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This word cloud was generated using the complete text of the book, and displays the 100 most
[frequently used words in the book. The size of each word represents how often it appears in the
book. Conmimon words like “the” and “of” were excluded, and plural and singular occurrences were
combined. The smallest words occur approximately 150-200 times. The biggest word counts are:
Learning — 3,266, students — 1,726, knowledge — 1,029, research — 931, learners — 697,

teachers — 687. Generated by R. Keith Sawyer using wordle.net.
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29 Learning Historical Concepts

Mario Carretero and Peter Lee

History is about what people have done and what has happened to them, but
it can also be about the shape of society or institutions at particular times in
the past. History seems to be about everyday, commonsense things — deci-
sions that people make. actions that people take. We all mak
take actions every day, so many people believe that history cai
simply by applying commonsense underst
presi(/e/zf.s'. entreprencurs, constitutions., and trade, and although most of us
have never met a president, we can easily think of the president’s actions
decisions as variants of actions and decisions that we ourselves engage in.
And although sometimes we read about things that
inmodern life (like pharaoh, serf. puritan, ov musker)
of these as quaint versions of what we kn
history, then, is often portrayed as being less about mastering strange and
gsoteric conceptual tools than about acquiring information

about ordinary
life, as it was and as it unfolded. In short, history seems to be commonsense
and cumulative.

In this chapter, we argue that this simplistic view of history learning is a
mistake. Four decades of research suggests that thinking historically is coun-
lerintuitive (Lee, 2005). History requires understanding concepts that difter
ffom everyday conceptions and explanations. Some everyday ideas are com- )
ith history; many students, for example, believe that
i can only really know anything by directly experiencing it. Many more
Mudents believe that because one past series of events that
description of the past. It is
the truth™ by appeal to a fixed
_ € can measure truth claims. Such an idea is useful in
'd‘*}"lo-tiay affairs where conventions of relevance may be shared, but in his-
101y it fajl completely. There may be differing views about what questions
Hask, ang Contested conventions of relevance. Moreover, what Is asserted
M3y not he Something that could have beep witnessed by anyone: changes in
Pﬁlues, birth rates, or the environment could not be directly witnessed like

bi :
Hlths o battles; they must be inferred. not observed.

e decisions and
1 be understood
andings. In history we learn about

and

are never encountered
. We can easily conceijve
ow already. The task of learning

there was only
lually occurred, there can only be one true

__e]}’ that children often learn how to “tell
Past againgt which w

ptions research in science education (see diSessa,
) that science learners have to abandon common-
ight or speedy and struggle with very different tools

1 5, this volume
Hse toneeptg (like e

-
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for handling the world (like mass or velocity) '01- even 12::;1; I)l;ats ;ize(agk\
sometimes despite their labels — to have no and‘lo.g‘fn; T o ~hm0‘e
entanglement or neutron). We argue thaF Sucwﬁs tle;-l.‘( uife leamelrs ty
involves similar challenges to learning physics — they both req 5
"o .8 Hi:;‘;gg C?é)lflgfa:qple, how the French Revolution is presented to
stuI(fie\l):fs ?ﬁcmany’regions, we see that the students arﬁ? priséntg:twitthtﬁﬁts?iact
concepts and arguments —such as t‘he strucﬂue of Frenc 1;(())1l leﬂ; eC(;llo me
or the emergence of free-thinking ideas and their co.nnecthat g ;mc
and sociopolitical factors. This example dc?mon‘su;te.s ool s Ores
many of the complexities of the somtal asmelilecse;?;m (1)i1k : --qu, flas Pm‘,erlll;
im'mljig‘a U(Cl)l:;hmgg::st Ei:ttsi?ltl Z}l(lisil;;\ifl?e \;orlg?” involves political, economig,
';:;10"1;‘1 sllllltural}j and other causes, forming a nn.lltic.:ausz}l SU;;C:::; whose
understanding requires comglext ani ﬁizi;ag kt)zllgigltgﬁatnﬂﬁs qu;sti,or:i?s,
afl and middle-class students are lik S (GHESHD
Ztgtfglled;;iswer: poverty continues to exist onlyobe(éaufse‘ cilt tejllgelgf:‘?ig\l;ﬂs
do not have the will to overcome it (see Barton, _'0'0 ; ?Lvebstamive histor.
The example of poverty hints at the complexities }? tsiUdents - . HOE,;
but does not touch on a more fundament.al problem t 1c1 ts ent qlive.tOda
can we know anything about the past? Given the fact‘ t 1‘2} :nd ex( lanationz
was present to witness most of the human past, the sttmgzs'd; - apmatter b
opinion. ot stasents who thik ke this. sty does ot seem 1o o ¢l
ini - students who thin ! do -em
Elpciﬁlsoil‘sl;okl)::liather, it seems tlo be subjective opinion — which is odd for a
g rports to be scholarly. . . '
ﬁel’lflhteh;toi?eft of historians’ stories and explanations 2}1‘6 pi{)ul:;zi w;;l:
first-order elements, for example pea.s'aizt‘s',fg;;z;;:/;{réitlgsr.d:i elgmen.t; -
alwe i or above) any account o t- eley
i‘i:vpji:sitbszlclzlolfd-(order concepts of, for ex.amp.le histml;zc({/ fvll;ieng; ,n gl;(g;g:;
significance, and accounts. Professional hls.lonans mell e:[:l:Lts .Snd "
[iI\e nature of historical evidence, explanations, ancj(;)c;u " t.},lis oo
behind any substantive claims about thg past ( Leﬁf, 2 -[ z ——
consider “learning history” in two sections: how stucjendsl o T
tive knowledge of the past — the first-order content, an ! 11 O
second-order understanding that helps organize and undery
tive knowledge.

- istori ts
Understanding Substantive Historical Concep il
and FEs

3 s b . ) \,Cnls : o
Research indicates that students’ understanding of e o Adult
o . 2 cence d B '
sesses can vary greatly in complexity throughout adolem,lu ¢ e studen
CEess H all < . ¥ ~ s 50 ;
hood (Barrett & Barrow, 2005; Furnham, 1994), For example
C c

—_—
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understand revolutions as stmple confrontations b

rather than as structural changes affecting all aspects of society. These stu-
dents also understand monarchy only in terms of the actions of an individ-
ual king; they may have difficulty understanding that 2 modern nation-state
isnot simply a territory and its mnhabitants, but a complex social system that
could only have emerged relatively recently in human history because of eco-
pomic, intellectual, and technological developments (C arretero, Castorina.
& Levinas, 2013),

Understanding the conceptual framework th
of societal change — exa mples include the
sition from feudalism to capitalism — requires 4 mastery of concepts that
have no direct manifestation in empirical reality: rather, they are theoretical
glaborations by social scientists and historians, These historical coneepts and
theories have an intrinsically changing nature, As history teachers know, any
historical concept, for example democracy, did not mean the same thing in
classical Greece as it means now. This is a very well-known teaching issue,

etween groups of people

at is involved in the processes
Neolithic revolution and the tran-

and it 1s also a central and unresolved 1ssue among professional historians.

Historical concepts possess many diverse meanings. Concepts can be used
in different ways, not only because of the passing of time, but also in the
same historical moment. by different groups and interests. This is extremely
important not only from a theoretical point of view, but also when it comes
fo teaching history. where com plex concepts — such as independence, eman-
dipation, liberty, people, nation. state. patriotism, citizenship. and so forth —
need to be introduced. Such concepts change their meaning through time
and have different connotations for individuals and groups. History teaching
must therefore take into account how students
and how the student (and the class) could represent different features of the
sime concept, generating different meanings according to their prior know]-
tdge and cultural experience. Failure to do so means teachers may not be
tddressing the ideas they intend, leaving students to assimilate what is being
laught to existing preconceptions.

According to recent resea rch, the
Progresses along with the devel
trally (Barton, 2008: Limon,

use such historical concepts

ability to understand historical concepts
opment of conceptual thin king more gen-
2002). Conceptual development refers to both
the type of characteristics or attributes with which concepts are defined and
the fonnections that are established between them. Conceptual develop-
en takes two forms. First, a student progresses from understanding con-
pts through their more concrete dimensions to assigning more abstract
Halities 1o the concepts (see Figure 29.1). This development is reflected in
¢ Dr.examplc_] a typical student’s conception of social institutions, Younger
PUBIlS haye o tore concrete understanding of institutions and social real-
_llles; they are embodied by the people who represent them or by specific
S For ®xample, the French Revolution is associated with Napoleon,
ial Revolution is associ

r . . .
the Indusr ated with the invention of the steam

——

—: —— e
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Change Concepts | | 3
Initial understanding Final understanding
by deep feaﬁ |
i finition by dee s
Reduction to De .
From concrete to Facts superficial aspects (dependent theoretical elements)
aostiact (directly perceptible)
Institutions Personalization Institutionalization

dynamic

From static to

Integration of the various fields of
social and historical reality

The different fields of
social and historical
reality (e.g., political,
economic) appear
separate

Simultaneous
realities

i i ding of social changa:

i iti ion of social Understanc . : ;
Suocessive reallios Et:ec;rl]i(t?;zg immutable and consideration of soclal and
(naturalization of social | historical objects and |
and historical beliefs) [ phenomena as processes ang in’ L

a distanced manner

_,l

Figure 29.1. Development of the understanding of substantive historicgl

coneepts.

engine. In this naive understanding, history 1s composcdfot1 a %:1c{crelsif11ir?f
5, such as Napoleon or the invention of the stear engin -'.
R foeae e'vents’ ;erstanding a student begins to understand social and}
With increasing un E : gins | AN
istorics necepts better, but in a static a}ld 1501f1te( : | ;
?tltslt(;:li(t:dclofges ts understand history as an mcreasmglyic'o111:11311?\ Vchoircliegz |
network in which different elements are mterconnecge(.ta‘lrel(ltions/hip WJ“
social and historical‘ reality is dynamically defined by its rele :
e e satprehes g ial world at any given time in’ histof
In their comprehension of the social worlc :l \( ) lk'. o e
adolescents generally believe lh.'al Ilhr: \"ilT‘I(‘I-LI:-i t,ltll-mn. l;lwecn o
are disconnected, seldom Eslﬂhllsh]l“lg any comu-.‘t_‘lmlmi‘ e
aspects of a social reality (e.g., political, economic, .s.ou‘cj i - I-,u]'e.ly Calt
For example, they think that CU.HUI‘.EII prggrclss 1}9 Cj]l;:i;;] 31‘ écgnomic
factors, and that it has no connection with an);‘ ;‘1(”) i
tors. Voss and Carretero (2000) 11.51(0‘.? a group :n co -Lih.;,m p;-ovided' \
the dissolution of the Soviet Union in 1991. Sm'ne b:;'lin[mrﬂclfOHSb .
complex explanations than others, but any mention ¢

: jonal conte
i 5. nationalis arnationd
the factors (e.g., economic problems, nationalism, inte
el s (e.g., mo
was rare.

s generally
b P 5 -lgc[g,geﬂ a5
In their comprehension of changes across ane.‘ ljm:ﬁ'-muc ossibl
to think that things continue as they are, with I:llllhltel;()l;ena il
Figure 29.1). Representations of historical and social ph
gure 29.1).
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and even some adolescents and adults have proven rather static. Students
tend to think that different socia] situations are immutable, And as a result.
social change is difficult for then to understand. and a broper learning of
history 1s quite difficult.

We argue that school history should do more than simply teach “first.
order” facts and concepts: it should also teach students to “think histori-
cally.” what we have callec “second-order™ understanding - the ability to
use evidence, to give and assess explanations, and to construct and evaluate
narratives of the past. Curriculum and teaching that is de
historical thinking must move beyond asking
for memory of facts. The most influenti

approach was the Schools Counci] History Project in the United Kingdom in
the 1980s, and perhaps the most significant current example is the Historica]
Thinking Project in Canada (Seixas, 2010; Shemilt, 1980)

To develop these new approaches in this educationg]
how students of different ages conceive
history is an exact reflection of past reality? Or do they understand that his-
tory emerges from a reasoning process and therefore from hum
tion? These questions were addressed by Shemilt
that the comprehension of students between 13
from a realistic conception of historic

signed to develop
students to copy, sort, and drill
al and large-scale example of such an

area, one must know
of history. Do students believe that

an interpreta-
(1983), who demonstrated
and 16 years of age evolves

al inquiry — in which they believe that
historians simply find written historical data - to a mope negotiated con-

ception through which they understand the significant difference betw
hypotheses and supporting evidence, In a study primarily involving students
from 10 to 11 years of age, Brophy, VanSledright, and Bredin (1992) also
found that students of this age believed history to be an exact science con-
sisting of unambiguous facts, and that a historian resembles the popular
stereotype of the archaeologist who objectively examines remnants of the
past. When students move past this misconception to a more negotiated con-
eption, they begin to understand the function of primary sourc
importance of understanding the historical
Sources were generated.

There is considerable ag
the following:

cen

es and the
and social context in which those

.

reement that thinking historically requites at least

3 Being able to use evidence to confirm o disconfirm singular factual
Slatements about the past,
nderstmlding that historical

accounts
Questions, and

. are neither copies of the
Sgular factual statements,

lnlagining situations that one cannot experience, and entert
4nd beliefs about the world that one
Ing toncepts that

are constructions in answer to
past nor simply aggregations of

aining values
does not share (sometimes employ-
dre strange and even repugnant.

and which no longer
A€ equivalents nowadays).

SRS *
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d) Defining abstract concepts with precision and demons{u];dtlntg1 h~o‘W the

meaninés of these concepts. as they are used and defined by others, hay,
ang /er time. \ ‘

e) gled\?eigii;clllytpotheses regarding the causes apd e.tfec'ts O: _pals; é\/el}tls b‘y
considering that a cause can be remote l;oth in time ‘n‘u mla c analysjg
of its effects. This type of thinking implies t.he z}(l(ieci uon;p f,\lty of t.h.e
need to account for different levels of analysis (.i('w exm'np‘e.‘som]e. l?olm-
cal effects of an event may originate frlom 1‘§11glous causes). which gpe
sometimes combined with a temporal dimension. _ N

f) Examining the extent to which the de\.felo'ped hypo't ?eselstlclotn orm tg

the facts, while understanding that reality is complex and that one ¢gy

always find and consider c01.1nt.erargumepts. ssindioated by T

Analyzing change (and contlnulty.) over time, as 1nd 1ctt1. e Ei/ke dur,’t.and

(e). This also involves understanding ideas related to time, ation,

as

sequence, and temporal conventions.

The following review focuses on (a) through (e), but the research mentioned
bt
often has implications for (f) and (g).

A. Evidence

Historians select and evaluate evidence from the past, which c.)ften efntdlls
- ) ) [ ¢ . a1 ]
using written documents to construct accounts and ex.planfltlons ¢ {)ast
e\.'ents Wineburg (1991a, 1991b) demonstrated that hlstonalns use tlrele

s ateg as corr ‘ati ourcing. and contextual-
istics or stre s known as corroboration, sourcing
heuristics or strategies knc sourcing, and contexi
ization that are not used by college students lacking spemﬁu l\nlowledlg, :
) i 1 " thes istics istorian always looks
istor cCor ‘st of these heuristics, a h
history. According to the fir .-
ils f iffer sources before accepting th
' i g cails from different sources b
to find important detai : UIC for e
as probable or plausible. The sourcing heuristic means that. t'hl(I gurce
: ‘ 1 ] attenti ‘heir original source:
evaluation of evidence, historians pay attention t;) then 0111ute ;iency i
izati ristic refers he general ter -
1 ; ation heuristic refers to t “
Finally, the contextualizati : : neval tendenc/ig
historians to place events in historical space and time within a ¢
<

i
ical sequence. . o N
An empirical study on the expulsion of the Moors from Spait

i ' ' expertise (unis
17th century confirmed that participants with a h!g‘;h I.elvcl of l;,zlii:::::xiuﬂ?
versity professors who are specialists in m o.dern l}.lblgi_‘)') |l-|:Lv-m'~;le1LriEm Py
ization heuristic (Limon & Carretero, 1999, .E[J()(l: ‘.\t:t,‘:l \L ‘m;.mﬂyh!‘r_;
Limon., 2006 for a review). Their intcrpre'{nl{onsv Lilﬂ.cl u{ blgln.« OIha ol
those of fifth-year university students majoring in hr‘z.;lmy (the : |
participating in the study). particularly in two aspects:

analys
5 PR : Jevels Of ﬂ]]a
i) The professors accounted for and interrelated various lwil( o children
(economic, political, social, and ideological): a dlfﬁcuétgt;)s
and teenagers (Carretero, Lopez-Manjon, & Jacott, ] :

.zﬁpruvide a historical narrative

SIS and adults from thre

Learning Historicg) Concept
_ Leaming Historical g, S

e

Figure 29.2, Christopher Columbus receiy
Quacanagari on Hispaniola (what is now n
(1528-1598). Engraving

es presents from the Cacigue
odern Haiti ), Theodore de, Bry

i) The professors considered the “time™ d
between the analysis and assessment of the
and long term. whereas fifth-year history
tinction. This also sheds light on (g),

imension by distinguishing
problem in the short, medium.
majors do not make such a dis-
analyzing change over time.

To think histmica]ly, students have to abandon the assumption that we rely

O reports for our knowledge of the past, and develop a genuine coneept of
Bidence, Evidence ceases Lo be a special category of objects: anything can be
Widence for appropriate questions. and in this sense evidence is created by
fuestions,

Historians often use ima
lsevera] inquiries, re
Orica] picture,

ges as a method of solving historical problems.
search participants of different ages were shown a his-

Figure 29.2, that com monly appears in textbooks, and asked

for the picture. Figure 29.2 is an engraving
'0;' I. De Bry and it was the focus of our inquiry in a comparative study
Wl

¥Xtbooks (Carretero, Jacott, & Lépez-Manjon, 2002). Results for ado-

e different countries (Argentina, Chile. and
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Spain) indicate that 12- and 14-_\@%11--old students rfmg? I'Ix:a}lrlnﬂL::?1[(Jf;|-in

the image in a “realistic” manner (i.e., ulm‘osi L'lb.;l c;::p\ 1(’; h;\.m:.ihg:,r}, lh:.u
supposedly occurred) to considering t.hc‘ ]‘)l(..‘llll.tﬁ: ‘Illbt. ' dis I‘CI O.I‘ i']inglfl?hic
product that does not copy the past rt‘-a!hty but is a p].OL : ' ‘”Wi; ]_I ).. ang
thus requires distanced and theoretical interpretation ’Am ane ; t” 1 S0me
adults and 16-year-old subjects, we found.only the lagt COSC Ea( n-é’\fter
comparing students from different countries and ﬁn?mg 1ef tliin.el ev‘el.
opmental sequence, the study conclu.ded that the evo lutlon f)t 1 s heurig.
tic in the interpretation of historical images does not (1Pp§al1 (t) (.ep.end on
cultural influences but rather respond? to a pa'ttern t.hd'[.ls‘ ce’? |_mned by
cognitive development. This pattern o.t 'change in the 1e}.)1e5e(nt¢11 |.onl.(?f‘ his-
to;ical images demonstrates the trans.1t101‘1 fr01.n a ?oncietg'antc ie’a lb}tllc to
an abstract and complex way of considering historical “o ].'CC{ T dzs‘ oWn
in the research of the development and change of historical and sociy)

concepts.

B. Historical Accounts

Students undergo a developmental trajectory in their undsrstal}dn‘lg of his-
torical accounts. These understandings tend to progljess flOl'I’l el:ss.to more
powerful, as shown in Figure 29.3. This model seems to accutl)dtqu(;gprisetnt
student development in several different f:ultures (Lee & As‘h. Y. _f 1 ').t a eq
in this chapter, we further explore a particularly common form of historica
account, the narrative.

C and D. Empathy

Empathy has been defined as thle ability 1to ulclid(e):‘]['}sl:;nsci) C(;gtli?:higtfgise;:
the past and to recognize that other people an ‘ ! ;ume p
2 nd goals that differed from our own. Students tend to as .:
\};Zloflse’ i?l thc% past had the same beliefs and \.falues as tllfjﬂy“cao;/%jtl},byoicitli;f::
1987; Shemilt, 1984). Wineburg (2001) described this zls a (e cuI .\mgmsum@
Indeed, there is considerable evidence i.n suggest that many .ntui:d :]c(:-epte;l‘
that because people in the past acted n ways we wnulld‘ 1111:_;:.‘.1“%{ e
institutions that would be unacceptable tuday.'. they wc:‘u 'L;; ::b o)
intelligence and ethical judgment, compared with l.ls{.]_.,a..:t.. _& .1 \1]3"2; S o
c.-ontra;st, professional historians umicrslzllnfi that he!lc‘l‘hl‘dil.‘lt L‘ﬂ mrmntelﬂ‘fll
ferent in different historical periods and (Ill."[ei'cn.l SOL‘Ieflk.h: l:m. \,-Jl- . g
ment of historical thinking is the ability to imagine oncsc‘tit I111 f,l ' )iogressi@
time with a different worldview. Again, it is p.uss‘.tb!c to proc mﬁ, ‘m}npa[hy (5
model of ideas likely to be held by Sll.Id.CIIlS in copnecnﬁ)n‘w-l O nsiols
Figure 29.4), allowing teachers to ;‘11111(:1|)..'-uc possible prior concer
ad?iressed in the classroom (Lee & Shemilt, 2011).

Learning Historica co“Cepts
—— -—_—
mccounts are just (given) stories T

Accounts are stories that are just 'the

re’. Competing stories are just different ways of
same thing, rather like the school tas

2. Accounts fail to be copies of a past we cannot withess
Accounts cannot be ‘accurate’
know it; they differ because th
never have,

because we were not there to see the past and the refo

ey are just 'opinion’, that is, a substitute for knowledge we can

3. Accounts are accurate copies of the past, except for mistakes or gaps

If we know the facts, there js a one-to-one correspondence between the
(This is the positive correlate of the previous position.)
information and mistakes.

past and accountg,
‘Opinion’ is a result of gaps in

4. Accounts may be distorted for ulterior motives

Accounts are distorted copies of the past. Differing accounts derive not simply from lack of
knowledge, but from authors who necessarily distort the past. 'Opinion’ is bias, exaggeration
and lies stemming from partisan positions. Ideally a story should be written from no position.

5. Accounts are organized from a personal viewpoint
Accounts are arrangements of significant parts of the
think like this have made a major break wi
accounts should be copies of the pas
historians make, but this does not
features of

past chosen by historians, Students who
th previous ideas by abandoning the idea that
L. ‘Opinion’ re-appears as personal choice in the selection

make it partisan. A viewpoint and selection are legitimate
accounts. Hislorians may be interested in answering different questions.

6. Accounts must answer questions and fit criteria

Differences in accounts are not just a matter of authors’ choices; accounts are nacessarily
selective, and constructed for particular themes and timescales, There can be no complete
account. It is in the nature of accounts to differ — legitimately — from one another: they (re-)
construct the past in answer to questions. Accounts are assessed against criteria in order to
determine their admissibility and relative worth, Rival accounts of the same topics may be
accepled because they address equally worthwhile questions about that topic. Disciplinary

criteria exclude many possible accounts of the pasl, but do not prescribe a fixed number of

admissible accounts

Figure 29.3. 4 provisional progression mode

Lof students’ ideas abour
historical accounts,

-

1. A Deficit Past

Past action is unintelligible because people in the past were stupid, not as clever as we are,
inept, morally defective, or "didn't know any better"

2. Generalized Stereotypes

Past action explained in terms of conventional stereotypes of roles, institutions etc, Ascription
of very generalized dispositions. “They would do that, wouldn't they"

3. Everyday Empathy
Past action explained in terms of the specifie situation in which agents found themselves, but

this is seen in modern lerms. No consistent distinction betwean whal the agent could know
and what we now know, or between past beliefs and values and ours,

4. Restricteq Historical Empathy

Recognition that the agent's knowledge, beliefs and values may have differed from ours, and
that intentions and purposes may be complex, qualified and ramified.
3. Contextyal Historical Empathy

Action set in a wider context of beliefs and values, and a reco
Understood as having implicit goals related to matters outside

gnition that it may require to be
its overt concerns,

Figure 29.4. 4 highly simplified progre

ssion model of students’ ideas about
historical empuathy.

sayj
k of telling the same story ‘in our own words', Ying the

e cannot

-
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E. Cause

Another central area of study involves examining the evolutl(;nlm the
: i ] ] s and t
understanding of historical causality during the school years a e type
: 5 - e P ace
of explanations participants provide when required to give an ac Olﬁnt of
» 1 ) A ‘e %
a specific historical and social event. In one study, students wer asked tg
a spe : v - : Dickinson, & Ashby, 2001). This study
link boxes to explain an event (Lee, Dic son, : e
identified three strategies for the formulation of causal exple (1- $: the
wditive strategy, according to which causes are established 1lll.d mial and
( ‘ ‘ o - o e i o1 o
isolated manner; the narrative strategy, in which linear cllal}ls[o Cause
[ N : ) -
ited by “and then” or “therefore™ are formed: and the analytica Strategy,
'umtt‘lx' ly ;lllleCtiOII nodes are set between causes. Shemilt (1983) analyzed
in which cc ; ‘ inaly
students’ ideas to produce a developmental model of .causal explanatiop,
In this model. learners gradually transition from .the idea thtat C?uses are
immanent in past events, to the idea that “cause” is a property o pilsons
’ - 1 ‘ : ; Aatyvvarle o
(a causal power), and finally to a notion of causal Chdms.m nct\\('n b-‘As
(t d‘ents become more sophisticated in their understanding of historica}
. b P [ = sty
causality, they begin to realize the possibilities opened up or constu(l{med by
¢ ’ ' P
grevailing social, economic, and political conditions. At the most a. VaI;lcled
llgevel conditions are understood to be contingent on thegontextsl}l? v:hlch
‘ ' i § e like :
they operate, and causal explanations are understood to be morx eo
b
' ings 1 in the world.
ries than things to be found o ) . .
A k(-;y component of causal understanding is the understanding of nefij
iversity s 5 were aske
sary and sufficient conditions. In one study, llIll\iGlSlty 5.tuqen(tis o
‘to éxpl'lin the collapse of the former Soviet Union. This stu yt Olfl‘ﬁ('
: intuiti S sufficiene
the students had ““a reasonable intuitive sense of the collalce%).ts? 0 sts g ar);
1 1 arretero. 2000). Participan
ssity” 3S -rocchi, & Carretero. 2 : '
and necessity” (Voss, Ciart ] . . L
S re confidence in
' in histor surrent events tended to have mo
interest in history and curres HENETE o ) e
judgments, and receiving traming in the meaning of the concep
ciency and necessity increased this confidence. e ens o
Another key component of causal understanding is studer S o
how to test causal explanations. Scholars have conducted Vgli;l ittle l-elated.ji
i indics ider: ifferences (probably age-
on this, butone studymdlcatedcons1dembleq e 10_p,md e ol
in the assumptions and conceptual tools available O_ | g P
deciding whether one explanation is better than anot 1er ( LI, ﬂh oy asked
oy e olleagues (1997) conducted a study in whic .
g iversi dents in their fifth year of the histo¥
high school students and university stu ents in | ieir fifth e i 1o (e
N rogr to grade a series of “causes : il
and psychology programs g . B il oo M8 study the
i : iica. The primary goal of this w e
R b i flered by participants with HEHE
. e Q ~ A1 s offere ¢ e by o
characteristics and types of explanatic ns ‘-1-“,[@ Nt hlgg "
domain-specific knowledge. The res;l‘ll.h inc IL_( >t “mdt‘mq) " tached S
level of domain-specific knowledge (fifth-year hn.tu_i[ yln I'm‘,{'mt.uzmioﬂ' of
. saet al @arie = 1e CO ’ By
nificantly more importance to “causes” that enabled t[; - udents
3 111 Ia 2 = =1 0= 15 .I tl s I
the event in a broader sociopolitical context, W]'ILI(.-:IS e udents)
(adolescents from 12 to 16 years old and even adult psy 2

= =

e Learning Historical Concapg
gave significantly more prominence to ntentional agents who p
[hc event (recall the findings that children h
ings of historical change, associating changes with specific individ uals ragher
than with macrosocial forces), Other authors. such as Halldén (2000
also emphasized the importance of personal
tions of students.

Younger children appear less likely th
rinction between causal and descriptive statements, and are less likely to
distinguish between the reasons leading to an action and the conditiong
and causal antecedents explaining the result of the action, (Actions ¢an
jead to unintended outcomes, so explaining why someone did something
is not automatically explaining why the outcome event occurred.) There jg
also evidence that the reasons students give for an action and their ideas
about giving causal explanations of evenrs are decoupled: development ip

these two aspects of explanation does not necessarily go hand in hand (Lee
etal., 2001).

A Flicipateq in
ave more “concrete” hderstang

. : ; ). haye
agents in the historical explan

d~

an adolescents to make any gjq.

Construction of Historical Narratives

Humans interpret their own actions and behaviors, and those of oth-
ers, through narrative. Narrative thought is a widespread, and possibly innate,
way of understanding social and historical reality; this makes it of particular
importance in learning history (Riisen, 2005: Straub, 2005). Several authors
in the philosophy of history (e.g.. Ricoeur, 1990: White, |
sized that narratives are a powerful cultur
even though the explicative

987) have empha-
al tool for understanding history,
and logical structure of history does not always
conform to psychologically conventional narrative structure,

Narratives are not a sequence of random events; r
allempt to shed light on how one event causes
iffect these relationships. Neverthele
O narrative tends to be more

ather. they are used in an
another and the factors that
88, the intuitive psychological structure
simple than reality: it does not include all of the
sauses that contribute to an outcome or all of the actors that participated in
inevent. When it comes to history, many students treat historical narratives
B1f they were complete and accurate copies of a fixed past. And yet pro-
lessiona] historians think of history in very different ways: first, because the
past may be described in an indefinite number of ways, and second, because
Ay Understanding of the past is dynamic, changing with subsequent events,
Leould not be said in 1920 that “the 1919 Treaty of Versailles sowed the
%S for Nazi rule "whereas in 1940 this description was a pos-
Wl ope, 1f they are to learn history, students must therefore understand
i narratives simplify history, they tell some stories and omit others, and
) mention some central characters while neglecting others who are lesser
10Wn ang more anonymous (occasionally entire social groups). In short,

in Germany,’

S
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narratives are tools for understanding history, but are not history itself (see
Figure 29.3).

Historical narratives acquire special importance in the educational copge ¢
where they are often falsely equated with history itsell (Hallden, 1998, 2[]00] '
Two types of concrete narratives frequently appear in the realm of f-‘ducu:
tion: individual narratives and national narratives (Barton & Levstik, 2004:
VanSledright, 2008). Alridge (2006), in an exhaustive analysis of Amel'iCaul
textbooks, revealed that narratives regarding the great men and eventg that
guided America toward an ideal of progress and civilization continue tq
the prototypical way many historians and textbooks disseminate knowledm

Individual narratives center on the personal lives of relevant historie fig-
ures, in comparison with narratives that focus on more abstract entitieg and.
events such as nations, economic systems, social change, Civilizations, and.
other impersonal concepts. Examples of individual narratives are easily"; |
recalled from our own experiences in school: stories of Columbus, Juliug
Caesar, and Napoleon are classic examples. The classroom use of indiyigsy
ual narrative is justified, in part, on the ground that more abstract accoungg/t
are more difficult to understand and less motivating for students. As severaf
authors have indicated (Alridge, 2006: Barton, 2008; Lopez & Carretero_;.‘]
2012), individual narratives have the power to humanize history. Studentsit
may identify with the central characters, they may imagine the thoughts and¥
feelings that guided them, and even try to imagine how they (the student)}
might have acted in those situations. Through these narratives, students als;
learn to value the role that one individual can play in a society and contem=
plate the possible impact of a particular individual, but these representation,é ;
do not necessarily imply historical disciplinary understanding. In some cases§
they could be rather simplistic and even unhistorical.

Nevertheless, although individual narratives can be highly motivatin
and more easily understood by students, they can also produce a seriesioff
characteristic biases that complicate the development of historical thinkings
For example, they may lack causal explanations of a structural nature bas:
on social, political, or economic factors. The impact produced by collect'l
action is ignored. They almost unavoidably propagate the misconception
that long-term processes of change can be identified with deliberate acts
carried out by individuals (Barton, 1996). Often, standard histories asso¢s

ate a historic event with a specific historic figure (who is then seen 2
cause and the principal actor of the event), thus emphasizing that indi ;
als are causes of historical events (Riviére et al., 1998). Prominent exa,l,'rl .
in U.S. history include the association of the “discovery of Ame'flca
Christopher Columbus or the association of Abraham Lincoln with the
of slavery in the United States.

Another type of narrative found in both education and d
national narrative (Carretero, Asensio, & Rodriguez-Moneo,
& Wilschut, 2009). These narratives are found in history €

aily life isH8
2012; Sy
JassroOmSE

e

o Learning Historical Concepts

practically all countries (Barton & McCully, 2005; Carretero, 2
is bgcause history education, beginning the end of the 190t
was 1}1t611d€d to serve the function of go
bulldmg.natign-states (Grever & Stuurman, 2008). This t e of narrati
substantially influences the way students understand and aynp'll Z 1'mf}l('mve
tion ‘about the past. National narratives, for example m'ike( i}t/ i;ﬁ ult
consider :nci)thle.r nation’s point of view, or the perspeciivetof lloli(lic)ncllilllltqltl?
groups. And this interferes with the d istoric: ki
because a fundgmental component of l1i:tv(fll'?(:}:lnl?t1:ra(c):§/ i}:ilt]?;c;i}'tthmkl’“&
into gccount.dlfferent versions of history. Classes in national i]i t1 y to"tflke
epr.am conflicts between Interpretations; most reproduce the ofﬁsc'oiy ltu'ely
of hllstory almost without nuance, Thus, in national history cl'isse;a 'tve(lisml?
are likely .to encounter an approach to history as closed un; ane e%]tb
(VanSledright, 2008). e and true
These lla!lopal narratives may become socially shared schematic tenmlases
For example, in the case of the United States, two have been ide l'ﬁ’/iifml i
concept of progress and the idea of liberty (Barton & Levstik 7012)4; ert N
one possesses these schematic templates, the resistance of N’iti’v; A . i ']en
to the .en(.:roachmg settlements of European colonists is seel(l as a mil‘lc'dns
to ac.hlev.mg progress; the Vietnam War is explained as a 1'i211(teo$s-ott5tdde
.to bring hl;erty and freedom to that country. Students are ty;;icall 'd S i
in class with a very conventional version of these national narrz}iltpfe'b'enlted
rarely are presented with the most controversial aspects of history“ae:cltt;lei}s/

complicates the development of more ad istori i
vanced historic: cing (Alride
2006; Grever & Stuurman, 2008). el thinking (Alridee,

Carretero and Bermudey (2012) ha

of the 111t§1‘act1ve processes of production-consumption of school histori
Cal'l}'clI'I'&t.lVes, Usually production processes are related to the we .“3.“5” i
artifacts, in this case history textbooks, include spe el wanraties
:i)g:;lll:’iliéa\:j?;f. '_?U(l(.l}. (_-onsumption processes have to do with the way .
b conlent{;b{[gf n geneqlal make sense of and appropriate those pro-
B o 1 s ;::’.111 ulde?] 2012). Produced and consumed historical nar-
o .._.“n y share e>factlly the same features and elements, but
of significant interaction is expected. We identify six common

features of

~AHIres of school historic: ‘rati

s I historical narratives, present i i

. in bo 7 .
QnSUmption process, » b th the production and

;M;tif_%:_.]n?‘un ical blll?l'f_iL}.hAJA_ ol a I()ngC{ll_(mlignﬁ[

T termsLof‘q n:sﬁm tci say,.l}lsto‘{-lca’l’ narratives are always pre-

“they B LO ecratci)ga f)os?t}ve we” as Qpposed to a negative

e andvthe 2 pical ltl' 18 (?I;tl.cal becagse it determines both the
Q%p]-occwg-. | .ac. lons for that national subject,

: i Cal\._u._ogmn_c but also an affective anchor. It is

¢ national distinction “we-they” is already mastered by

This
at the end of the 19th century,
nsolidating national identity and

Ve presented a theoretical analysis

cific historical narratives

_ﬂ_*—*
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children between six and eight years of age. It is very probable that thjg
emotional feature will facilitate the formation of the nation as a concept,
through a strong identification process at a very early age. .

¢) Frequent presence of mythical and heroic characters and motives. My}
and mythical figures, as expressed through narratives, are usually beyopg
time restrictions. When time and its constraints are introduced, histhy,
as a discipline, is making its appearance. Often in the school context sty
dents cannot properly understand historical narratives because they tepg
to consider historical figures as almost mythical ones.

d) Search for freedom or territory as a main and common nau‘ralli\-‘c‘_{hgmg
Students consider the process by which their own nation gained indepey.
dence as a historical master narrative, emplotted as the search for free.
dom. independently of the multiple and complex causes that produced
such a process of independence. |

¢) Historical school narratives contain basic moral orientations. Historica]

 master narratives always present the nation as a moral and justified
actor, providing legitimization for the nation’s main acts. .

f) A romantic and essentialist concept of both the nation and its nationals,

" This feature implies the view of the nation and its nationals as preexist-
ing political entities, having a kind of eternal and “ontological™ nature,

Teaching Implications :

Caution is required here: talk of “implications of research for teachs
ing” may be misleading, because changes in teaching and research both
stemmed from the same context of changing conceptions of what is involved
in “learning history.” Nevertheless, the research we review in this chapter has
important consequences for teaching, and the three principles set f““_ by lhe:
U.S. How People Learn (HPL) project — summarizing the robust hmlmgs of:
cognitive research over the previous three decades — indicate why. HPl., pmgl@fli
1'11‘;t to the necessity of addressing students’ prior conceptions (to avoid ass‘L_n.J!:
lation of what is taught to existing ideas). Second. it emphasized that cogmtl\@-
competence in any area depends on a deep foundation of fflf.‘ll]i-li k[1-:)\1'!13{15@',i
understood and organized in a conceptual framework specific to the rele‘VHn}’:
discipline, facilitating retrieval and application. Thirclt it i}]ﬂistt‘d on & melds
cognitive approach to allow students to take control of thelr own learning: =5

As we have seen, research into students’ second-order 1(1::.;15 ;1t30ut 3
nature and status of historical knowledge suggests that lcurnl_llg]{::;;ﬁ'.;
not a matter of extending commonsense factual knowledge to 1me sty
past facts, or even stories and explanations. It warns teachers ll’.zllt as.s
is not so simple, and gives them some guidance as to what o cx!-‘e;ese A
dents come to grips with specific second-order concepts, u].ui hfw\.r“ lre o .
cepts are likely to develop. It also offers the beginnings of a pictt

;
fton, K. . (2008). Rese

: York. Tavior : s
"‘Hrlun‘ Taylor and Francis,

- - Learning Historica Concept
— e —————— 9 Concepyg
second-order concepts can provide a metacognitive app
so that they can ask themselves if 4 statement they w:
by the evidence, how far their attemptec
or whether the narrative they

aratus for Studentg
mt to make isjustiﬁe;i
Iexplanation accounts for (}

. ¢ facty
1ave constructed answers the ’

bR : uestion
have posed as well as competing stories do. o
.111]1 o hie UV o1Q ae AV NG P 1
If led ng hl:.\[Oly 18 as complex as research suggests, there s little doy
that teaching history in many schools >

across the world must continye
2 High ; st ¢ nue
change. But this is not something that empirical

understanding can determine on the
and aims of history in society are also at stake. The research we re
this chapter has increased the tensions between policy |.n I
and many citizens — who see history education as
ing the social cement — and those who, in developing more sophisticated
understanding of “thinking historically.” see learning ITi\‘lm‘y i\ ac ‘1' i :f
centrally important way of secing the \;-’l"ll']d. o e
If h]StOl'}f is indeed an “unnatural act,” then how students learn it and how
itis taught is a serious matter. and perhaps one where only formal educati
can be expected to make a difference. oo

lo
. studies of Ic;u'ning and
ir own. Wider conceptions of the place
view in
akers, politicians,
a matter of strengthen-
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30 Learning to Be Literate

Peter Smagorinsky and Richard E, Mayer

Among the defining features of an advanced modern socj

literacy I a print medjum, And yet human beip gs invented wrj ting systems
only about 5,500 years ago, well after the humap mind had fy]]

suggesting that the human cognitive architecture could not |
cifically to enable reading and writing. Tnstead. the ability to read and write
is based on genery] cognitive abilities thyt evolved to satisty other ]
For this reason, studies of literacy learning hay.
studies of cognition and learning. 1n 11
of learning sciences researcl

ety is widespread

y evolved,
1ave evolved spe-

PUrposes,
¢ general implications for all
18 chapter, we review the large body
1 that examines the fundamenty] cognitive and
social processes whereby people learn to read and write. We conclude by
identifying several genery] implications for learning scientists,
The word literacy evolyed from the Latin term litterarus,
‘being marked with letters ™ Thus a “literate person™ is
read and write text using letters, More recently, a broader and more expan-
sive notion of gy literate performance has been applied to fields and areas
traditionally not focused solely on printed verbal texts: information liter-
4y, media literacy (or mediacy). multimedia literacy, technological literacy,
functiona) literacy, critical literacy, rhetorica] literacy, arts literacy, ecologi-
cl literacy, health literacy, statisticy] literacy, emotiona] literacy, computer
literacy (or cyberacy), science Jj teracy, mathematical literacy (or numeracy),
Visug] literacy, digital literacy, infomedia literacy, moral literacy, dance litep-
acy, ancient literacy, and countless other notions that refer to one’s ¢
lies withip, o specific areq (Tuominen, Savolainen, & Talja, 2005)
SXpansive conception of literacy further Posits the need for 7y

ermediality,
the Wnthesis of various literacies needed to navig:
lury

ate the complex 21st-cen-
world (Ellestrém. 2010).
In this chapter, we confipe o

which means
a4 person who cup

apabili-
. This more

ur attention to what follows from literacy’s
e[)’mOIOglcal origins, considering what is mvolved in learning how (o read
Nd write alphabetic texts, Mo

St cognitive psychologic
::ces T€§eal'cll on literacy has focused on this r
Y. Stll, we hope that scho
! ©S€ other fo g of liter
l‘ltmg

al and learning sci-
aditiona] conception of ljt-
lars who have extended the scope of reference
acy may find this research useful as wel],

4 one-to-one correspondence between text and
a). This distinction is particularly helpful in drawing
WIiting and new definitions of literacy that describe

it
Stinctjq, between
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