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PHILOSOPHICAL IMPLICATIONS IN THE TEACHING OF RISTORY

which objectives should pupils achieve #n the history curriculum? Who
should be involved in selecting learning activities to achieve desired ends?
How should pupil achievement be appraised? These are relevant questions for
teachers of history to consider. Criteria are needed by the history teacher in
selecting objectives, learning activities, and evaluation methods. Guidance
and direction in making these decisions can come from a depth study and evalu-

ation of diverse philosophical schools of thought.

Experimentalism and the History Curriculum

Problem solving is a major method to utilize in the teaching of history,
sccording to experimentalists. In the problem solving arena, needed content to
arrive at solutions to problematic situations is not necessarily classified in
terms of coming from one academic discipline only. Whatever content is needed
by learners is utilized in the solving of problems., Problems identified by
learners with teacher guidance may necessitate obtaining content from the
curriculum area of history largely. The teacher needs to provide a stimulating
environment which encourages pupils to identify problems. Thus, reading materials
and audioe-visual aids as well as listening, speaking, and writing experiences
may provide such an environment. These problems should be realistic and relevant
in the schon] setting and in soc{2ty. What is vital in society may provide
peaningful content iﬁ the scliool curriculum. School and society must not be
separated from each other. In a onit on "Issues in Society", pupils might

choose problems, such as the following:
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1. How can peace among nations be encouraged?

2. What methods might be utilized to minimize pollution in {its diverse
forms?

3, Which means can be used to conserve natural resources?

After relevant problems have been identified, pupils with teacher guid~
ance need to work in committees to obtain needed data utilizing a variety of
learning activities. Hypotheses (probable answers to fdentified problems) are
then developed and tested, Additional research might be completed as 8 means
of appraising the developed hypothesis, which may then be modified, {f necessary.
New problems may also be identified within the framework of data gathering
procedures. Experimentalists generally believe that pupils nced to work on
committees in problem solving activities since group endeavors are involved in
society in identifying and solving problematic situations. Pupils need to be
actively involved in selecting problems, as vell as test solutions
within the arens of problem solving.

Experiuentalists would oppose:

1. Measurably stated objectives predetermined by the teacher for pupil
attainment.

2. Programmed learning materials for learner utilization.

3. The use of reputable textbooks in history outside the domain of probler
solving.

4. The use of lectures in teaching history.

5. The utflization of learning centers in which problem solving situstic:e
are clearly not in evidence.

6. Deductive wses of relevant transparencies, filmstrips, £{lms, slides,

tapes, and library resources. The only exception would be {{ subject matter
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learned from the use of these materials provides content for problems to be

solved by involved learners. e
7. A passive learning environment in which subject matter learnings move

S

from the presenter to the learner,
Essentialism in the History Curriculum

Essentialists are rather certain in determining what pupils should learn
in diverse units of study pertaining to history. Historical content, according
to essentialists, is precise; thus, measurable objectives can be written by
the teacher for pupil attainment. The history teacher, of course, needs to
develop a logical, rather than psychological curriculum. Sequential objectives
must then be developed by the teacher logically to aid pupils to achieve optimally.

The teachers must also select learning activities for pupils to attain the
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stated objectives.
A psychological curriculum in terms of using teacherepupil planning to
determine what learners are to learn (objectives) as well as the weans of learn-

ing (activities and experiences) is not recommended by essentialista. Learning
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centers in which pupils individually may choose tasks to complete sequentially,
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of course, also are not recommended by essrntialists. g
There are specific facts, concepts, and generalizations in the history
curriculum which all pupils need to achieve, according to essentialists. These
learnings may be perceived as representing universal ideas. Thus, content in
history can be selected which has stood the test of time in terms of being
relevant and significant for pupils. Basal, reputable history textbooks might

provide major learnings for pupils in ongoing units of study. These textbooks
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may well contain subject matter learnings which percain to the hallmarks of an

educated person. Meaningful learning, as well as rote learning and memovization,
can be relevant methods for the teacher tn use in the teaching of history.
Activity centered methods of teaching, e.g. art projects, construction expexs
iences, and dramatic activities are generally not recommended by essentialists.

Essentialists also generally do not emphasize:

1. & changing curriculum in history. What is deemed as being vital
learnings in the history curriculum can be identified rather objectively.

These facts, concepts, and generalizations have stood the test of time in
terms of significance.

2. & permissive classroom enviromment. The teacher of history must demand
and receive respect from pupils. A no nonsense learning climate, of course, is
much superior to a permissive environment. Thus, obedience from pupils is desired
within the framework of formal teaching in the school-class setting.

3. The concept of learning to be superior to the concept of teaching. The
teacher teaches and pupils must do the learning of historical content. Subject
matter in history IS presented by the teacher and must reach the
minds of pupils.

4. Inductive learning is superior to deductive learning. The teacher must
be a highly knowledgable person in terms of identifying important historical .
content for pupils to acquire. Thus, the teacher presents what is relevant to

learn to pupils, and pupils are the receivers of significant historical ideas.
Existentialism and the History Curriculum

Existentialists believe that the individusl, uot committees or larger

groups, make choices in terms of what to learn ( the objectives) as well as the
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means of learning (activities and experiences). The pupil then, individually,
chooses what is vital to learn $n the history curriculum. Authentic decisions
must be made by learners in a completely free, non~coercive learning environment.
Each person must make choices in order to truly be human. The involved indivi-
dual may choose to work within small or large group settings; however, these
are personal choices which wust be left to the involved individual who is
responsible pevsonally for all decisions made.

Each ihuman being must seek purpose or meaning in life. These purposes
are not given to any one human being. Thus, dilemma situations arise between
and among competing purposes in the lives of all human beings. A depth study
of history may well provide selected content for pupils' consideration in
developing purpose or values in life. Decisions made by individuals, groups,
and nations, past and present, involved dilemmas. Choices had to be made from
competing purposes and values. These choices need to be evaluated by pupils in
terms of being moral and authentic. Each person is responsible for choices
made in a generally absurd, irrational wurld, according to existentialists.
The existentialist learner may be one who is willing to become slienated, as
a result of personal authentic moral choices wmade.

Existentialists do not advocate the use of:

1. Behaviorally stated objectives in teaching-learning sicuations chosen
by the teacher. These kinds of objectives emphasize conformity behavior on the
part of learners to predetermined ends. Pupils then cannot make choices and
decisions in terms of ends as well as means of learning.

2. Teachers selecting learning activities for pupils. Rather, an open-

ended curriculum needs to be in evidence. To develop proficiency in the decision-
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making arena, learners need to have ample opportunities to choose freely in

an environment involving dilemma situations. Each pupil needs to make moral

choices within the framework of value laden situations,

3. Evaluation procedures developed and implemented by the teacher
to appraise pupil progress. The individual learner develops value systems

and increasingly appraises what has personal worth. -
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PHILOSOAICAL INPLICATIONS IN THL TEACHING OF HISTORY

Which objectives should pupils achieve in the history curriculum?! Who
should be involved $n selecting learning activities to achieve desired ends?
How should pupil achievement be appraised? These are relevant questions for
teachers of history to consider. Criteria are needed by the history teacher in
selecting objectives, learning activities, ond evaluation methods. Guidance
and direction in making these cecisions can come from 8 depth study and evalu-

ation of diverse philosophical schools of thought.

Experimentalism and the History Curriculunm

Problem solving is a major method to utilize in the teaching of history,
sccording to experimentalists. In the problem solving arena, needed content to
arrive at solutions to problematic situations 48 not necessarily classifice in
terms of coming from one academic discipline only. Whatever content is needed
by learners is utilized in the solving of problems. Problems {identified by
learnzrs with teacher guidance may necessitate obtaining content from the
curriculun area of history largely. The teacher needs to provide & stimulating
environvent which encourages pupils to {dentify problems. Thus, reading materials
and audio-visual aids &s well &5 listening, speaking, and writing experiences
may provide such an envitonment. These problems should be realistic and ralevant
in the school setting and in society. What is vital in society msy provide
meaningful econtent fﬁ the school curriculum. School and society sust not be
senurated from cach other. In a onit on “Issues in Society", pupils might

choose problems, such as the iollowing:
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1. How can peace among natfons be encouraged?

2. What methods might be utilized to minimize pollution in dts diverse
forms? | %§§

3, Which means can be used to conserve natural resources? ?;

After relevant problems have been tdentified, pupils with teacher guid-
ance need to work in cormittees to obtain needed data utilizing a varfety of
learning activities. Hypotheses (probable answers to {dentified problems) are
then developed and tested. Additional research might be completed &5 8 meadns
of appraising the developed hypothesis, which msy then be modified, 4f necessary. e
New problems may also be identified within the framework of data gathering
procedures. Experimentalists generally believe that pupile neced to work on
comnittees in problem solving activities since group endeavors are involved in
society in identifying and solving problematic situations. Pupils need to de
actively involved in selecting problems, as well as test solutions
within the arena of problem solving.

Expecimentaliste would oppose:

1. Measurably stated objeztives predetermined by the teacher for pupil
attainment.

2. Programmed learning materials for learner utilization.

3. The use of reputable textbooks in history outside the domain of probler
solving.

4. The use of lectures in teaching history.

S. The uti{lization of learning centers in which probles solving situatione
are clearly not .n evidence.

6. Deductive uses of relevant transparencies, filmstrips, fiims, slides,

tapes, and library resources. The only exception would be 4{ subject matter




learned from the use of these materials provides eontent for problems to be

solved by involved lesrners. G
7. A passive learning environment in which subject matter learnings move ;a;

from the presenter to the learner.
Essentialism in the History Curriculum 'gg

Essentialists are rather certain in determining what pupils should learn
in diverse units of study pertaining to hietory. Historical content, according
to essentialists, is precise; thus, measurable objectives can be written by
the teacher for pupil attainmeint. The history teacher, of course, needs to
develop & logical, rsther than psychological curriculum. Sequential objectives
wmust thern be developed by the teacher logically to aid pupils to achieve optimally.
The teachers must also select learning activities for pupils to attain the
stated objectives.

A psychologicel curriculum in terms of using teacher-pupil planning to
determine what learners are to learn (objectives) as vell as the means of learn-
ing (activities and experiencesj is not recommended by essentialists. Learning
centers in which pupils individually may chrose tasks to complete sequentially,

of course, also are not . commended by ersentislists.
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There are specific facts, concepts, and generalizations in the history
curriculur which all pupils need to achieve, according to essentislists. These
learnings may be perceived as representing universal idess. Thus, content in
history can be selected which has stood the test of time in termws of being
relevant and significant for pupils. Bassl, veputable history textbooks might

provide major learnings for pupils in ongoing units of study. These textbooks
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way well contain subject matter learnings which pertain to the hallmarks of an
educated person. Meaningful learning, &8s well as rote learning and memorization,
can be relevant methods for the teacher to use 4n the teaching of history.
Activity centered methods of teaching, e.§. art projects, construction expers
iences, and dramatic activities are generally not vecommended by essentialists.

Esesentialists also generally do not sophasize:

1. A changing curriculum in history. What is deemed as being vital
learnings in the history curriculum can be identified rather ocbjectively.

These facts, concepts, and generalizations have stood the test of time in
terms of significence.

2. A permissive classroon environment. The teacher of hi:tory must demand
and receive respect from pupils. A no nonsense learning climate, of course, is
much superior to & permissive enviromment. Thus, obedience from pupils is desired
within the framework of formal teaching in the school=class setting.

3, The concept of learning to be superior to the concept of teaching. The
tescher teaches and pupils must do the learning of historical content. Subject
matter {n history iS presented by the teacher and must reach the
minds of pupils.

4. Inductive learning is superior to deductive learning. The teacher must
be a highly knowledgable person in terms of ddentifying dmportant historical .
cor..ent for pupils to acquire. Thus, the teacher presents vhat s relevant to

learn to pupils, and pupils are the receivers of significant historical ideas.
Existentialisz and the History Curriculunm

Existentialists believe that the {ndividual, not committees or larger

groups, make choices in terms of what to learn ( the objectives) as well as the
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means of learning (activities and experiences). The pupil then, individually,
chooses what ie vital i\n learn in the history curriculum. Authentic decisions
;uat be made by learners in &8 completely free, none-coercive learning enviromment.
Zach person must make choices in order to truly be human. The involvad indivi-
dus] 3ay choose to work within small or large group settings; however, these
are personal choices which must be left to the involved individual who is
responsible personally for all decisions made.

Each human being must seek purpose OF weaning in life. These purposes
are not given to any one human being. Thus, dilemma situations arise between
and among competing purposes in the lives of all human beings. A depth study
of history may well provide pelected content for pupils' consideretion in
developing purpose or values in 14fe. Decisions made by {ndividuals, groups,
and nations, past and present, {nvclved dilemmas. Choices had to be made from
competing purposes and values. These choices need to be eveluated by pupils in
terms of being moral and authentic. Each person is responsible for choices
made in a generally absurd, {rrational world, according to existentialists.
The existentiaslist learner may be one who is willing to become alienated, &s
a result of personal authentic moral choices made.

gxistentislists do nmot advocate the use of:

1. Behaviorally stated objectives in tesching-learning situations chosen
by the teacher. These kinds of objectives emphasize conformity behavior on the
part of learners to predeteruined ends. Pupils then cannot make choices and
decisions in terms of ends as well as means of learning.

2. Teachers selecting learning sctivities for pupils. Rather, an open-

ended curriculum needs to be in evidence. To develop proficiency in the decision-




making arena, learners need to have ample opportunities to choose freely in

an environment involving dilemma situations. Each pupil needs to make moral
cholces within the framework of value lzden situations,
3. Evaluation procedures developed and implemented by the teacher

to appraise pupil progress. The 4ndividual learner develops value systems

and increasingly appraises what has personal worth,
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