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< Preface.

Any one who has read,in educational literature of
recent years, the endless discussions as to what is the
proper plan of studying history in the high school, or
what is the chief aim of the study, whether history
should be studded primarily for disciplinary values or
general culture or to meet college requirements,- dis-
cussions that reach as many conclusions as there are
writers on the subjeect, must have recognized the absence
of some definite principles as a guide.

cut of this unrest in part, and in part out of an ex-
amination of scme dczen or so of text-books on lMediaeval
and Modern history has grown the plan of study that is
discrived in this péper.

The general plan is that the proposing of purposes
end the raising of problems by pupils should precede the
study of historic facts,and that facts should be chosen
in the light of their bearing on the problems in hand.
That is, instead of giving pupils texts to interpret,
give them problems to interpret or appreciate by the use
of historic facts.

It is my desire rather to raise the problem of teach-
ing history longitudinally,as it is called in this paper,
than to advocate it

For the original idea of the plan proposed I am in-
debted to the University Elementary School where the plan

111013 ..



is in operation, and especially to Dr. J. L. Meriam

under whoce direction this paper has been written.
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Chapter I
Criticism of Text-Books.

The plan of arrangement of material in text-books,
recommended by the highest authorities ? in this country
as the best plan of presenting history, is in the main
that of the chronoclogical order. In the "block system"
history is divided into four periods or blocks: Ancient
history, Medimeval and Modern Huropean History, English
Eistory, and American History and Civies, This plan of
division has been followed by recent writers of texts
50 that our high-school courses are practically all pre-
sented in this way.

The different blocks have been still further analyz-
ed by teachers of history, and syllabi put into the hands
of students shcwing the principal topics discussed in the
text. The iesnlt is that a scmewhat uniform method of pre-
senting history has been introduced into all the high-
schools in the country which give a four-year course.

The block system is s0 logically arranged, so simple
in strusture and so perfestly adjusted to the higher
courses In history given in college and universities
that it has met with a very popular approval., Teachers
from different quarters have expressed their gratitude
for it. A great many syllabibhave gone so far in their

8. 2dmm1ttee of Ten, p.175,162. Committee of Seven, p.34-
3. ‘
b. New England Teachers Association Syllabus. New York

State Syllabus, 19056.



- outlines as to indicate the per cent of the time that
shall be given to the different topics,

But what is the inference of such a logical arrange-
-ment ? There is so much history that must be learned
and there is just so much time to learn it. What is the
purpose of such an expenditure of time and energy? It is
clear, in this clean-ocut logical arrangement, that know-
ledge of the facts of history is the end aimed at. The
facts of history must be learned and this logical arrange-
mant will aid the pupil in transferring the facts of
history from the printed page to his mind. The whole
scheme is a purely intellectual one, Ne account is taken
of the human sentiments or aspirations that have left the
records that are so studiously laid out before the pupil.

Since the aim of history is purely an intellectusal
one, namely. knowledge of the events of the past, it is
easy to see how all sense of relative values of events
is blurred in one jumble of facts. It is only when a fact
is seen in its relations to a principle, or practice, or
custom, or problem that it comes to have meaning. As a
faot, it is of no value except in its relations. If we
have a correct idea of the purpose of history then a fact
is valuable when it throws light on present social insti-

tutions. "History for history's sake" has no place in

modern life, The attempt to get all history into the course

then is based upon the assumption that knowledge is the



end of study, that to this end all history is im-
portant and therefore must all be included in the text.
At this point in the plan, however, a problem aris-
es for the writer of texts as well agighe teacher. All
the history of one black cannot be learned in one year
by the pupil, nor can it be put into a school text by
the writer. Something mustrbe left out. On what basis shall
the elimination be made? Knowledge is the end, however, of
study. Facts are the things of value and therefor must be
included., So with knowledge as the end in view, and the
learning of facts the means to that end,the text becomes
what its name implies, a %?onological compendium of
history. The justification for such & dictionary of topics
is, however, to be found in the statement of the Cemmittee
of Ten: "The history of any great country is eo extensive
that the schools can hardly expect to teach more than an
outline,™ a
In the wake of such & plan of organization follows &
whole train of evils that must be briefly noted. It is
enough now te indicate the general headings under which
these criticisms will be effered. The first eriticism has
already been presented above,namely,that knowledge is con-

sidered the end of history study. These te follew ere

second, that texts are mere epitomes and generalizations

&, Committee of Ten, p. 176.



- of the facts of history; third, that texts are little
more than compendiums of facts wherein gll relative
values are lost; fourth, that texte are cross-sections
of the stream of events in history, meking it imposs-
ible to follow the struggle of the forces that entered
into the formation of our social institutions; fifth,
that too mueh time is given to the remote past; and
g8ixth, that no consideration or opportunity is given
for individual initiative.

The second criticism is that texts are epitomes and
generalizations of the great faétors that have made
history. To verify this statement one needs examine only
& few of the texts on any subject discussed. In this
study chapters from ten different texts have been examin-
ed on the cguses of the French Revolution and nine texts
on the cauﬁes of the Crnsades.a An estimate has been made
of the space given to the topies discussed. An examinaticn
of these tables will show that great factors in the causes
of the Revolution asre given fractional parts of a page.
Harding gives one page to the character of the movement,
one-half page to a discussion of the Ancient regime, two-
fifth of a page to the extravagances of the Bourbon mon-
archy, slightly less than a page to the condition of the

peasants, one-third of a page to the new philosophy, one-

8. see Tables I, II, & III. at the end of this chapter.



fourth to Voltaire, one-sixth to Montesquieu, one-
fifth to Rousseau, etlec.

Take a single illustration, as the ancient régime,
for consideration. What can a boy get out of reading a
half page generalization on that subject? Or if he
reads half a dozen other texts on the same subject? None
of the‘description condensed to one-half page can at-
tempt more than a generalization. But the boy is not cap-
able of supﬁlying the data from which the generalization
oamq’without‘any pfevious study. He certainlty cannot
construct it from the generalizafion!

On this same topiec, the ancient regime, Mathews
writés eleven pages. On the subject of privileges he
writes nineteen pages, On the philosophy of Vvoltaire,
Roussean and Montesquieu he writes twenty peges. If there
is any doubt as to which is the more readable discussion
an experiment with a class will be convincing.

A similar study is presented of the space given by dif-
ferent authors to different causes of the crusades. An ex-
amination of this table, o;fthe books discussed, will ver-
ify the indictment made, that texts are mere epitomes or
generaligations understood only in so fer as the premises
of-the generalization are known.

A third cause of unsatisfactory results in teaching
history from the average text is that the relative values

of different movements are not emphacized. Too much is at-



tempted. Harding has six hundred and nineteen topies

in his Mediaseval and Modefgtigﬁraverage of nearly four

& day during the school year. An examination of the sub-
Ject matter of a single topic may be made from Table I.
Rousseau is given one-fifth of a page ! Why mention him
at all if he has contributed nothing worth explaining to
the student? The same may be said of every topic discuss-
ed under causes of the French Revolution.

Such a jumble of facts destroys all sense of relative
importance in the mind of the student. He goes frcm one
meaningless generalization to another without seeing the
golution of this problem. He is lost in the maze. He socn
has no problem. To him there are no great problems, no
great movements to be solved. Ihstead a broad plain or
desert, if you will, stretches out before him where noth-
ing stands out in particular.,

The writer of the history texts has taken the position
that knowledge is the end of Education,that one fact is as
valuable as another,that all of it must be learned. Such
an attitude toward facts, toward knowledge és an end of
study, accounts in great measure for the large number of
@ifferent topiecs discussed in school histories. If the
Standard of selection of topics were made from the func-
tional point of view,if society were asked what it ex-

pects of history, if the value of o fact depend&%n its

relation to purpose, the facts of history would have rel



gjizg‘valuea, the jumble of events would be replaced
by an orderly arrangement of historicé& ~funetioning
in a definite problem.

A fourth caucse of unsatisfactory results in teaching
from the usual texts is that these books present history
in eross-sections. It is static history. No one thinks
in oross-seoctions when he is working out a problem as a
means of realizing a definite end. One story teller does
not tell the first paragraph of his story and then wait
for eleven other story tellers to introduce their stories
before he tells the se€ond part of his story. Edison does
not work an hour or a day on one experiment and then
eleven following déys on as many different experiments
before he takes up the first again. No one can do effec~-
tive work in that way. Any one can demonstrate the truth
of these statements by an examination of his own plan of
working out his own purpcse or ideals.

Further, the text is incomplete. No one instdtution
or practice of history ia treated, even in the cross-sec~-
tion style, in a way that its history can be followed
out. Take the growth tn constitutional government,
systems of taxation, growth of industry or cormerce, and
it is impossible to trace their continuity. Long periods
between these crose-sectionwviews are left out entirely.

One gets a glimpse of some of the methods of taxation
during the perdod preceding the French Revolution. Adams



in his Mediaseval and Modern History, mentions taxation
as one of the causes of the Revolution but does not to
touoh the subject again. The Revolutionsof 1830 and 1848
come on but no mention is made of taxation. He calls

the reader's attention to the facts that constitutions
were made in 1791 and in 1795 but as to how they differ=-
ed from the o0ld regime or from each other, or as to what
changes they proposed he is silent. So that it is impos-
sible to trace the history of any one institution in the
ordinary text.

PThere is a fifth objection to our school texts, They
deal too much with the past. The progress made in the
last century has in many lines been greater than in all
preceding sges. It has seen the rise of the great commer-
oial and industrial world, the change from absolute to
sonstitutional and democratic government, the freedom of
the lower classes, the education of a whole people, a
revolution in living conditions of men, the &awn of uni-
‘versal peace., And yet our histories go on teaching the
petty squabbles of the Greeks, the Romans, the barbare-
ians and their kings,Just as tho they were more import-
ant to the youth of America than the things of our own
civilszation. They should be left for the scientifiec
historian to enrich his museun.

The few pages that are given by some of our histor-

ies to modern problems show that there is no space for



modern questions. A few pages must edntain everything
condensed to the vanishing point. Take a single 1llus-
tration from Harding's chapter on Grest Britain in the
nineteenth century. He gives one page to the Refofm
Bill of 1832, one-fburth of a page to Reform in Criminal
Law, one-fifth of a page to slavery and reforms, the
great question of factory reforms one-third of a page,
Poor Laws and repeal one-third of a page. He discusces
the corn laws, their purpose, effect on common people,
the potato famine and repeal of corn laws, €all of the
Peel cabihet, and England's chenge to a free trade pol-
icy, all in twenty-seven lines,

The Gladstone reforms from 1869-1879: the establish-
ing of a system of elementary education in England (1870)%
the abolition of religious tegts at Oxford and Cambridge
Universities (1871), the introductiom of the secret ballot
(1872), an act reorganizing the great law courts (1873),
the Irish Land Act (1870), all are mentioned, not dis-
cussed, in less than ten lines. The Irish Land question
is gi#en one-half page and the Irish Land Act of 1881 is
mentioned with no explanation of what it was. The author
explains: the results in this sentence: ™ The Irish Iand
Act of 1881 did much good, but fell short of the demands
of the Irish Party ".

Gladstone's Home Rule policy is mentioned together
with the statement that one political party favored it



and the ather opposed it, and that the bill was defeat-
ed, The student is 1eft¥o imagine what the Home Rule
policy was, what its advocates hoped to gain by it, and
why it was defeated. What more can the student do than
rememﬁer words? No data for generalization&rv€given,
hardly a clue at the general purport of the measure.Only
& person acquainted with the underlying facts can read
such generalities understandingly.

Or to state the argument from another point of view
and in more general terms,yet no less convincing, we
have the fbllowing portion of the study given in the
text system to remote past history:’ @ll of ancient his-
tory, esae—uwnity three-fourths to four-fifths of Media-
eval and Modern history, three-fourths to four-fifths
of Bnglish history, three-fourths to four-fifths of Amer-
ican history, given to discussing questions prdor to
eighteen hundred., If this means anything at all it means
that by following the text-book system of teaching his-
tory eighty $0 eighty-five per cent of the study is giv-
en to history remote in time from one hundred to three
thousand years.,

Enough has been said to indicate the line of argu-
ment for the criticism made. Those interested in the
question may examine for themselves the reading matter
that is offered to our high school pupils by the writers

of our school texts.
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The sixth cause of unsatisfactory results in
teaching from the present text-books is that inadequate
oprortunnity is given for individual initiative. The
text must be learned whether one finds it interesting
or not. Facts‘are necessary to " train the judgemént".a
therefore they must be scquired. Such a plan of learn-
ing violates all the laws of the learning precess. The
individual learns by sétting up ideals and then working
out the means of attaining them. The facts of history
are records of the meansg men have used in working out
their aims and ideals. The events happened but once but
the struggles of men to hold up their ideals and to pro-
tect their institutions continue .

Learning, therefore, is the recult of projecting

ideals and then working out the means of their realiza-
tion. If this view of learning is correct then the text
which makes no provision for such a process, but,instead,
proposes knowledge as the aim and sets for the student
the task of attaining to knowledge thru an intellectual
process instead‘gf normal gctivity, is not working on
correct frinoiples;_ls it any wonder then that students
go thru s four-year oéurse of history and come out with
but little kmowledge and less interest In the subject

of their four years study? The Committee of Ten finds

a. Coomittee of Ten , p. 168.



12

consolation in the statement that a general outline is
all that they expect.a Besides the students will have
had mental discipline that will function later!

Fin#ally,the text-writer has treated his subject as
a pure science. He cares nothing for the use of facts
but treats 8ll alike, simply as facts. To illustrate:
The B¢ientist analyzes light into its elements and tabu-
lates the results. He is not even interested in its use
to light his laboratory. That is,he abstracts light from
its nses when he studies it from the point of wiew of
pure science. The chemist wor?’é in the seme way. He ab~-
straots things from their uses in the world and studies
‘their elements and the laws of their combinations and
tabulates the results of his discoveries. It is for the
agrioultur%&ist,or the manufacturer, or the physician to
£ind uses for the results of his study.

Just as the agriculturéiist goes to chemistry for the
answers to certain problems connected with the means of
improving his ability to farm sucecessfully, so the ordi-
nary youth of America goes to history for answers to the
problems of political, industrial, socisl, economic
phases of the community life in wich he lives. For the
agrioultquiist the things pertaining to his industry are
separated from the great field of chemistry; but for the

8. Committee of Ten, p. 176.
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youth who ingquires as a citizen for light on certain
,praoticés of society are prepared volumns of insfruc-
tion or of records on all the evénts and faets of the
history of the pagt. No regard is given to his ques-
tions as is given to the agriculturgfist. |

Now the text-writer is responsible for such a site
uation. He has appropriated the principle forced upon
him by tradition that knowledge is the ideal that
" History for Mistory’'s sake "™ is the reason for its
study. Following such a principle history study has be-
come the drudgery of the school work.

Summary:- We have sesn that one of the causes of
poor results in teaching comes from defects of texts.
These defects are given in seven classes.

First, texts are tco often mere generalizations and
epitomes of gll the incidents that have resulted from
the great spiritual fbfces that have been at work in
Buropean history. These generalizations, too, follow
no law of sequence but are mere plunder heaps of dead
material.

Second, in this jumble of topics in text-books often
from 600 to 80C in number, all sense of relative values
is lost. It is more a ohronélogy of events thah a his-
tory of progress. \

Third, the ocontinuity and differentiation of history

become impossibilities in studying history in static
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eross-sections, The growth of no single institution
can be traced. Problems raised or interests evoked
cannot be followed out. The next topic must havgfétu-
dents’ attention instead.

Fourth, too much space in Europesn history is given
to remote periods, dnd the rapid survey of modern his-
tory is only a catalog of the great ac tivities of the
last century.The youth of today must meet the problems
of our complex civilization and pass judgement upon
them. He is interested in the past only dn so far as
the past helps him to solve the problems of the present.
The ordinary man has but little time to give to the
study of the institutions of modern scciety and the wri-
ter of texts should lead him to these problems as soon
as possible,

Fifth, inadequate opportunity is given for individ-
“ual initiative, The textsand syllabi propose the topic
and specify thé time the students shall give to its
study.

s$ixth, knowledge is set &s the objJect of study and
t0 that end methods and plans are arranged to stimulate
the students to aim at analyzing and relating facts of
history.

Finmlly, the texts are written from the point of
view of the pure scientist and therefore are abstrac-

tions, especially for the immature student. The gesires,
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feelings, asgirations and interests of the pupils are
ignored. Only the intellectual element is given, and
that not by}aocident but because tradition says that

" knowledge is power ".And since this is true all alike,
without regard for individuality, mmst get knowledge.
8ince knowledge means % The truth, the whole truth and
nothing but the truth ", 8l1l of it must be given by the
writer of the text! Is it any wonder that a boy fails

to remember such a dictionary of abstractions!
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Table I.shows the smount of space given to discuss-
ing various causes of the French Revolution in nine pop-
ular high school text-books on Mediseval and Modern His-
tory of Europe. For example, Rousseau is given one-fifth
of a page by Harding, three-fourths of a page by Myers,
one=- half a page by Robinson, etec.

Table II,gives the amount of spasce given to the
causes of the Freép Revolution in Mathews'French Revol-
ution. Compare with the space given to causes in Table I,

Table III. is & similar comparison of space given by

different authors to causes of the Crusadqf
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CHAPTER 11l.
Methods of Teaching History.

In his Psychological Foundations}the late william T.
Harris has indicated, in a chapter on Curriculum and its
Coé}icienté; the plan of presenting history that seems
to meet the approval of most history teachers as well as
writers. The whole field of history is to be ccvered
three times: once in the elementary school, again in the
high school, and again and finally in the college or
university. In the elementary school the bare outlines
of history will be the chie® object of study. A few facts
will be gathered and the symbcls of history will become
familiar. In the high school the interpretation of facts
and the recognition of movements and the causes lesding
to the formation of principles will receive attention.,

. That is, the student will do considerable constructive
work in organizing the material of history. In the uni-
versity for four years of continued work in history he
may organize the facts in their relations to institutions,
and organize these institutional forces in relation to one
ancther, Bight years in the elementary school to acquaint
one's self with the symbols and formalities of history
and the gathering a few facts; four years in the high
sbhool for collecting and organizing facts in sequences

and cause and effect relations; four years in the univer-

sity to coordinate system of facts into laws, principles
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and institutions and to see the interrelations of these
institutions, is, in rough outline, the plan proposed.

In this method it will be seen that no account is
takem of the individual. A1l must take the same time
and the same course. A boy finishing the history course
at eighteen would still be uneducated. He has not had
time to take in and properly orgenize and systematize
his knowledge. He has been forced,on account of his youth,
to use secondary school methods., To be educated he must
8till ccntinue his work in the company of great teachers,

It is evident from his outline that Dr.Harris be-
lieves that the whole field of hicstory must be covered,
that all facts of the past must be considered before one
is properly educated to do his life's work or to take his
place in society with his fellows, Knowledge is the end
of study. In the words of rrofessor H.Morse Stephens,
®History for history's\sakef'

In the study of methods we shall first consider thosme
of the advocates of history for history's sake or know-
ledge as the end of study. .t is evident that the Commit-
tee of Ten based its plan on this concept of history. All
history is to ﬁe studied.tet us look again at what the
committee considers the function of historyjlls it not all
intellectual? (1) The acquirement of useful facts,(2)
chief object the training of the Judgement,(3) selectinmg

grounds of opinion,‘(4) the acecumulation of material for

a) Report of Committee of Ten; Iational .ducational
Association,pp T66-I77.
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opinions, (5) putting things together, (6} generalize-
ing upon facts, (7)estimating character, (8) the appli-
cation of history to current events, and finally (9) to
teach expression.No further argument is necessary to
show that all of the purposes mentioned point to intel-
lectualism, to knowledge as the end of study.

''he method pursued naturally followssHistory is div-
ided into four blocks for the convenience of the four-
yeer high school, Rach block ccntains a years'work. The
student goes over the whcle field regardless c¢f the ground
covered in the elementary schocl., In the nniversity the
field of history is covered again. In the elementary
school events more or less striking are given, in the high
school more attention is given to relating facts and prin-
ciples or movements, in the university the attention is
centered on the interpretaticn of events in the larger
movements of history, the great institutions of society.
This last completes the plan in the study of history,

The pian, &5 has been said, contemplates a study of
history for all students thru all the schools. For thocse
"students who are interested in other lines no provision
is made., The assumption, however, that all students will
take the four blocks fails tc meet actual situwations. 0f
those who complete four years 6f high school work and

oome to the university (of Missouri) many have only one

or two units of history. But what shall we expect of
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~ those who are not preparing for college or who can
spend only two or three years in high school? How does
the block system fit them for citizenship? Say one
studies ¢greek and Romen history one year, how will that
aid him in meeting and solvimg the problems cf society?
Or,if he follows that study up with a year in Mediaewal
and rodern history, the second block,what phases of our
complex life of industry, politics,society and religion
will that prepare him to solve td the best interests of
the society or state in which he lives?

An examination of the units of history offered for
entrance to the University of Missouri in 1911 by high
school graduates is evidence that the block system is
not suited to presant conditions.Many students present-
ed one and two units of history. the average was only .
about three units.® Industrial and Menual Training high
school students, in many cases, had taken only one cor
two units. Further,it is the opinion of many teachers
of history in colleges that high school pupils get but
1little history even when they study it for four years.
They have learned something of history in outline, have
learned how to use books and how to study, but have no

mastery of any of the principles to be learned from his-

tory.

8. %ee Table IV,, page 3/
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\éﬁis is a very serious condition of affairs for the
high school students whcse education is dependent on the
high school. Many are not even graduates of the high
school. The courses contemplated by the block system,
however, are to be finished@ in a higher school. In this
respect they are unsuited to the average student for he
cannot continue his study in a higher school or is inter-
ested in some other line of study.

therefore the block system is suited neither to the
high school student who does not eontinue his study in
college, nor to the college student whose interests lead
him into vocational or professional studies where history
is not required.

For whom then is this course suited? A large per cent
of high school pupils never finish the course.It is not
for them. Those interested in industries and professions
that dc not require history do not continue history in
college., So it is not for them, Those specializing in his-
tory will continue the work in the ccllege and therefore
it is suited to them. |

If our argument is correst theﬁ the block system of
presenting history contemplates the training of special-
ists in history. But since the number of specialists is
very small the system is not suited to the average high
school student,

For the olass-room work there are various methods
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advocated by teachers of history. The fact that so many
devices are proposed indicates the difficulty teachers
find in arousing interest in the subject. The Committee
of Ten. recommends the use of several texts so that
pupils may acquire the habit of comparison.a In refer-
ence t0 memory, the committee says (Resolution 21), "The
pupils should be required to read or learn one other
account besides that of the text, on each lesson.™ This
resolution is in perfect accocrd with what the committee
deems the function of history: "To sum up, one objedt of
historical study is the acquirement of facts, but the chief
objeoct is the training of the Jjudgement" (mental discip-
line ).‘b

Other methods suggested are to require much written
work, “™reports on colleteral reading", analysis of books
or chapters read, reading good literature bearing on the
topie or period, collecting pictures, teaching historical
geography, school debates on historical subjects,etc.c
Model plans are mentioned where history is taught in con-
nection with literature, whersteachers arbitrarily omit
parts of the history, whenca text is used as a guide be-
cause of its systematic arrangement, etoc.The conmittee

further states that it recommends the methods now in use

a. Committee of Ten, p. 1894 d. ib, p.170;
6. Committee of Ten, pp. 162-85.
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by good histoty teachers, whatever that may be.a

The Committee of Jeven speaks in more definite terms
as to method. "History, unlike other subjeects in the cur-
riculum, is a subject to be studied for its own sake and
not merely for disciplinary purposégl" Pleasure is also
a great object. The accumulation of facts is not the sole,
nor perhaps the leading , purpose of studying history."b
Here, as in the éommittee of Ten, the attention is center-
ed on the facts of history.

The Committee of Seven further recommends (1) that
texts be used, (2) that outside material should be read
so that pupils will learn how to use bocks and libraries,
(3) that pupils should read and put into condensed form
selections from Mommsew, Grote, Herodotus, etec., for the
mental discipline.c (4) that written recitations should
be required because they"secure accuracy and definiténess
of statement"- mental diseipline, (5) that note-books
should be kept for analyses of the text, notes on outside
reading, anamgtical arrangement of most important topies,
etc.,(6) that maps, charts and geographical relations of
events should be given attention so as to group histori-

cal figures around geographical centers, and,(7) finally

a. Ib. 200 - 1 ; b. Committee of $even, p. 87-8 ;
C. Ib, Po 93 - 4.
d. Cormittec of “even; Amer. iist. hss'n. p.87.
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that " Th? library should be the center and soul of all
study in history and literature.”®

There are still other history teachers that advocate
still other variations in method¢‘0ne believes that the
pupils should read the sources to get truth, or to test
the truth of the text. Anpther velieves that the differ-
ent statements of the ftexts should be compared as to truth
of statements. But enough has been said to indicate the
methods used} or rather the lack of any definite method
in presenting history from the poimt of view taken by the
2ifferent authorities mentioned.

The topical outline method predominates in the schools.
The syllabi prepared for teachers and students are widely
used, This wide use indicates the general approval of
them by teachers. A noticeable feature, however, of the
topical outline method is that no guide is given to the
selection of topics. The lengthy syllabus of the New Eng-
land Teachers Association, an elaboration of the blocks
system of the Committee of Seven, follows in the main the
text-books on the periods. The syllabus of the Secondary
8chools of Kew York is also an outline of the text. The
use of the outlines is recommended by many teachers on
the principle that they direct the study, give perspec-
tive, aid the teacher, etoc. But since the syllabus is an
outline of the text and sinee the writers of texts and

a. Committee of Seven, p. 94-7.
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makers of gyllabi attempt to cover the whole field of
history it is evident that the advocates of the topical
outline plan and use of syllabi, are in accord with the
®» History-for-history's-sake™ method.

We have now shown that not only the writers of texts
but also the writérs on method believe that it is the
business of the high schodl to teach the fasts in outline
ef all history. The facts must be transferred from the
’pages to the pupils mind. The general plan of attack has
been to begin at the beginning, Greece usually, end grad-
ually approach the present. The questions the teachers
have asked themselves are, How much hisfory is there to
be known? How had the field best be divided so as to get
all of it in? What method will enable the pupil to learn
it most easily?

There is another factor to be reckoned with in the
solution of this problem, the individual or the multi-
ple of individuals- society: The Impulse to study mst
come from the individual and must preoede the study.
Ideals are found in society. But method has been sub-
stituted for desires and ideals. The need of method is
e recognition of the faot that pupils are not interested
in history as it is presented to them. The result of this
substitutdon of method for aims and ideals is fatigue,

hatred of the subject, and failure more often than in any

other high schodl subject. The methods used to force
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history have had a tendency to cause slovenly habits
of study, restlessness, pretended efforts, cramming for
examinations, and other evils that are destructive to

student enthusiasm.
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Explanation of Table IV.

Table IV. shows the units of history offered by
five hundred and - sixty-three high school students who
entered the University of Ilissouri in 1911.0ne student
offered five units, thirty-one students offered four
and one-half units, etec.

The block system of presenting history contemplates
a continuous study of four units of history. The table
made from the records shows that only about thirty-five
per cent of the students that go to the university take
the four-unitc course. More than one-fourth of the stu-
dents take only two units or hours.

These figures show that the four years course scheme
is ill-adjusted to actual conditions of sghool attendance.
A great number of beginnings are made but nothing carried
to completion by more than sixty-four per cent of the
students who go to the university to.say nothing of thoss

who stop with the high school.
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TABLE IV.
Number of units in 1list. Number students.
5 1
4 1/2 31
4 170
3 1/2 55
3 133
2 1/2 35
2 112
11/2 17
1 18
0 3
Number of records examined 563
" v units offered 1,732
Per cent having 4 units or more 35
rn ® " less than 4 units 64

" " " 2 units or less 26
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CHAPTER III.
Proposed Arrangement of Texts.

The field of history is large, overwhelmingly
large, but when it is systematically classified the
teacher is in a position to select that which has
valne even for the immature student. Without some
different arrangemént of the facts of history it is
the contention of this paper that it is impoesible to
teach much of practical value.

lies

The plan proposed of reconstructing texts, along
the line of the criticisms offered in the chapter on
texts. History will be arranged in longitudinal lines
rather then in cross-sections. Those institutions, pol-
itical, social, industrial, economic, educational, and
religious that are found in modern life will be differ-
entiated for study thru the long or shcrt history of
their past. The object then will be not to study the
history of the past as guch but to study the growth and
development of partidular phases of institutional 1ife
and the purposes in accordance with which they have dev-
W010ped. pat to rediscover every step in the original
development is to miss the point. it may be good his=
tory as history but not necessary for understending and

appreciating that institution. it mmst be remembered

here that we are desling with a high schcol problem not

the science of history.
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rurther, it is not egongh to understand prim-
itive institutions. These institutions are factcrs
in modern 1life to be understood, hence in modern
1ife our problems begin.

the second phase of reconstruction is that the
details of history, out of which generalizations
have grown, must be given. That,of sourse, means that
very much of what Is included in present texts must
be excluded, and *that what 1s selected for longitudi-
nal study must be supplemented. The standard of selec-
tion and rejection nmst be the bearing the historie
material has on the subject or topie that is being
atudied.

and this naturally leads to the third phase of re-
construction, namely, the relative values of different
deta. Writers will then naturally group the facts in
relation to movements in history, growth of principles,
development of institutions, ete. It therefore becomes
the business of the text writer as well as the student
to judge of the values of historical data. R

7o indicate the changes that a reconstruction would
mean to outline a text arranging principal and csubor-
dinate matter. A good illustration in diagram is the

comparison mede of Mathews' French Revolution with

a
Harding's chapyer on the causes of the French Revolution.

&. See pages /1-1¥.
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One gives about a page itc the discucsion of the
philosophy of Vocltaire, Roussesu and fontesquieu as
a cause cf the Revolution; the other gives twenty
pages to the same subjects ( Cf tables I and II).The
twenty pages of Mathews is readable and comprehensible,
the one page is not sc to the average high school boy.
the fourth phase of reconstruction of texts wae
considered somewhat at the cuiset,history in longitud-
inal lines rather than in cross-sectigns. The mind of
the student is nct to be diverted from one topic to an-
other of meaningless generalizations. Instead, the text
will direct his study to a problem, an institution, a
practice in mcdern life showing its development up to its
present state. Thermeanings of battles, conferences,
charters, and so on will no longer be disconnected or dis-
regarded but will be interpreted as stages of advancement
or decline in the growth of the particular movement under
discussion.

"he text will also give references to books and pages
where disouscsions of different phases of the topiec in
hand may be found. In many studies precsent-day literature
in magazine form can be used. References Will be made to
histories, ancient and modern, when such readings throw
1light on the subject under investigation., But in no case.

will history be studied as a factual etudy, history for

history's sake.
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The texts used need not all be under one cover,
Single volumes in each study would be advisable with
blank pages for additional infcrmation or references.

Finally, the difficulty of giving toomuch time to
ancient history will then disappear. If a study of some
modern institution or practice, as the jury systemJis
mede too much time will not be given to dead history.
A11 the histcry of its growth by continuity and differ-
entiation will be alive with megnings. Greek and Homan
history will have nothing to contribute to the study.
Teutonie xnglend must now speak. The story closes only
with a study of the practice today.

this is sufficient to indicate what is meant by re-
construeting texts in history so that the present may
not only not be ignored but that it may have first con-

sideration.

Tt may be objected that such a treatment of histor-
i¢ fects ie not history. That, of course, will depend
on what we take as a standard of measurement. I% is not
an attempt to resurrect the past in order to see what
was there., That may be good history, or is good in the
sense that truths are found. But there are millions of
things happening every year - things that are true -
that are of no worth to anything or anybody. Now insti-

tutions are the crcations of all ages. They are the things
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of worth around which events have grown. It is the in-
stdtutions not the events ;hat we want to appreciate.
One might know all facts, if it were poscsible, and s$ill
not know history. And it is Just this point that is at
the parting of the ways. The contention here is that
events should be subcrdinated to prineiples; that the ap-
preciation of principles is thekbject of our study;that
principles can best be understcod by an understanding of
the original purpesew they served; that to understand
thdse purposes only those events of the past that have
bearing will be considered and only enough of those facts
to explain the institution under consideration.

in advocating these changes in texts no attempt is
being made todisparage the value of present histcry. The
historian who treats history as a pure science is an in-
valuable contributer to progress. His business is to un-
#01d the truth, and nothing but the truth. Modern scien-
tific progress has been dependent in very large measure
on the pure scientist. He discovers the laws of natare
but cares nothing for the uses of the laws. society must
do that. He discovers the laws of the lever and pulley
but leaves it to the mechanic tc use these laws in driv-
ing machinery. He discovers the laws of combining mater-
igls to form explosives but leaves it tc society to use
these laws to tunnel mountains or blcw open safes. so 1t

is clear that the two are complementary phases of progress,
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$0 far we have seen that history presents two
phases, the form or facts and the gontent or inter-
pretation of these facts. Both are necessary. The na j-
crity of men however are interested in the content phase,
The sctivities of life demand that men pruduce things for
food, shelter, social welfare. That ig}they must use all

the means at their command to be able to survive. The man-

ufacturer goes to science for certain things, to other
fields for other things necessary for his success, He is
not interested in chemiistry as chemistry but if so far as
it can help him put out a salable product. The agricultur-
ist is not interested in chemistry as a science but in so
far as it can help him to farm more effectively.

50 it is with the common eitizen. ne goes to history
not for histoyy's sake but to get infromation that will
teach him to befhore intelligent director of the policies
of society in 8ll its phases. But the historian as such
is interested in structural history, in knowledge as an

end,
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CHAPTER IV,
Some Illustrative studies.

“he object of this chapter is to give some illus-
trations of the method proposed of using historical
material. in the first studx,frinciples and Practices
of Taxation, the problems are given and then suggested
lines of study for infermation on the various problems.

In the class work the references were given as is indi-
cated in the study of wuilds, pp 46.

In the prcblems of texation our study was directed
to three questions: the authority that imposes {ames,
the baces on which taxes are assessed and the objects
of public expenditure.

1t will be noted that the answers to these three ques-
tions varied with the age and the state of progress of
the different countries at the same age. The study of the
different ways money wes ccllected and also the different
waye it was expended will give cne greater appreciation
of the principles of taxation at present.

principles and Practices of raxation.

Problem:To understand the present practices of county,state,
and federal government in the ccllection of publie revenues.
I.Studies.
rresent practice of collecting revenues in county(Bocne),
1l 'axes on real prorerty

2 " * persobal property
3 " " railroad property
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4 Licenses for conducting business
b

a Merchantile

b MrdaceNaneous
5 Ccporation and Kranchise tax.
6 school rund income
7 Other sources.

ii.8tudies:

rresent practices of collecting revenues in the state
(Missourij.

raxes on real property
. * perscnal property
" » railrcad property
" * gorporations
Income from KFramchises
Various funds, as
a 8chocl funds .
b Hospital funds
¢ Road and canal funds
d Insurance dep't fund
e #scheat fund
7 Earning of the pendtentiary
8 Other sources.

oo+

111, studies:

rresent practices of collecting revenue for the federal

government.
1 custon duties{tofasencilifoston eeods,
2 Internal revenue.

3 rostage stamps.
4 steamps on specified legal papers,
5 Other sources.
Problem: To understand the present practices in the expen-
diture of pudblic money in the county, state, and federal
government.
I, Studies:
Objects of expenditure in the county(Bomne).

1 salaries of county officers,
2 Criminal expenses.
3 rublic schools



40

4,.Care of paupers.

5 rublic roads and other improvements.
6 rublic buildings.

7 Mizcéellameowus

II.S’tﬁdies:
Objects of expenditure in the state (Missouri}).

1 Salaries of State officdals.
a governor
b Legislature and senate
¢ Judges
d #te.
2 rublic Institutions:
a schools, colleges, and
universities
b Hospitals
¢ Tmuecellaneowusd
% rublic buildings and improvements.
4 care of criminals

Ili.studies:
Objects of expenditure of the federal governnent:

1 pepartments of govermment.

a Legislature

b Executive

¢ Judicial
Foreign intercourse.
Military establishment.
Naval Establishment.
indian Affairs.
rensions.,
rublic works.
Appropriations.
Miscellaneous.

OOIOU AN

Problem: To understand the sources of revenue for the
king, the nobles, and the church at the close of the fen-
del system in rrance, 1750 to 1789.

I.Studies:

1 traxes collected by the kings collectorS$
( intendants).
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Indirect taxes on salt, bridges,
roads, etc.

Donations from the church.

gGifts from the nobles,

income from king's private domain.
sale of titles of nobility.

Feroed loans.
Mistceltlmrmmeows

oG

II.Studies:

sources of the noble's income:

1 Noble's private estate. -

2 Labor of vassals (peasents) in his
private ectate.

3 Rents from lands tilled by his

- vassals.

4 Tolls from his mill, wine press, and

) bal{eryo

B Sale of rights to a village or town.

6 411 high offices of church and state
were reserged to the nobility.

7 gifts from vassals at kinghting of
king's son or marriage of his daughter.

8 Free entertainment for him when out on

hunting trips.
I1T. Studies:
sources of the church's income:

1 Income from church estates, valued at
one-fifth of all lands of rrance yield-
ing an average yearly income of
80,000,0CC francs,

2 Cne-tenth of income of peasents, or
ebout 123,000,000 francs annually.

3 gifts.

4 sSale of indulgences.

b MisceNMlaneouy.

Problem: To learn what were the objects of expenditure by
kings, nobles, and the church.
I.Studies:

Objects of king's (Louis XV and Louis XVI) expenditure,
1 To Madame Pompadour 36,000,000 francs.
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2 'Royal household fome year) 86,000,000 francs.
3 Private gifts ( a few illustratioms):

a Countess of rolignac 400,000 e
b Her daughter's dowery 80¢C,000 "
6 Countess' lover was given 30,000 ™
4 Princess Lamballe 1lco,0C0 ¥
e Family of Polignacs 700,000 %
? Family of Guemences 8,500,000 "
4 rxpenses of king's gaard
(9,050 men) 8,000,000 m
6 Food for the king's dogs (
(1,783) 53,000 "
6 EBxpenses of kirg's horses and
livered men 6,200,000 "
7 Other expemses incurred by war

against nobles and foreign
powers varied.

II' Studies:
Objects of the noble's expenditure (Similar to kings).

I1II.Studies:

Objects of church expenditure:( Various items worked
out as in studies abowe.)

Problem:

To find out the system of collecting revenues in the
time of Charles I, in England.
I Studies:

Sources of the king's revenue ( List is made out from
pupils reading.)

Problem:

To understand the objects of expenditure of publioe
money in reign of Charles X. of “ngland.
Studies ( as above).
Problem:

fo understand the present sysf%m of raising revenues
in ¥rance (1911).
SRS :
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Studies:

sources of revenue:
( similer studies to thcse in United States.)

Problem:
ro understand the objects of expenditure of publioc
revenues in Franoce at present time (1911).

studies:
(List made f¥om pupil’s reading as in studies above.)

Note:- In this illustratidon of the study in texation it is
poseible to include only a few of the studies made. The

study ocoupied the class eighteen days.
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The two following studies are in the form of the
instructions of a supervisor to teachers. Leading pro-
blems are suggested and references to historical mater-
ial given.

The selections are made from a study of present conm-
meroial rules and practices and the study of the growth
of the commercdal laws.The guilds are studied in this
relation.

Teacher should discuss In a general way the unsettled
conditions of the middle ages. Voluntary orgé&nizations of
different kinds took the place of laws and corporations.
These associations were aimed at securimg protection as
well as gaining freedom. Guilds:
yuestions to direct reading:

1 nmake a list of the @ifferent kinds of guilds
you find.

2 $how how the merchant guilds advanced the growth
of fOWns:

3 70 what social class did they belong? show how
they were a great factor in econmomic and polit-
ical freedon.

4 show how the craft guilds affected social and
economic conditions is a similar way? wive your
reasons,

5 in what sense were guilds insurance companies?
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6 show how the guilds by promoting industry in
commerce promoted freedom of the individual and
broke down the o0ld feudal and manorial caste
system.

7 mxplein the objects of a merchant grild as eviden-
ced by their regulations, rights, privileges,etc.

8 what value was it to a merchant tc be a member of
a guild?

9 To what extent does it seem that guilds became the
directors of municipal politics? Give your reasons
for ycu opinion.

1C To what extent did the guild merchant beccme a

factor in introducing constitntioﬁigcvernment?
Explein.

6

Gibbins- Industry in #ngland 91-7, 131-3, 208.

Cheney short nistory of kngland 198-9.

Cunningham Outline of lndustrial Histery, 54-56,60-63, 105.
Price I'nglish cormerce and .ndustry 83-98,60,64-65,93,122,141.
Cunningham Growth of ZEZnglish Industries and Cormerce,206~14.
Gibbins History,of European Commerce, 39-43.
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Hanss.

In beginning the study of the commerce of Northern

Burope use the map and talk over with pupils the countries
of the panes, the Germans, swedes and Northmen. Point out
the disasdvanteges to agriculture, also the sea-roving ochar-
acter of these Baltic and NortheSea people. Nature, it
seenms,forced them to turn to the sea for a livelihood. The
history cf the invasionglbg these people, of #ngland and
other southern countries may be discussed.

8ince the other great commercial center was in the
Itelian odties of the Mediterranean call pupils’ attention
to that center also. These two great commercial factors
are of most importsnee in Mediseval commerce.

Hansa and Commerce,

Discuscs with pupils the old practices of pirates in
ravaging the shore towns of northern countries, Closely
connected with their adventures were the rise of territor-
ial organizations and business enterprises along the shcre?
Note that these two elementery institutions have common
interests and finnally form business relations.

Questions to direct study:
1> Disouss conditions giving rise to the Hanseatic
League.
2 Was the work of the pirates good or bad? Give

your reasons.What was the object of their going

to #nglend and southern FHrope ¢



48,

3 Loocate on the map the principal Hanca towns.

4 what was the object of the government of the
League as compared with other Huropean govern-
ments?

& Object of government.
b Character of government.

6 What were some of the influences of the Lemgue
on

& Society?
b Heconomic condition&?

¢ government?
d Commerce?

6 Make a list of their chief industries,

7 The factory system as a way of increasimg trade.
Name some factory townms.

8 Government of a factory town:Tondon,

9 What was the "Steelyard"? Its effects on English
Commerce?

10 show by the products of commerce the wide range
of the Hanseatic Union.

11 show that thru the influence of the League countries
that were poor and almost uninhabitable became pros-
perous, built cities, and develcped gocd society.

12 what, in your opinion, was the effect of the league
on the civilization of “urope?

18 what is our debt to jheMorse vikings?

¢ivbins History of Commerce in Eupope 60-2, 62-71.
Price Bnglish Commerce and [mdustry,50,82,129,58(map).
Robinson Western Europe 247-8

Herding Mediseval and Modern History,187-8,184~5(map).
cibbins Industry in England, 227-8.
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CHAPTER V.
Proposed Plan of Teaching.
Professor naoe in his bock on teaching historyaﬁas
called attention to two very importaﬁt phases of the sub-

Ject, namely,the form and the content. By form he refers

to that body of events that have occurred in the growth

of institutional life. By content he refers to those in-
gtitutions or principles in the development of which events
occurred., The movement of mind from form to eontent, the re-
viving of the past in imagination is i&erpretation. To mem-
orize events as students often do for class recitations,
without interpreting-them, without seeing their relations
$0 movements in history is wocrse than useless. It is seen
then that events and the interpretation of events, that is,
form and content, are complementary phases In learning
history.

Now, as has been shown in the chepter on text-books, a
large number of important events have been selected by au-
thors and have been arranged in chronological order for the
student. They are the form of history, the facts out of
which the student must revive the past thru interpretation.
The student is here dealing with two verities: The facts of
history are fixed and unchangeable. The pupposes they served
are likewise definite things. Hence there is only one cor-
rect interpretation for one definfte set of facts.They serv-

ed one purpose at one time and any other interpretation

(a) llace--liethod of Teaching, pp. I1-3.
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does not give a_ true picture of the past.

Here then are the two views set forth. In the present
plan the student is given & definite set of facts by the
author. They are to be interpreted by the student. He may

or may not be interested in the work set for him but he

ig tied to the given facts anyhow and he must work out the
results, definite and well known to the teacher.

On the other hayd the plan proposed in this paper dces
not start with a definite set of facts, chosen by an author
to be interpreted. And here is the crux of the whole matter.
Instead, definite phases of the principles and institutions
of our social organizations are chosen for study, and facts
are selected with regard to their bearing on the study. The
student is not forced to interpret events recerded in textS
but is free to choose his history in the light of a problem,
However, he is dealing with the same two verities, form amd
content, but in the reverse order of procedure. Instead of
setting out to inferpret the facts of a text-book he sets Y\
out to solve & problew in his own immediate present and within
the range of his interects. Facts of history are studied,
interpretations are made but of only such facts as are per-
tinent to the problem in hand. One plan is funotional study,
the other is text interpretation.

it 1s easy to see that in Phe one case the student's

hands are tied., The facts are given first. His business is

to interpret them. All place or possibility for individual
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interests-is closed. In the other case purposes, problems,
chosen in the light of one's interest and in the light of
modern institutional 1ife come first and form the guide to
the selection of historic facts studied in solving problems
or attaining to purposes,

It is upon such a differentiation of the two plans of
8tudying history that the present plan and the proposéd plan
are based. The usual plan attempts to acquaint the student
with the structure of history. With no particular funetion
or purpose of history in mind one part of the strmcture be=-
camé as important as another. Further, not having definite
purposes the different structures are not clearly distin-
guished but mixed and mingled as is shown by the text-book
arrangenment.

The proposed plan begins with a study of present insti-
tuttons or practices in society. The student is led to ex-
amine phases of institutional 1ife within his experience or
observation. From the present he is directed by the teacher
to earlier phases of the development of that instituticn
and follows its history,keeping his eye constantly on the pre=-
sent.He is then looking at a principle.Historic events are to
him means by which the principle or institution has grown.The
principle that a man shall be tried by a jury has had a long

period of development.An examination of the records of the prac-

tices in any sge will sahow the student what advancement the princi -
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ple had made and alse what the sentiment of the people
toward it was at that time.

Society is a construct of these pminciples or insti-
tutions. The object of education is, in the wcrds of pro-

fessor Munsterberg tc make one"willing and able ™ to aid
in working out the ideals of scciety as embodied in our

ingtitutions, To preserve and to perfect society's insti-
tutions they must be understood. And as they are the result
of 811 the events of the past and since 8llia¢tivity has

been either for or against them the understanding of these
institutionaiis conditional on an appreciation of the cir-
cumstances that demanded their growth. And further, whatever
is not in some way connected with the growth of social in-
stitutions should be omitted. The meaning of battles, treat-
ies, charters and revolutions is understood only in relation
to a principle.The sentiment that took form in the Declara-
tion of Independence was not new,.It had had its yill of
Rights, its ureat Charter, its Cromwellian war and was soon
to have its Declaration of the Rights of 1lan, and French Rev-
olution. Bach generation has had its part in orystallizing
these sentiments into institutions that refleot lecs and less
the arbitrary will of rulers and more and more the sentiment
of the people.

In a society like our own it becomes more and more nec-

essary that its institutions be understood by the people.

8ince popular sentiment rules that sentiment must be an en-
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lightened sentiment and the way to an understanding of
any problem is thru studying it. Therefore the way tc an
enlightened sentiment toward our institutions is thru

studying them. These institutions have their rocts in
the past and we must go to the past toc understand the

conditions of their}growth and fer a fuller appreciation
of their cecost to society.

5o far we have indicated that we shall now go to the
past to ask of it definite questions about definite things,
The significance of such a plan is revolutionary. History
will become a study of individual institutions instead of
cross-sections of many institutions. Qur attention will be
centered not on all the practises at once but upon that

series of events which entered into the development of the
institution under consideration. In this way the school
may select for study those ideals and means of realization

that society has been struggling to develop all these
centuries, namely,institutions. And why should this not be

done? All the results of the wrk of the past are embodied
dn the laws of society. To preseyve and perfect these laws
is the highest duty of men. We have also seen that every men
+ in a democracy must take & definite atiitude.toward present
day problems and further must decide by his vote what shall
be the policies that control our national 1ife. The pro-
blems then of the society in which he lives begqyn.e at once

the object of study.The present is the most important of all
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times to most men, The problems of the present are the
significant ones. Study them in history. Start at the
present; select those institutions that are of great-

est import and then go to history and follow them thru
the conditioms of their growth. The events of the past

will then have meaning in so far as they light up the

way thru which institutions have come., We shall not be
compelled to interpret those particular events given us
by the text, but having found a prdblem we shall select
those events that bring us into greater and greater ap-
preciation of that problem. in the case of interpreting
the facts of a text ones hands are tied. That is, this
particular fact in histcry must be interpreted and re-
lated to other facts whether we are interestdd in the
results or not. But in the case of selecting a problem
for solution we are free to choose our fasts because facts
are subordinate to problemnsy

This longitudinal study'of histcry is a-means not only
of studying and selecting great princidles underlying our
society but it is also peculiarly appropriate to the men-
tal gresp of high sohool students. Fverything in history
canmnot be oconsidered by them., The important things however
cah be selected for them in consideration both of their

3nteresta in politicael, oivic and economic affaids of the
present, things that are of aompelling interest to most

Jouths as well as of the highest educational value - and
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also in consideration of the short time the high
school provides for such study.
The secdnd Justification of this longitudihal

gtudy of history, cne all sufficient in itself, is that
it provides for definite aims. The student is not made

e passive recipient.of knowledge but am active inquirer
and searcher for answers.to definite questions. Prob-
lems in history are raised and sclved by the student in
his quest of the development of an institution. Func-
tion of events and not structure is the guide to their
gelection.After we have examined the presant jury system
and begiﬁ the study of ites history those events that
have to do with the grcwth or breaking dcwn of the sys-
yem belong in its structure and for that reason are ocon-
sidered. The aim then or problem is the one factor that
enters into all of our real thinking. Under such direc-
tion the dry tables cof statistics are full of meaning
and of interest.

An aim not only aids us in the selection of material
but it also gives that material a sense of value. An
evené;s valuable when it throws light on the question we
ask of history or the prcblem we are attempting to
solve. But when we are centering our attenticn on events
as events, on interpretation for interpretation's sake,
we have no measure of values. All are evemts and there-

fore of equal value as things that happened.
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Therefore.definitenesc of aim and feeling of value
on the part of the student, two fectors that belong in
the psychology of learning, are left cut in the plan
and methods of present day teachers whc follow the
block system of presenting histdry. And since the study
of history longitudinally takes intc account these two
absolutely necessary factors, and since it also makes it
pcssible to seleet the thinge of most Importence to the
average ocigizen in the discharge of his obligations to
society, and furthey,since the plan is suited to the high
school studentswho depends on the high schcol alone for
their education, +he plan is here recommended for fﬁ%her
trial,

It 1s perhaps not out of place here to say that altho
the plan of teaching history advocated in this study has
not been given as full a trial as 1t should have yet the

same principles of procedure are followed exclusively in

the university »lementary school. Kor example, the pupils
of the seventh grade are at present studying "™ Means of
yrensportation.” In connection with present-day means the
pupils study transportation of remote times. Just at pre-
sent they are studying the o0ld roman roads under the sub-
topic "Barly oommerce and the means of transpcriation in
roman italy."

in the attempt L have made to teach history by study-

ing individual institutions,in the university nigh ochool,

-



57

I have not found it an easy matter to arrange needed

material.As I have shown in the chapter oh texts, the

histories do not give complete accounts of any single

institution, oustom, or practice. Between the cross-
gsections of one period and thcse of another it is im-
possible to follow the history of the practice one 1is
studying. But where L have found material . have found

the longitudinal plan an effective way of study. Long
lists of figures were copied to sustain a point advoe-

ated. Long chapters were read and discussed with enthu-
siasm, and definite attitudes were taken for or against
a practice. The feelings and the will were called into

the gquestions discussed. The problem was not to find an

aim but to direct the meny aims that grew up. Method to
secure interest was changed to plans of directing that

interest. At the close of the study ( Principles of ax~
ation ) the students weee asked to prepare a paper on
the subject. in these papers as in the class discuessions
the students' personal convictions were evident. The

gupervisor of knglish in the university nigh sehool pro-
, nounoced the discussions the best in point of argument
and definiteness of opinions that were produced by the
class during the year.

what then, in conclusion,are the prominent charae-

teristios of the two plans disoussed?¥ One makes educe-

tion in histcry an end and the process of acquiring
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that education purely intellectual. Interest lags and
must be goa ded by many methods. mMethods still fail.
Students hate the subject and often the teacher, At the
end of four years'! study the students have only a '"mere
outline " of the structure of history. roreover, they
have no incentive tc read further when school is clos-
ed. Not a single institution in history has been stud-
ied far enough to give students positive opinions. what
is left for *he university to which the great majority
of students are never to go.

In the other plan the student starts with some valu-
able practice of society about which he already knows

something. The working out of some present custom, or
policy, or practice puts meening into everything in his-
tory that was in any wey connected with the practice.

Methods are no longer substituted for aims, and the val-

ues of histcric events are determined by the function

they serve. rositive opinions are developed. (onsider-
eble mastery of many subjects is gained, amd what is still
better an interest in subjects ic aroused that will lead
to continued study after school days are finished.

such a procedure simplifies the machinery of the class
room, By-products such as trainipg the judgement, devel-
oping historic sense, collecting facts, selecting grounds
for opinion, etc.etec. will take care of themselvecs. 4he

use of maps and charts, scurces, parallel texts, will =2ll
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be determined by the nature of the problem or inves-
tigation in hand.

rhis plan,as has been said, is somewhat difficult
for the teacher at present because of the lack of good
sinmple accounts. whe texts, as we have shown, are too
nearly generalized statements and epitomes of histcry
to be readable for students. Sources are usually more
readable but are disconnected accounts. yhe longer his-
torieal accounts are the best but are very expensive.
in my work in the tniversity Wigh &chool L have depend-
ed glmoet entirely for my best literature on the uni-
versity library. sn examination of the references to
any of the studies appended shows the difficulty of get-
ting books. put the interest in the subjects will make
students efficient helpers in Bearbhimg for material.
students fJFfm the university nigh ischool want tec the
university library to read pcoks taat coura nov be\tak—
en ocut. Newspapers were obtained from the clerk{%'offices
and bulletins from verious sources,., pMuch current material
may be secured for the asking.

¥inelly, the method of teaching -history,as

has been indicated in the chapter on texts, is based on
the demands of society. whose institutions that ere the
laws and oustoms of present life are of most importeance
to men. To understand them we must understand their péét.

EBaoh has its own history. If it is the Jjury system then

(a) Clerk of Zoome County, issouri.
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we shall go from the present practices to its periods
of development in English history and trace its growth
and development under different ccnditions to the pre-
sent time..f it is taxation, or industry, or ccrmerce,
we shall go from the present to some of its beginnings
and trace its history. Other events or facts of his-

%of& are pacsed over unnoticed except is os far as they

have bearing on the subject in hand.

in this system the lines between gncient and wmedia-
eval, and between llediaevel and !Modern history are not
80 arbitrarily drawn. the history of commerce, for in-
stance, reaches back into earliest times =and a study of
ite development as a phase of economic life involves the
study of events and circumstences dm sll periods of the
history of the past- ancient, Medigeval end Modern.

vhe teacher's duty then is tc help the gtndent work
out the history of institutions in order to get a great-
er appreciation of them. He will prepare references,&id
the student to set forth problems and direct his efforts
t6 important phases of the subject.

Such a2 movement in teaching history in the high
sohopl is part of a brosmder movement now active in this
country to provide education for those engaged in the
useful occupaticnc as well as those engeged in the high-
er professions of law, medicine, etc. The same movement

ig seén in the =2lmost iniversal demand for education in
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the science and art 8f agriculture and in the industries.

o

It is a demend #or education for efficiency as against
educetion as a selective agency. Such & movement it will
be noticed startswith well defined aims- ains determin-

ed by individual needs rather than by subject matter al-

ready selecé¢ted. Subject matter for study is then chosen
in the light of those aims, History, therefore, will be
the study of subject matter chosen in the light ¢f well

defined aims and problems found in modern scciety.
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CHAPTHER V1.
Purpose of History
The purpose of these concluding pages is to discucs

the unsettled state of opinicn with reference tc the
purpcse of history. The ctudent of agriculture selecte
from chemistry those particular things that aid him in
the most successful grcwing cf plants. He selects from
botany particular studies for the same reascn. That is,
subjects of study are chosen that are useful in the
attainment of specific purposes.

On the cther hand the historian cares nothing for
the uses of history but treats it as a pure science,

Just as the chenmict abstracts water from its uses whan

he tells us that it ie HpO. The chenist cares nothing
for the uses to which water is put. To the engineer,
however, water is not H,0 but something out of which
to make power. To the housewife it is scmething with
whith to cook and wash. Toc the fire company water is
something with which to put out fire. Bu to the chem-
ist it is not for anything. It is simply Hg0.
Professor H.Morse Stephens assumes the attitude
of the historian when he says that the aim in study-
ing history should be history fcr its own sake.@vents,
he says, should be taught as they actually occurred so
as " to tell the truth, the whole truth, and ncthing
but the truth.” ® The Committee of Ten says the pupil

a. N.E.A.,1896:623-30.
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"gets a body of knowledge wh%qh becomes a source of
pleasure and gratification?\fiofessor ¥.R.Harley & of
the University of rennsylvania takes the same attitude
toward history. To qucte his words: “History is a
study of principles as much as any other science.™ Im-
erson gives a similar conception of the function of

history: "History is the record of the work of the mind.™

The student is to read history actively and to "esteem his
own life as the text."P
resides thcse who lock upon history as a pure science,
a thing in itself worth while, there are other and diverse
views from many authorities., The great variety &af functions
suggested chows the unsettled state of pcpular opinicn on

the subject.The Report of the Cormittee of Ten is evidence
of the unsettled state of opinion even among specialists.
Nine different pmrposes are given: The acquirement of use-
ful facts, trainipg the Judgement, celecting growmds for
opinion, accurulating material for an opinion, putting
things together, gemeralizing upon faeta, for estimating
character, for teaching expression, and finally fcr apply-
ing history to ourrent events. There is not a single eim
ment iened, except the application of history to current
eventsf Phat stands out more prominently in the study of
history than in the study of biology.The aims mentioned
are simply by-products yielded more or less by any sub-
Ed.16:332-40.

a.
b. Emerson-rssay on History-
6. Committee of seven, p.102,

d. Committec of Jeven, p.24.
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jeet in the high school curriculum. Clearly the con=
.mittee had in mind the disciplinary values cf history.
But if these disciplinary values come a:c by-prcducts
in the pursuit of variocus subjects it is all the more
evident that the pupils attention shculd be directed
to the intrinsic function of the subject.

Lucy Mm.Salmon has -given 28 the chief functicn of
history what is simply a by-prcduct of study. Let me
give hér own statement: "The aim of histcrical study
in the secondary school, let it be rereated, is the
training of purils, nct so much in the art of histcri-
cal investigation as that of thinkikng historically.™
Who ever studies history Jjust tc¢ learn to think histcr-
ically! Why not study the growth of the jury systemior
the systemsof taxaticn in their march from arbitrary
control by kings to their contrcl by popular sovereign-
ty? The puril will then have definite opinions relative

to these institutions and besides will have learned to

think historically. In fact that is the only way to learn
to think historically.

rrineipal rraula of the high school in s5t.Paul, minn.

stateguas the function of history that “it gives oppor-
tunity fer acquiring facts for future reference."® Hins-

dale says "™ The thing largely that the teacher has to do

&. N.4.A. 1909: 508.
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is to teach facts.” Lt seems from this statement that
discipline is the function he has in mind. fhe page
must be absorbed or transferred to the mind. *he exer-
cise will strengthen tne mind! |

woethe says that ¥ the{b§st we get out of histery

is th enthusiasm it arouseé?* rowever we sould fzil in
our quest, . fear, if we should start out with such an
aim., xnthusiasm may be one of the by-products but goethe
would hardly start out on such a quest.

rthe uerman Lehfplan of 1892 says ®History is fto be
taught pre-emigeqtiy with a view to the making of pat-
riotic citizené?d trederick the uwreat said.® History
shounld be studied not for facts primarily but for the
development of the discriminative judgementhG.Stanley
-Hall thinks that the aim of history should be to train
waral nature of the child.. arthur v.cromwell says “The
first purpose of history is the finding of the truth."d
In this opinion he stands with Morse stephens and others
who believe that history is a pure secience and should
be studied for its own sake. uvr.J.Hill says “The purpose
of history is to rejuverate the past and render it in-

intelligible by separation of fact and fiction."® It

seems to me however that the separtition of fact and fic-

&, Ruscell-German sec.rd. 295
b, quoted by vean kussell, ib. 273.

8., u.Stanley nHall red.Hem.12: 339.

e. american nHistory x.14:9%¥.
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tion is not an end but in some studies migkt be a means
of ascertaining the truths of certain gqueries.

uynn Thorndike thinks that the aim of historical
study is “ not to collect facts but to ask definite
questions of the past.a John M.gillette says history
should be studied %o throw light on the problems of
our times.b in the study of history he would have the
problems, practices, and institutions of the present
fdrm his starting points, and he would study the his-
tory of the past of those problems, practice and insti-
tutions.

1t is useless to maltiply the opinions of author-
ities dn history. mnough has been given to shocw the un-
settled state of opinion among them. we have also shown
by analysis of these opinions thatl dhey do not distin-
guish between the direct or intrinsic function of his-
tory and the indircet functions or what we have called
by-prcducts. and since the indirect functions or by-
products are usually the aims set up by history teachers
we may be sure that to them history does not have a
definite aim. iany professors of history in this eoun-
try hold to the hazy and indefinite beliefs, that The
main object demanded of history in the high school is

not direect preraration for aAmerican eitizenship, but

that it should aim at a broader cultural significance

bo 50h .R. 17:548-57 o
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in connection with human life in general.

wow what is this *cultural significance« that men
meke so mmeh ofy [f an asmerican bay is taught to appre- .
ciate the institutional life that is the higheet in the .
world ., that institutional 1life founded on ‘the “common

sense of most*; is that not culture® .f he finde aims
end ideal in the present, §nd these gims and ideals are

his social heritage, namely, the customs and instition-
al 1ife about him, chould nct the schools aid him to &
full~r appreciation of them? we are a long time getting
over the malady called culture. its history goes back
to ureece and the 1iddle ages; its backgrcund is aris-
toecrat and slave; the fcrmer was nct engaged in the werld's
work but was educated to be better prepared to vary the mcn-
otgny of his idleness. ouch an education contemplates the
two clasces, slave and freeman where the former does the
work and the latter is a man of culture., When the wcrd oul-
ture is used in the sense of preparing the ccmmon men for
the common duties of life then such use rmst be explained.
And further: to aim at culture is to miss it. The stu-
dies in the curriculum have been preserved because they
have best served to produce certain definite ends. Now cul-
ture is not sash a definite thing thét we can say Just
which particular thing in the curriculum leads to it. Rvi-

dently it contmeplates a sort of general result of having
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studied the wholecourriculum. Cilture then in histery,

it seems, 1s that general product that cannot be definite-
ly stated in terms of institutional history. ind it is
just that hazy indefinitemess that pascsive attitude to-
ward the definite and worthy things in cur social and
civic 1life that is here attacKed. The mind must have a
definite problem or it has none at all. There is nc%hing
mysterious about ocur social custons. Rvery line and syll-
able of them have been wrought cut with effort. Every ad-
vence has been the result of definite aims in the long
history of its past. If from having studied the great in-
stitutions of our present life that study makes one more
able to protect and perfect those institutions as the
principles they embody are perfected; if one is mede more
patrictic by fcllowing out in all its deteils problems
of sceiety, it is fortunate. History will have done its
bect wdrk fcr him. That we may call culture. But let us
remember that culture like character is a by-product.

And besides what is thet culture that is sometimes
referred to that has brocader cultural value than that
of citizenshipf 18 it that education that is not inten-
ded to be useful and that is distinguished by being the
education of the leisure class?1f the value of educaticn
is not in its ucefulmess then we chall have to measure
its value by the o0ld Greek standerds to which we have

made reference.
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Let us ncw ask of society what it demands of his=
tory for it is for society that history is placed in the
gchool. Let us ask what arethe obligations of the cit-
izen of America. Let us ask further how rmch time the
average American hac to prepare for the duties which de-
volve upon him as an American citizen. As a citizen he
must pass judgement om the social, industrial, economic,
political and social policies of the state and naticn.

He must not only pass judgement but he must be an active
participator in movements for reform in his town and
country. what is history doing to prepare him to dis-
charge his duties intekligently and for the good of the
society in which he lives<?

since ninety to ninety-five percent of the youth of
the country do not go to college we may settle one pocint
here. muropean or, for that matter, any histery should
not be studied in the high schcol as pure science, that
is for its own sake, nor should xuropean history or any
history be studied in order to meet the demends of a
standard college entrance requirement. rhat is nct the
purpose of history. sesides only a small per cent of high
school pupils ever go to college. The high school must
¢laim the right to exist on the ground of public service,
not service to the favored ones who may go into the high-
er professions.

rTherefore, since the common man must pass judgement



on the weightiest and mos? complex prcblems of soc-
iety, and since upon his judgement the safety of the
state rests, the schools should prepare him to dis-
charge these high duties. as has been said in another
connection these duties lie In various directions:
political, industrial, sccial, educational, economic,
and religious.

now for these high school boys end girls, the greet
majority of whom will never go tc any cther school,what
should ~-_ _history do? it should throw light on
the problems which must be met and judged by every one
of them, and upon whose Jjudgement the welfare of socie-
ty depends. this then is the funetion of . - - ‘his-
tory in the high school. social Justice rmst be consexv-
ed, problems of trade and industry must be solved so0 as
to protect the rights of the laberer and the consumer
as well as the capitalist, policies decided by national
campaigns end popular vote must be understcod, men rmst
have positive opinions in order that their service to
society may be uplifting.
| Now that histcry holds so prominent a place as an
interpreter of the institutions of society, and since
thru the study of history we may come to a fuller ap-
nreciaticn of the instituiions that constitute our soc-
ial practices, the study of histcry should grow out of

and explain these practices,
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And further, since the high school boy and girl
have at most only'foﬁr yvears of school to become ac-
quainted with the complex soclety in which they are to
live it becomes necessary tc select a few of the most
important questions of history for investigation.
Summary:~ There are two classes ¢f students of history:
Those interested in histcry ac 2 scicnce and those who
go to history for infcrmeticn on modern sccial prectices.
Since the high school is primerily fcr the education of
the youth of the lan@ %c¢ tench them hew tc live in so-
ciety and how to direct its pelicies, and since the high
schecol must give them all the sghool preparation they
will ever get it becomes the first duty of high school
hiztory tc be 2 means of preparaticn fer living in so-
ciety rather than to lead pupils tc study history for

any so-called disciplinary or cultural values.
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