value system of Pakistan were marked by extreme caution, in part because of the fierce resistance of Islamic groups and Islamic political parties to even modest efforts to reduce the vilification of Hindus and foreigners in the curriculum. The virulence of this opposition was evident when Islamic parties staged a parliamentary walkout in March 2004 to protest the removal by the Education Ministry of Qu’ranic verses from biology textbooks
. Such resistance has continued to plague the reform of education in Pakistan. Musharraf also encoun​tered strident opposition to bringing even a semblance of government control to the vast system of madrassas.

His successor, Ashraf Zardrari shares many Musharaf’s critical view of the Pakistan eduation system and also believes it must be reformed, he has been too immersed in Pakistan’s problems to make the far-reaching changes required.

The failure of Musharraf and Zardari to confront negative natio​nalism was due not only to political weakness but to political prefe​rences that lock Pakistan into a hegemonic, self-defeating narrative. Pakistan’s military has long depended on and exploited Pakistan’s Islamist groups as a source of popular support to divide domestic opposition to military rule, particularly by moderate, secular parties
. Perhaps most important, Pakistan’s jihadist culture deflects domestic political, ethnic, and socioeconomic grievances onto demonized exter​nal actors, particularly India, legitimating the claim of the military to rule in times of dire threat. Musharraf was generally unwilling to abandon this entrenched justification for military rule, apparently convinced that temporizing was less dangerous to his political survival than moving forcefully to change Pakistan’s fundamentalist culture. In the end, it was this very closeness to Islamic fundamentalism that so alienated Musharraf from Pakistani society and compelled him to leave power. Likewise, the assassination of Benazir Bhutto by these same Islamic Fundamentalist forces brought renewed legitimacy to her secular oriented Pakistan Peoples’ Party and propelled her wido​wer Ashraf Zardari to power.

The Prospects for Change: India

Unlike Pakistan, chauvinistic narratives in India must vie for hegemony with a resilient secular outlook that is broad-based and deeply rooted and has reasserted its political dominance with the 2004 election of a Congress coalition to power. The failure of the BJP to unseat the Congress Party and return to power in the 2008 election is further proof that the  the Hindutva strain of Hindu nationalism is in retreat, and that the BJP will have to devise a new less exclusionist political approach if it hopes to recapture power in New Delhi. The growth of the sectarian movement led by the BJP and other Hindu nationalist organizations was fed by nationalistic discourse that further alienated Pakistan and India and deepened the divide between Hindus and Muslims in India. In the years after its electoral victory in 2004, the United Progressive Alliance, led by the secular Congress Party, moved to «detoxify» the history curricula in India of caustic discourse and has returned many of the pre-BJP textbooks to the classroom. These moves were welcomed by most educators and parents.

Rakshanda Jalil, a leading Muslim intellectual at Jamia Millia Islamia University (JMI) confirmed that Indian Muslims were gene​rally pleased with the way the UPA government was handling the preparation of the new texbooks, which were to be guided by the following broad goals outlined by the government. These goals include:


· Presenting history as an academic discipline rather than pro​paganda.


· Depicting Islam and Pakistan in a fair and accurate way.


· Emphasizing that history, as the objective study of the past, is directly relevant to the present.


· Introducing more effective teaching methods and moving away from rote-learning.

· Deemphasizing elitist history and stressing the record of everyday life.

Although the reintroduction of a standardized secular curriculum has been inexorable and has won widespread support from teachers and parents, a secular narrative in India must rest on a stronger foundation than the recent Congress Party victory if it is to resist future challenges from Hindu nationalists. As we have seen, the Cong​ress Party in its efforts to advance civic harmony actually promoted the decay of secularism and the attendant rise of religious nationalism. Through its dogged non-sectarianism and evenhanded treatment of all religions in a nation that is overwhelmingly Hindu, the Congress Party alienated many of its constituents. The United States, in which the large majority of the population is Christian has faced the same dilemma and has found ways to place proper emphasis on its Judeo-Christian heritage without unduly excluding its non-Christian popu​lation. It would behoove India to examine methods used in the United States when crafting a more realistic approach that places due emphasis on Hindu contributions to Indian society and culture without defining Hinduism at India’s cultural identity.

Other factors have undermined secular institutions and values. Indira Gandhi’s attack in the 1970s on India’s independent judiciary and civil service and her strangling of inner-party democracy in the Congress Party weakened India’s ideological and institutional defen​ses against the toxins of religious nationalism. Matters were made worse when the Congress Party, aware of its decline as an authori​tative national political force, carefully but increasingly adopted nationalist and religious rhetoric to strengthen its electoral base in its ongoing struggle with the BJP («soft Hindutva»). Congress oppor​tunism could result in a future scenario in which, secularism could be inadvertently sacrificed to the exigencies of political mobilization for electoral gain.

Nevertheless, important barriers exist to the spread of religious nationalism in India. The BJP’s primary constituency inhabits India’s middle and upper classes, and substantive BJP appeals to the lower classes (or castes) stand to alienate this essential base. The BJP loss in national elections in 2004 illustrates this constraint. The remarkable economic growth and wealth creation that took place under the BJP did not reach sufficient numbers of India’s poor, and the BJP was punished at the polls for its failure to reach beyond its middle-class base except in terms of cultural policy. India’s poor sealed the fate of the BJP because they voted not on the basis of Hindutva but on the basis of their economic interests. Here the Congress Party has a relative advantage. Unable to bridge the class and caste gap, the BJP has turned to bitter infighting that has divided the religious nationalists from those bent on fostering economic liberalization. The BJP has also been forced into coalitions with regional parties which are often much less interested in advancing religious nationalism than the BJP ideologues. As a result, the BJP has been forced to gut part of its radical agenda in the interest of building winning coalitions.

Perhaps most important in terms of the survival of Indian secu​larism, civic nationalism is still an important ideology in India’s civil society and in its governmental institutions. Similarly, India’s major political actors still accept political pluralism as the only game in town and are willing to accept defeat at the polls and return to contest the next election from the opposition. This political reality stands in stark contrast to the situation in Pakistan, where the decay of secularism has been steady since the founding of the state in 1947.


In Lieu of a Conclusion  


In both Pakistan and India the history textbook remains hostage to politics, albeit to different degrees and in different ways. Similarly, political and civic forces still exist, if to different degrees, in both countries that may help protect or advance a secular narrative. What should be done by internal and external actors to develop a moderate, politically viable curriculum in history education? Here we offer some suggestions:

· Sufficient external pressure should be placed on the new civilian leadership of Pakistan to act boldly in the sphere of educational reform. The United States should use its signi​ficant leverage over Pakistan in this regard, making future aid packages conditional on civic and educational reforms that are crafted by the Pakistanis themselves.

· Even if enacted, educational reform in Pakistan is likely to survive only if authentic democratization empowers moderate forces in Pakistan. The United States should encourage the new, fragile democratic regime of Pakistan to broaden civil and political participation. Authentic pluralism has contained radical Islamist influence in the past, and it is only when Pakistan’s government, and particularly the Pakistani military, seeks the support of radical Islam to legitimate its rule or to pursue strategic objectives that the political influence of destructive sectarianism increases. The United States should also press Pakistan’s political and security elites to stop supporting radical Islam
.

· Scholars from both countries must work together to draft textbooks that are objective and accurate. Some efforts have already been made in this area. European and North American governments and NGOs should lend their expertise to this effort.


· Domestic and internal forces for reform and moderation should press for the widespread adoption of textbooks already in use in private English-medium schools and their translation into South Asian vernaculars that vastly increase their access. Particular attention should be given to textbooks that are used for the O Level examinations.


· Both countries should make a concerted effort to insure that textbooks in vernacular languages that are used by the vast majority of students are of the highest quality. The translation of respected English-language textbooks would be a logical, if only interim, first step. Romila Thapar and South Asian historians with her high level of expertise will continue to draft their own textbooks. They should be asked to oversee their translation into vernacular languages to ensure that they remain true to their original intent.

Perhaps only sustained and concentrated pressure on both Pakistan and India from parents who recognize of the value of civic discourse and are concerned for the future of their children will produce textbooks that are not only objective but also sympathetic to the perspectives, problems, and aspirations of the Other. Such pressure would advance reconciliation between two states whose relations have long been marked by hostility. As Pakistani historian K.K. Aziz writes, «History ought to be above the laws of government and the whims of paid scholars. It should present facts as if they were divine edicts: beyond cavil, clear as crystal, the voice of ultimate authority, ineradicable, immovable, irresistible, hewn in granite»
.

Наукове видання


Історична освіта в полікультурному суспільстві: 
виклики та перспективи для України

Матеріали міжнародного круглого столу


Київ, 14 липня 2010 р.


Оригінал-макет  Зубець Л.А.

Підписано до друку 22.06.2011 р. Формат 60х84/16.


Ум. друк. арк. 8,66. Обл. вид. арк. 7,71.


Тираж 300. Зам. 11. 2011.


Поліграф. д-ця Ін-ту історії України НАН України.


Київ-1, вул. Грушевського, 4.

� Except for Kul’chytskyi et al. the titles of the first generation textbooks are given in a transcription from Russian. This is because I read the Russian translations.



� For a list of approved textbooks, see Osvita Ukrainy, 2004, no. 60–61, p. 15.



� For the first national curriculum of the History of Ukraine course, see  Ministry of Education (1996).



� For an example of this attitude, see the open letter of February 2005 which criticises a campaign led by communist deputies to rehabilitate the Soviet regime, particularly regarding its role in World War II. This letter, which was addressed to the president and parliament, was signed by a number of well-known historians (Hurzhi, 2005).



� For the new curriculum, see Navchal’na Programa dlia Zahal’noosvitnikh Navchal’nykh Zakladiv (12 Richna Shkola), Istoria Ukraina, 5 Klas (2005) (teaching programme for 12 year comprehensive schools, 5th class).



� Jon Dorschner holds a Ph.D. in South Asian Studies and is a Foreign Service officer with the U.S. Department of State. Thomas Sherlock is a professor of political science with a Ph.D. in comparative politics. He teaches at the United States Military Academy at West Point.  



� Our reference to the primordialist-constructivist debate is necessarily brief and simplified. For a recent thoughtful discussion, see James D. Fearon and David Laitin, «Violence and the Social Construction of Ethnic Identity,” International Organization 54, no. 4 (Autumn 2000), pp. 845–77.



� For an interesting discussion of this issue, see Peter J. Katzenstein, ed., The Culture of National Security: Norms and Identity in World Politics (New York: Columbia University Press, 1996). 



� Esther E. Gottlieb, «The Discursive Construction of Knowledge,” International Journal of Qualitative Studies in Education 2, no. 2 (1989), pp. 132–44.



� The collapse of the Soviet Union is a good example. For an assessment of the power of discursive shifts as well as their unintended consequences in the late Soviet period, see Thomas Sherlock, Historical Narratives in the Soviet Union and Post-Soviet Russia (New York: Palgrave, 2007). 



� E.H. Dance, History the Betrayer: A Study in Bias (Westport, Conn.: Greenwood Press, 1975), p. 54. 



� Charles E. Merriam, The Making of Citizens (New York: Teachers College Press, 1931).



� K.K. Aziz, The Murder of History: A Critique of History Books Used in Pakistan (Delhi: Renaissance Publishing House, 1998), pp. 242–43.



� Alexander Wendt, Social Theory of International Politics (Cambridge: Cambridge University Press, 1999), p. 222.



� Indian and Pakistani authors and filmmakers have done a masterful job of presenting the horror of this era. See Bapsi Sidhwa, Ice Candy Man (London: Penguin Books, 1989), subsequently made into a film, 1947, by Deepa Mehta; Bisham Sahni, Tamas (London: Penguin Books, 1988), subsequently made into a film by Govind Nihalani; Khushwant Singh, Train to Pakistan (New York: Grove Press, 1956), subsequently made into a film by Pamela Rooks; Saadat Hasan Manto, Mottled Dawn (London: Penguin Books, 1997); and Tathagata Roy, My People Uprooted (Calcutta: Arun Goswami, 2002).



� Dennis Kux, The United States and Pakistan (Baltimore: Johns Hopkins University Press, 2001), p. 22.



� Economist, March 18–24, 2000.



� Report of the Secondary Education Commission, 1952, p. 5.



� Krishna Kumar, Prejudice and Pride: School Histories of the Freedom Struggle in India and Pakistan (New Delhi: Penguin Books India, 2001), p. 11.



� Neeladri Bhattacharya, Teaching History in Schools; The Politics of Text�books in India, History Workshop Journal, Issue 67, Spring 2009, p. 100.



� I.B.I.D., p. 100



� Aziz, The Murder of History, p. 1.



� Ibid.



� Kumar, Prejudice and Pride, p. 5.



� Ibid., p. 6.



� Aziz, The Murder of History, pp. 242–43.



� A Board of Senior General Knowledge Teachers, Jadid Mu’ashrati Ulum (Lahore: West Punjab Textbook Depot, n.d.), p. 4.



� Muthar Hashmi et al., Mu’ashrati Ulum (Peshawar: NWFP Textbook Board, n.d.), p. 16.



� Abdur Rauf et al., Mu’ashrati Ulum (Peshawar: NWFP Textbook Board, n.d.), p. 11.



� Ibrahim Shamim and Haji Fazal Ahmed, Social Studies for Class 8 (Lahore: Punjab Textbook Board, 2002).



� Musa Khan Jalalzai, Sectarianism in Pakistan (Lahore: A. H. Publishers, 1992), p. 287.



� «Musharraf’s Plan for Religious Schools», Pakistan News Service, April 12, 2001.



� General Musharraf, television interview with CNN, September 30, 2001.



� Ibid.



� «Religious Parties Reject Madaris Education Board Ordinance», Pakistan News Service, August 20, 2001.



� Owais Tohid, «Pakistan, US Take on the Madrassahs», Christian Science Monitor, August 24, 2004.



� «The Future of Islamism in Pakistan», Riyaz Punjabi, World Focus, Volume 26, Number 3, March 2005.



� Ibid.



� The Central Intelligence Agency, The World Factbook 2002 (Dulles, Va.: Potomac Books, 2002).



� Interview with Jon P. Dorschner on March 26, 2005.



� S.L. Kaeley, A Combined Course in History and Civics (Delhi: Inter University Press, Ltd., 2000).



� H.K. Bagga and Indrani Choudhury, A Textbook of History and Civics (New Delhi: Jay Cee Publications, 2002).



� Kaeley, A Combined Course in History and Civics, p. 10.



� Bagga and Choudhury, A Textbook of History and Civics, p. 124.



� Ibid., pp. 178–79.



� Kumar, Prejudice and Pride. New Delhi: Viking/Penguin Books, 2001.



� Gadar (Ek Prem Katha), (2001), directed by Anil Sharma, Starring Amrish Puri, Sunny Deol, Ameesha Patel.



� «History Rewritten or Written with a Purpose», S. Inayat Ali Zaidi, University Today, January 15, 2002.



� Rajeev Deshapande, «School Curriculum: Changing Course», India Today, September 30, 2002, p. 30.



� National Council of Educational Research and Training (NCERT), National Curriculum Framework for School Education (New Delhi: NCERT, 2000), p. 14. 



� Ibid., p. 26.



� Ibid., p. 6.



� For an assessment, see Irfan Habib, Suvira Jaiswal, and Aditya Mukherjee, History in the New NCERT Textbooks: A Report and an Index of Errors (Kolkata: Indian History Congress, 2003).



� For the report, see the SDPI Web site at � HYPERLINK "http://www.sdpi.org" ��www.sdpi.org�. Accessed on January 10, 2005.



� See the article by the physicist A.H. Nayyar, one of the authors of the SDPI report, at � HYPERLINK "http://www.jang.com.pk/thenews/mar2004-daily/16-03-2004/oped/o5.htm" ��www.jang.com.pk/thenews/mar2004-daily/16-03-2004/oped/o5.htm�. Acces�sed on January 10, 2005.



� Farooq Bajwa, Pakistan: A Historical and Contemporary Look (Karachi: Oxford University Press, 2002).



� Independence Day Speech, August 14, 2002. 



� Stephen Philip Cohen, «The Nation and the State of Pakistan», Washington Quarterly 25, no. 3 (2002), pp. 109–22.



� For the press report, see � HYPERLINK "http://www.dawn.com/2004/03/13/top1.htm" ��www.dawn.com/2004/03/13/top1.htm�. Accessed on January 25, 2007. 



� For a good exposition of this dilemma see — Pakistan: Between Mosque and Military by Hussain Haqqani, published by the Carnegie Endowment for International Peace — 2005, and, The Idea of Pakistan, by Stephen P. Cohen, published by the Brookings Institution, 2006.



� On this point, see Husain Haqqani, Pakistan. Between Mosque and Military (Washington, D.C.: Carnegie Endowment for International Peace, 2005), p. 327.



� Aziz, The Murder of History, p. xv.







58

57





