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The responsibilities of the State in educating children at school are posi-
tioned problematically between the goals of State management and the
objectives of personal development. Socialisation and individuation occur
simultaneously. Ideally, the two are reconciled in the learning process of
Education years K-12, but in reality they jostle against each other in signif-
icant theoretical opposition. Examining the development of History syl-
labuses in New South Wales secondary schools over the last three decades,
this article will investigate the play between these competing educational
imperatives. It will do so within a wider analytical context of attitudes to
education and history in Australia generally.

The schooling of youth is concerned with the education of future society
as well as the more personal intellectual growth of the individual. How
History syllabuses position History in relation to this will be the major
focus here. Teaching the core responsibilities of citizenship, such as voting,
understanding political institutions and how they work is the effective edu-
cational role of the State. Individuation—the development of the individual
from the general—is a process of affective personal development. Students
learn and grow intellectually in a way which cannot necessarily be cat-
egorised or measured.

I'want to examine the background of changing attitudes to education and
the teaching of History. There is a real sense of ideological progression that
comes through in literature from the late 1950s onwards about the impor-
tance of the learning process, rather than simple accumulation of know-
ledge. ‘Learning how to learn’ became the catch phrase of modern cognitive
theory. But its structuralism, whilst suiting aspects of personal growth,
measured stages of students’ educational development in a way that runs
somewhat against the qualitative and immeasurable aspects of learning.

This will lead into the second part of the piece: the negotiation between
the affective and effective education of children and adolescents in school.
In educational documents, the two strands of learning run parallel
throughout school life. History syllabuses position the subject of History
uniquely between these strands, bringing them together, to complement one
another, in the fostering of student intellect. I will also critically examine
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the crucial position History puts itself into n child development. History
has a unique location in the context of the territorial and defensive tenden-
cies of History teachers and syllabus developers to rationalise and justify
the importance of History as a subject, taught in its own right. I will also
look at how the State views History in relation to teaching future citizens
how to act responsibly, and knowledgeably, in a democracy.

The rationalisations of History’s importance as a subject in Secondary
Schools utilise and reinforce a rhetoric of civics or literacy of the nation.
Such rhetoric is used by both teachers and the State and has in fact become
the dominant justification for teaching History in New South Wales. The
final part of this article will examine the introduction of mandatory ‘Civics
and Citizenship’ study in NSW Secondary Schools as part of this rather
conservative and at times alarmist discourse about the nation and its past.
Indeed, recent History syllabuses have placed active citizenship as one of
the aims in the attitudinal development of the individual.' The institutional
goals of the State have become part of the personal goals of the History
student. Effective has become affective development.

CONTINUITY AND CHANGE

The value of history is in its lessons, and in its philosophy, and not in the know-
ledge of the bare succession of events.”

Changes to History teaching have closely followed the development of edu-
cational theory generally. But as the above quote from the 1876 Sydney
Morning Herald demonstrates it cannot be neatly followed or studied as a
comprehensive linear advancement. Commonly assumed as progressive, the
idea of History-as-process, rather than a series of mundane, endless facts, is
not a new phenomenon. While education in the 1950s has been referred to
as monotonously obsessed with obedience, efficiency and uniformity,® the
1957 Syllabus encouraged ‘imaginative reconstruction rather than purpose-
less memorisation.” In 1958, Lloyd Evans asserted that:

It will not matter if they afterwards forget most of the facts of history studied in

any one school year ... and it will not matter if they have not all reached the

same level of attainment in their study and understanding of the past.

What does matter is that the lives of the children should have been put into
some sort of perspective in time so that they see themselves as part of the histor-
ical process.’®

Of course, it remains important to remember that there are also extremely
narrow ideas contained in these documents. Chronology remains impos-
tant, British institutions are emphasised and Aboriginal people are looked
at only in passing.® Nevertheless, I do want to stress that ideas about
History cannot necessarily be looked at as part of an ideological progres-
sion. Nominally progressive ideas about History have been around for a
significant period of time. Conversely, curriculum change, cloaked in a lan-
guage of reform and development, can also be conservative.
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The growth of tertiary education after World War II led to a prolifera-
tion of theory in psychology, sociology, philosophy and history. The study
of education also became increasingly professional.” It was an expanding
discipline with complex theories that required proficiency to study and dis-
seminate. Consequently, syllabus development increasingly demanded aca-
demic expertise.

In the 1960s and 1970s, structuralism emerged in educational theory
and had a substantial impact. Behavioural objectives, rather than quantities
of information, were emphasised.® The work of Jerome Bruner, an Amer-
ican educational theorist, was particularly influential in the changing direc-
tion of education in NSW. Bruner stressed that education was not only
about the ‘coverage’ but also the ‘structure’ of subjects.” By grasping the
structure of educational processes, students would be able to grasp the
knowledge of the very subject itself.’

Invoking Bruner in 1971, W.J.A. Vaughan, Deputy Director of Primary
Education, wrote in the Sydney Morning Herald that there is

a practicable and exciting alternative to mind-stocking. This is education

through discovery, with all its interesting and non-terminating quality ...

Knowledge is of value, but of greater value is the development of the process

whereby knowledge may be acquired, organised, retained and applied to the

problems of the future.!!

Building on the idea of knowledge, another influential theorist, Paul Hirst,
interpreted education as drawing together the knowledges of specific
subject areas.” Forming History was a knowledge structure which provided
the key to grasping the subject itself. In these ideas, learning is about under-
standing the concepts which underlie cognition. By studying the processes
themselves, students would move beyond superficial data to an awareness
and desire to learn how to learn.

Teacher-centred methods would ideally be avoided as the processes of
self education and discovery were implemented.” Learning historical skills,
such as reading sources, rather than memorising facts, was prominent in
the 1972 and subsequent syllabuses. A substantial influence for this came
from The British Schools Council’s ‘History 13-16’ project, which played
an important role in spreading the notion of history as enquiry in Australia
during the 1970s. Writing in Teaching History, the Journal of the History
Teachers’ Association of New South Wales, David Kent argued that
teachers ‘have been encouraged to see that the content of history, necessary
though it is, is less important than an awareness of the processes by which
history is made.”'¢

Some teachers and academics commented strongly against the move in
History away from content and certainty. The ‘Survey and Depth’ studies,
introduced in the 1972 Syllabus, emphasised the themes of history, illus-
trating them with in-depth, source-based analyses of specific sites and
events.” But these broad thematic guidelines lacked educational direction,
argued critics, and their opposition to ‘discontinuous’ history teaching grew."
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Writing for the Sydney Morning Herald in 1971, Professor Leonie
Kramer argued that theories of ‘knowledge acquired in active process’ were
too vague and would lead to lower standards in a system ‘already afflicted
with problems of literacy’.” In 1976, The Bulletin ran the cover story, ‘Aus-
tralia’s Education Scandal: we’re turning out millions of dunces.” Inside, it
lamented that whilst spending for education had increased, ‘the output of
real education has declined’.”

Prominent education historian, Alan Barcan, has referred to the new
educational ideology as a collapse in the liberal-humanist tradition of the
first half of the twentieth century.?' Ideals of increasing equality between
teachers’ and students’ knowledge were accompanied by what he felt were
declining traditional academic standards: the ‘age of relativism’ emphasised
personal, rather than wider, social concerns.”* Looking critically at this ide-
ological shift, Barcan saw the declining emphasis on mastering intellectual
skills as part of a general decline in educational quality.” Yet he misjudged
the changing nature of education. Broad educational aims changed to
reflect a changing society, but they did not disappear. Whilst structuralism
emphasised processes of education, rather than content, the processes
themselves existed in a structured framework. The development of students
could be categorised into explicit results. History was very much contextu-

alised by this structuralist, quantifiable framework of education.

In 1962, H.S. Wyndham, Director-General of Education in NSW, intro-
duced the Wyndham System. Under it, High School education was
extended to six years and areas of study were generalised.* History in year
seven was amalgamated with Geography to produce a compulsory Social
Studies course. This move reflected the shift towards broader thematic
study which Bruner and Hirst had emphasised and encouraged. The para-
digms of study moved to a greater focus upon the socialisation of students.
The development of Social Studies is significant because it reflected the
increasing influence of structuralism. But its encroachment upon the trad-
itional domain of History forced subsequent syllabuses to explain the
necessity of History as a ‘subject taught in its own right. In order to main-
tain the status of History in the face of this amalgamation, History teachers
and syllabus developers had to employ a common language of social
relevance to show how History played a vital role in society.

Thus, the study of History, whilst becoming more thematic, and more
concerned with the learning of historical skills rather than historical facts,”
remained very consciously aware of its role in the education system and
society generally. Structuralist education principles were broadly oriented
but were also very much about the ability and need to measure students’
progress. This, combined with the necessity to rationalise History’s legit-
imacy in school curricula due to the rise of Social Studies, meant that the
categorisation and measurement of the subject grew. Whilst History
syllabuses moved further away from quantitative knowledge, its educa-
tional concepts were themselves becoming increasingly quantifiable.
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More and more, the syllabuses focused on the rationale, aims and objec-
tives of studying History which became as, if not more, important than
content in educational priority.? By the 1981 History Syllabus, ‘Knowledge
Objectives’, ‘Skills Objectives’, and “Attitude Objectives’ were given consid-
erably more weight than the ‘Suggested Content Outlines’.” Teachers were
given greater scope with the direction of teaching content but the rationale,
aims and objectives of History became more prescriptive.

The direction of History in the 1960s and 1970s shifted its focus from
content to process. But in doing so, the parameters of History in school became
constricted in another way: the measurement of intellectual development.

HISTORICAL IMAGINATION AND ACTIVE CITIZENSHIP

Eliminate Australian History or study it in a different context. We did it in years
3,4,5,6,7and 8. It was boring. I would rather watch paint dry.2

Brooke Peterson, 13, said she particularly liked the history classes because she
had a lot more choice. ‘In our last assignment me and Rebecca chose to do Aborig-
inal rights,” she said. “We learned all about how they were treated, how their land
was taken away from them, how their children were taken away from them.” %

If History is not interesting, students will not study it. Yet the justification
of History’s place in schools is not because it might be of interest. Rational-
isations of teaching History centre on its ability to inform and remain rele-
vant to the citizens and society of tomorrow.

In a study commissioned by the History Teachers’ Association of New
South Wales (HTA), forty-four per cent of students answering the survey
said they chose History out of interest or enjoyment, and only three per
cent did so in order to better understand society—that is less than those
who chose to study it due to timetable constraints (five per cent).® But
there was a high degree agreement of amongst all students that the long-
term advantage of history was its capacity to develop their intellectual
processes and skills.* And History teachers were ‘in strong agreement that
the study of History makes a substantial contribution to the development
of citizenship’.*?

Answering the questions ‘why do history?” and ‘why is history good?”,
then, produces quite different responses. Students mostly study History
because they find it interesting, but do not regard it as ‘good’ because it is
interesting. Rather it is good because it fosters an informed citizenry.

Students choose History because they find it interesting, but the accept-
able rationale for why it may be good is found outside subjective explan-
ations. Being ‘interesting’ is not enough; History’s worthiness must be its
relevance, expressed in a common discourse about the function and neces-
sity of active citizenship.

Through increasing measurement of cognitive development, the value of
History could be articulated along the rational lines defined by educational
experts. History has been under pressure from the Social Studies course, but
also more recently from the growth of apparently vocational subjects such
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as Commerce and Legal Studies. In a society where growing importance has
been attached to vocational skills, and study ought to be useful for later life,
History has had to somehow maintain its legitimacy. By measuring the intel-
lectual development of History students, structuralist theory gave History
weight in social climate decreasingly concerned with abstract intellectualism.

Yet by making learning concrete, History syllabuses neglect the uncer-
tain, often tentative, and deeply individual experiences contained in its
process. The compulsion to rationalise History’s utility along such struc-
tured lines reinforces the power of cognitive assessment. But in doing so,
the value of History to society becomes increasingly narrow.

Whilst Alan Barcan associates structuralist educational theory with a
decline of citizenship values, Bruner described education as a means for
“training well-balanced citizens for a democracy’.”® In the midst of the
Wyndham System, Wyndham attributed to History the means of providing
‘a background for competent citizenship’.** At the same conference, in 19635,
C.W. McLaren, Inspector of Schools, maintained that by the end of Form IV

those studying history will have been brought up to date with at least the basic

‘history of Australia and its institutions as well as its relations with other coun-

tries. As a result, these students will leave school much better qualified as men

and women of the future...”

The views here are of the importance of History in civic public life. They
are views which rationalise History’s role in contemporary society and they
become stronger in the syllabuses of the 1980s and 1990s.

According to the 1981 Syllabus, ‘History aims to facilitate students’
development as effective citizens’.® In the Queensland Junior Syllabus of
1988, the message was much the same:

The study of history, by reducing the present-mindedness of students, by devel-

oping important understandings and skills, and by confronting them with

problems of values, helps students take their place as active citizens in demo-
cratic society.

To be ‘present-minded’ is to see the world as fixed and inevitable.” Only
History is able to produce a dynamic citizen and s0 the subject becomes the
key to a mature CiviC state. But the rhetoric used in these texts is mostly
inadequate in describing what constitutes learning as a whole. Meanwhile
citizenship jargon has become even more prominent and crucial in recent
History syllabuses.

The values of society and citizenship tie in with the structuralist aims of
surement because they are values which can be, and in fact
are, endlessly classified, categorised and quantified. The rhetoric of citizen-
ship reinforces a quantitative educational framework. Aspects of affective,
or qualitative learning are increasingly ignored by this quite rigid discourse.
Civics is relevant, being interested in History is not.

The effective goals of learning History are not bad. And the emphasised
skills are certainly useful. But the emphasis upon History as effective edu-
cation is a distorted one. It downplays the affective experience of learning

cognitive mea
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History, which I see as equally important and legitimate. And it has the ten-
dency to skew the value system of education by increasingly excluding from
public discourse valid affective justifications for studying History.

It is also important to acknowledge that syllabuses have become excep-
tionally sophisticated, drawing on elements of postmodern and cultural
theory to provide the central tenet of ‘historical perspective’ in the most
recent syllabuses.” With much of this new theory, important historical
emphases on white invasion, experiences of women and contested pasts
have been brought out through the syllabuses.® But at the same time their
sophistication is still situated in a structured process of learning: post-
modern concepts of relativity remain embedded in a schooling where child
development is being measured and analysed more and more.

For History, this has been through a growing movement to teach civics.
Using a language of national literacy, children must understand the institu-
tions and functions of the State. This is not a shift so much as a reflection
or extension of the increasing importance of a History that is ‘relevant’,
and experts who help define what is and is not relevant. A State Govern-
ment Discussion Paper on curriculum reform in 1988 was formulated in
response to widespread community concern that young people were not
learning ‘the right things’.** The direction of History syllabuses, in empha-
sising the practical social benefits of studying History, are responding to
such anxieties about perceived irrelevant education.

In 1992, the Junior Syllabus noted that it was

concerned with developing students’ knowledge and skills and fostering the atti-
tudes that will empower them to participate as active and informed citizens in
our democratic society.®

Similarly, the 1994 Modern History Syllabus proposed that students

should be prepared by their study of Modern History Syllabus to play an active
role in a society in which they will soon become eligible to vote.*

These documents place an enormous emphasis on a rational approach to
learning. Significantly, the syllabuses do not position History in contradic-
tion to the idea of multiple, contested pasts. In fact, History is strategically
placed between the rational rhetoric of citizenship and the different per-
spectives of individual students. But this does not obscure the increasing
reliance upon rational definitions of History’s worth as a subject in school.

Students are directed to develop their own attitudes and values at the same
time as emerging into society with all the attributes of an active citizen.*
History is seen by syllabuses, the History Teachers’ Association and the gov-
ernment as a medium for the different directions of effective and affective
learning. The Executive of the History Teachers’ Association stressed

that recognition be given to ... [history’s] unique role in the curriculum as the

major avenue through which students can investigate human motivation,

actions and conditions over time through a unique framework of inquiry.®

History has been given a value both relevant to collective society and the
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individual.* In 1992, John Aquilina, then Shadow Minister for Education,
said that Labor did not see individual development and employment

prospects as inherently conflicting objectives, rather, as ‘a fully-rounded
view of the nature and purpose of education’.”’

History has been given an important role here in deve
the individual. Through the cffective framework of civics study and the
affective motivations of individual students, History is discussed as an ideal
medium for converging the two competing demands. But there is a tension
between these educational goals which is generally overlooked. Ideally
positioned between society and student, History as a subject is nevertheless
totally dependent on the dominant rhetoric of social relevance in order to
have legitimacy.

Even in the 1970s and 1980s there was concern that History was being
reduced to quantifiable objectives at the expense of qualitative learning
experience. The proliferation of education theory was accompanied by the
growing attention given to developing the aims and objectives of History
teaching. Writing in 1976, Tan Steele noted that the educational scope of
history was ‘complicated by the fact that there are different types of objec-
tives’, but it ‘is possible to categorise these’.” Agreeing with Steele’s asser-

tion that categorisation of educational objectives had increased, David
Kent nevertheless questioned the benefits of a such a system:

Basic cognitive achievement has proved much easier to reduce to a taxonomy of

objectives and itis a feature of objectives-based programumes the world over that

they deal very successfully with the measurement of physical skills and the pro-
gressive hierarchy of formal cognition but are much less successful when it
comes to attainment in affective domain.*’

From the basis that citizenship rhetoric is an extension of structuralist
principles, Kent’s analysis of the limitations of structuralist education can be
applied to critique the language of civics. Such rhetoric has come to domi-
nate the discourse of History syllabuses. And whilst History is nominally
ideally situated between State and individual, the language of social rele-
vance prescribes the utility of the subject: History’s value is dependent upon
wider benefit of its aims and objectives. Syllabus developers and teachers
have been forced to adopt this rhetoric in order to maintain the status of
History in a society increasingly obsessed with skills and management.

loping society and

CENTRALISATION, CIvVICS AND CITIZENSHIP

I really don’t think students are apathetic, they just haven’t had the chance to

learn.
Professor Winterton, 1994

sound knowledge of the evolution of our pio-

and vigour is to continue in the next century.
Dr David Kemp, 1997°

Young Australians must gain a
neering democracy if its success

In the 1990s there has been a marked increase of State and Federal inter-

D
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vention in the development of History syllabuses and the direction of
teaching History. History teachers have expressed continuing concern
over this situation since the 1980s,” but it has been the scale and publicity
of the contest over schoo] History in the last decade which has been so
noticeable.

In 1994, an ongoing debate began regarding the use of the word ‘in-
vasion” in syllabuses in Australja. In Queensland, Premier Goss argued that

a year 5 Social Studies text, which suggested teachers use “invasion’ rather
than ‘settlement’ was unsuitable:

I'think just about all Australians would not regard what happened in 1788 a5 an
invasion. There is a world of difference between the arrival of the First Fleet and
what most people understand as an invasion.™
In New South Wales, the Teacher’s Federation threatened a ban on the
Primary Syllabus when ‘invasion’ was removed from some sections of the
draft and replaced by more neutral terms such as ‘arrival of British people’
and ‘before 1788°.55
Following this, the then Opposition Leader, Bob Carr,
teachers with neglecting historical facts and k
ically faddish themes.’s¢ Responding to the a
superficiality of History in schools, His
ernment to make History compulsory, saying it was impossible to teach it
just two periods a week. Teachers said they needed History to be man-
datory for the entire four years ( 7-10) to allow them to cover more
content, both national and international.s”
Both Carr and the teachers shifted the argument from power and histor-
ical discourse to getting History right—teaching the right information. The
debate explicitly moved beyond ‘invasion’ to g quantitative analysis of

charged History
nowledge in favour of ‘polit-
ttack by Carr on the apparent
tory teachers pleaded with the gov-

. political agenda of
more acceptable common language

Defending People and Events, the President of the New South Wales
Parents’ and Citizens’ Association, Ros Brennan, remarked:

It creates the impression thar some courses are better than others, It forces

young people to choose subjects on the basis of categorisation rather than what
really interests them. s

Brennan pointed out the primary reason why students choose a subject. Yet
its popularity and interest was not the ground for debate between the HTA
and the determiners of educational significance. For them, History’s disci-

pline and its rigour were more important. The HTA focused on History’s
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thoroughness as a discipline. Yet retreating to this helped cement dominant
definitions of History’s status—the measurement of academic, rather than
affective, worth.

Increased politicisation and public intervention in the development of
History syllabuses has provoked considerable reaction. The impact of polit-
ical and educational agendas upon the syllabuses has been substantial and
has left teachers with decreasing power in developing direction for History in
schools.® Writing for Teaching History in 1998, Clive Logan maintained that
the increasing centralisation and external involvement in the drafting of syl-
labuses was resulting in minimal consultation and was creating syllabuses
that were too prescriptive. In relation to the educational theories of the 1960s
and 1970s, he asserted, it appeared History teaching was going backwards.®'

Increasing centralisation and politicisation of History in schools,
however, has actually been an extension of the structuralist principles
which emerged from the 1960s. Through its focus on standardising cog-
nition, structuralist theory has set up a condition in which measures of
education are paramount. Whilst Logan and other teachers rail against
what they see as an ideological regression, the whole educational focus on
rational, social justifications for History has had forward momentum. Its
conservatism has been incremental, rather than retrograde.

* Although Logan and others argue against what they see as regressive
tendencies in the latest syllabuses, teachers have long been caught in an

educational structure which is ideologically narrow and has subsequently
narrowed the scope of History teaching. Cognitive measurement gears
education towards quantifiable learning processes. Affective development
is a legitimate educational aim, but goes without real acknowledgement or
influence in public debate. Thus teachers, needing to increase the status of
History, or arrest its decline, are forced into 2 language of public goals and
community relevance.

In a Sydney University survey of five hundred year 12 students in 1994,
the results found them lacking in general political awareness. Dr Murray
Print, the research tearm’s leader, said that in-depth interviews had found
many of those eligible to vote in the 1993 Federal election had failed to reg-
ister. Furthermore, many students lacked a good general knowledge of State
and Federal governments. ‘One of the reasons for the research,” he
explained, ‘is that we are concerned about the lack of political knowledge
among students.”*

Worried about a general ignorance of Australian history and politics, the
Federal government formed the Civics Expert Group. Comprised of academics
such as Stuart Macintyre and John Hirst, the Group advised the Federal gov-
ernment that Australians had a very limited understanding of the workings of
government and the responsibilities of citizenship.®® It concluded that:

In the absence of an adequate understanding of how our society works, without
the skill and confidence to participate effectively and the encouragement to do
so, they simply cannot be effective citizens.’
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The Civics Expert Group provided the foundation with the impetus to
implement compulsory Civics and Citizenship in New South Wales and
indeed across Australia generally.

- In NSW, mandatory Civics and Citizenship in years 7-10 is concluded
with an examination on the area as part of the School Certificate. This is in
spite of calls from some sections of the community that the School Certifi-
cate is irrelevant because most students go on to complete year 12.5 The
move has strengthened the reliance on testing students as a means for ascer-
taining their educational development in History. It has coincided with the
introduction and expansion of other state-wide tests on literacy, numeracy
and basic skills.

The introduction of Civics and Citizenship prompted critical responses
from Teachers’ groups. The President of the HTA, Denis Mootz, was con-
cerned that ‘it will just be “here’s the information you have to know for the
exam” and students having that information rammed down their throats’,
The Acting General Secretary of the Independent Education Union, Patrick
Lee, claimed that ‘students will be required to rote learn a range of facts
which are perhaps relevant to civics, but that is it. That doesn’t pass for
education in the 1990s.’% The move towards a greater emphasis on civics,
therefore, has not been without some public concern. But the dominant
trends in teaching History have certainly been those which can be specified
and articulated in a rational discourse of educational standards.

Mandatory Civics and Citizenship has increased History’s role in the
New South Wales Curriculum. Compulsory History has placed the subject
in the core of the curriculum, but it has been at the expense of a side of
History—its affective side—which is equally important. The fostering of
creativity and imagination is a valid educational ideal. Yet the report of the
History Teachers’ Association recommended that ‘Civics education’
be integrated into the mandatory study of Australian History to provide stu-

dents with a foundation in the content, processes and issues of citizenship
within the context of the historical development of contemporary Australia.s’

History has been caught in a system of education where the dominant
values are prescribed. In the syllabuses since 1992, the desired outcomes in
the attitudes of History students include ‘an appreciation of the rights and
responsibilities of citizenship’ as well as values and attitudes ‘about active
and informed citizenship in the contemporary world”.* The effective goals
of the State have been projected onto the affective desires for individual
development of History students. The legitimacy of History now firmly
depends upon it being perceived as relevant.

Reflecting apparently progressive educational ideas, the direction
History has taken since the 1960s has in fact constrained its scope in
schools. Whilst improving on rote learning, such ideas have at the same
time imposed upon the ideals of education quite rigid signifiers of cognitive
development. Personal, unquantifiable aspects of education carry much
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less weight than citizenship goals in the discourse of what constitutes
useful learning. ‘

In developing the individual student within a social context, both affec-
tive, personal and effective, common educational aims should be addressed.
History, especially, has been widely assumed to be in a unique position
between the effective goals of citizenship and affective aims of personal
development. Yet increasing reliance upon concrete rationalisations of
History’s worth in schools has placed the equally valid affective qualities of
this education in lesser standing. Structuralism moved the processes of edu-
cation to the fore, abandoning the reliance on content which had stifled
imaginative development. But structuralism also crucially depends upon a
measurable education system. The study of cognitive development relies
upon classification and quantifiable results. In aiming to cement the
validity and utility of History using cognitive measures, historical imagin-
ation itself is put at risk.
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