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Abstract: The Dars-i Nizami is one of the most influential curricula in the history of Islamic education in the
Indian subcontinent. Systematized by Mulla Nizam al-Din Sihalwi in the scholarly milieu of Farangi Mahall
in Lucknow during the eighteenth century, it combined Arabic language studies, logic, philosophy, theology,
jurisprudence, Qur’anic exegesis, and hadith within a text-centred pedagogical structure. This study examines
the curriculum’s historical formation, classification of disciplines, principal course contents, teaching
practices, institutional diffusion, and modern transformation. It employs qualitative document analysis and
distinguishes the original Farangi Mahall programme from the later curricula commonly called Dars-i Nizami.
The findings show that the programme did not emerge as a fixed and wholly new syllabus; rather, it reorganized
earlier South Asian madrasa traditions according to the intellectual and occupational needs of the late Mughal
period. Its early form gave considerable weight to Arabic grammar, rhetoric, logic, philosophy, theology, and
disputation, while later institutions, especially Deoband, increased the share of hadith, Qur’anic exegesis, and
jurisprudence. Later institutions adapted this shared framework to distinct theological, institutional, and social
priorities. The study concludes that the historical continuity of Dars-i Nizami rests not on immobility but on
repeated adaptation. Its contemporary renewal requires the preservation of competence in classical texts
together with stronger research, communication, critical-thinking, and language skills.
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Oz: Ders-i Nizami, Hint alt kitasindaki Islam egitim tarihinin en etkili miifredatlarindan biridir. 18. yiizyilda
Molla Nizameddin Sehalevi tarafindan Leknev’deki Firengi Mahal ilim ¢evresinde sistemlestirilen program;
Arap dili, mantik, felsefe, kelam, fikih, tefsir ve hadis 6gretimini metin merkezli bir pedagojik yap1 i¢inde
birlestirmistir. Bu ¢aligma, miifredatin tarihsel olusumunu, ilimler tasnifini, baslica ders iceriklerini, 6gretim
yontemini, kurumsal yayilimimi ve giiniimiizdeki doniisiimiinii incelemektedir. Nitel dokiiman incelemesine
dayanan arastirmada Firengi Mahal’de olusan 6zgiin program ile daha sonra ayni adla uygulanan miifredatlar
birbirinden ayrilmistir. Bulgular, Ders-i Nizdm1’nin biitiiniiyle yeni ve degismez bir ders listesi olarak ortaya
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cikmadigint; 6nceki Hint medrese birikimini ge¢ Babiirlii doneminin ilmi ve mesleki ihtiyaglari dogrultusunda
yeniden diizenledigini gostermektedir. ilk programda Arap dili ve beligatin yani sira mantik, felsefe, kelam ve
miinazaraya genis yer verilmis; sonraki donemlerde, 6zellikle Diyobend’de hadis, tefsir ve fikhin agirligi
artirtlmistir. Diyobendi, Birelvi, Ehl-i Hadis, Nedvetii’l-Ulema, Pakistan ve Banglades medrese ¢evreleri ortak
miifredat cercevesini farkli mezhebi, kurumsal ve toplumsal onceliklere gére uyarlamistir. Caligma, Ders-i
Nizdmi’nin siirekliliginin degismeden kalmasindan degil, farkli sartlara uyarlanma kabiliyetinden
kaynaklandig1 sonucuna ulagmaktadir. Programm gilinlimiizde yenilenmesi, klasik metinleri okuyabilme
yeterliligini korurken arastirma, iletisim, elestirel diisiinme ve dil becerilerini giiglendiren bir pedagojik
cergeveyi gerektirmektedir. Bu yaklagim, mezunlarin giincel ilmi ve toplumsal sorunlarla iligki kurmasini
giiclendirebilir.

Anahtar Kelimeler: Ders-i Nizami, Islam Egitimi, Hint Alt Kitas1, Medrese, Diyobend Dariilulimu.
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Structured Abstract:

Aim

This study aims to provide an integrated analysis of the historical formation, epistemological
organization, pedagogy, institutional diffusion, and contemporary transformation of the Dars-i Nizami
curriculum. A recurring problem in discussions of South Asian madrasas is the tendency to treat the programme
associated with Mulla Nizam al-Din Sihalwi as identical to the curricula currently used in Deobandi or
Pakistani seminaries. This assumption obscures both the intellectual character of the eighteenth-century
Farangi Mahall programme and the later institutional choices that increased the place of hadith, Qur’anic
exegesis, and jurisprudence. The study therefore asks under which historical and scholarly conditions the
curriculum developed, how its disciplines and texts were organized, which pedagogical practices accompanied
them, and how different institutions transformed the inherited framework. The inquiry is necessary because
Dars-i Nizami is better understood as a curricular tradition with a recognizable core than as a single,
unchanging list of books.

Method

The research uses a qualitative, historical, and descriptive document-analysis design. Its documentary
corpus comprises sixteen academic and institutional sources retained after a reliability and relevance review:
peer-reviewed articles, academic books, an encyclopedia entry, university-published conference papers, and a
primary institutional account of the educational tradition. Unsupported web material and an unpublished
specialization thesis were excluded. Documents were compared through descriptive and thematic analysis
under five categories: historical formation; classification of disciplines; course texts; teaching practices; and
institutional change. The analysis also applies a chronological distinction between the Farangi Mahall core,
the Deobandi reorganization, and later national or sectarian adaptations. No interview, survey, observation, or
personal data were used.

Findings

The analysis yields four main findings. First, Dars-i Nizami did not arise as an entirely new syllabus.
It selected and reordered earlier South Asian madrasa practices in response to the scholarly and occupational
environment of the late Mughal period. Mulla Nizam al-Din’s principal contribution was to organize difficult
and representative texts so that students could acquire the linguistic and argumentative competence needed to
read other works independently. Second, the original curricular balance differed from many contemporary
versions. Arabic morphology, syntax, rhetoric, logic, philosophy, theology, and disputation occupied a
substantial place, whereas the number of core texts in exegesis and hadith was comparatively limited. The
rational and instrumental disciplines were not peripheral additions: they trained students to define concepts,
test propositions, evaluate arguments, and participate in scholarly debate. Third, Deoband reweighted rather
than merely reproduced this programme. It reduced parts of the philosophical curriculum, strengthened Qur’an,
hadith, jurisprudence, and legal theory, and institutionalized a final hadith cycle. At the same time, it combined
the authority of the teacher-text relationship with classes, examinations, records, and certification. Nadwat al-
‘Ulama emphasized Arabic language and literature and sought a selective engagement with contemporary
knowledge. Pakistani madrasa boards standardized an eight-year structure while preserving denominational
differences, whereas the Alia and Qawmi streams in Bangladesh represented, respectively, closer state
integration and greater institutional autonomy. Fourth, the pedagogy historically sought more than
memorization. Preparatory reading, teacher exposition, repetition, question and answer, disputation, and
graduated engagement with difficult texts were intended to produce analytical competence. Yet in some later
settings completion of authoritative books and dependence on teacher explanation displaced this purpose,
feeding current criticism concerning limited research, writing, communication, and active-language skills. The
comparison further shows that institutional identity affects not only the formal book list but also the weighting
of disciplines, the authority assigned to commentarial traditions, and the professional roles imagined for
graduates. Consequently, two institutions may use the same curricular name while producing markedly
different educational experiences.

Conclusion

Dars-i Nizami should consequently be interpreted as a durable but internally changing tradition. Its
historical importance lies in the combination of textual continuity, intellectual discipline, professional
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formation, and institutional adaptability. The distinction between the Farangi Mahall curriculum and its later
Deobandi, Pakistani, and Bangladeshi forms prevents contemporary features from being projected backwards
onto Mulla Nizam al-Din’s programme. It also changes the terms of reform: updating the curriculum is not a
rejection of tradition, because adaptation has been part of the tradition’s history. A credible renewal should
preserve competence in classical Arabic and Islamic texts while aligning course selection, teaching practice,
assessment, and graduate roles with explicit educational aims. Stronger research, academic writing, spoken
and written language, critical comparison, and engagement with contemporary social questions can serve this
aim without reducing reform to the addition of a few modern subjects. Future curriculum studies should
therefore compare stated programmes with classroom practice and assessment, since a book list alone cannot
reveal whether students acquire the intended linguistic, interpretive, and argumentative capacities effectively.

Keywords: Dars-i Nizami, Islamic Education, Indian Subcontinent, Madrasa, Darul Uloom Deoband.
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Résumé Structuré:
Objectif:

Cette étude vise a fournir une analyse intégrée de la formation historique, de I'organisation
épistémologique, de la pédagogie, de la diffusion institutionnelle et de la transformation contemporaine du
curriculum Dars-i Nizami. Un probléme récurrent dans les discussions sur les madrasas sud-asiatiques est la
tendance a assimiler le programme associé¢ a Mulla Nizam al-Din Sihalwi aux curricula actuellement utilisés
dans les séminaires déobandis ou pakistanais. Cette hypothése occulte a la fois le caractére intellectuel du
programme de Farangi Mahall au XVIIle si¢cle et les choix institutionnels ultérieurs qui ont accru la place du
hadith, de 'exégese coranique et de la jurisprudence. L'étude se demande donc dans quelles conditions
historiques et savantes ce curriculum s'est développé, comment ses disciplines et ses textes ont été organisés,
quelles pratiques pédagogiques les ont accompagnés, et comment différentes institutions ont transformé le
cadre hérité. Cette enquéte est nécessaire car le Dars-i Nizami se comprend mieux comme une tradition
curriculaire dotée d'un noyau reconnaissable que comme une liste unique et immuable d'ouvrages.

Méthode:

La recherche recourt a un dispositif qualitatif, historique et descriptif d'analyse documentaire. Le
corpus documentaire comprend seize sources académiques et institutionnelles retenues aprés un examen de
fiabilité et de pertinence: articles a comité de lecture, ouvrages académiques, une entrée d'encyclopédie, des
actes de colloque publiés par des universités, et un compte rendu institutionnel de premiére main sur la tradition
éducative. Des contenus web non étayés et une thése de spécialisation non publiée ont été exclus. Les
documents ont été comparés au moyen d'une analyse descriptive et thématique selon cinq catégories: la
formation historique ; la classification des disciplines ; les textes des cours ; les pratiques d'enseignement ; et
le changement institutionnel. L'analyse applique également une distinction chronologique entre le noyau de
Farangi Mahall, la réorganisation déobandie, et les adaptations nationales ou confessionnelles ultérieures.
Aucun entretien, questionnaire, observation ni donnée personnelle n'a été utilisé.

Résultats:

L'analyse dégage quatre résultats principaux. Premiérement, le Dars-i Nizami n'est pas né comme un
programme entiérement nouveau: il a sélectionné et réordonné des pratiques antérieures des madrasas sud-
asiatiques en réponse a I'environnement savant et professionnel de la fin de 1'époque moghole. La principale
contribution de Mulla Nizam al-Din fut d'organiser des textes difficiles et représentatifs afin que les étudiants
puissent acquérir la compétence linguistique et argumentative nécessaire pour lire d'autres ouvrages de fagon
autonome. Deuxiémement, I'équilibre curriculaire originel différait de nombreuses versions contemporaines.
La morphologie et la syntaxe arabes, la rhétorique, la logique, la philosophie, la théologie et la dispute
occupaient une place substantielle, tandis que le nombre de textes centraux en exégese et en hadith était
relativement limité. Les disciplines rationnelles et instrumentales n'étaient pas des ajouts périphériques: elles
formaient les étudiants a définir des concepts, tester des propositions, évaluer des arguments et participer au
débat savant. Troisiemement, Deoband a redistribué les poids de ce programme plutdt que de simplement le
reproduire. Elle a réduit certaines parties du curriculum philosophique, renforcé le Coran, le hadith, la
jurisprudence et la théorie du droit, et institutionnalisé un cycle final de hadith. Dans le méme temps, elle a
combiné l'autorité de la relation maitre-texte avec des classes, des examens, des dossiers et une certification.
La Nadwat al-'Ulama a mis l'accent sur la langue et la littérature arabes et a cherché un engagement sélectif
avec le savoir contemporain. Les conseils de madrasas pakistanais ont standardisé une structure de huit ans
tout en préservant les différences confessionnelles, tandis que les filiéres Alia et Qawmi au Bangladesh
représentent respectivement une intégration étatique plus étroite et une plus grande autonomie institutionnelle.
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Quatriemement, la pédagogie a historiquement visé bien plus que la mémorisation. Lecture préparatoire,
exposé du maitre, répétition, questions-réponses, dispute et engagement progressif avec des textes difficiles
visaient a produire une compétence analytique. Pourtant, dans certains contextes plus récents, I'achévement de
livres de référence et la dépendance a I'explication du maitre ont supplanté cet objectif, alimentant les critiques
actuelles concernant les compétences limitées en recherche, en écriture, en communication et en usage actif de
la langue. La comparaison montre en outre que l'identité institutionnelle n'affecte pas seulement la liste
formelle des ouvrages, mais aussi la pondération des disciplines, l'autorité accordée aux traditions de
commentaire, et les roles professionnels envisagés pour les diplomés. Par conséquent, deux institutions
peuvent utiliser le méme nom curriculaire tout en produisant des expériences éducatives nettement différentes.

Conclusion:

Le Dars-i Nizami doit par conséquent étre interprété comme une tradition durable mais en évolution
interne. Son importance historique réside dans la combinaison de la continuité textuelle, de la discipline
intellectuelle, de la formation professionnelle et de l'adaptabilité institutionnelle. La distinction entre le
curriculum de Farangi Mahall et ses formes déobandies, pakistanaises et bangladaises ultérieures empéche de
projeter rétrospectivement des traits contemporains sur le programme de Mulla Nizam al-Din. Elle modifie
aussi les termes de la réforme: actualiser le curriculum n'est pas un rejet de la tradition, car 1'adaptation a fait
partie de l'histoire de cette tradition. Un renouveau crédible devrait préserver la compétence dans les textes
arabes et islamiques classiques tout en alignant le choix des cours, la pratique pédagogique, 1'évaluation et les
roles des diplomés sur des objectifs éducatifs explicites. Un renforcement de la recherche, de I'écriture
académique, de la langue parlée et écrite, de la comparaison critique et de I'engagement avec les questions
sociales contemporaines peut servir cet objectif sans réduire la réforme a l'ajout de quelques matiéres
modernes. Les futures études curriculaires devraient donc comparer les programmes énoncés avec la pratique
en classe et I'évaluation, car une liste de livres ne peut a elle seule révéler si les étudiants acquiérent
effectivement les capacités linguistiques, interprétatives et argumentatives visées.

Mots-clés: Dars-i Nizami, éducation islamique, sous-continent indien, madrasa, Darul Uloom
Deoband.

Resumen Estructurado:
Objetivo:

Este estudio tiene como objetivo ofrecer un analisis integrado de la formacion historica, la
organizacion epistemologica, la pedagogia, la difusion institucional y la transformacion contemporanea del
curriculo Dars-i Nizami. Un problema recurrente en los debates sobre las madrasas del sur de Asia es la
tendencia a tratar el programa asociado a Mulla Nizam al-Din Sihalwi como idéntico a los curriculos utilizados
actualmente en los seminarios deobandi o pakistanies. Este supuesto oscurece tanto el caracter intelectual del
programa de Farangi Mahall del siglo XVIII como las decisiones institucionales posteriores que incrementaron
el lugar del hadiz, la exégesis coranica y la jurisprudencia. El estudio pregunta, por tanto, en qué condiciones
historicas y académicas se desarroll6 el curriculo, como se organizaron sus disciplinas y textos, qué practicas
pedagogicas lo acompafiaron, y como distintas instituciones transformaron el marco heredado. Esta indagacion
es necesaria porque el Dars-i Nizami se comprende mejor como una tradicion curricular con un nucleo
reconocible que como una lista unica e inmutable de libros.

Método:

La investigacion emplea un disefio cualitativo, histérico y descriptivo de analisis documental. El
corpus documental comprende dieciséis fuentes académicas e institucionales retenidas tras una revision de
fiabilidad y pertinencia: articulos revisados por pares, libros académicos, una entrada enciclopédica, ponencias
de congresos publicadas por universidades, y un relato institucional primario de la tradicion educativa. Se
excluyeron materiales web no respaldados y una tesis de especializaciéon no publicada. Los documentos se
compararon mediante analisis descriptivo y tematico bajo cinco categorias: formacion historica; clasificacion
de las disciplinas; textos de los cursos; practicas docentes; y cambio institucional. El analisis aplica ademas
una distincion cronoldgica entre el nicleo de Farangi Mahall, la reorganizacion deobandi, y las adaptaciones
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nacionales o confesionales posteriores. No se emplearon entrevistas, encuestas, observacion ni datos
personales.

Resultados:

El analisis arroja cuatro hallazgos principales. Primero, el Dars-i Nizami no surgié como un programa
completamente nuevo: selecciond y reordend practicas anteriores de las madrasas del sur de Asia en respuesta
al entorno académico y profesional de finales del periodo mogol. La principal contribuciéon de Mulla Nizam
al-Din consistié en organizar textos dificiles y representativos para que los estudiantes adquirieran la
competencia lingliistica y argumentativa necesaria para leer otras obras de forma independiente. Segundo, el
equilibrio curricular original diferia de muchas versiones contemporaneas. La morfologia y sintaxis arabes, la
retorica, la logica, la filosofia, la teologia y la disputa ocupaban un lugar sustancial, mientras que el niimero
de textos centrales de exégesis y hadiz era comparativamente limitado. Las disciplinas racionales e
instrumentales no eran afiadidos periféricos: formaban a los estudiantes para definir conceptos, poner a prueba
proposiciones, evaluar argumentos y participar en el debate académico. Tercero, Deoband repondero este
programa en lugar de limitarse a reproducirlo. Redujo partes del curriculo filoséfico, reforzé el Coran, el hadiz,
la jurisprudencia y la teoria juridica, e institucionaliz6 un ciclo final de hadiz. Al mismo tiempo, combind la
autoridad de la relacion maestro-texto con clases, examenes, registros y certificacion. La Nadwat al-"Ulama
puso énfasis en la lengua y la literatura arabes y buscd una relacién selectiva con el conocimiento
contemporaneo. Las juntas de madrasas pakistanies estandarizaron una estructura de ocho afios mientras
preservaban las diferencias confesionales, mientras que las corrientes Alia y Qawmi en Bangladesh
representaron, respectivamente, una integracion estatal mas estrecha y una mayor autonomia institucional.
Cuarto, la pedagogia historicamente busco algo mas que la memorizacion. La lectura preparatoria, la
exposicion del maestro, la repeticion, las preguntas y respuestas, la disputa, y el compromiso gradual con textos
dificiles pretendian producir competencia analitica. Sin embargo, en algunos contextos posteriores, la
finalizacion de libros autorizados y la dependencia de la explicacion del maestro desplazaron este proposito,
alimentando las criticas actuales relativas a las limitadas habilidades de investigacion, escritura, comunicacion
y uso activo de la lengua. La comparacion muestra ademas que la identidad institucional afecta no solo a la
lista formal de libros, sino también a la ponderacion de las disciplinas, la autoridad concedida a las tradiciones
de comentario, y los roles profesionales imaginados para los egresados. En consecuencia, dos instituciones
pueden usar el mismo nombre curricular produciendo, sin embargo, experiencias educativas marcadamente
distintas.

Conclusion:

El Dars-i Nizami debe, en consecuencia, interpretarse como una tradicion duradera pero internamente
cambiante. Su importancia historica radica en la combinacién de continuidad textual, disciplina intelectual,
formacion profesional y adaptabilidad institucional. La distincion entre el curriculo de Farangi Mahall y sus
formas deobandi, pakistani y bangladesi posteriores impide proyectar retrospectivamente rasgos
contemporaneos sobre el programa de Mulla Nizam al-Din. También cambia los términos de la reforma:
actualizar el curriculo no supone un rechazo de la tradicion, porque la adaptacion ha formado parte de la
historia de esa tradicion. Una renovacion creible deberia preservar la competencia en los textos arabes e
islamicos clasicos, al tiempo que alinea la seleccion de cursos, la practica docente, la evaluacion y los roles de
los egresados con objetivos educativos explicitos. Un fortalecimiento de la investigacion, la escritura
académica, el lenguaje oral y escrito, la comparacion critica y el compromiso con las cuestiones sociales
contemporaneas puede servir a este objetivo sin reducir la reforma a la simple incorporacion de algunas
materias modernas. Los futuros estudios curriculares deberian, por tanto, comparar los programas declarados
con la practica en el aula y la evaluacién, ya que una lista de libros por si sola no puede revelar si los estudiantes
adquieren efectivamente las capacidades lingiiisticas, interpretativas y argumentativas previstas.

Palabras clave: Dars-i Nizami, educacion islamica, subcontinente indio, madrasa, Darul Uloom
Deoband.
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CTpyKTypHpOBaHHAasi AHHOTAIUS:
Hean:

JlaHHOE HCCIleIOBaHUE HANPaBJICHO Ha KOMIUIEKCHBIH aHaIM3 HMCTOPUYECKOro (OpMUPOBaHUS,
AMUCTEMOJIOTUYECKON OpraHU3alny, NeJaroruki, HHCTUTYIHOHAJIBHOI'O PACIPOCTPAHEHUSI U COBPEMEHHON
Tpanchopmanuu yueOHou mporpammbl Jlapc-u Huszamu (Dars-i Nizami). [ToBTopsroiieiics mpodiemoii B
JHCKYCCHSIX O FOXKHOA3MATCKHX MeJpece SBIACTCS TCHACHLUS OTOXIECTBISATh MPOrpaMMy, CBSI3aHHYIO C
Mymnoit Huzam an-Iluaom Cuxansu (Mulla Nizam al-Din Sihalwi), ¢ y4eOHBIMHE TTaHAMHE, UCTIONB3YEMBIMHI
B HACTOsIIee BpeMsl B 1¢O0aHIUICKIX MU MTAKHCTAHCKHX CEMHUHAPHAX. DTO JOMYIICHUE 3aTyIIEBBIBACT KaK
WHTEJUICKTYaJ bHBIM XapakTtep mporpammbl ®Papanrn-Maxamn (Farangi Mahall) XVIII Beka, Tak u
HOCTICAYIONINe WHCTUTYLHOHAJBHBIE PEIICHHs, NMOBBICHBIINE 3HAYCHHE XaJUCOBEHCHHMS, KOPaHHYECKOM
aK3ere3sl U (ukxa. [103TOMy B HCCIIEIOBAHUH CTAaBUTCS BOIPOC O TOM, B KAKUX MCTOPUYECKUX M HAyYHBIX
ycHoBUsIX chopMHpOBaAJIach 3Ta MpOrpaMma, Kak ObUIM OpraHU30BaHbl €€ NUCHUIUIMHBI U TEKCTHI, KakKhe
MeJarorvyeckue MNpaKkTHKA €€ CONPOBOXIAIM M Kak pa3iMuHble WHCTHTYTHI TPaHC)OPMHUPOBAIN
YHAaCJIeIOBaHHYIO CTPYKTYpy. OTO HCCleloBaHHE HEeo0XOIuMo, mockoibkKy [lapc-u Huzamu mnpaBuibHee
MOHUMAaTh KaK Y4eOHYO TPAJUIMIO C y3HABAEMBIM SIIPOM, @ HE KaK eIMHbIi HeN3MEHHBIN epeYeHb KHUT.

MeTton:

B uccrenoBanmm TpUMEHSCTCS KadeCTBEHHBIN, MCTOPHYCCKUA W OINMUCATEIBHBIA IDTAH aHAU3a
JIOKYMEHTOB. JIOKYMEHTaJBbHBIH KOPITyC BKJIIOYAET IMISCTHAMIATH aKaJeMHYCCKUX M HHCTHTYIIHOHAIHHBIX
HCTOYHUKOB, OTOOPAaHHBIX ITOCIIE MPOBEPKH Ha JOCTOBEPHOCTH M PEJICBAHTHOCTH: PEICH3MPYEMBIC CTATHH,
aKaJeMUYeCKHe KHHTH, SHIUKIONSINICCKYI0 CTaThi0, OIYyOJIMKOBaHHBIC YHHBEPCHUTETAMH MAaTEpHabl
KOHQepeHInd ¥ TMepBHYHOE WHCTHTYIHOHATBHOE ONWMCAHUEe ITaHHOW 00pa30BaTeNbHONW TpaJWIUH.
Henonreepkn€Hapie BeO-MaTepuanbl W HEONMYOJMKOBaHHAS CICIHANM3APOBAHHAS JUCCEpTalus OBLIH
HUCKIIHOYCHBI. HOKyMeHTBI CpaBHUBAJIMCh NMOCPEACTBOM OMHCATCIBHOIO U TEMATUYCCKOI'O aHajIn3a 1Mo MATU
KaTeropusiM: HCTOpHUYecKoe (OpMUpPOBaHKE; KIACCH(DUKAIMSA JAMCIUILUIAH, TEKCTHl KypCOB; IPAaKTHUKa
npenogaBaHrsd; U HWHCTUTYHHWOHAJIbHBIC HW3MCHCHMUS. B ananuze Taxxke MPUMEHACTCA XPOHOJIOTHYCCKOC
pasrpanndyeHne Mexay sapom dapanru-Maxamin, aeo0aHIUNACKON peopraHU3alMedl W MOCIeTYIOIUMU
HaIlMOHAJIbHBIMH  HUJIH KOH(beCCI/IOHaIH)HI)IMI/I aaanTanusIMHu. I/IHTepBbIO, OITPOCHI, Ha6J'IIO)IeHI/Ie u
MEPCOHANBHBIE TAHHBIE HE UCTIOIb30BAIHCH.

Pe3yabTarsi:

AHanu3 BBIABUJI YETHIPE OCHOBHBIX pesynbTara. Bo-mepBbix, [lapc-u Huszamm BO3HHK He Kak
COBEpIIEHHO HOBas MpOrpaMMa: OH O0TOOpall M MepeynopsAounI 0olee paHHUE MPAKTHKH F0)KHOA3HATCKUX
MeJlpece B OTBET Ha HAYYHYIO U MPO(ECCHOHATBHYIO Cpey HO3IHEMOTOJILCKOTo neproga. OCHOBHOHM BKIIaj
Mynner Huzam an-JluHa cocTosin B OpraHu3alii CIO0KHBIX M PENPE3EHTaTHBHBIX TEKCTOB TaKUM 00pa3oM,
YTOOBI CTYJCHTHI MOTJIM MIPHOOPECTH S3BIKOBYIO U apTyMEHTAaTHBHYIO0 KOMIETEHTHOCTh, HEOOXOIUMYIO IS
CaMOCTOSITENIFHOTO YTEHHS APYTUX COYMHEHHWHA. BO-BTOPBIX, MCXOMHBIN y4eOHBIN OamaHC OTIMYANCS OT
MHOTHX COBPEMEHHBIX BEpPCHH. 3HAUWTENFHOE MECTO 3aHMMaiM apadckas Mop(oIoThs, CHHTAKCHC,
PHUTOpHKA, JIOTHKA, PUIOCO(US, TEOJOTH M JUCITyTAIMs, TOT/Ia KaK YHCIO 0Aa30BBIX TEKCTOB MO JK3eTe3e U
XaJINCOBEICHNIO OBIJIO CPAaBHUTENIEHO OTPaHNYEHHBIM. PaninoHa bHbIE M MHCTPYMEHTANBHBIE TUCIIUILIMHEL HE
OBUTH BTOPOCTETIEHHBIMH JOTIOIHEHUAMHU: OHU OOYyYajl CTYJICHTOB (POPMYNHPOBATh MOHATHSA, IPOBEPSTH
TMIOJIO’KEHHUSI, OLICHUBATh apryMEHTHI M y4acTBOBaTh B HAy4HOH AHMCKyccHH. B-TpeTbux, [leobann He mpocTto
BOCIPOU3BEN 3Ty MHpOorpaMMy, a Hepepacupefenusl e€ axklUeHThl. bbuln COKpalleHbl OTHENbHBIE YaCTU
¢unocodckoro Kypca, ycwiensl msyuyeHue Kopana, xaaucoBeneHus, (GUKXa M TEOpUH IIpaBa, a TaKxkKe
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MHCTUTYLIIMOHATU3UPOBAH 3aBEPIIAFOIINI IIUKII 10 XaaucoBeaeHHI0. OTHOBPEMEHHO aBTOPHTET OTHOLICHHS
«y4YHTEIb — TEKCT» OBUI COYETaH ¢ KIIaCCaMHU, dK3aMEHaMH, yYETHBIMY 3allUCAMH U cepTidukanueii. Haxsar
anmp-Ynama (Nadwat al-'Ulama) cmenmanma akmeHT Ha apaOCKOM SI3BIKE W JIUTEpaType M CTPEMHIAch K
M30UpaTenbHOMY — B3aHMOJCHCTBHIO C COBPEMCHHBIM 3HAaHHMEM. I[laKMCTaHCKHE COBETHI Meapece
CTAHJAPTU3MPOBAIN BOCBMIJICTHIOIO CTPYKTYPY, COXPAaHHUB IPH 3TOM KOH(ECCHOHATbHBIC PA3INdHs, TOTAa
Kak HampasiieHust Anus 1 Kaymu B banrianenn npeacTaBisioT COOTBETCTBEHHO 0oJiee TECHYIO HHTETPALHIO C
TrOCYZapcTBOM M OOJBIIYI0 WHCTUTYLHOHAJIBHYIO aBTOHOMHIO. B-ueTBEPTHIX, MeNarormka HCTOPUYECKH
cTpeMmiIach K OoJbIIEeMy, YeM MpOCTOe 3ayduBaHUe. [loJroTOBHTENBHOE YTEHHE, W3JIOKEHUE YUUTEIs,
MOBTOPEHHE, BOIIPOCHI M OTBETHI, IUCITYTalMsl U OCTENIEHHOE OCBOCHHUE CIIOKHBIX TEKCTOB OBLIHM IPHU3BaHBI
(hopMHpOBaTh AaHATUTHYECKYIO KOMIIETEHTHOCTb. TeM He MeHee B HEKOTOPHIX 0oJiee MO3JHHMX YCIOBHUIX
3aBeplLICHHE M3YUYEHHs aBTOPUTETHBIX KHUT U 3aBUCHMOCTH OT OOBSCHEHHH YUYHTENsl BHITECHHUJIH OTY LElb,
YTO IOJIIMTHIBAECT HBIHEUIHIOI KPUTHKY, KacaIOUIyIOCsS OTPaHMYCHHBIX HCCIIEOBATEIbCKUX, MHCHMEHHBIX,
KOMMYHUKAaTUBHBIX ¥  AKTHBHBIX S3BIKOBBIX HaBHIKOB. CpaBHEHHME TakKe IMOKa3bIBaeT, 4YTO
MHCTUTYLHOHANbHAS MICHTUYHOCTh BIWSET HE TONBKO Ha (OpMajbHBIA NepedyeHb KHUT, HO W Ha
pacmpeeneHue 3HAYMMOCTH IVCLMIUIMH, aBTOPHUTET, NMPUIABACMBIi KOMMCHTATOPCKHM TPAIMLMAM, H
npogeccHOHaNbHBIC POJIH, MPEAIoNaraeMble Ui BBITYCKHHKOB. ClieOBaTENbHO, [1Ba YYCOHBIX 3aBEICHUS
MOTYT HCIOJB30BaTh ONHO M TO K€ Ha3BaHWE Y4YEOHOH NPOrpaMMbl, MPOU3BOAS IMPU 3TOM 3aMETHO
pazHyaronuiicss 00pa3oBaTeIbHBIA OMbIT.

3akiouenue:

Takum o6paszom, Jlapc-u Huzamu ciieyeT MHTEPIPETUPOBATh KaK YCTOMUYMBYIO, HO BHYTPECHHE
U3MEHAINYIOCH Tpaauuuioo. EE ncropudyeckoe 3HAYCHHE 3aK/IIOYAeTCsl B COYETAHUM TEKCTYallbHOM
MPEEeMCTBEHHOCTH, WHTEJJIEKTYalbHOM  JUCLMUILIMHBI, poheCCHOHATBHOTO CTaHOBJICHUSA u
WHCTUTYLMOHAIbHOW ajanTUBHOCTU. Pasrpannuenune wmexay mnporpammoil @Dapanru-Maxamn u eé
MOCIEIYIONNMH 1e00aHINHCKOM, TAKUCTAHCKOH 1 OaHTIafeICKoi (popMaMy He TIO3BOJISIET MPOCSIIHPOBAThH
COBPEMEHHBIE YepThl B MpolLioe, Ha mnporpaMmmy Mymisl Huzam an-/luxa. OTO Takke MEHSET yCIOBUS
pedopMEl: 0OHOBIICHHE YyYeOHOW MPOTPaMMBI HE SBISETCS OTKAa30M OT TPATUIINHU, IMOCKOJBKY aJanTalus
Bcerja OblIa YacThIO MCTOPUH STOU TPAAWIUH. 3aciIy KHBalollee JOBEpHs OOHOBJICHHE JOIDKHO COXPaHSThH
BJIaJICHIE KIACCUYECKUMH apaOCKIMH M WCIAMCKUMH TEKCTaMH, OJHOBPEMEHHO IPHUBOJSI BEIOOP KypCOB,
MPaKTUKy MPENOoJaBaHUsI, OIICHUBAHIE M POJIM BEITYCKHIKOB B COOTBETCTBHE C SICHO C(HOPMYITHPOBAHHBIMHU
00pa3oBaTeNbHBIMU LEIIMH. Y KPETUICHHE UCCIe0BaTEIhCKUX HABBIKOB, aKaJIEMUYECKOTO MIUChbMa, YCTHOH U
MMCbMEHHOM peuM, KPUTHUYECKOIO COIMOCTaBJICHHUS W B3aUMOJEHCTBHUS C AKTyaJlIbHBIMH COI[MATbHBIMHU
BOMPOCAMH MOXET CIIy)XKATh 3TOH Ieiau, He CBOAS pedopMy K MPOCTOMY J00ABICHHIO HECKOJIBKHX
COBPEMEHHBIX MpPeaMETOB. [103TOMY OyayIiue HCCIIeAOBaHMs YYSOHBIX MPOTPAMM JOJIKHBI COMOCTABIISThH
3asBJICHHbIE MPOTPAMMbI C MPAKTHUKOMN B KJIACCE U OLIEHUBAHWEM, IIOCKOJIBKY OJMH JIMIIb NepEeueHb KHUT HE
MOXET TOKa3aTb, JEHCTBUTEILHO JH CTYACHTBHl MPHOOPETAIOT  MPEANoiaraeMbie  SI3bIKOBBIE,
MHTEPIPETAINOHHBIC 1 apTyMEHTAaTHBHEIE CIOCOOHOCTH.

KuaroueBbie ciioBa: Jlapc-u Huzamu, ncnamckoe o0pazoBaHue, HHANHCKUI CYOKOHTHHEHT, MeJIpece,
Hapyn-Yaym Jleobanm.

TR AR
3eT:

Y T BT I <H-U-FASTH (Dars-i Nizami) TT6usd & Uagiie fat, geHada
T, PRSI, TR YR, 3R FHSTAA U0 BT U GHId fITANr URdd AT ¢ | féror
TR He3d! @ Teiftra ==fel § T aR-IR IHRA arell T g ughi § 6 geon Remgele Rgrerdt
(Mulla Nizam al-Din Sihalwi) ¥ g BTIHH B Gaaq) T Ui Hexd! H aad | Ugad UradshHl
& T AT foR STan 81 98 YR 3foREd! WdTsd! & WM Hed (Farangi Mahall) HRIHH & Sifgd
IR 3R TN, PR3 SRSAT (@HIR), IUT ehg b WM F! FgH a1 d1¢ & JRIFTT FAofat — gt
D YU HR <l 81 3fd: Tg T Ig UY I3IdT ¢ % U8 ursushd b7 el iR Qeifrew
gfkfRufaal o fasfad gom, sud fawal oik T &l frw UaR Tfda fasan T, 39 A1y H1H-t Riefor-
ggfaal et @, iR faftr Tesit 3 fovmad & fird 59 el &) farg UeR wuiaia fasan g8 i
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3TIRTD ¢ Filfep oH-T-FAeTH &1 Uh U= A Heig ded dTei UIeadi-URWRT & =0 H AT, 39
TEIh! B U SURad-1a et AT H-A B o & 31 Iuge B

fafer.

Tg QY T N, URTRIG, 3R JUHIHS XA -[a=ay0l 3ifeed HT SN &l 5l
3T b Il TUg # faygigar 3iR urifiiedr It & 9 sRAIR W Y Gielg Aeifore 3R
TR Ad MAT & JAGY-THIRT (peer-reviewed) T, Q&fw Txad, T fAymiia ufafd,
fayfemeral gRT UHTRIa IR MY, 3R 39 Afeie WRT o1 T UUiHe IRnTd faavor sgafia
99 AT SR Ueh ST FrIORIeT <ie-Usel 1 STex T 71| XA 1 ger1 uie A0 o siia
JuiTHS 3R fAvaTd fazavnr & Aregw @ ot 15 WUdelRie Ao fawat o1 arifexur ureasy Tu;
fRreur-usgfera: 3R RINTA uRad | feiyor # irfl Heel & Hald ded, Gaeid] gvia, SR a1a & g1
T YYGTITA 3G & ad U BIaTIsh i 3R i a1 foman man 8 | forht Tneeh R, defur, sraaieh,
T AfGATd Sel oI SUART g fobar |

e

fa=eivor ¥ IR ygE ey U gid 81 usdl, gd-U-FeH! guid: AU uresd & w9 8 Iad
TE GO, 3T IW-IA H1dt & AeifOres 3R e ufRas &t ufafesar & g ulRrg ael ot
gaad wTsft &7 9 3R G HUT 5T | Goel Aemg &1 g&d aiTeH Bie SR Ufaffie duf &t
Y UHR TS BT U b ST 30 [913Hf B Wl T I U 3 HIRgd Ut 3R dlfdhep-are-
farae; & SHfid X T | GERT, A UTeal e P% GHpTE EpRON & U Tl SRl R
(morphology), ATEITIT (syntax), HABRRIG, TH R, SRR, SRR (HaH), 3R are-faare A
e TR R TV far, ST R iR 5T T vl o) e S Wit | A S
wmmﬁwuﬁeﬁuryﬁsqﬁrﬁ:émsﬁa%&mwsﬁaﬁuﬁuﬁﬁmﬁ,mﬁaﬁrmﬁ,aao;f
&1 Y $H, R &1 959 & YT o & fore ufiférd va 31 Ry, Saeie A 39 Sriwy &) O
g dliGd @+ & Sold 39d YR-fAaR0 &I gigfad fasanl 39 gRiFS dieasd & 39 fgwl &
YT, R, §a, fharg, SR fAfY-RIgid (legal theory) &1 geg fvan, 3R 89 & T qHUH T
o GRITTA =Y f&ar| 91y g1, 599 Rees-Ty ey & TiRieR B wemsfl, udemstt, e, iR gqmor
& 1Y TYad fohaT | Teaqd-SaHT (Nadwat al-'Ulama) 3 3Rel HTST 3R Tifec R o faar 3ik quabTed=
IE & I TH FIIED S1d B TR DI | Uil Hew a1l = JyarTd fiarsii &1 a-g Iad
BT 3M16-a8fg WRIT B AFGIHd [T, Tafds ATl & e (Alia) iR ST (Qawmi) YRTSH
HURN: T & 1Y 3P e THIH 3R 31fid TR WAl &1 Ueiid far| v, Rreorme
J faRTRie U Q Had FRU-MK (memorization) W Fal R BT HehTen T | gd-dart uaH, R
gR1 fadem, TRIghy, e, are-faare, oik &fe Ul & W1y w e Se1d &1 35 faRavueaTd &mar
IAd H1 ATl R ot $3 a1g &t uRfRufaat 8, yrfore i o) qof s ok Rierss &t amen W
R 3 39 I &1 =M @ foran, fom Wit iy, aRgE, 0w, 3R i W-Siva ¥ Jefta
A SIS BT § f3aT| gam 3t 78 oft gt § i TRIFTd uga et Shuaies J-ge &
& & afewr vl & UR-faRo, arren-wuRist &) fiu U iR, 3R |ae! & fou wfdud
ATaTRe Yttt o ot uvfad wrdt 1 uRumRasy, < IRTE U &) ursTaaf-Ard &1 UaiT HRd
g0 SoreHIg 0 A R Afdiep SHd I B Thdll B

ﬁWEfUT(Conclusion):
-U- Ao &Y, URUTEREaRY, T R g 3iidRe T ¥ URadTIid IWWRT & =0 H I
ST 918U 39T UfasIie Hgd Uréd-fARav, e Aafor ok dRInTd

SfFgaTer & s F Ffed 81 Bl Hed UeushH SR g6 le B Sdsd), I, 3R
FiaeRlt U & diF FT R, FAGA Rvars & ggardt 9 ¥ gedl Aogeq & dh6d IR
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FTaD! &1 YHrmTaft w1 WY e d&dl & Qi IRRIT HRAT gy | STHUH, e o, Tife® 3R
fofad yTeT, SIS e, 3R THETe Ao Ut & 1Y SS1d & Yeg B, UR & B
Y fawl B S I i ot fomr, 59 ded &) Ia1 R Tl o | Hfaw & G| B
3fdt: T HTIHTT Bt T He-TaER R Yo d B! ey, Fifdh el TY-Jit Tg Udhe el
IR Tl o B ifsd WIe, ATRSTHD, 3R dob-Haeh GHATE YHTA &1 Sfofd PR 38 § a1 o |

BT eg: 9-U-Fomdt, swamh e, YRS SuneTdiu, 7R, ad SqH ase |

Yapilandirilmis Ozet:
Amag:

Bu ¢alisma, Dars-i Nizami miifredatinin tarihsel olusumu, epistemolojik diizenlenisi, pedagojisi,
kurumsal yayilim1 ve giincel doniisiimiine iliskin biitiinlesik bir analiz sunmay1 amaglamaktadir. Giiney Asya
medreselerine iliskin tartismalarda tekrarlanan bir sorun, Molla Nizamiiddin Sihalvi (Mulla Nizam al-Din
Sihalwi) ile iligkilendirilen programi, giinlimiizde Diyobendi veya Pakistan medreselerinde kullanilan
miifredatlarla 6zdes sayma egilimidir. Bu varsayim, hem on sekizinci yiizy1l Farangi Mahall programinin
entelektiiel karakterini hem de hadis, Kur'an tefsiri ve fikhin yerini artiran sonraki kurumsal tercihleri gézden
kacirmaktadir. Bu nedenle g¢alisma, sdz konusu miifredatin hangi tarihsel ve ilmi kosullarda gelistigini,
disiplinlerinin ve metinlerinin nasil diizenlendigini, bunlara hangi pedagojik uygulamalarin eslik ettigini ve
farkli kurumlarin miras alinan ¢ergeveyi nasil doniistiirdiigiinii sorgulamaktadir. Bu arastirma gereklidir, ¢iinkii
Dars-i Nizami, tek ve degismez bir kitap listesinden ziyade, tanimabilir bir ¢ekirdege sahip bir miifredat
gelenegi olarak daha iyi anlagilmaktadir.

Yontem:

Arastirma, nitel, tarihsel ve betimsel bir dokiiman analizi deseni kullanmaktadir. Caligmanin belgesel
kiilliyati, giivenilirlik ve ilgililik incelemesinin ardindan elde tutulan on alt1 akademik ve kurumsal kaynaktan
olusmaktadir: hakemli makaleler, akademik kitaplar, bir ansiklopedi maddesi, iiniversiteler tarafindan
yayimlanan konferans bildirileri ve egitim gelenegine iliskin birincil bir kurumsal anlati. Desteklenmemis web
materyalleri ve yayimlanmamis bir uzmanlik tezi dislanmistir. Belgeler, bes kategori altinda betimsel ve
tematik analiz yoluyla karsilagtirtlmistir: tarihsel olusum; disiplinlerin siniflandirilmasi; ders metinleri;
Ogretim uygulamalart; ve kurumsal degisim. Analiz ayrica Farangi Mahall ¢ekirdegi, Diyobendi yeniden
yapilanmasi ve sonraki ulusal veya mezhebi uyarlamalar arasinda kronolojik bir ayrim uygulamaktadir.
Herhangi bir gériisme, anket, gézlem veya kisisel veri kullanilmamustir.

Bulgular:

Analiz dort temel bulgu ortaya koymaktadir. Birincisi, Dars-i Nizami tamamen yeni bir miifredat
olarak ortaya ¢ikmamuistir; ge¢ Babiir donemi ilmi ve mesleki ortamina karsilik olarak daha dnceki Giiney Asya
medrese uygulamalarint segmis ve yeniden siralamistir. Molla Nizamiiddin'in baslica katkisi, 6grencilerin
diger eserleri bagimsiz bicimde okuyabilmeleri i¢in gereken dilsel ve istidlali yetkinligi kazanabilmeleri
amactyla zor ve temsil niteligindeki metinleri diizenlemek olmustur. Ikincisi, 6zgiin miifredat dengesi bircok
giiniimiiz versiyonundan farkliydi. Arapga sarf, nahiv, belagat, mantik, felsefe, kelam ve miinazara 6nemli bir
yer tutarken, tefsir ve hadiste yer alan temel metinlerin sayis1 gorece siirliydi. Akli ve aragsal disiplinler
cevresel eklemeler degildi: Ogrencileri kavramlart tanmimlamaya, Onermeleri sinamaya, argiimanlari
degerlendirmeye ve ilmi tartiyjmaya katilmaya hazirliyordu. Ugiinciisii, Diyobend bu programi yalnizca
yeniden iiretmek yerine agirliklarini yeniden dagitmistir. Felsefi miifredatin bazi boliimlerini azaltmis, Kur'an,
hadis, fikih ve fikih usuliinii giiclendirmis ve nihai bir hadis dongiisiinii kurumsallagtirmistir. Ayn1 zamanda,
O0gretmen-metin iligkisinin otoritesini siiflar, sinavlar, kayitlar ve belgelendirme ile birlestirmistir. Nedvetii'l-
Ulema (Nadwat al-'Ulama) Arap dili ve edebiyatina agirlik vermis ve ¢agdas bilgiyle segici bir etkilesim
aramustir. Pakistan medrese kurullari, mezhebi farkliliklar1 korurken sekiz yillik bir yapiy: standartlagtirmis;
Banglades'teki Aliya ve Kavmi akimlar1 ise sirasiyla devletle daha yakin biitiinlesmeyi ve daha biiytik
kurumsal 6zerkligi temsil etmistir. Dordiinciisii, pedagoji tarihsel olarak ezberden fazlasin1 hedeflemistir.
Hazirlik okumasi, 6gretmen izahi, tekrar, soru-cevap, miinazara ve zor metinlerle kademeli etkilesim, analitik
yetkinlik tiretmeyi amaglamistir. Ancak bazi sonraki ortamlarda, yetkin kitaplarin tamamlanmasi ve 6gretmen
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aciklamasina bagimlilik bu amacin yerini almis, bu da arastirma, yazma, iletisgim ve etkin dil becerilerinin
smirliligina iliskin giincel elestirileri beslemistir. Karsilastirma ayrica kurumsal kimligin yalnizca resmi kitap
listesini degil, disiplinlerin agirliklandirilmasini, serh geleneklerine atfedilen otoriteyi ve mezunlar igin
tasavvur edilen mesleki rolleri de etkiledigini gostermektedir. Sonug¢ olarak, iki kurum ayni miifredat adini
kullanirken belirgin bigimde farkli egitim deneyimleri tiretebilmektedir.

Sonuc:

Dars-i Nizami, bu nedenle, kalict ancak icsel olarak degisen bir gelenek olarak yorumlanmalidir.
Tarihsel 6nemi, metinsel siireklilik, entelektiiel disiplin, mesleki olusum ve kurumsal uyum kabiliyetinin
birlesiminde yatmaktadir. Farangi Mahall miifredat: ile onun sonraki Diyobendi, Pakistan ve Banglades
bi¢imleri arasindaki ayrim, giincel 6zelliklerin geriye doniik olarak Molla Nizamiiddin'in programina
yansitilmasini engellemektedir. Bu ayrim ayni zamanda reformun sartlarini da degistirmektedir: miifredati
giincellemek gelenegin reddi degildir, ¢iinkii uyarlama bu gelenegin tarihinin bir pargasi olagelmistir.
Giivenilir bir yenilenme, klasik Arapga ve Islami metinlerdeki yetkinligi korurken ders segimini, dgretim
uygulamasini, degerlendirmeyi ve mezun rollerini agik egitsel amaclarla uyumlu hale getirmelidir. Arastirma,
akademik yazi, sozli ve yazili dil, elestirel karsilastirma ve cagdas toplumsal sorunlarla etkilesimin
giiclendirilmesi, reformu birkag modern dersin eklenmesine indirgemeksizin bu amaca hizmet edebilir. Bu
nedenle gelecekteki miifredat calismalari, beyan edilen programlari sinif uygulamasi ve degerlendirmeyle
karsilagtirmalidir; zira yalnizca bir kitap listesi, 6grencilerin hedeflenen dilsel, yorumsal ve istidlali kapasiteleri
etkili bicimde kazanip kazanmadigini ortaya koyamaz.

Anahtar Kelimeler: Dars-i Nizami, [slami Egitim, Hint Alt Kitasi, Medrese, Darul Uloom Deoband.
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The Cornerstone of the Islamic Education System in the Indian Subcontinent: The Dars-i
Nizami Curriculum

Introduction

Islamic education in the Indian subcontinent, which initially developed around mosques,
scholars’ homes, and madrasas, became increasingly institutionalized during the periods of the
Ghaznavids, Ghurids, Delhi Sultanate, and the Mughals. In this process, a distinctive regional
educational tradition emerged that combined the transmitted sciences with disciplines such as Arabic
language, logic, rhetoric, and philosophy. The Dars-i Nizami represents a systematized form of this
accumulated educational heritage, organized in the eighteenth century by Mulla Nizam al-Din
Sahalawi (1677—1748) within the scholarly circle of Firangi Mahal in Lucknow. The term “Nizami”
in its name refers to Mulla Nizam al-Din; the curriculum has no direct connection with the Seljuk
Nizamiyya madrasas (Pakdemirli and Birisik, 2013, pp. 87-115).

Rather than merely transmitting religious knowledge, the curriculum sought to equip
students with the linguistic, intellectual, and methodological skills required to read, understand, and
analyze classical scholarly texts. For this reason, its original form devoted considerable attention to
sarf (morphology), nahw (syntax), and balaghat (rhetoric), alongside mantiq (logic), hikmat or
falsafa (philosophy), kalam (Islamic theology), and disciplines concerned with reasoning and
scholarly disputation. Tafsir, hadith, figh, and usul al-figh, meanwhile, constituted its principal
religious sciences. Centered on selected and intellectually demanding texts, this educational structure
was designed to train scholars capable of explaining concepts, analyzing texts, evaluating arguments,
and participating effectively in scholarly debate (Robinson, 2001, pp. 44—46, 53).

Nevertheless, the Dars-i Nizami was never implemented as a completely fixed curriculum
consisting of identical subjects and texts from its emergence to the present day. Within the
Rahimiyya tradition, greater emphasis was placed on hadith and the Quranic sciences; in the
nineteenth century, the Darul Uloom Deoband reorganized the fundamental structure of the Firangi
Mahall curriculum in accordance with the conditions of the colonial period, dedicating the final year
of the program to the teaching of hadith.

Deobandi, Barelvi, Ahl-i Hadith, and other madrasa traditions subsequently adapted this
shared curricular framework in accordance with their own doctrinal, scholarly, and pedagogical
priorities. The historical Dars-i Nizami should therefore not be identified without qualification with
the standardized programs taught under the same name in many contemporary madrasas (Zaman,
1999, pp. 294-323).

This study aims to examine the historical formation of the Dars-i Nizami together with its
classification of the sciences, curricular content, teaching methods, and major institutional
adaptations. It addresses the following questions: Under what historical and scholarly conditions did
the curriculum take shape? According to what principles were its disciplines and texts organized?
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What were the principal characteristics of its teaching method? How was the curriculum transformed
as it was adopted and adapted by different madrasa traditions?

The study employs a qualitative, historical, and descriptive approach based on document
analysis. Peer-reviewed articles, academic books, encyclopedia entries, proceedings published by
academic institutions, and relevant institutional documents were examined comparatively under the
themes of historical formation, classification of the sciences, curricular texts, teaching practices, and
institutional transformation. The sources were evaluated according to their academic reliability,
verifiability, and direct relevance to the research questions. Since the study is based exclusively on
documentary sources, it does not involve interviews, surveys, observations, or the collection of
personal data.

The Historical Origins, Formation, and Process of the Dars-i Nizami Curriculum

The beginnings of Islamic educational activities in the Indian subcontinent can be traced
back to the earliest periods of Muslim presence in the region. Educational activities initially
conducted in mosques and scholars’ homes gradually acquired a more organized and institutional
structure with the consolidation of Muslim political rule. In the madrasas established during the
Ghaznavid and Ghurid periods, subjects such as Arabic language and literature, logic, rhetoric,
philosophy, and kalam were taught alongside the transmitted sciences of tafsir, hadith, and figh.
During the Delhi Sultanate and Mughal periods, the proliferation of madrasas, increased scholarly
mobility among major centers of learning, and the patronage of educational institutions by rulers and
statesmen contributed to the emergence of a distinctive regional madrasa tradition (Pakdemirli and
Birisik, 2013, pp. 87-96).

The Dars-i Nizami emerged in the first half of the eighteenth century through the
systematization of this long-standing educational tradition around a more clearly defined curriculum.
It is therefore more accurate to regard the Dars-i Nizami not as an entirely new program, but as a
selective reorganization of the various madrasa curricula that had developed earlier in the Indian
subcontinent. The increasing inclusion of rational sciences such as logic, philosophy, mathematics,
astronomy, and medicine in educational programs, particularly during the reign of the Mughal
emperor Akbar, helped prepare the intellectual foundations upon which the Dars-i Nizami would
later develop. During this period, education was intended not only to train individuals capable of
performing religious functions, but also to prepare qualified persons for service in the judiciary,
bureaucracy, and administration (Aslamaci, 2013, pp. 190-191).

The scholarly circle of Firangi Mahal played a decisive role in the formation of the Dars-i
Nizami. The institutional foundations of this tradition were closely associated with the scholarly
activities of Mulla Qutb al-Din Sahalawi. Following his death, a property in Lucknow that had
previously belonged to a European merchant, and was therefore known as “Firangi Mahal,” meaning
“the European’s mansion,” was allocated to his family by the Mughal administration. Over time,
Firangi Mahal developed into an important center of learning where members of the family and other
scholars taught students. It subsequently became one of the most influential scholarly centers of the
Indian subcontinent during the eighteenth and nineteenth centuries. Education there retained a
traditional structure in which scholars generally taught students in their homes or in spaces assigned
to them, rather than within a centralized school system organized into classrooms in the modern
sense (Aydn, 2018, pp. 305-306).

Mulla Nizam al-Din Sahalawi (1677—1748), the son of Mulla Qutb al-Din, developed the
educational approach he had inherited from his father and organized it into a more systematic
curriculum. This program later came to be known as the “Dars-i Nizami” in reference to Mulla
Nizam al-Din. In this designation, the term “dars” refers to a course of study or educational program,
whereas “Nizami” signifies its association with Mulla Nizam al-Din. The program is therefore not
directly related to the Nizamiyya madrasas founded under the patronage of the Seljuk vizier Nizam
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al-Mulk. Despite the similarity in name, the Dars-i Nizami represents a distinct educational tradition
that emerged under the intellectual and social conditions of the eighteenth-century Indian
subcontinent.

The roots of Mulla Nizam al-Din’s curricular approach can be traced to his father’s teaching
method, which was based on the study of selected works regarded as foundational within each
discipline. Mulla Nizam al-Din developed this approach further and formulated a program that
encompassed a wide range of disciplines. Rather than attempting to cover the entire literature of each
field, however, the curriculum concentrated on selected texts considered suitable for cultivating
students’ intellectual and analytical abilities. In this approach, the number of books studied was less
important than the scholarly level of the selected works and their capacity to foster independent
thinking. The principal aim of the curriculum was not merely to enable students to memorize existing
knowledge, but to train them to analyze texts, establish relationships between concepts, evaluate
arguments, and participate effectively in scholarly discussion.

One of the most distinctive features of the curriculum was the considerable emphasis it
placed on the rational and instrumental sciences, including mantiq (logic), hikmat or falsafa
(philosophy), kalam (Islamic theology), balaghat (rhetoric), sarf (morphology), and nahw (syntax).
By contrast, a more limited number of works were selected in the fields of tafsir, hadith, and furu al-
figh. For example, hadith instruction is reported to have been largely confined to Mishkat al-
Masabih, whereas a considerably broader range of works was studied in logic, philosophy, grammar,
and rhetoric (Aydin, 2018, pp. 305-306). In this respect, the Dars-i Nizami was not, as is sometimes
assumed today, a curriculum devoted solely to the study of foundational religious texts. Rather, its
main emphasis was placed on the linguistic, rational, and argumentative disciplines that prepared
students to read, understand, and interpret advanced religious texts (Birisik, 2003, p. 334).

The emphasis placed on the rational and instrumental sciences was also closely related to
the social and professional needs of the period in which the curriculum developed. Courses in logic,
kalam, and philosophy strengthened students’ abilities in reasoning and scholarly disputation, while
instruction in figh and usul al-figh prepared them for legal and scholarly responsibilities, including
service as muftis, qadis, and mudarrises. In this respect, the Dars-i Nizami was not merely a program
of religious education aimed at cultivating pious individuals. It also functioned as a form of advanced
education intended to meet the scholarly, legal, and administrative needs of Muslim society.

Sources provide differing accounts of the number of disciplines and books included in the
curriculum. Some studies state that the program consisted of 16 subjects and 84 books, whereas
another classification identifies 43 books belonging to 11 branches of knowledge (Birigik, 2003, p.
334). The main reason for this discrepancy is that the Dars-i Nizami was not an immutable
curriculum formulated at a single point in time with all of its subjects and texts permanently fixed.
Works personally taught by Mulla Nizam al-Din were sometimes listed together with books added
to the curriculum in later periods within the Firangi Mahal tradition, resulting in different
reconstructions of the curriculum. In addition, some scholars count fields of study, whereas others
count individual texts, commentaries, and glosses as separate books.

The scholarly reputation of the Firangi Mahal family and the dispersal of its students to
different regions played an important role in the spread of the Dars-i Nizami. The students and
descendants of Mulla Nizam al-Din contributed to the wider recognition of the curriculum by
teaching in various cities across India. His son, Abd al-Ali b. Nizam al-Din, in particular, continued
his father’s educational approach. While using a principal text as the basis for each field of study, he
also introduced additional works according to each student’s ability and level. Abd al-Ali’s inclusion
of Sahih al-Bukhari in the curriculum demonstrates that, from the very first generation, the Dars-i
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Nizami could be modified in accordance with the preferences of individual teachers and the
educational level of their students (Aydin, 2018, p. 306).

During the period in which the Dars-i Nizami was taking shape, a different educational
orientation was also developing in the Indian subcontinent. The program implemented by Shah
Waliullah al-Dihlawi at the Rahimiyya Madrasa placed greater emphasis on hadith and Quranic
studies than the curriculum associated with Firangi Mahal. Shah Waliullah criticized the amount of
time students spent on instrumental sciences, reduced the emphasis placed on sarf, nahw, mantiq,
and falsafa, and reorganized the curriculum around a stronger emphasis on hadith, tafsir, and figh
(Aydin, 2022, pp. 185-186). Thus, two influential educational orientations can be identified in the
eighteenth-century Indian subcontinent: one placing greater emphasis on rational and instrumental
sciences, and the other assigning greater weight to hadith and the transmitted sciences. Later madrasa
curricula developed through different combinations of these two educational tendencies.

The formation and development of the Dars-i Nizami should therefore not be understood as
a process confined to the original program associated with Mulla Nizam al-Din. The curriculum
emerged within the scholarly environment of Firangi Mahal, spread through the activities of Mulla
Nizam al-Din’s students and descendants, and was subsequently reshaped in response to broader
developments in Indian Islamic education. Later versions of the curriculum also reflected the
increasing importance of hadith studies represented by the Rahimiyya tradition. In the nineteenth
century, the consolidation of British colonial rule, the removal of Persian from its former official and
administrative position, and the decline of traditional forms of state patronage significantly altered
the social position of madrasas. Particularly after the events of 1857, new educational centers such
as Deoband adopted the Dars-i Nizami as an important framework for preserving Islamic learning
and scholarly tradition, while at the same time increasing the emphasis placed on hadith, tafsir, and
figh within the curriculum (Pakdemirli and Birisik, 2013, pp. 102—-108).

Classification of Sciences, Course Content, and Teaching Method in the Dars-i Nizami
Curriculum

The Dars-i Nizami was not merely a fixed curriculum consisting of a prescribed sequence of
subjects and books. At its core was the aim of enabling students to acquire the linguistic proficiency
required to read classical Islamic sources, to understand religious rulings together with their textual
and legal foundations, and to develop the ability to reason about scholarly questions. For this reason,
the disciplines included in the curriculum were arranged within a certain hierarchy according to their
preparatory function, instrumental role, and ultimate educational purpose. It should also be
emphasized that the original program associated with Mulla Nizam al-Din Sahalawi was not identical
to the curriculum that was reshaped at Darul Uloom Deoband in the nineteenth century and that is
implemented today under the name Dars-i Nizami. Although the contemporary curriculum preserves
the historical core of the tradition, it represents a later form in which greater emphasis is placed on
hadith, tafsir, and figh, while some subjects and texts have been removed and others added over time
(Aslamaci, 2014, pp. 189—-190).

Classification of the Sciences and the Basic Structure of the Curriculum: The disciplines
included in the Dars-i Nizami may generally be examined through two different classifications: the
rational and transmitted sciences, and the instrumental and higher sciences. The rational sciences
consisted of disciplines based primarily on reasoning and demonstrative methods, such as logic,
hikmat or philosophy, kalam, arithmetic, geometry, and astronomy. The transmitted sciences, by
contrast, included fields grounded in foundational religious sources and transmitted knowledge, such
as tafsir, hadith, figh, usul al-figh, aqaid, and faraid. These categories, however, were not separated
by rigid boundaries. Disciplines such as kalam and usul al-figh drew upon both transmitted evidence
and rational inference and therefore served as a link between the two groups of sciences.

www.turkishstudies.net/education



594 Mustafa Safa

According to the second classification, disciplines such as sarf, nahw, balaghat, logic, and
munazara were regarded as “instrumental sciences.” These disciplines prepared students for the
higher or principal sciences, including tafsir, hadith, figh, and kalam. One of the distinctive features
of the Dars-i Nizami was that it did not regard the instrumental sciences merely as introductory or
auxiliary subjects. The intensive sequence of texts studied in these fields was intended to enable
students to analyze Arabic expressions, understand relationships between concepts, and defend a
position on the basis of evidence and argument. The instrumental sciences thus functioned not only
as a preparatory stage for understanding religious texts, but also as disciplines that cultivated a
particular mode of reasoning and scholarly disputation.

In the original form of the Dars-i Nizami, considerable space was devoted to logic,
philosophy, grammar, and rhetoric, whereas a more limited number of works were studied in tafsir
and hadith. While the curriculum included numerous works on logic and philosophy, the principal
texts in tafsir included Tafsir al-Jalalayn and al-Baydawi’s Anwar al-Tanzil, while Khatib al-
Tabrizi’s Mishkat al-Masabih occupied a prominent place in hadith studies (Moosa, 2015, pp. 47—
74). This distribution does not mean that the curriculum regarded the religious sciences as
unimportant. Rather than requiring students to study as many books as possible in every field, the
program aimed to equip them, through the close study of selected and relatively demanding texts,
with the intellectual and linguistic competence necessary to read other works independently.

Language and Literature Courses: Language and literary studies constituted the first and
one of the most extensive components of the Dars-i Nizami curriculum. In sarf, students were taught
the structure, inflection, and derivation of Arabic words, while nahw focused on sentence structure,
the grammatical functions of words within sentences, and the rules of irab. Within this framework,
works such as Mizan al-Sarf, Munshaib, Nahw-i Mir, Sharh-i Miat Amil, Hidayat al-Nahw, al-
Kafiya, and Sharh-i Jami were studied at different levels. The use of short texts summarizing basic
rules at the initial stages, followed by more detailed works accompanied by commentaries and
glosses at advanced levels, indicates that instruction progressed gradually from simpler to more
difficult material (Akgay, 2018, pp. 582-584).

Instruction in balaghat aimed to enable students to understand the subtleties of meaning and
expression in Arabic through the disciplines of maani, bayan, and badi. Works such as Mukhtasar
al-Maani and Talkhis al-Miftah were intended not merely to teach students how to construct
grammatically correct sentences, but also to enable them to understand the context, style, and
rhetorical structure of a text. Literary works such as Magamat al-Hariri, the Diwan of al-Mutanabbi,
Diwan al-Hamasa, and al-Muallagat al-Sab were included in the curriculum in order to expand
students’ vocabulary, familiarize them with eloquent Arabic style, and develop their ability to
analyze poetry (Akeay, 2018, pp. 582-583).

Despite the central position of Arabic within the curriculum, the language of instruction in
the Indian subcontinent was not always Arabic. Although a substantial proportion of the classical
textbooks were written in Arabic, teachers’ explanations were delivered in Persian, Urdu, or regional
languages depending on the historical period and geographical context. Because of the scholarly and
administrative status of Persian under Mughal rule, works by Sadi such as Gulistan and Bustan
remained part of the curriculum for a long period. As Persian lost its position as an official language
under British colonial rule, Urdu gradually gained greater importance as a medium of instruction.
Zaman (1999) points out that, although the textbooks were in Arabic, the consistent use of students’
native languages for explanation could limit their ability to read and speak Arabic independently.
This suggests that, within the Dars-i Nizami tradition, Arabic was generally taught less as a language
of everyday communication than as an instrument for understanding classical texts.

Language and Literature Courses: Language and literary studies constituted the first and
one of the most extensive components of the Dars-i Nizami curriculum. In sarf, students were taught
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the structure, inflection, and derivation of Arabic words, while nahw focused on sentence structure,
the grammatical functions of words within sentences, and the rules of irab. Within this framework,
works such as Mizan al-Sarf, Munshaib, Nahw-i Mir, Sharh-i Miat Amil, Hidayat al-Nahw, al-
Kafiya, and Sharh-i Jami were studied at different levels. The use of short texts summarizing basic
rules at the initial stages, followed by more detailed works accompanied by commentaries and
glosses at advanced levels, indicates that instruction progressed gradually from simpler to more
difficult material (Akgay, 2018, pp. 582-584).

Instruction in balaghat aimed to enable students to understand the subtleties of meaning and
expression in Arabic through the disciplines of maani, bayan, and badi. Works such as Mukhtasar
al-Maani and Talkhis al-Miftah were intended not merely to teach students how to construct
grammatically correct sentences, but also to enable them to understand the context, style, and
rhetorical structure of a text. Literary works such as Magamat al-Hariri, the Diwan of al-Mutanabbi,
Diwan al-Hamasa, and al-Muallagat al-Sab were included in the curriculum in order to expand
students’ vocabulary, familiarize them with eloquent Arabic style, and develop their ability to
analyze poetry (Akgay, 2018, pp. 582—-583).

Despite the central position of Arabic within the curriculum, the language of instruction in
the Indian subcontinent was not always Arabic. Although a substantial proportion of the classical
textbooks were written in Arabic, teachers’ explanations were delivered in Persian, Urdu, or regional
languages depending on the historical period and geographical context. Because of the scholarly and
administrative status of Persian under Mughal rule, works by Sadi such as Gulistan and Bustan
remained part of the curriculum for a long period. As Persian lost its position as an official language
under British colonial rule, Urdu gradually gained greater importance as a medium of instruction.
Zaman (1999) points out that, although the textbooks were in Arabic, the consistent use of students’
native languages for explanation could limit their ability to read and speak Arabic independently.
This suggests that, within the Dars-i Nizami tradition, Arabic was generally taught less as a language
of everyday communication than as an instrument for understanding classical texts.

Logic, Philosophy, and Kalam Courses: Logic was one of the most distinctive components
of the classical Dars-i Nizami curriculum. Through texts such as Isaghuji, Mirqat, Sharh al-Tahdhib,
Qutbi, Sullam al-Ulum, and Qadi Mubarak, students studied concepts, definitions, propositions,
syllogisms, demonstration, and fallacies. These works were arranged progressively from simpler to
more advanced levels in order to develop students’ capacity for abstract reasoning. Logic was
regarded as necessary not only for understanding philosophical questions, but also for grasping the
methods of inference employed in kalam, usul al-figh, and munazara (Akgay, 2018, p. 583).

Courses in philosophy, or hikmat, addressed subjects such as being, knowledge, nature,
motion, causality, and metaphysics. The prominence given to logic and philosophy during the
formative period of the Dars-i Nizami was related to the influence of scholarly traditions from Iran
and Central Asia on the intellectual life of the Indian subcontinent. The purpose of studying these
works, however, was not to attach students to a particular philosophical position, but rather to equip
them with the intellectual capacity to understand philosophical claims and, when necessary, critically
evaluate them. In the educational approach of Darul Uloom Deoband, one of the principal aims was
likewise the development of the student’s intellectual aptitude and capacity for independent learning
(Metcalf, 1978, pp. 117-121).

Courses in kalam and aqaid were intended to provide a systematic understanding of religious
beliefs and to equip students to defend them against differing theological positions. Among the
principal works studied in this field was Sharh al-Aqaid al-Nasafiyya, al-Taftazani’s commentary
on al-Nasafi’s creedal text, together with theological works by Jalal al-Din al-Dawwani. A close
relationship was thus established between the study of logic and philosophy and the teaching of
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kalam. Students were expected not merely to transmit doctrinal positions, but also to explain and
defend them through rational arguments.

Figh and Usul al-Figh Courses: Figh was one of the fields that most clearly reflected the
professional and social dimensions of the Dars-i Nizami curriculum. The principal texts of the Hanafi
school were studied in a progressive sequence. At the introductory level, students read Abu al-
Husayn al-Quduri’s al-Mukhtasar and al-Nasafi’s Kanz al-Dagaiq, while at more advanced stages
they studied Sadr al-Sharia’s Sharh al-Wigaya and al-Marghinani’s al-Hidaya. These works covered
the principal areas of figh, including acts of worship, family law, transactions, criminal law, and
judicial procedure (Aydin, 2018, pp. 308-310).

The study of works such as Nur al-Anwar, al-Tawdih, al-Talwih, and Musallam al-Thubut
in usul al-figh demonstrates that students were not expected merely to learn the legal rulings
established within the school. These courses were intended to teach the evidentiary foundations of
legal rulings, the interpretation of linguistic expressions, commands and prohibitions, giyas, ijma,
and ijtihad. In this way, figh represented the body of normative legal knowledge, while usul al-figh
represented the methodological framework through which that knowledge was derived. This part of
the curriculum was closely connected with the training of muftis, qadis, mudarrises, and religious
functionaries.

Tafsir and Hadith Courses: In the classical Dars-1 Nizami curriculum, the number of works
devoted to tafsir and hadith was relatively limited compared with those assigned to logic, language
studies, and figh. In tafsir, the principal works generally included Tafsir al-Jalalayn and al-
Baydawi’s Anwar al-Tanzil, while Mishkat al-Masabih occupied a central place in hadith instruction.
With the reorganization of the curriculum within the Deobandi tradition, however, the emphasis
placed on hadith increased considerably. This development was influenced in part by the hadith-
centered educational approach associated with Shah Waliullah al-Dihlawi.

In the contemporary Deobandi curriculum, selections of hadith and works on hadith
methodology are studied during the earlier years, while the final year is devoted to the major hadith
collections in a stage known as Dawra-i Hadith. At this level, works such as Sahih al-Bukhari, Sahih
Muslim, Sunan al-Tirmidhi, Sunan Abi Dawud, Sunan al-Nasai, Sunan Ibn Majah, Sharh Maani al-
Athar, al-Shamail al-Muhammadiyya, and the various recensions of the Muwatta are studied under
the supervision of different teachers (Akgay, 2018, pp. 580—-584). Since it is not possible to provide
equally detailed commentary on all of these works, some are studied in their entirety, while others
are covered through selected sections.

Hadith instruction includes not only the translation and explanation of individual reports, but
also the study of transmitters, the grading of hadith authenticity, the evidentiary bases of different
legal schools, and methods of deriving legal rulings from transmitted reports. Within the educational
approach of Darul Uloom Deoband, particular importance is attached to the relationship between
hadith and Hanafi figh. Although the views of different legal schools are presented, students are also
expected to understand the reasons for preferring the Hanafi position through an examination of its
supporting evidence (Akgay, 2018, pp. 580-584). Hadith instruction therefore extends beyond the
mere reading of transmitted reports and constitutes a comprehensive field in which transmission,
critical understanding, and juristic inference are integrated.

Teaching Method: The teaching method of the Dars-i Nizami was centered on both the
textbook and the teacher. Unlike contemporary curricula organized around subjects or learning
outcomes, the Dars-i Nizami was structured around the principal texts prescribed for each field of
study. Completing a course generally meant reading either the entire designated text or selected
sections of it under the supervision of a teacher. Text-centered instruction, however, should not be
understood as merely reading the text aloud or translating it. During the lesson, students were
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expected to analyze the grammatical structure of the passage, clarify key concepts, identify the
author’s position, evaluate the arguments presented in the text, and discuss possible objections.

At Darul Uloom Deoband, instruction was conducted in three stages according to the
student’s level. At the first stage, the aim was to develop accurate reading skills, vocabulary, and
familiarity with basic concepts. At the intermediate stage, students were expected to acquire the
ability to analyze texts independently. At the advanced stage, the objective was to develop an
understanding of the major questions, arguments, and debates within the relevant discipline. In class,
the student first read the text, after which the teacher explained the passage and elaborated on the
different dimensions of the issue under discussion. Students were expected to prepare the text before
class, ask questions about points they did not understand, and review the material after the lesson
(Metcalf, 1978, pp. 117-121).

Within this system, mutalaa, tagrir, and takrar constituted three complementary educational
practices. Mutalaa referred to the student’s examination of the assigned text before class; tagrir
denoted the teacher’s explanation of the text and elaboration of its issues; and fakrar referred to the
individual or collective review of the material after the lesson. In disciplines such as logic, kalam,
and usul al-figh, question-and-answer, objection-and-response, and munazara methods were also
employed. Student discussions known as musamara likewise provided opportunities to articulate
knowledge orally and to evaluate opposing views (Akcay, 2018, p. 584).

Field studies on madrasas in Pakistan indicate that, in contemporary practice, lessons are
often conducted by reading the prescribed text and having the teacher explain passages that students
find difficult to understand. Students are generally responsible for reviewing lessons, memorizing
the sections that require memorization, and preparing for the following day’s class. At the same time,
when the instructional process becomes excessively dependent on the teacher’s exposition, there is
a risk that students may not sufficiently develop skills in research, writing, practical application, and
critical evaluation (Aslamaci, 2014, pp. 190-191).

Institutional Applications of the Dars-i Nizami Curriculum in the Indian Subcontinent
and Its Contemporary Transformation

Although the Dars-i Nizami originated within the scholarly circle of Firangi Mahal in the
eighteenth century, it gradually moved beyond the boundaries of the original program implemented
by its founder and became a common curricular framework for different madrasa traditions across
the Indian subcontinent, particularly in India, Pakistan, and Bangladesh. The program, however,
never developed into an immutable system in which the same subjects, books, and teaching methods
were applied uniformly in all institutions. Different religious movements and educational traditions,
including the Deobandis, Barelvis, Ahl-i Hadith, Nadwat al-Ulama, and Jamaat-i Islami, preserved
many of the core elements of the Dars-i Nizami while adding new content or reducing the emphasis
placed on certain subjects according to their doctrinal orientations, educational objectives, and social
circumstances. Consequently, the term “Dars-i Nizami” today refers less to the original program
formulated by Mulla Nizam al-Din Sahalawi than to the various institutional adaptations that
developed from it over the course of its historical evolution (Ferdaus, 2022, pp. 581-583).

Deoband in India and the Restructuring of the Dars-i Nizami

The most influential institutional application of the Dars-i Nizami in the modern period was
developed at Darul Uloom Deoband. Following the suppression of the uprising of 1857 and the end
of Mughal rule, Muslims in India experienced major political, economic, and cultural disruption.
Changes introduced by British colonial rule in the languages used in education and administration,
the loss of Persian’s official status, and the expansion of modern schools narrowed many of the
traditional functions of madrasas. Under these conditions, Darul Uloom Deoband, founded in 1866,
transformed the madrasa from an institution closely connected with training personnel for state
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administration into a civil educational institution primarily concerned with preserving Islamic
learning and Muslim identity (Aslamaci, 2013, pp. 192—-194).

Although Deoband adopted the basic structure of the Dars-i Nizami, it altered the balance of
the curriculum. Some of the courses in logic, philosophy, and hikmat that had occupied a prominent
place in Mulla Nizam al-Din’s program were reduced, while the position of Quranic studies, hadith,
figh, and usul al-figh was strengthened. In particular, the organization of the final year as Dawra-i
Hadith and the intensive study of the major hadith collections, especially the Kutub al-Sitta, reflected
the influence of the hadith-centered educational approach associated with Shah Waliullah al-
Dihlawi. The resulting curriculum thus combined elements of Firangi Mahal’s emphasis on the
rational and instrumental sciences with the stronger orientation toward the transmitted sciences
characteristic of the Rahimiyya tradition (Metcalf, 1978, p. 117).

Deoband’s innovations were not confined to curricular content. While preserving the
traditional teacher-student relationship, the institution also adopted certain organizational features
associated with modern schooling, including a classroom system, annual examinations, a central
library, systematic record keeping, certificates, and institutional reports. Its reliance largely on public
donations for financial support also provided the institution with a degree of autonomy from the
state. This structure enabled the madrasa to function both as a continuation of traditional scholarly
authority and as a civil institution organized outside the colonial administration. The Deoband model
soon spread to different regions of India and later to Pakistan, Bangladesh, and other countries
(Birigik, 2004, pp. 5-10).

The continued use of the name Dars-i Nizami for the curriculum taught at Deoband today
sometimes obscures the distinction between the original curriculum and its later institutional
adaptations. The contemporary eight-year program includes intensive hadith instruction alongside
classical disciplines such as sarf, nahw, balaghat, logic, aqaid, and figh. At certain stages, subjects
such as Urdu, English, history, geography, and basic science may also be included. Nevertheless, the
principal objective of the institution is not to provide multidisciplinary higher education in the
modern sense, but to train scholars capable of reading classical sources, interpreting religious
questions, and serving their communities as imams, muftis, mudarrises, or preachers.

Applications in Barelvi, Ahl-i Hadith, and Other Madrasa Traditions: The widespread
use of the Dars-i Nizami does not mean that madrasas affiliated with different doctrinal schools and
religious communities share the same understanding of Islam. Although the principal fields of the
curriculum, such as language studies, logic, figh, tafsir, and hadith, are broadly similar, the selection
of textbooks, supplementary readings, and teachers’ explanations varies according to the theological
and legal orientations of individual institutions.

In Deobandi madrasas, Hanafi figh and a religious outlook emphasizing hadith and the
Sunnah occupy a prominent place. In Barelvi madrasas, by contrast, alongside Hanafi figh, greater
visibility is given to Sufism, devotion to the Prophet Muhammad, reverence for saints, and the
traditional religious practices of South Asian Muslims. Ahl-i Hadith madrasas retain some of the
linguistic and instrumental sciences associated with the Dars-i Nizami, while maintaining a more
critical distance from school-based figh instruction and placing greater emphasis on direct
engagement with the Quran and hadith sources. Institutions affiliated with Jamaat-i Islami,
meanwhile, generally devote more space to contemporary subjects concerning the social, political,
and economic dimensions of Islam (Aslamaci, 2014, pp. 189-190).

The Dars-i Nizami should therefore be understood less as a uniform body of content that
standardizes different religious traditions than as a shared educational framework through which
each tradition can transmit its own scholarly and doctrinal outlook. Even when the same figh or
hadith text is taught, differences in teachers’ explanations, preferred commentaries, and approaches
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to disputed issues may contribute to the formation of distinct religious identities. This indicates that
the curriculum cannot be adequately examined solely through official course lists; the hidden
curriculum of the madrasa, the authority of the teacher, and supplementary reading materials must
also be taken into account.

Nadwat al-Ulama and the Search for a Curriculum Between Tradition and Modernity:
By the late nineteenth century, one of the major educational challenges facing Indian Muslims was
the growing divide between traditional madrasa education and Western-style modern education.
While the Aligarh movement gave priority to modern sciences and English-medium education,
Deoband concentrated on preserving the classical Islamic sciences. Nadwat al-Ulama, whose
foundations were laid in 1892 and which began its educational activities in Lucknow in 1898, sought
to establish a balance between these two orientations. Its guiding principle was to combine “the
sound elements of the old with the beneficial aspects of the new” (Birisik, 2004, p. 16).

At Nadwat al-Ulama, the Dars-i Nizami curriculum was not abandoned altogether, but was
substantially reorganized. Greater emphasis was placed on Arabic language and literature and
Quranic studies; English was made a compulsory subject; and courses related to history, geography,
and contemporary thought were incorporated into the curriculum. Whereas Arabic in many
traditional madrasas was taught primarily through grammatical rules and textual translation, Nadwa
aimed to develop students’ ability to use Arabic as a language of both written and oral
communication. This approach enabled the institution to establish more direct scholarly and cultural
relations with the Arab world.

Nadwa’s curricular policy represented a third major orientation in the institutional
transformation of the Dars-i Nizami. While Firangi Mahal emphasized the rational sciences,
Deoband gave greater prominence to hadith and figh, and Aligarh prioritized modern sciences,
Nadwat al-Ulama pursued a selective integration of the classical Islamic sciences with modern
disciplines. At the same time, the fact that the institution developed neither into a fully modern
university nor into a purely traditional madrasa indicates that curricular reform was pursued in a
manner intended to preserve its distinctive institutional identity (Isik, 2019, p. 104).

Madrasa Boards and the Eight-Year Program in Pakistan

After Pakistan gained independence in 1947, the Dars-i Nizami became the principal
curriculum of religious higher education in the country. The madrasas, however, were not placed
under a single centralized authority. Deobandi, Barelvi, Ahl-i Hadith, Jamaat-i Islami, and Shia
circles established their own madrasa associations and educational boards. These bodies regulate
subjects, prescribed textbooks, examinations, and qualifications. Thus, although the Dars-i Nizami
in Pakistan retains a common curricular core, its implementation varies according to doctrinal
affiliation and the regulations of individual boards (Pakdemirli and Ev, 2015, pp. 854-861).

The program generally consists of an eight-year structure that is commonly regarded as
corresponding to the secondary and higher levels of education. In the earlier stages, students study
sarf, nahw, Arabic texts, logic, introductory figh, and aqaid. At the intermediate level, the curriculum
includes balaghat, advanced figh, usul al-figh, and tafsir, while the final stages focus primarily on
hadith and hadith methodology. The fact that the eighth year is largely devoted to the major hadith
collections reflects the influence of the Deobandi tradition. Students who complete the program are
generally awarded an Alimiyya or Shahadat al-Alimiyya qualification. In some larger madrasas, this
may be followed by specialized takhassus programs in fields such as tafsir, hadith, figh, and fatwa
studies (Aslamaci, 2014, pp. 188—191).

Madrasas in Pakistan also incorporate subjects such as Urdu, English, mathematics, social
studies, and basic science into preparatory stages preceding the Dars-i Nizami. These subjects,
however, are not taught at the same level or by specialist teachers in every institution. In some
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madrasas, modern subjects form a compulsory part of the curriculum, whereas in others they are
offered only in a limited or elective capacity. Consequently, despite the use of the same curricular
title, there are significant differences in educational resources and opportunities between well-
established madrasas in major cities and smaller institutions in rural areas.

Debates over madrasa reform in Pakistan have generally focused on state regulation, official
recognition of qualifications, the inclusion of general education subjects in the curriculum, and the
expansion of employment opportunities for graduates. At the same time, the state’s security-oriented
approach and the frequent framing of madrasas in relation to debates over radicalization have
contributed to a cautious attitude among the ulama toward externally initiated reform. Madrasa
representatives have expressed concern that reforms imposed from outside may weaken the
autonomy and institutional identity of religious education. Research indicates, however, that madrasa
communities are not uniformly opposed to change and that many remain open to cooperation,
particularly in areas such as teaching methods, instructional materials, teacher training, and general
education subjects. The success of reform, therefore, depends to a considerable extent on the
participation of madrasa representatives in decision-making processes (Aslamaci, 2014, pp. 196—
198).

Aliya and Qawmi Madrasa Models in Bangladesh

Madrasa education in Bangladesh is organized primarily within two institutional models:
Aliya and Qawmi. Aliya madrasas are institutions recognized and supervised by the state and
integrated to varying degrees into the general education system. Qawmi madrasas, by contrast, are
traditional educational institutions that operate largely through public donations and enjoy greater
administrative and financial autonomy. Although both systems have historical roots in the Dars-i
Nizami tradition, their contemporary forms of implementation differ considerably (Ferdaus, 2022,
pp. 575-582).

The roots of the Aliya system can be traced to the Calcutta Aliya Madrasa, established by
the British East India Company in the late eighteenth century. Although the institution initially drew
upon the Dars-i Nizami curriculum, its program was gradually modified in accordance with the
administrative needs of the colonial state, with increasing emphasis placed on subjects such as
English, Bengali, mathematics, science, and the social sciences. Today, Aliya madrasas provide
instruction in both religious and general academic subjects and award qualifications officially
recognized by the state. In this respect, the Aliya system represents a modernized and state-regulated
adaptation of the Dars-i Nizami tradition.

In Qawmi madrasas, by contrast, the Dars-i Nizami tradition transmitted through Deoband
remains more clearly visible. Classical works such as Mizan, Nahw-i Mir, Hidayat al-Nahw, al-
Kafiya, Sharh-i Jami, Mukhtasar al-Maani, Sharh al-Aqaid al-Nasafiyya, Nur al-Anwar, Sharh al-
Wigaya, Tafsir al-Jalalayn, and Mishkat al-Masabih continue to be taught in these institutions. The
prominence of the rational sciences found in the historical Dars-i Nizami, however, has diminished,
while tafsir, hadith, and figh have moved to the center of the curriculum. The contemporary Qawmi
curriculum should therefore be understood less as a direct continuation of the original Dars-i Nizami
than as its Deobandi adaptation (Ferdaus, 2022, pp. 582-584).

The Bangladeshi case illustrates two different forms of modernization within the Dars-i
Nizami tradition. While the Aliya model has moved closer to the formal education system through
state supervision, recognition of qualifications, and the inclusion of general education subjects, the
Qawmi model has placed greater emphasis on institutional autonomy and the preservation of a
traditional scholarly identity. At the same time, regulations concerning the recognition of Qawmi
qualifications and graduates’ access to higher education have also encouraged these institutions to
adopt greater standardization in areas such as qualifications, examinations, and curricular
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organization. The boundaries between traditional madrasa education and the modern educational
system are therefore becoming increasingly permeable.

Contemporary Criticisms and the Main Directions of Transformation

One of the principal criticisms directed at the Dars-i Nizami is that the curriculum is heavily
text-centered, intensive, and dependent on historically established works. Some evaluations argue
that the program is oriented primarily toward preserving earlier texts, that it transmits inherited
scholarly knowledge more than it produces new knowledge, and that instruction is often reproduced
within the traditional framework of commentaries and glosses. Since lessons depend largely on the
teacher’s explanation, students may not sufficiently develop skills in research, academic writing,
presentation, and critical evaluation (Pakdemirli and Ev, 2015, pp. 856-865).

This criticism, however, requires a distinction between the original Dars-i Nizami and its
contemporary forms of implementation. Mulla Nizam al-Din’s curriculum was an innovative
arrangement designed to respond to the needs of its own period and to develop students’ rational and
intellectual abilities. The inclusion of logic, philosophy, mathematics, and astronomy demonstrates
that the curriculum was not originally intended merely to preserve transmitted knowledge.
Contemporary criticisms of curricular rigidity are therefore related less to the historical origins of
the Dars-i Nizami than to the gradual elevation of certain books into fixed authorities and to the
reduction of educational objectives to the completion of prescribed texts.

A second criticism concerns the weakening relationship between the curriculum and the
intellectual and professional needs of contemporary society. The limited presence of modern
sciences, social sciences, economics, politics, psychology, history of religions, media literacy, and
information technologies restricts graduates’ employment opportunities outside religious services.
There is also a growing need to address contemporary questions of figh, religious life in pluralistic
societies, citizenship, human rights, environmental issues, bioethics, and artificial intelligence in
relation to the classical scholarly tradition. These issues indicate that curricular reform cannot be
limited simply to the addition of new subjects (Metcalf, 1978, pp. 117-121).

A third area of criticism concerns language instruction. Although students may spend many
years studying Arabic sarf and nahw, they do not always attain sufficient proficiency in speaking,
writing, or independently engaging with modern Arabic texts. One reason is that Arabic is often
taught primarily as a tool for translating and grammatically analyzing classical texts rather than as a
language of communication. Similarly, limited instruction in English can make it more difficult for
students to access contemporary academic literature. It is therefore important for language education
to combine competence in textual analysis with communicative proficiency (Moosa, 2015, pp. 108—
121).

At the same time, two reductionist approaches should be avoided in debates over reform.
The first is to treat every element of the classical curriculum as an immutable part of the religious
tradition and therefore beyond criticism. Since the Dars-i Nizami has undergone repeated changes
throughout its history, curricular revision is not in itself contrary to tradition. The second is to
understand modernization simply as the addition of subjects such as science, English, and computer
studies. Meaningful curricular reform requires a reconsideration not only of the list of subjects, but
also of the qualities expected of the scholars being trained, teaching methods, forms of assessment
and evaluation, and the roles graduates are expected to perform within society.

Conclusion

The Dars-i Nizami was not merely a curriculum composed of a fixed set of subjects and
books, but a historical educational tradition through which Muslim communities in the Indian
subcontinent transmitted their scholarly heritage, religious authority, and institutional identity from
one generation to the next. The systematization of the curriculum within the scholarly circle of
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Firangi Mahal in the eighteenth century was closely related to the intellectual, legal, and
administrative conditions of the late Mughal period. In this context, the program emerged as an
institutional arrangement designed to train the kinds of scholars, mudarrises, muftis, and jurists
required by the society of its time.

The prominent place given in the original curriculum to Arabic language and rhetoric, as
well as to logic, philosophy, kalam, and munazara, demonstrates that education was not limited to
the transmission of religious knowledge. Through practices such as mutalaa, taqrir, takrar, question-
and-answer, and munazara, students were introduced to a particular mode of reasoning, scholarly
language, and professional identity. The teaching process, structured around the teacher-student
relationship and the close study of classical texts, played a central role in the production and
continuity of scholarly authority.

The historical development of the Dars-i Nizami also reveals the reciprocal relationship
between curriculum and social conditions. Colonial rule, the contraction of traditional avenues of
bureaucratic employment, and the expansion of modern educational institutions altered the social
position of madrasas. In this process, Deoband strengthened the position of hadith, tafsir, and figh
within the curriculum and reorganized the madrasa as a civil educational institution concerned with
the preservation of Islamic learning and Muslim identity. Nadwat al-Ulama, by contrast, sought to
establish a different relationship between the classical Islamic sciences, Arabic language, English,
and contemporary fields of knowledge.

The applications found within Deobandi, Barelvi, Ahl-i Hadith, and Jamaat-i Islami circles
demonstrate that the same curricular tradition can acquire different meanings within distinct
doctrinal and institutional settings. Differences among institutions are evident not only in lists of
subjects and textbooks, but also in the relative emphasis placed on particular disciplines, the authority
of the teacher, teaching methods, and the social roles assigned to graduates. The Dars-i Nizami
should therefore be understood not as a fixed program that produces uniform institutions, but as a
shared educational framework within which different religious traditions construct and transmit their
own identities.

The madrasa boards of Pakistan and the Aliya and Qawmi models of Bangladesh further
demonstrate that madrasas have developed different forms of institutionalization according to the
nature of their relationship with the state and society. While Aliya madrasas have moved toward
state supervision, recognition of qualifications, and integration with the general education system,
Qawmi madrasas have emphasized institutional autonomy and the preservation of a traditional
scholarly identity. At the same time, modern organizational practices such as examinations, formal
qualifications, and standardization have influenced both systems to varying degrees. The boundaries
between traditional and modern education have therefore become increasingly permeable.

Contemporary debates surrounding the Dars-i Nizami focus particularly on the teaching of
classical texts, language proficiency, research and communication skills, recognition of
qualifications, and the employment opportunities available to graduates. These debates demonstrate
that the curriculum is shaped not only by its intellectual content, but also by the changing position
of madrasas within society and by the roles expected of their graduates. The historical continuity of
the Dars-i Nizami can therefore be explained less by its remaining unchanged than by its capacity to
be reinterpreted and reorganized in response to changing institutional and social conditions.
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Hint Alt Kitasinda Islam Egitim Sisteminin Temel Tas1: Ders-i Nizimi Miifredat:

Giris

Hint alt kitasinda camiler, alimlerin evleri ve medreseler gevresinde gelisen Islam egitimi;
Gazneliler, Gurlular, Delhi Sultanlig1 ve Béabiirliiler donemlerinde kurumsallagsmis, nakli ilimlerle
Arap dili, mantik ve felsefe gibi alanlar1 bir araya getiren bdlgesel bir gelenek iiretmistir. Ders-i
Nizami, bu birikimin 18. yilizyilda Lucknow'daki Firangi Mahal ¢evresinde Molla Nizameddin
Sehalevi (1677-1748) tarafindan sistemlestirilmis bi¢imidir. Adindaki “Nizami” Molla
Nizdmeddin’e igaret eder; programin Selcuklu Nizdmiye medreseleriyle dogrudan iliskisi yoktur
(Pakdemirli ve Birisik, 2013, ss. 87-115).

Miifredat, Ogrenciye yalnizca dini bilgi aktarmak yerine klasik kaynaklari okuyup
coziimleyebilecegi dil ve yontem yeterlilikleri kazandirmayi amaglamistir. Bu sebeple 6zgiin
biciminde sarf, nahiv ve belagatla birlikte mantik, felsefe, kelam ve miinazaraya genis yer verilmis;
tefsir, hadis, fikih ve fikih usulii temel dini ilimler boyutunu olusturmustur. Secilmis giic metinlere
dayanan bu yapi, kavramlari agiklayabilen, delilleri degerlendirebilen ve ilmi tartigsmaya katilabilen
alimler yetistirmeye yonelmistir (Robinson, 2001, ss. 4446, 53).

Bununla birlikte Ders-1 Nizami, ortaya ¢ikisindan giiniimiize kadar ayni ders ve kitaplardan
olugan degismez bir program olarak uygulanmamistir. Rahimiyye geleneginde hadis ve Kur’an
ilimlerine verilen agirlik artirilmis; 19. yiizyilda Diyobend Dariiluliimu, Firengi Mahal miifredatinin
temel yapisini somiirge donemi sartlarina gére yeniden diizenleyerek programin son yilini hadis
Ogretimine ayirmistir. Diyobendi, Birelvi, Ehl-i Hadis ve diger medrese cevreleri ise bu ortak
cerceveyi kendi mezhebi ve pedagojik onceliklerine gore uyarlamistir. Bu nedenle tarihsel Ders-i
Nizdmi miifredat1 ile giiniimiizde aym1 ad altinda uygulanan sekiz yillik programlar
Ozdeslestirmemek gerekir (Zaman, 1999, ss. 294-323).

Arastirmanin amaci, Ders-i Nizdmi’nin tarihsel olusumunu, ilimler tasnifini, ders
igeriklerini, 6gretim yontemini ve baslica kurumsal uyarlamalarini birlikte incelemektir. Calisma su
sorulara odaklanmaktadir: Miifredat hangi tarihsel ve ilmi sartlarda tesekkiil etmistir? Ilimler ile
metinler hangi anlayisla diizenlenmistir? Ogretim y&nteminin temel dzellikleri nelerdir? Program
farkli medrese ¢evrelerinde nasil dontistiirtilmistiir?

Arastirma, nitel yaklasima dayali tarihsel ve betimsel bir dokiiman incelemesidir. Hakemli
makaleler, akademik kitaplar, ansiklopedi maddesi, iiniversite yayimli bildiriler ve kurumsal
belgeler; tarihsel olusum, ilimler tasnifi, ders metinleri, 6gretim uygulamalar ve kurumsal degisim
temalar1 altinda karsilagtirilmistir. Kaynaklar akademik giivenilirlik, dogrulanabilirlik ve arastirma
sorulariyla dogrudan iliski 6l¢iitlerine gore degerlendirilmis; miilakat, anket, gézlem veya kisisel
veri kullanilmamastir.
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Ders-i Nizami Miifredatinin Tarihsel Kokenleri ve Tesekkiil Siireci

Hint alt kitasinda Islami egitim faaliyetlerinin baglangici, Miisliimanlarin bolgeye ulastiklari
ilk dénemlere kadar uzanmaktadir. ilk zamanlarda camiler ve Alimlerin evleri etrafinda yiiriitiilen
egitim faaliyetleri, Miisliiman siyasi hakimiyetinin giiclenmesiyle birlikte daha diizenli ve kurumsal
bir yapiya kavusmustur. Gazneliler ve Gurlular donemlerinde kurulan medreselerde tefsir, hadis,
fikih ve kelam gibi nakli ilimlerin yam sira Arap dili ve edebiyati, mantik, belagat ve felsefe gibi
alanlara da yer verilmistir. Delhi Sultanligi ve Baébiirliler doneminde ise medreselerin
yayginlagmasi, ilm1 merkezler arasinda dolasimin artmasi ve devlet adamlarinin egitim kurumlarin
desteklemesi, bolgeye 6zgii bir medrese geleneginin olusmasini saglamistir (Pakdemirli ve Birigik,
2013, ss. 87-96).

Ders-i Nizami, bu uzun tarihsel birikimin 18. yilizyilin ilk yarisinda belirli bir 6gretim
programi etrafinda sistemlestirilmesi sonucunda ortaya c¢ikmugtir. Dolayisiyla bu miifredati
biitiiniiyle yeni bir programdan ziyade, Hint alt kitasinda daha 6nce uygulanmig farkli medrese
programlarinin secilerek yeniden diizenlenmis bi¢imi olarak degerlendirmek daha isabetlidir.
Ozellikle Babiirlii hiikimdar1 Ekber Sah doéneminde miifredata mantik, felsefe, matematik,
astronomi ve tip gibi akli ilimlerin dahil edilmesi, Ders-1 Nizami’nin diisiinsel zeminini hazirlamistir.
Bu donemde egitim, yalnizca dinl gorevleri yerine getirecek kisiler yetistirmeyi degil; yargi,
biirokrasi ve yonetim alanlarinda gorev alabilecek nitelikli insanlar yetistirmeyi de amaglamistir
(Aslamaci, 2013, ss. 190-191).

Ders-i Nizami’nin tesekkiiliinde Firengi Mahal ilim ¢evresi belirleyici bir konuma sahiptir.
Bu ¢evrenin kurumsal temelleri, Molla Kutbiiddin Sehalevi’nin ilmi faaliyetlerine dayanmaktadir.
Molla Kutbiiddin’in vefatindan sonra ailesine Babiirlii yonetimi tarafindan Lucknow’da daha once
Avrupal1 bir tiiccara ait oldugu igin “Firengl Mahal” adiyla anilan bir yap tahsis edilmistir. Zamanla
alimlerin ders verdigi onemli bir egitim merkezine doniisen Firengi Mahal, 18. ve 19. yiizyillarda
Hint alt kitasinin en etkili ilim merkezlerinden biri haline gelmistir. Buradaki egitim, modern
anlamda siniflara ayrilmis merkezi bir okul sisteminden ziyade, alimlerin kendi evlerinde veya
kendilerine ayrilan mekénlarda 6grenci yetistirdikleri geleneksel bir yapiya sahipti (Aydin, 2018, ss.
305-300).

Molla Kutbiiddin’in oglu Molla Nizdmeddin Sehalevi (1677—-1748), babasindan devraldigi
Ogretim anlayisini gelistirerek daha sistemli bir miifredat olusturmustur. Bu program, zamanla
kurucusuna nispetle “Ders-i Nizdm1” adiyla taninmistir. Buradaki “ders” kavrami belirli bir egitim
programini, “Nizami” ise Molla Nizdmeddin’e aidiyeti ifade etmektedir. Bu nedenle program,
Selguklu veziri Nizamiilmiilk tarafindan kurulan Nizdmiye medreseleriyle dogrudan iligkili degildir.
Isim benzerligine ragmen Ders-i Nizami, 18. yiizy1l Hint alt kitas1 sartlarinda ortaya ¢ikan farkli bir
egitim gelenegidir.

Molla Nizadmeddin’in miifredat anlayiginin kokleri, babasi Molla Kutbiiddin’in her ilim
dalinda temel kabul edilen belirli eserlerin okutulmasina dayanan 6gretim yontemine uzanmaktadir.
Molla Nizameddin bu yaklasimi gelistirerek ¢cok sayida ilim dalin1 kapsayan, fakat her ilmin biitiin
literatiiriinii okutmak yerine Ogrencinin zihinsel yeteneklerini gelistirecegi diisiiniilen segilmis
metinlere dayanan bir program meydana getirmistir. Boylece egitimde kitap sayisindan cok,
okutulan eserlerin ilmi seviyesi ve O0grenciyi diisiinmeye sevk etme niteligi 6nem kazanmustir.
Miifredatin baglica amaci, dgrencinin mevcut bilgileri yalnizca ezberlemesi degil; bir metni
¢Oziimleyebilmesi, kavramlar arasinda iliski kurabilmesi, delilleri degerlendirebilmesi ve ilmi
tartigmalara katilabilmesiydi.

Programin en belirgin 6zelligi, mantik, felsefe, kelam, belagat, sarf ve nahiv gibi akli ve alet
ilimlerine genis yer vermesidir. Buna karsilik tefsir, hadis ve fiirQi-i fikih alanlarinda daha sinirh
sayida eser secilmistir. Ornegin hadis &gretiminin biiyiikk odlciide Miskatii’l-Mesabih ile
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sinirlandirildigi; mantik, felsefe, gramer ve beldgat alanlarinda ise daha genis bir literatiiriin takip
edildigi belirtilmektedir (Aydin, 2018, ss. 305-306). Bu yoniiyle Ders-i Nizam1, gliniimiizde bazen
diistintildiigii gibi yalnizca temel dini metinlerin okutuldugu bir program degildir. Miifredatin asil
agirlik merkezini, 6grenciyi yliksek diizeydeki dinl metinleri okuyup yorumlamaya hazirlayan dil,
diisiinme ve tartisma ilimleri olusturmustur (Birisik, 2003, s. 334).

Akli ilimlere verilen agirlik, miifredatin hazirlandigi dénemin toplumsal ve mesleki
ihtiyaglariyla da iligkilidir. Mantik, kelam ve felsefe dersleri 6grencilerin muhakeme ve tartigma
yeteneklerini gelistirirken; fikih ve fikih usulii egitimi miiftii, kadi ve miiderris olarak goérev
yapabilmelerine zemin hazirliyordu. Bu bakimdan Ders-i Nizdmdi, yalnizca dindar bireyler yetistiren
bir din egitimi programi degil, ayni1 zamanda Miisliiman toplumun ilm1, hukuki ve idari ihtiya¢larina
cevap vermeyi amaglayan bir yiiksekogretim modeli niteligindeydi.

Miifredatta bulunan ilim ve kitaplarin sayist konusunda kaynaklarda farkli bilgiler
bulunmaktadir. Bazi arastirmalarda programin 16 ders ve 84 kitaptan olustugu belirtilirken, baska
bir tasnifte 11 ilim dalina ait 43 kitabin yer aldig1 ifade edilmektedir (Birisik, 2003, s. 334). Bu
farkliligin temel nedeni, Ders-i Nizdmi’'nin tek bir tarihte hazirlanmais, biitlin ders ve kitaplar1 kesin
bigimde belirlenmis degismez bir program olmamasidir. Molla Nizdmeddin’in bizzat okuttugu
eserlerle daha sonraki dénemlerde Firengi Mahal ¢evresinde programa eklenen kitaplarin ayni liste
icinde degerlendirilmesi, farkli miifredat dokiimlerinin ortaya ¢ikmasina yol agmistir. Ayrica bazi
aragtirmacilar ders alanlarini, bazilar1 ise okutulan metin, serh ve hasiyeleri ayr birer kitap olarak
saymaktadir.

Ders-i Nizami’nin yayginlagsmasinda Firengi Mahal ailesinin ilmi itibar1 ve burada yetisen
ogrencilerin farklt bolgelere dagilmasi etkili olmustur. Molla Nizdmeddin’in 6grencileri ve
cocuklari, Hindistan’1n gesitli sehirlerinde ders vererek programin taninmasini saglamistir. Ozellikle
oglu Abdiilali b. Nizdmeddin, babasinin egitim anlayisin1 devam ettirmis; her ilim dalinda temel bir
metni esas almakla birlikte 6grencinin kabiliyetine gore ilave eserler okutmustur. Abdiilali’nin
Sahih-i Buhariyi ders programina dahil etmesi, miifredatin daha ilk kusaktan itibaren 6greticilerin
tercihlerine ve 6grencilerin seviyelerine gore degisebildigini gostermektedir (Aydin, 2018, s. 306).

Ders-i Nizdmi’'nin tesekkiil ettigi donemde ayni1 cografyada farkli bir egitim anlayis1 da
geligmistir. Sah Veliyyullah ed-Dihlevi’nin Rahimiyye Medresesi’nde uyguladigi program, Firengi
Mabhal miifredatina gore hadis ve Kur’an ilimlerine daha fazla agirlik vermistir. Sah Veliyyullah,
Ogrencinin egitim siiresinin biiyiik boliimiinii alet ilimleriyle gegirmesini elestirerek sarf, nahiv,
mantik ve felsefeye ayrilan zamani azaltmis; hadis, tefsir ve fikih 6gretimini merkeze alan bir
diizenleme yapmistir (Aydin, 2022, ss. 185-186). Boylece 18. ylizyilda Hint alt kitasinda biri akli ve
alet ilimlerini, digeri ise hadis ve nakli ilimleri 6ne ¢ikaran iki 6nemli egitim yOnelimi ortaya
cikmistir. Sonraki medrese miifredatlar biiyiik 6l¢iide bu iki anlayisin farkli oranlarda bir araya
getirilmesiyle sekillenmistir.

Ders-i Nizami’nin “tesekkiil siireci” bu nedenle Molla Nizameddin’in hazirladigi ilk
programla sinirli goriillmemelidir. Program, Firengl Mahal’de ortaya ¢ikmig; Molla Nizdmeddin’in
Ogrencileri ve ailesi tarafindan yayginlastirilmig; Rahimiyye geleneginin hadis merkezli
yaklasimindan etkilenmis ve 19. yiizyilda sémiirge sartlar1 altinda yeniden bigimlenmistir. Ingiliz
yonetiminin giiglenmesi, Farsganin resmi dil olmaktan ¢ikarilmasi ve medreselerin devlet destegini
kaybetmesi, bu kurumlarmn toplumsal konumunu &nemli 6lgiide degistirmistir. Ozellikle 1857
sonrasinda Diyobend gibi yeni medrese merkezleri, Ders-i Nizdmi’yi Islami kimligi ve ilmi gelenegi
korumanin temel araglarindan biri olarak benimsemis; ancak programdaki hadis, tefsir ve fikih
derslerinin agirligini artirmistir (Pakdemirli ve Birigik, 2013, ss. 102—108).
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Ders-i Nizami Miifredatimin ilimler Tasnifi, Ders icerikleri ve Ogretim Yontemi

Ders-i Nizami, yalnizca belirli ders ve kitaplarin siralandig sabit bir 6gretim programi
degildir. Miifredatin temelinde dgrenciyi klasik Islami kaynaklari okuyabilecek dil yeterliligine
ulagtirma, dini hiikiimleri delilleriyle kavramasini saglama ve ilm1 meseleler lizerinde muhakeme
yapabilme yetenegi kazandirma amaci bulunmaktadir. Bu sebeple programda okutulan ilimler
arasinda hazirlayicilik, aragsallik ve amag¢ bakimindan belirli bir hiyerarsi kurulmustur. Bununla
birlikte Molla Nizdmeddin Sehalevi’ye nispet edilen ilk program ile 19. yiizyilda Diyobend
Dariilulimunda yeniden sekillenen ve giinlimiizde Ders-i Nizdmi adiyla uygulanan programin
biitiiniiyle ayni olmadig belirtilmelidir. Cagdas program, tarihsel ¢ekirdegi korumakla birlikte hadis,
tefsir ve fikih derslerine daha fazla agirlik verilen; bazi ders ve kitaplarin ¢ikarilmasi, bazilarinin ise
eklenmesiyle gelistirilen yeni bir bicimdir. (Aslamaci, 2014, ss. 189-190).

Ilimlerin Tasnifi ve Miifredatin Temel Yapisi: Ders-i Nizdmi’de yer alan ilimler genel
olarak akli-nakli ilimler ve alet-maksat ilimleri seklinde iki farkli tasnifle ele alinabilir. Akl{ ilimler;
mantik, hikmet veya felsefe, kelam, hesap, geometri ve astronomi gibi akil yiiriitme ve burhan
yontemlerine dayanan disiplinlerden olusmaktadir. Nakli ilimler ise tefsir, hadis, fikih, fikih usuli,
akaid ve ferdiz gibi temel kaynaklara ve dini rivayetlere dayanan alanlar1 kapsamaktadir. Ancak bu
ayrim kesin sinirlar tasimamaktadir. Kelam ve fikih usulii gibi disiplinler hem nakli delillere hem de
akli ¢ikarimlara dayanmasi nedeniyle iki ilim grubu arasinda baglanti kurmaktadir.

Ikinci tasnifte sarf, nahiv, belagat, mantik ve miinazara gibi disiplinler “alet ilimleri” olarak
degerlendirilmektedir. Bunlar, 6grenciyi tefsir, hadis, fikih ve keldm gibi yiiksek veya maksat
ilimlerine hazirlamaktadir. Ders-i Nizdm1’nin ayirt edici tarafi, alet ilimlerini yalnizca baslangi¢
diizeyinde verilen yardimci bilgiler seklinde gérmemesidir. Bu alanlarda takip edilen yogun metin
silsilesi, 6grencinin Arapga ibareleri ¢oziimlemesini, kavramlar arasindaki iligkileri kavramasini ve
bir goriisii delillendirerek savunmasini amacglamaktadir. Boylece alet ilimleri, dinl metinleri
anlamaya hazirlayan bir basamak olmanin Gtesinde, belirli bir diisinme ve tartigma big¢imi
kazandiran disiplinler haline gelmektedir.

Ders-i Nizami’'nin 06zgiin bi¢giminde mantik, felsefe, gramer ve belagata genis yer
verilmesine karsilik tefsir ve hadis alaninda daha sinirh sayida eserin okutuldugu goriilmektedir.
Miifredatta mantik ve felsefeye ait ¢ok sayida eser bulunurken tefsirde Tefsirii’l-Celdleyn ile
Beyzavi'nin Envarii’t-tenzil’i, hadiste ise Hatib et-Tebrizi’nin Miskatii’l-Mesabih’i 6ne ¢ikmigtir
(Moosa, 2015, ss.47-74). Bu dagilim, miifredatin dini ilimleri Onemsiz gordiigii anlamina
gelmemektedir. Program, dgrenciye biitiin ilimlere dair miimkiin oldugunca ¢ok kitap okutmak
yerine, se¢ilmis ve nispeten zor metinler iizerinden farkli eserleri kendi bagina okuyabilme yeterliligi
kazandirmay1 hedeflemistir.

Dil ve Edebiyat Dersleri: Ders-i Nizami’nin ilk ve en kapsamli boliimiinii dil ve edebiyat
egitimi olusturmaktadir. Sarf derslerinde Arapga kelimelerin yapisi, ¢gekimi ve tiiretilme bigimleri;
nahiv derslerinde ise climle kurulusu, kelimelerin ciimle icerisindeki gorevleri ve irap kurallar
ogretilmektedir. Bu gercevede Mizanii’s-sarf, Miinse‘ib, Nahv-i Mir, Serh-i Mi’etii Amil,
Hidayetii’n-nahv, el-Kéafiye ve Serh-i Camti gibi kitaplar farkli seviyelerde okutulmustur. Baslangicta
kisa ve kurallari Gzetleyen metinlerin, sonraki asamalarda ise serh ve hasiyelerle birlikte daha
ayrmtili eserlerin tercih edilmesi, 6gretimin kolaydan zora dogru ilerledigini gostermektedir (Akcay,
2018, ss. 582-584).

Belagat Ogretimi meani, beyan ve bedi‘ alanlari {lizerinden Arapca ifadelerin anlam
inceliklerini kavratmayir amaclamaktadir. Muhtasaru’l-Meani ve Telhisti’l-Miftdh gibi eserler,
Ogrencinin yalnizca dil bilgisi bakimindan dogru climleler kurmasimi degil, metnin baglamini,
islubunu ve retorik yapisini anlayabilmesini hedeflemektedir. Makamat-1 Harirl, Miitenebbi Divani,
Divanii’l-Haméase ve Muallakatii’s-seb‘a gibi edebi metinler ise kelime hazinesinin gelistirilmesi,
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fasih Arapga iislubun taninmasi ve siir ¢oziimleme yeteneginin kazandirilmasi i¢in programa
almmugtir (Akgay, 2018, ss. 582—583).

Arapganin miifredattaki merkezi konumuna ragmen Hint alt kitasindaki uygulamada 6gretim
dili her zaman Arapca olmamustir. Klasik ders kitaplarimin 6énemli bir boliimii Arapga olmakla
birlikte 6gretmenin agiklamalar: tarihsel doneme ve cografyaya gore Farsca, Urduca veya bolgesel
dillerle yapilmistir. Farscanin Babiirlii yonetimindeki ilmi ve idari konumu nedeniyle Sa‘di’nin
Giilistan ve Bostan gibi eserleri uzun siire miifredatta yer almustir. Ingiliz sémiirge yonetimi sirasinda
Farsganin resmi dil olma niteligini kaybetmesiyle Urducanin 6gretim dili olarak agirlig1 artmistir.
Zaman (1999), ders kitaplarinin Arapga olmasina karsilik agiklamalarin siirekli ana dilde
yapilmasinin 6grencilerin bagimsiz Arap¢a okuma ve konusma yeterliligini sinirlandirabildigine
dikkat ¢ekmektedir. Bu durum, Ders-i Nizdmi’de Arapganin ¢ogunlukla iletisim dili olarak degil,
klasik metinleri anlama araci olarak ¢gretildigini gostermektedir.

Mantik, Felsefe ve Keldm Dersleri: Mantik, klasik Ders-i Nizami’nin en belirleyici
alanlarindan biridir. isﬁgﬁci, Mirkat, Serhu’t-Tehzib, Kutbi, Siillemii’l-ulim ve Kadi Miibarek gibi
metinler araciligryla kavram, tanim, 6nerme, kiyas, burhan ve safsata konular1 ele alinmistir. Bu
eserler kolaydan zora dogru siralanarak Ogrencinin asamali bigimde soyut diisiinme yetenegi
kazanmas1 amaglanmistir. Mantik egitimi yalnizca felsefi meselelerin anlasilmasi icin degil; kelam,
fikih usulii ve miinazara derslerinde kullanilan istidlal yontemlerinin kavranmasi igin de gerekli
gorilmustiir (Akcay, 2018, s. 583).

Felsefe veya hikmet derslerinde varlik, bilgi, tabiat, hareket, illet ve metafizik gibi konular
islenmistir. Ders-i Nizdmi’nin olustugu donemde mantik ve felsefeye verilen agirhik, iran ve Orta
Asya ilim cevrelerinin Hint alt kitasindaki etkisiyle iliskilidir. Bununla birlikte bu eserlerin
okutulmasindaki amag, 6grencileri belirli bir felsefi goriise bagh kilmaktan ziyade, felsefi iddialar
anlayabilecek ve gerektiginde elestirebilecek zihinsel donamima ulastirmakti. Diyobend
Dariilulimunun egitim anlayisinda da temel hedeflerden birinin 6grencinin “yetenek” ve bagimsiz
O0grenme kapasitesini gelistirmek oldugu belirtilmektedir (Metcalf, 1978, ss. 117-121).

Kelam ve akaid dersleri, dini inanglarin sistematik bi¢cimde dgretilmesini ve farkl itikadi
gorlislere karsi savunulmasini amaglamistir. Bu alanda Nesefi’nin akaid metnine Teftazani
tarafindan yazilan Serhu’l-Akaidi’n-Nesefiyye basta olmak iizere, Celaleddin ed-Devvani’nin kelam
eserleri okutulmustur. Mantik ve felsefe egitimi ile kelam arasinda yakin bir iliski kurulmus;
Ogrencinin itikadi meseleleri yalnizca nakletmesi degil, bunlar1 akli delillerle agiklayabilmesi
hedeflenmistir.

Fikih ve Fikih Usulii Dersleri: Ders-i Nizdmi nin mesleki ve toplumsal yoniinii en agik
bicimde gosteren alanlardan biri fikihtir. Hanefl mezhebinin temel metinleri programda agsamali bir
diizen igerisinde okutulmustur. Baslangi¢ diizeyinde Ebii’l-Hiiseyin el-Kudiiri’nin el-Muhtasar’1 ve
Nesefi’nin Kenzii’d-dekaik’i; ileri asamalarda ise Sadriigseria’nin  Serhu’l-Vikaye’si ve
Merginani’nin el-Hidaye’si takip edilmistir. Bu kitaplar ibadetler, aile hukuku, muameleler, ceza
hukuku ve yargilama gibi fikhin temel alanlarin1 kapsamaktadir (Aydin, 2018, ss. 308-310).

Fikih usuliinde Narii’l-envar, et-Tavzih, et-Telvih ve Miisellemii’s-siiblit gibi eserlerin
okutulmasi, 6grencinin yalmzca mezhebin ulagtigi hiikiimleri &grenmesiyle yetinilmedigini
gostermektedir. Bu derslerle hiikiimlerin dayandig1 deliller, lafizlarin anlami, emir ve nehiy, kiyas,
icma ve ictihad gibi yontem konularinin 6gretilmesi amaclanmistir. Boylece fikih dersleri normatif
bilgiyi, fikih usulii ise bu bilginin elde edilme ydntemini temsil etmistir. Programin bu bolimii
ozellikle miiftii, kadi, miiderris ve din gorevlisi yetistirme amaciyla yakindan iligkilidir.

Tefsir ve Hadis Dersleri: Klasik Ders-i Nizami’de tefsir ve hadise ayrilan kitap sayisi
mantik, dil ve fikih alanlarma goére smirlidir. Tefsir alaninda genellikle Tefsirii’l-Celéleyn ile
Beyzavi'nin Envarii’t-tenzil’i; hadis alaninda ise Migskati’l-Mesabih okutulmustur. Ancak
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programin Diyobend gelenegi icerisinde yeniden diizenlenmesiyle hadis 6gretiminin agirligi 6nemli
Olciide artmistir. Bu degisimde Sah Veliyyullah ed-Dihlevi’nin hadis merkezli egitim anlayiginin
etkisi bulunmaktadir.

Cagdas Diyobend programinda ilk yillarda hadis segkileri ve hadis usulii metinleri
okutulmakta, son smifise “Devre-i Hadis” adiyla hadis kiilliyatina ayrilmaktadir. Bu asamada Sahih-
i Buhari, Sahih-i Miislim, Siinen-i Tirmizi, Siinen-i Ebai David, Siinen-i Nesai, Siinen-i ibn Mace,
Serhu Meani’l-asar, es-Semailii’l-Muhammediyye ve Muvatta rivayetleri farkli hocalarin
gbzetiminde okutulmaktadir (Akcay, 2018, ss. 580—584). Bu metinlerin tamaminin ayni yogunlukta
serh edilmesi miimkiin olmadigindan bazi eserler biitliniiyle, bazilari ise secilmis boliimler lizerinden
islenmektedir.

Hadis derslerinde rivayetlerin terciime edilip agiklanmasinin yani sira raviler, hadislerin
sthhat dereceleri, mezheplerin delilleri ve rivayetlerden hiikiim g¢ikarma yontemleri iizerinde
durulmaktadir. Diyobend Dariilulimunun 6gretim anlayisinda, hadislerin Hanefi fikhiyla iliskisi
ozellikle 6nem tagimaktadir. Farkli mezheplerin goriisleri aktarilmakla birlikte Hanefi yaklasimin
tercih edilme sebeplerinin deliller {izerinden ortaya konulmasi amaglanmaktadir (Akgay, 2018, ss.
580-584). Boylece hadis 6gretimi, yalnizca rivayetlerin okunmasiyla sinirli kalmamakta; rivayet,
dirayet ve fikhi istinbatin birlikte yiiriitiildiigii kapsamli bir alan haline gelmektedir.

Ogretim Yontemi: Ders-i Nizami’nin 6gretim yontemi kitap ve hoca merkezlidir. Miifredat,
giiniimiizdeki konu veya kazanim merkezli programlardan farkli olarak, her ilim alaninda okutulacak
temel metinler iizerinden yapilandirilmistir. Bir dersi tamamlamak, cogunlukla o ders i¢in belirlenen
kitabin tamamini veya secilen bdliimlerini hocanin gézetiminde okumak anlamina gelmektedir.
Bununla birlikte kitap merkezlilik, metnin yalnizca seslendirilmesi veya terciime edilmesi biciminde
anlagilmamalidir. Ders siirecinde ibarenin gramer bakimindan ¢6ziimlenmesi, kavramlarin
aciklanmasi, yazarin goriisiiniin belirlenmesi, metindeki delillerin degerlendirilmesi ve muhtemel
itirazlarin tartigilmasi beklenmektedir.

Diyobend Dariilulimunda 6gretim, 6grencinin seviyesine gore li¢ asamada yliritilmektedir.
[k asamada &grenciye dogru okuma becerisi, kelime bilgisi ve temel kavramlarin kazandirilmasi;
orta asamada metni bagimsiz bicimde ¢ézlimleme yeteneginin gelistirilmesi; ileri agamada ise ilgili
ilmin meselelerinin, delillerinin ve tartismalarinin kavratilmas: amaglanmaktadir. Derste Once
Ogrenci metni okumakta, ardindan 6gretmen ibareyi agiklayarak ele alinan meselenin farkli yonlerini
ortaya koymaktadir. Ogrencilerden derse dnceden hazirlanmalari, anlamadiklar1 hususlarda soru
sormalari ve ders sonrasinda iglenen konulari tekrar etmeleri beklenmektedir (Metcalf, 1978, ss. 117-
121).

Bu sistemde “miitalaa”, “takrir” ve “tekrar” birbirini tamamlayan ii¢ temel uygulamadir.
Miitalaa, 6grencinin islenecek metni dersten once incelemesi; takrir, hocanin metni agiklayip
meseleleri ayrintilandirmasi; tekrar ise Ogrencilerin dersten sonra konulari bireysel veya toplu
bigimde yeniden ele almasidir. Ozellikle mantik, kelam ve fikih usuliinde soru-cevap, itiraz-cevap
ve miinazara yontemleri kullanilmaktadir. “Miisdmere” olarak adlandirilan 6grenci tartigsmalar: da
bilginin sézIi bigimde ifade edilmesine ve karsit gorislerin degerlendirilmesine imkan vermektedir
(Akcay, 2018, s. 584).

Pakistan medreseleri iizerine yapilan saha arastirmalari, glincel uygulamada derslerin
¢ogunlukla kitabin okunmasi ve anlasilmayan kisimlarin 6gretmen tarafindan agiklanmasi bigiminde
yiiriitiildiigiinii gdstermektedir. Ogrencinin dersleri tekrar etmesi, ezberlenmesi gereken béliimleri
ezberlemesi ve ertesi giiniin dersine hazirlanmasi temel sorumluluklar arasindadir. Bununla birlikte
Ogretim siirecinin hocanin anlatimina fazla bagimh héle gelmesi, 6grencinin arastirma, yazma,
uygulama ve elestirel degerlendirme becerilerinin yeterince gelismemesi riskini dogurmaktadir
(Aslamaci, 2014, s. 190-191).
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Ders-i Nizdmi Miifredatinin Hint Alt Kitasinda Kurumsal Uygulamalar1 ve
Giiniimiizdeki Doniisiimii

Ders-i Nizami, 18. yiizyilda Firengi Mahal ¢evresinde ortaya ¢ikmasina ragmen zamanla
kurucusunun uyguladigr 6zgiin programin sinirlarin1 asmis; Hindistan, Pakistan ve Banglades basta
olmak tiizere Hint alt kitasindaki farkli medrese geleneklerinin ortak miifredat cergevesine
doniigmiistiir. Bununla birlikte program, hi¢bir donemde biitiin kurumlarda ayn1 derslerin, kitaplarin
ve Ogretim yontemlerinin uygulandigi degismez bir yap1 niteligi tasimamistir. Diyobendi, Birelvi,
Ehl-i Hadis, Nedvetii’l-Ulema ve Cemaat-i [slami gibi farkli dini hareketler, Ders-i Nizdmi nin temel
metinlerini korurken kendi mezhebi yonelimlerine, egitim amaglarina ve toplumsal sartlarina gore
programa yeni igerikler eklemis veya bazi derslerin agirligini azaltmistir. Bu nedenle giiniimiizde
“Ders-i Nizami” ifadesi, Molla Nizdmeddin Sehalevi’nin hazirladig1 6zgiin programdan cok, bu
programin tarihsel siirecte ortaya ¢ikan farkli kurumsal uyarlamalarini ifade etmektedir (Ferdaus,
2022, s. 581-583).

Hindistan’da Diyobend ve Ders-i Nizimi’nin Yeniden Yapilandirilmasi: Ders-i
Nizdmi’nin modern donemdeki en etkili kurumsal uygulamasi Diyobend Dariilulimunda
gerceklestirilmistir. 1857°deki biiylik ayaklanmanin bastirilmasi ve Babiirlii Devleti’nin sona
erdirilmesinin ardindan Miisliimanlar siyasi, ekonomik ve kiiltiirel bakimdan ciddi bir kirilma
yasamistir. Ingiliz yonetiminin egitim ve biirokraside kullanilan dili degistirmesi, Farscanin resmi
konumunu kaybetmesi ve modern okullarin yayginlagmasi, medreselerin geleneksel islevlerini
daraltmistir. Bu sartlar altinda 1866’da kurulan Diyobend Dariilulimu, medreseyi devlet
biirokrasisine personel yetistiren bir kurum olmaktan gikararak Islami ilimleri ve Miisliiman
kimligini korumaya yd&nelik sivil bir egitim merkezine doniistiirmiistiir (Aslamaci, 2013, ss. 192—
194).

Diyobend, Ders-i Nizami’nin temel yapisint benimsemekle birlikte miifredatin agirlik
merkezini degistirmistir. Molla Nizdmeddin’in programinda genis yer tutan mantik, felsefe ve
hikmet derslerinin bir boliimii azaltilmis; Kur’an, hadis, fikih ve fikih usuliiniin programdaki
konumu gii¢lendirilmistir. Ozellikle son smifin “Devre-i Hadis” olarak diizenlenmesi ve Kiitiib-i
Sitte basta olmak iizere temel hadis kaynaklarinin okutulmasi, Sah Veliyyullah ed-Dihlevi’nin hadis
merkezli egitim anlayisinin Diyobend miifredatina yansimasidir. Boylece ortaya g¢ikan program,
Firengi Mahal’in akli ve alet ilimleri merkezli yapisi ile Rahimiyye Medresesi’nin nakli ilimler
merkezli yaklagimini bir araya getirmistir (Metcalf, 1978, s. 117).

Diyobend’in yeniligi yalnizca ders igeriklerinde goriilmemistir. Kurum, geleneksel hoca-
talebe iliskisini korurken smif sistemi, yillik sinavlar, merkez1 kiitiiphane, diizenli kayitlar, diploma
ve faaliyet raporlari gibi modern okul 6rgiitlenmesinin bazi unsurlarini benimsemistir. Finansmanini
biiyiik 6l¢iide halkin bagislariyla kargilamasi ise kuruma devlet karsisinda belirli 6l¢iide 6zerklik
saglamistir. Bu yap1, medreseyi hem geleneksel ilmi otoritenin devami hem de sdmiirge yonetimi
disinda orgiitlenen sivil bir kurum haline getirmistir. Diyobend modeli kisa siirede Hindistan1n farkli
bolgelerine, ardindan Pakistan, Banglades ve bagka iilkelere yayilmistir (Birisik, 2004, ss. 5-10).

Diyobend’de uygulanan programin giiniimiizde hala Ders-i Nizami olarak adlandirilmasi,
Ozglin miifredat ile sonraki kurumsal wuyarlamalar arasindaki farki zaman zaman
belirsizlestirmektedir. Bugiinkii sekiz yillik program; sarf, nahiv, belagat, mantik, akaid ve fikih gibi
klasik alanlarin yaninda yogun bir hadis 6gretimini igermektedir. Bazi asamalarda Urduca, ingilizce,
tarih, cografya ve temel fen bilgisi gibi derslere de yer verilmektedir. Bununla birlikte kurumun asil
amact modern anlamda ¢ok alanli bir yiiksekdgretim sunmak degil; klasik kaynaklari okuyabilen,
dinl meseleleri yorumlayabilen ve toplumda imam, miiftii, miiderris veya vaiz olarak gorev
yapabilecek alimler yetistirmektir.

Birelvi, Ehl-i Hadis ve Diger Medrese Cevrelerindeki Uygulamalar: Ders-i Nizdm1’nin
yayginligi farkli mezhep ve cemaatlere bagh medreselerin ayni din anlayigimi benimsedigi anlamina

www.turkishstudies.net/education



610 Mustafa Safa

gelmemektedir. Programin dil, mantik, fikih, tefsir ve hadis gibi temel alanlar1 biiyiik 6l¢iide ortak
olmakla birlikte segilen kitaplar, yardimci1 okumalar ve dgretmenlerin acgiklamalart kurumlarin
itikadi ve fikhi yonelimlerine gore farklilasmaktadir.

Diyobendi medreselerde Hanefi fikhi, hadis ve siinnet merkezli bir din anlayis1 6ne ¢ikarken
Birelvi medreselerde Hanefl fikhinin yaninda tasavvuf, Hz. Peygambere baglhlik, evliya kiiltiirii ve
Giliney Asya Miisliimanlarinin geleneksel dini uygulamalar1 daha goriiniir durumdadir. Ehl-i Hadis
medreseleri ise Ders-i Nizdmi’nin bazi dil ve alet ilimleri derslerini korumakla birlikte mezhep
merkezli fikih 6gretimine mesafeli yaklagsmakta ve dogrudan Kur’an ile hadis kaynaklarina
yonelmektedir. Cemaat-i islami’ye bagl kurumlarda ise IslAm’in toplumsal, siyasal ve ekonomik
boyutlarina iliskin ¢agdas derslere daha genis yer verilmektedir (Aslamaci, 2014, ss. 189—-190).

Buna gore Ders-i Nizami, farkli dini ekolleri teklestiren bir icerik programindan ziyade, her
ekolliin kendi ilmi ve mezhebi yaklagimim aktarabildigi ortak bir egitim formu olarak islev
gormektedir. Ayni fikih veya hadis kitab1 okutulsa bile 6gretmenin yaptig1 agiklamalar, tercih ettigi
serhler ve ihtilafli meselelerde benimsedigi yaklagim farkli bir dinil kimligin olugmasina yol
acabilmektedir. Bu durum, miifredatin yalnizca resmi ders listeleri {izerinden incelenmesinin yeterli
olmadigini; medreselerdeki ortiikk miifredatin, hoca otoritesinin ve ek okuma metinlerinin de dikkate
alimmasi gerektigini gostermektedir.

Nedvetii’l-Ulema ve Gelenek-Modernlik Arasinda Miifredat Arayisi: 19. yiizyilin
sonlarina gelindiginde Hint Misliimanlarinin egitim alaninda karsilastigi temel sorun, geleneksel
medrese Ogretimi ile Bati1 tarzi modern egitim arasindaki ayrismaydi. Aligarh hareketi modern
bilimlere ve Ingilizce egitime oncelik verirken Diyobend klasik Islami ilimlerin korunmasina
yogunlagmisti. 1892’de temelleri atilan ve 1898°’de Lucknow’da egitim faaliyetine baslayan
Nedvetii’l-Ulema, bu iki egilim arasinda bir denge kurmay1 amaglamistir. Kurumun temel ilkesi
“saglam eski ile faydali yeniyi” bir araya getirmekti (Birisik, 2004, s. 16).

Nedvetii’l-Ulema’da Ders-i Nizadm1 programi biitiiniiyle terk edilmemis, fakat 6nemli 6l¢iide
yeniden diizenlenmistir. Arap dili ve edebiyat1 ile Kur’an 6gretimine daha fazla agirlik verilmis;
Ingilizce zorunlu ders haline getirilmis; tarih, cografya ve cagdas diisiinceye iliskin konular
programa dahil edilmistir. Klasik medreselerde ¢cogunlukla gramer kurallar1 ve metin terciimesi
iizerinden Ogretilen Arapganin, Nedve’de yazili ve sozli iletisim dili olarak kazandirilmasi
hedeflenmistir. Bu yaklagim, kurumun Arap diinyasiyla daha dogrudan ilmi ve kiiltiirel iliskiler
kurmasina imkan vermistir.

Nedve’nin miifredat politikasi, Ders-i Nizdmi’nin kurumsal doniisiimiinde ti¢ilincii bir
yonelimi temsil etmektedir. Firengi Mahal akli ilimleri, Diyobend hadis ve fikhi, Aligarh ise modern
bilimleri 6ne ¢ikarirken Nedvetii’l-Ulema klasik dini ilimlerle cagdas bilimler arasinda segici bir
biitiinlesme arayisina girmistir. Bununla beraber kurumun ne tamamen modern bir {iniversiteye ne
de klasik bir medreseye doniigmesi, miifredat reformunun kurumsal kimligi koruyarak
gerceklestirilmeye calisildigini gostermektedir (Isik, 2019, s. 104).

Pakistan’da Medrese Kurullar1 ve Sekiz Yilik Program: Pakistan’m 1947°de
bagimsizligini kazanmasindan sonra Ders-i Nizami, iilkedeki dini yiiksekdgretimin temel programi
haline gelmistir. Ancak iilkedeki medreseler tek bir merkezl otoriteye baglanmamis; Diyobendi,
Birelvi, Ehl-i Hadis, Cemaat-i Islami ve Sii ¢evreler kendi medrese birliklerini ve egitim kurullarim
olusturmustur. Bu kurullar dersleri, okutulacak kitaplari, sinavlar1 ve diplomalar1 diizenlemektedir.
Dolayisiyla Pakistan’daki Ders-i Nizadmi uygulamasinda ortak bir ¢ekirdek bulunmakla birlikte
mezheplere ve kurullara gore degisen programlar s6z konusudur (Pakdemirli ve Ev, 2015, ss. 854—
861).

Program genellikle ortadgretim ve yiiksekdgretime karsilik geldigi kabul edilen sekiz yillik
bir yapidan olusmaktadir. ilk asamalarda sarf, nahiv, Arapca metinler, mantik, temel fikih ve akaid;
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orta asamalarda belagat, ileri diizey fikih, fikih usulii ve tefsir; son asamalarda ise hadis ve hadis
usulii okutulmaktadir. Sekizinci yilin biiyiik dlciide temel hadis kitaplarina ayrilmasi Diyobend
etkisini gostermektedir. Programi tamamlayan 6grenciye genellikle “alimiyye” veya “sehadetii’l-
alimiyye” diplomasi verilmekte; bazi biiyiik medreselerde bundan sonra tefsir, hadis, fikih ve fetva
alanlarinda “tahassus” programlar1 uygulanmaktadir (Aslamaci, 2014, ss. 188—191).

Pakistan’daki medreseler, Ders-i Nizdmi oOncesindeki hazirlik kademelerine Urduca,
Ingilizce, matematik, sosyal bilgiler ve fen bilgisi gibi dersler eklemektedir. Bununla birlikte bu
derslerin biitiin kurumlarda ayn1 diizeyde ve uzman 6gretmenler tarafindan verildigi sdylenemez.
Bazi medreselerde modern dersler zorunlu programin bir pargasiyken bazilarinda sinirli veya segmeli
olarak sunulmaktadir. Bu nedenle programin adi ayni olsa da biiyiik sehirlerdeki kurumsallagmis
medreselerle kirsal bolgelerdeki kiigiik medreselerin egitim imkanlar1 arasinda énemli farkliliklar
bulunmaktadir.

Pakistan’daki reform tartigmalart ¢ogunlukla medreselerin devlet denetimine alinmasi,
diplomalarinin taninmasi, genel egitim derslerinin programa eklenmesi ve mezunlarin istihdam
alanlarmin genisletilmesi etrafinda yiiriitiilmektedir. Bununla beraber devletin giivenlik merkezli
yaklagimi ve medreseleri ¢ogu zaman radikallesme tartismalari iizerinden ele almasi, ulemanin
reform girigsimlerine karsi ihtiyatli davranmasina neden olmaktadir. Medrese ¢evreleri, disaridan
dayatilan reformlarin dini egitimin 6zerkligini ve kurumsal kimligini zayiflatacagindan endise
etmektedir. Arastirmalar, medrese mensuplarinin tamaminin degisime karsi olmadigini; 6zellikle
yontem, materyal, 6gretmen egitimi ve genel kiiltiir dersleri konusunda is birligine agik olduklarini
gostermektedir. Ancak reformun basarili olmasi, medrese temsilcilerinin karar siireglerine
katilmasina bagldir (Aslamaci, 2014, ss. 196—198).

Banglades’te Aliya ve Kavmi Medrese Modelleri: Banglades’te medrese egitimi baslica
Aliya ve Kavmi olmak iizere iki kurumsal yap1 icerisinde yliriitiilmektedir. Aliya medreseleri devlet
tarafindan taninan, denetlenen ve genel egitim sistemiyle iligskilendirilen kurumlardir. Kavmi
medreseler ise biiylik 6l¢iide halkin bagislariyla faaliyet gosteren, idari ve mali bakimdan daha 6zerk
olan geleneksel egitim kurumlaridir. Her iki yapinin tarihsel arka planinda Ders-i Nizami
bulunmakla birlikte programin giincel kullanim bi¢imleri farklilasmistir (Ferdaus, 2022, ss. 575—
582).

Aliya sisteminin kokleri, Ingiliz Dogu Hindistan Sirketi’nin 18. yiizyilin sonlarinda kurdugu
Kalkiita Aliya Medresesi’ne uzanmaktadir. Baslangicta Ders-i Nizami’den yararlanan bu kurumun
miifredati zamanla devletin idari ihtiyaglar1 dogrultusunda degistirilmis; Ingilizce, Bengalce,
matematik, fen ve sosyal bilimler gibi derslerin agirligi artirnllmistir. Gliniimiizde Aliya medreseleri
ogrencileri hem dini hem de genel akademik derslere hazirlamakta ve mezunlara devletin tanidigi
diplomalar vermektedir. Bu yoniiyle Aliya sistemi, Ders-i Nizami’nin devlet denetimindeki
modernlestirilmis bigimini temsil etmektedir.

Kavmi medreselerde ise Diyobend iizerinden aktarilan Ders-i Nizami gelenegi daha
belirgindir. Bu kurumlarda Mizan, Nahv-i Mir, Hidayetii’'n-nahv, el-Kafiye, Serh-i Cami,
Muhtasaru’l-Meani, Serhu’l-Akaidi’n-Nesefiyye, Narii’l-envar, Serhu’l-Vikaye, Tefsiri’l-Celaleyn
ve Miskatii’l-Mesabih gibi klasik eserler okutulmaya devam etmektedir. Ancak tarihsel Ders-i
Nizami’deki akli ilimlerin agirlig1 azalmis; tefsir, hadis ve fikih programin merkezine yerlesmistir.
Bu nedenle giincel Kavmi miifredati, 6zglin Ders-i Nizdm1’nin dogrudan devamindan ziyade onun
Diyobendi yorumudur (Ferdaus, 2022, ss. 582—-584).

Banglades 6rnegi, Ders-i Nizadm1’nin iki farkli modernlesme bigimini gostermektedir. Aliya
modeli devlet kontrolii, diploma denkligi ve genel egitim dersleri lizerinden resmi sisteme
yaklasirken Kavmi modeli kurumsal 6zerkligi ve geleneksel ilmi kimligi korumaktadir. Bununla
birlikte Kavmi medreselerin diplomalarinin taninmasi ve mezunlarinin yiiksekogretime gegisi
konusundaki diizenlemeler, bu kurumlari da derece, smmav ve standartlagma yOniinde
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degistirmektedir. Dolayisiyla gelenek ile modern sistem arasindaki sinirlar giderek daha gecgirgen
hale gelmektedir.

Giincel Elestiriler ve Doniisiimiin Temel Yonleri

Ders-i Nizdm1’ye yoneltilen elestirilerin basinda miifredatin kitap merkezli, yogun ve
tarihsel metinlere bagimli olmasi gelmektedir. Baz1 degerlendirmelerde programin gegmiste yazilan
metinleri korumaya yoneldigi, bilgi {iretmekten ¢ok mevcut ilmi birikimi aktardigi ve 6gretimin serh-
hasiye gelenegi icinde tekrarlandigi ileri siiriilmektedir. Derslerin c¢ogunlukla 6gretmenin
aciklamasima dayanmasi, 6grencinin arastirma, yazma, sunum yapma ve elestirel degerlendirme
becerilerinin yeterince gelismemesine neden olabilmektedir (Pakdemirli ve Ev, 2015, ss. 856-865).

Ancak bu elestiri yapilirken 6zgiin Ders-1 Nizdmi ile giiniimiizdeki uygulamalar birbirinden
ayrilmalhidir. Molla Nizdmeddin’in programi, kendi doneminin ihtiyaglarina cevap veren ve
Ogrencinin akli yeteneklerini gelistirmeyi amaglayan yenilik¢i bir diizenlemeydi. Mantik, felsefe,
matematik ve astronomiye yer verilmesi, miifredatin baslangicta sadece nakli bilgileri korumaya
yonelik olmadigini géstermektedir. Bugiinkii donukluk elestirisi, programin tarihsel kokeninden ¢ok
zaman igerisinde belirli kitaplarin degismez otoriteler hdline gelmesi ve 6gretim amacinin metinleri
tamamlamaya indirgenmesiyle ilgilidir.

Ikinci elestiri, programm cagdas toplumun bilgi ve meslek ihtiyaclariyla iliskisinin
zayiflamasidir. Modern bilimler, sosyal bilimler, ekonomi, siyaset, psikoloji, dinler tarihi, medya
okuryazarlig1 ve bilgi teknolojileri gibi alanlarin sinirli kalmasi, mezunlarin din hizmetleri digindaki
istthdam imkanlarim1 daraltmaktadir. Ayrica ¢agdas fikih problemleri, ¢ogulcu toplumlarda dini
hayat, vatandaslik, insan haklari, cevre sorunlari, biyoetik ve yapay zeka gibi yeni meselelerin klasik
metinlerle baglantili bi¢cimde islenmesine ihtiyag bulunmaktadir. Bu meseleler, miifredat
reformunun yalnizca ders eklemekle sinirli tutulamayacagini gostermektedir (Metcalf, 1978, ss.
117-121).

Ugiincii elestiri dil &gretimine yoneliktir. Ogrenciler yillarca Arapca sarf ve nahiv
okumalarina ragmen konusma, yazma ve modern Arapca metinleri bagimsiz bi¢imde kullanma
konusunda yeterli seviyeye ulasamayabilmektedir. Bunun nedeni, Arapcanin iletisim dili yerine
klasik kitaplar1 terciime etme ve gramer bakimindan ¢oziimleme araci olarak 6gretilmesidir. Benzer
sekilde Ingilizcenin siirli dgretilmesi, Ogrencilerin cagdas akademik literatiire ulagmasim
zorlagtirmaktadir. Dil 6gretiminin metin ¢oziimlemeyle iletisim yeterliligini birlikte hedeflemesi bu
bakimdan énem tagimaktadir (Moosa, 2015, ss. 108-121).

Bununla birlikte reform tartigsmalarinda iki indirgemeci yaklagimdan kaginilmasi gerekir.
Birincisi, klasik miifredattaki biitiin unsurlar1 degismez dini miras olarak kabul ederek elestiriye
kapatmaktir. Ders-i Nizami tarih boyunca degistirilmis oldugundan miifredatin giincellenmesi
gelenege aykir degildir. Tkincisi ise modernlesmeyi programa yalnizca fen, Ingilizce ve bilgisayar
dersleri eklemek seklinde anlamaktir. Miifredat reformu, ders listesini genisletmekten Once
yetistirilmek istenen alimin niteliklerini, 6gretim yontemlerini, 6l¢me-degerlendirme bi¢imlerini ve
mezunlarin toplumdaki gorevlerini yeniden diisiinmeyi gerektirmektedir.

Sonug¢

Ders-i Nizami, yalnizca belirli ders ve kitaplardan olusan bir 6gretim programi degil, Hint
alt kitasindaki Miisliiman toplumlarin ilmi birikimlerini, dini otoritelerini ve kurumsal kimliklerini
kusaktan kusaga aktarmalarim saglayan tarihsel bir egitim gelenegidir. Miifredatin 18. yiizyilda
Firengi Mahal ¢evresinde sistemlestirilmesi, ge¢ Babiirlii doneminin ilmi, hukuki ve idari sartlariyla
yakindan iligkilidir. Bu baglamda program, dénemin ihtiya¢ duydugu alim, miiderris, miiftii ve
hukukgu tipinin yetistirilmesine yonelik kurumsal bir diizenleme olarak ortaya ¢cikmistir.

Turkish Studies — Educational Sciences, 21(3)



The Cornerstone of the Islamic Education System in the Indian Subcontinent... 613

Ozgiin programda Arap dili ve belagatin yam sira mantik, felsefe, kelam ve miinazaraya
genis yer verilmesi, egitimin yalnizca dini bilgilerin aktarilmasiyla sinirli olmadigini géstermektedir.
Miitalaa, takrir, tekrar, soru-cevap ve miinazara gibi uygulamalar araciligiyla 6grenciye belirli bir
diisiinme bicimi, ilmi dil ve mesleki kimlik kazandirilmistir. Hoca-talebe iliskisi ve klasik metinler
etrafinda sekillenen 6gretim siireci, ilmi otoritenin iiretilmesi ve siirdiiriilmesinde temel bir islev
gOrmiustur.

Ders-i Nizdmi’'nin tarihsel gelisimi, miifredat ile toplumsal sartlar arasindaki karsilikli
iliskiyi ortaya koymaktadir. Somiirge yonetimi, geleneksel biirokratik istihdam alanlarinin daralmasi
ve modern egitim kurumlarinin yayginlagmasi, medreselerin toplumsal konumunu degistirmistir. Bu
stirecte Diyobend, miifredatin hadis, tefsir ve fikih boyutunu giiclendirmis; medreseyi dini bilginin
ve Miisliman kimliginin korunmasina yonelik sivil bir egitim kurumu olarak yeniden
yapilandirmistir. Nedvetii’l-Ulema ise klasik dini ilimlerle Arap dili, ingilizce ve cagdas bilgi
alanlar1 arasinda farkli bir iligki kurmaya yonelmistir.

Diyobendi, Birelvi, Ehl-i Hadis ve Cemaat-i Islimi cevrelerindeki uygulamalar, aym
miifredat geleneginin farkli mezhebi ve kurumsal kimlikler igerisinde degisik anlamlar
kazanabildigini gostermektedir. Kurumlar arasindaki farkliliklar yalnizca ders ve kitap listelerinde
degil; ilimlere verilen agirlikta, hoca otoritesinde, 6gretim yontemlerinde ve mezunlara yiiklenen
toplumsal rollerde de goriilmektedir. Bu nedenle Ders-i Nizami, kurumlari tek bi¢imli hile getiren
sabit bir programdan ¢ok, farkli dini ¢evrelerin kendi kimliklerini irettikleri ortak bir egitim
gercevesi niteligindedir.

Pakistan’daki medrese kurullar1 ile Banglades’teki Aliya ve Kavmi modelleri, medreselerin
devlet ve toplumla kurduklar1 iligkiye gore farkli kurumsallagsma bigimleri gelistirdigini
gostermektedir. Aliya medreseleri devlet denetimi, diploma denkligi ve genel egitim sistemiyle
biitiinlesme yoniinde ilerlerken Kavmi medreseler kurumsal 6zerkligi ve geleneksel ilm1 kimligi 6ne
cikarmistir. Bununla birlikte sinav, diploma ve standartlagsma gibi modern orgiitsel uygulamalar her
iki yapiy1 da farkl olgiilerde etkilemistir. Boylece geleneksel egitim ile modern egitim arasindaki
siirlar daha gegirgen héle gelmistir.

Giiniimiizde Ders-i Nizami etrafinda yiiriitiilen tartismalar; klasik metinlerin 6gretim bicimi,
dil yeterliligi, arastirma ve iletisim becerileri, diploma denkligi ve mezunlarin istihdam alanlar
iizerinde yogunlagmaktadir. Bu tartismalar, miifredatin yalnizca bilgi igerigiyle degil, medreselerin
degisen toplum igerisindeki konumu ve mezunlara yiiklenen rollerle baglantili oldugunu
gostermektedir. Ders-i Nizdm1’nin tarihsel siirekliligi de degismeden kalmasindan ¢ok, farkli
donemlerde kurumsal ve toplumsal sartlara gére yeniden yorumlanabilmesiyle agiklanabilir.
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ETiK BEYANLAR
Arastirma ve Yaymn Etigi

Yazar(lar), bu makalenin 6zgiin bir ¢alisma oldugunu ve bilimsel arastirma ve yayin etigi
ilkelerine uygun olarak hazirlandigin1 beyan eder. Makale daha once herhangi bir yerde
yayimlanmamig olup baska bir dergide degerlendirme siirecinde degildir.

Caligmada kullanilan tiim kaynaklar akademik kurallara uygun bigimde atiflanmistir.
Yazar(lar), calismanin intihal, veri uydurma, veri tahrifi veya manipiilasyon icermedigini;
arastirma bulgularinin bilimsel diirtistliik ilkelerine uygun sekilde sunuldugunu beyan eder.

Yazar Katkisi

Tim yazarlar calismanin tasarlanmasi, yiriitiilmesi, analizi ve makalenin hazirlanmasina
onemli Olciide katki saglamistir. Tiim yazarlar makalenin son halini okuyup onaylamig ve
yayimlanmasini kabul etmistir.

Cikar Catismasi

Yazar(lar), bu makalenin yayimlanmasina iliskin herhangi bir ¢ikar ¢atismasi bulunmadigini
beyan eder.

Finansal Destek

Bu aragtirma herhangi bir kamu kurumu, ticari kurulus veya kar amaci giitmeyen kurulus
tarafindan finansal olarak desteklenmemistir.

Yapay Zeka Kullamim Beyani

Makalenin hazirlanmas: siirecinde yapay zeka araclarindan yalnizca dil diizenleme, ¢eviri
destegi ve anlatim iyilestirmesi amaciyla sinirli 6lglide yararlanilmis olabilir. Yapay zeka
araglari tarafindan yapilan ¢eviri ve dil diizenlemeleri yazar(lar) tarafindan dikkatle kontrol
edilmistir. Yapay zeka araclari c¢alismanin bilimsel igeriginin, arastirma tasariminin,
analizlerinin veya akademik sonuglarinin olusturulmasinda kullanilmamistir. Makalenin
igerigine iligkin tiim akademik sorumluluk yazar(lar)a aittir.

Telif Haklar1 ve izinler

Yazar(lar), telif hakki gerektiren materyaller kullanilmigsa gerekli izinlerin alindigin1 ve
caligmanin herhangi bir fikr miilkiyet hakkini ihlal etmedigini beyan eder.

Yazar Onay1

Tiim yazarlar makalenin son hélini okuduklarini, onayladiklarini ve yayimlanmasini kabul
ettiklerini beyan eder.
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