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8STR.ACT 

Th udy was conducted to 1T1V tigate the teaching o:f 
his ory i th respect 0 :four d problems, viz., the 
bas1c reasoning:fo the place nt o:f his ory in the senior 

cond ry school curriculu, th pr ct c sand p ocesaes o:f 
yll u. develop en, he teaching strategies, hods and 
chn ques, and the eaching materials us d both in the pas and 

h pre n. To this nd both historic land descrip ive- urvey 
research techniques were employed. The historic 1 earch 
att mpted to 1nvest1gate what happen d nd hy it happened in a 
d :f n1te chronological period. It indicated trends, 
dev lop nts, phas , or perspectives o:f past hi tory teach1ng 
1n Eth op1an senior condary chools. Main :findings o:f the 
historical study were: (i) The 1ncl usion o:f h1stor y in the 
en10r secondary school curriculum vas a conca i tant develop en 

with the beginning o:f secondary education in the country; (ii) 
At the earlier stage the h1story syllab1 were solely constructed 
by subJect specialists; (iii) Be:fore 1963 the teaching o:f 
history vas not a1 ed at enabling students to know so ething 
about their 0 n country; (iv) except the 1967 syllabus, all 
other yllabi re:fl cted the traditional vie o:f his ory 
te ching; the object1ves o:f the syllabi were the acquisi ion o:f 
knowledge; the view o:f history reckoned that tudents should 
learn h s ory to know about the past and history teaching 
e phasiz d on the transmission o:f 1n:formation. 

The descriptive-survey research atte pted to describe the 
present status o:f history teaching, with particular re:ference to 
the senior secondary schools o:f Addis Ababa. The :findings o:f 
this descr1ptiv study are mostly re:flective o:f he situat on in 
thes chools. The descriptive-survey del" ved data :fro a 
questionnaire, 1nterv1evs and a classroo observation. The deta 
obtained :from the quest onneire were tabulated and pre nted 1n 
tables expressed in nu bers and perc en ages. The views o:f he 
interviewee ere used to substantiate the int :cpretation, 
aTialy is and the discussion wherever deemed Tlecessar"y. The 
.~requ nci S o:f he categor1es embodied in the 0 servation 

chedule expressed as average les on percentages. To 
d r irl<:." v r"1at on among the obse:cv d t achers in us ng the 
e t gori a, to-way n ly is of ar anc (te cher by v1sit) 

e rri d out.. if) :findings of the descriptive-survey 
roh v :ce: i) School dministr tor nd princ1pal to 

n su ption th t anyon wto could d nd und rand 
i pr ented in th textbook could teach h1story; ) 
high level o:f di ati f c on among history te cher 

qu lity o:f h curl" n" ducational prov1B10ns; ii1) h 
t· ching h1gh y t x book orient d; 'v) h iz 
his 0 yes roo i :found to be big. A 1 rge group in 
with xpository ching s r tegy predo in tes th 0 

cl Th r is no ~gni:ficant di :f r nce ong t ch s 
xpo i ory t t gy (F = .48, 9 d:f, P < 0.001). 
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In the pro 1 ovisaged, i s e xtre ly 
par an n he h. story syllabus b ed on a clear r 

underst nd ng o£ th na ure o£ history, its educa ional v lues 
nd purposes as well as he teach"ng od learnin t requ res. 

The yll bu e al 0 designed n uch way that it would 
enable a udents xerci e socially useful proces e or ways of 
hinking, such r concil:L1"19 con:flict:Lng v dence, inducing 

cone pt fro cont x and ident:L£ying facta ro opinion. 
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TB£ STUDY 

L 1. Int.roduct.1.on 

Menelik II School u hered in odern education ~n Et.hiopia. 

Afte o decade some ot.her govern ent. schools wer 

established. The function of these schools va h ghly dictated 

by the political consideration t.hat. necessitated their 

establish ent. Thus, their educational provision was mainly the 

teaching of foreign languages (Hahteme Sillas £0, 1962: 594 and 

612> 

It as a:fter 1942 when the educational system of the 

country was re-established that a history syllabus as, :for the 

first ti e, included in the curriculum. Until 1967 th1s 

syll bus had been subject t.o sever 1 revisions. In the process 

some of the proble s of history teaching were d scussed and 

hence, so e i provement.s had been mad (Secondary School 

curriculu , 1958, 1959, 1962 and 1967). 

But after t.he 1974 Revolution the old h~story syllabu wa 

crit.icised :for being irrelevan to the objective realities of 

Eth10pia and new hist.ory syllabus, hich i cur nt y in u 

was d v lop d (Hi tory Not s: The Anc ent World, 1976). 

1.2. 

Righ ro the introduction of history in our enio 

cond ry school curriculu , heavy reliance i pI ced on th 

ubj c 

op 

h r 

of 

ion, 

th 

If 

gr 

nd 

v hicl or convey ng und r t nding of soc e y, its 

nd it cond1t.ion. Thus 

t jorit.y of tud nts ough 

oci ty. Thi n tha 

in hi t.ory cou s 

to 9 in under anding 

the under t nd ng 0 

d 
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soci 1 dyna ic which tudent acquir de ends 0 

extent upon the treatmen of the history course . 

consl.d rabl 

Educational research, particularly in Britain, in history 

teaching is entering 

the h losophy of h 

new ph As l.ts pre-occupations with 

tory di inl.sh, a variety 01 other research 

l.nterest seek to chieve pr -e n nce. In the past the n tur 

of his ory nd the t aching and learning it requir s, tudent 

ethod of work in hl.story and students' l.dea about history h d 

be n marginal pre-occupation for educ tional esearch n 

tdstory te chl.ng. As such the tradi ional vi w of history 

teaching hold hat all th t ost secondary sc~ool student can 

do is 0 1 arn ome information which they can reproduce in 

simple for. It does not demand students to undertak 

hl. torical inquiry. Consequently, classroom practl.ce ppears to 

remain dl.dactic and the subJ c lacks intellectual stimulus and 

challenge (Portal, 1987). 

More recently a shl.:ft 0 research emphasis ha taken place. 

Studies of he nature of hi to y and the teaching and learning 

l.t requ es, students idea about history well as prl.nc:Lple 

nd p :Lor 3: h t gov n the actu 1 sh P of the school 

hi tory course and pecific teaching obj ctiv h 'Ie beco e ore 

to recognize th t f qu n ( ___ d_o). Research orke have co 

n t nding of th e of hi tory teaching i 

po nt to th good t aching of he subject. Recent tudi s 

nd nve tig t1.on h v 

or c uci 1, 11 

eiv 11z t on f e e 

o 1 for u nt nd s 

1 I'n n bou 001 y. 

1 0 f cil1. ated r cogni ion that even 

the ertin nt, pro 1 wh eh 

Th 

1 in n ture. 

1 n d to 

This cogn z nce h n 

pave l.ns uction nd 

en ln Vl. w, S al1bone wr 
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The hi tory course should be een in total 
as d velopin cer ain attitudes, concept 
and kill. Cont nt should r late to 
object1ves~ be relevant and develop the 
pupils* xperiences. G n r 1 objectives 
hould be e blished which become specific 

objectives when appl1ed to the course 
cont nt. Criteria should be developed 
which es ablish the means to ass ss how 
much the objectives are being realized. 
Cla sroom practices should genuinely 
encourage the acquisition of historical 
skills, concept and attitudes [5 allbone, 
19B7: 142] 

This means that the aims and objectives of he teaching of 

history are necessary to point to the broad ideals. History and 

the educational proc ss of which it forms a part should be 

socially relevant. Although the varieties of eaning that may 

be attached to this notion of relevance are not clear, Crinnion 

(19B7: 162) has sugg sted th t the social reI vance of the 

subject ay be judged by its capacity to equip a student with 

those intellectual skills and attitudes appropriate to an 

understand1ng of self and society. The syllabus and classroom 

practice should facilitate rather than obstruct the r alization 

of these three types of relevance. 

It is pertinent to ask at this point; To what extent does 

the hi tory course of our senior s condary school eet such 

characteriz tion? Do the yllabus and classroom practice 

actu lly facilitate rather than obstruct the realiz t on of th 

thre type of relevance ention d abov. A the report of th 

syll bu r vi wing nd revising committees, 1962-1967, stated 

hi to Y t ching h d uff red fro a e p rei tent problem . 

Th G n ral S condary School Curriculum comm1ttee (1962, viii) 

for in t nc , tated th then probl of history te ching 

follow 
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Our previous syllabu and text-books merely 
r produce what is taught in other countries 
or whet had once b en adopted in 
particular country at particular time £or 
a p rticul r stage o£ its dev lopment. 

The present status o£ history teaching has been assessed by 

T ke te Negash. He has stated the problem o£ history teaching 

in a much more similar way s it had been stated by the General 

Secondary School Curriculu Com ittee (1962>. In his book 

entitled Th. eriaia o£ Ethiopian Education. Tekeste Negash has 

observ d. 

The history textbook £or grade eleven and 
twelve re photographic reproductions o£ a 
Russian book on world history by Pro£essor 
A.Z Man£red ••. The Curriculum pays too 
little attention to Ethiopia and Ethiopian 
world view. The curriculu pays more 
attention to European and American history 
than the curriculum o£ any developed state 
(Tekeste, 1990: 67] 

The above quotations show how aome o£ the problems o£ 

history teaching which the working committees o£ the earlier 

history syllabi complained about have not yet been mit1g ted. 

There£ore, £or better understanding o£ the current problems 

pertaining to history teaching historical explanation se s to 

be necessary. 

To d te, i need not be emphasized that the qu li ty o£ 

ducation becomes th concer'n o£ the public. One way o£ 

responding to this urg nt demand would b the study o£ the 

probl m o£ sp ci£ic ubj ct o£ the school curriculum. Thi 

tudy, th re£or att pts to eke an inv stigation into the 

st g of d velop nt th t hi tory t ching underw nt in 

Ethiopi n nior econdary school and to exam in probl ms 

J~~_' _~"""" 
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pertaining to hi tory te ching at present. It main focus lie 

in pOinting out the fact that history teaching should be about 

issues of some import nce, presented coherently and in depth and 

taught so as to ncourage student participation. These 

qualities have to be se n as more important than content or 

coverage as starting point ior syllabus planning. 

1.2.1. Stat .nt o£ th Probl_ 

It is the purpose of this study to examine the problems of 

history teaching, both th historical background and the current 

status, in Ethiopian senior secondary schools in terms oi: 

a) the syllabus - its objectives, contents, organization, 

and provision of educational experiences. 

b) 

c) 

textbooks their preparation, their up-to-datedness, 

authoritativeness, breadth oi view points 

represented, usability, suit bility nd 

reliability. 

cla sroom practices - Method of teaching nd learning to 

be con idered to relation to both teachers 

and students, the organization and 

activiti s of study, and emphasized 

techniques and approaches. 

A po sible olution to he problem de and d answers to th 

following ba ic questions: 

(1) Hi. ory .yllabu. 

1.1. What guiding principl ar us d to develop th 

syllabus? 
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1. 2. Whom doe the syllabus development involve? 

(2) Obj ctive o£ the hi.tory oour 

2.1. What objectives are placed on the course? 

2.2. 

2.3. 

What re the ba es on which the course 

objective are de£ined? 

How £ r these cour e objectives are de£ined 

clearly? 

2.4. Do these objectives align themselves with those 

objectives put £or ward by researchers? 

(3) Th. Cour •• Cont ntz 

3.1. 

3.2. 

3.3. 

Does the content relate to the achievement o£ 

these objectives? 

How do content and learning experiences 

organized? 

Does the content show a di££erence o£ emphasis 

and o£ degre o£ £actual content? 

(4) Textbook.~ 

4.1. Who prepared the textbooks? 

4.2. Ho re the organization and presentation o£ the 

textbook? 

4.3. Do the textbook lend themselv 

d velop ent? 

£or skill 

.4. How i their up-to-datedness, uthoritativene s 

4.5. 

and emph in content ? 

I th textbook th princip 1 source o£ 

in£ormation'l 
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5.1. 

5.2. 

5.3. 

5.4. 

5.5. 

7 

roo PI' otic ~ 

Do history te chers employ variety o£ teaching 

methods? 

Who i handling the history class? 

How do history teachers motivate pupils' 

to study history? 

Ho do t achers use the textbook? 

How £ar students are interested to learn 

history? 

1.2.2. S1gn1£1canc 01 th. Study 

The major concern o£ history is people, their interactions 

and their relationships with their environment. It has many 

potential values both £or students and society. It traces £or 

the children the £ascinating story o£ how 

through the ages; how hlos li£e has been 

an has developed 

in£luenced by the 

environment; how h himsel£ has in£luenced the environ ent; how 

our institutions have grown out o£ th past; how man has 

struggled with his environment in the past; how he is struggling j 

today and man' use or misuse o£ his powers. As such the study 

o£ world hi tory would aim to provide historic 1 perspectiv o£ 

where m nkind has com £rom~ what an's truggle have been, how 

and why they have done what they have done. Wher as Ethiopian 

hi tory would ai to h ighten students' mature sel£ awareness 

and und rst nding o£ the nature o£ their society, its problem, 

nd the dir ction it i haded to. Such n und rstanding is 

vit 1 in a country like Ethiopia which ek to mitig te its 

ny ocial proble This is what justi£ied the place o£ 

hi tory cour e in th chool curriculu . 
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However, these potential value and purposes oz the subject 

r only r alizable through ezzective teaching oz the course. 

Iz th teaching oz the ubject only imparts miscellaneous and 

unrelated inzormation and does not throw any light on or provide 

insight into ocial conditions and problems or cre te the desire 

to improve the existing state oz things, its educative 

signizicance will be negligible (Crinnion, 1987: 154) . As 

result, a recent studies indicate, i proving the ezzectiveness 

oz history teaching has regained major attention. To this 

ezzect, noteworthy group oz historians and educators have 

increased their participation, organized improvement ezzorts 

have expanded and prozessional and public interests in the zield 

heighten d. It is a good ez£ort ai ed to aid history teachers 

who bear a major responsibility zor educating youth to £urnish 

substantial background £or understanding the basic nature oz 

society "hile also developing the social skills needed by 

students • Their ezzorts h ve resulted in propositions and 

suggestions o:f "h t th Y consider desirable approaches and 

techniques, such as source based inquiry approach [Portal, 1987: 

vii). 

It i obvious that ultimately the quality o:f education is 

highly dep ndent upon the quality o:f instruction. However, as 

Vinc nt Crinnion puts it, inadequate and unsati :factory 

educational provision temd to inhibit rather than encour ge 

d ir bl cl ssroo practice [Crinnion, 1978: 154). Ther :fore, 

the answ r to th probl o£ history teaching is not to be 

:found in i proving t aching method lone. Nor is the an wer 

simply to valuat the t xtbooks nd i prove their prepar t~on. 

The probl ms o£ history t ching, therezore, need to b tackled 
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f om diff r nt ngl Such kind of study with r~gard to the 

problem of hi tory teaching in our enior secondary school 

highly n d d. Hence, this study atte pts to focus on the 

problem of history t ching vhich need to b dealt vith fro 

many angle . 

Th r fore, th significance of the study is based on the 

following r tiona1es. 

Fir t1y, some of the problems that our society faces today 

are soci 1 in n tur. Th proper study of 

hi tory thus ha a contribut on in mi tig ting 

such problems by shoving a po ibl line of 

attack. Th study vil1 shov the possible vays of 

iMproving in truction and 1 arning history that 

vi11 prepare future membe a of the society to 

solve their ovn social probl s. 

Secondly, since re earch work on the teaching-le rning 

process of specific subject of the school 

curriculum has not gained attention, this study 

may prompt other rese rchers' int r st. 

Thirdly, the problems at the secondary school level have 

implications to the te ch r training programa. 

A uch the fi»ding of this tudy might provide 

pertin nt information to te cher t iner and the 

trainees a yell. 

Fourthly, although th problem of history te ching ith th 

question ·what hou1d Ethiopian students tudy 

under he ubj ct history?" in viev ha been 

tt mpted by on res.arch r, thi study 

pproaches the problem of history teaching v th 
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an addition 1 question, hy should Ethiopian 

Finally, 

student study the subject history? 

e:f:forts vil.l be made to co eo up vith 

recomm ndations that may points tOY rds a 

possible 

teaching. 

olution of the probl ms o:f history 

"wthod. o~ Proo dur.. and Sourc.. 01 In10r.ation 

(Data) 

Starting :from the place o:f history as subject in the 

history o:f Senior Secondary Schoo.l Education, the study 

attempted to shov a link vith current problems o:f hi tory 

te ching. There:fore, the study used two research methods, 

namely historical research and descriptive survey research. 

These end in vieY, the study employs variou appro ches in 

gathering and an lyzing data. 

Sourc.. 01 Th~ Data 

The source o:f data vere (1) books, periodicals, textbooks, 

syllabi and docu ents, (2) in:for ation provided by teacher and 

tudents who currently engage in the teaching and learning 

process, (3) experts vho took part 1n syllabu development and 

textbook preparation and (4) the actua.l cl s room setting. 

Sa pling T.ahniqu and Data Gath.ring Tool. 

O:f the probability sampling t chniqu, imple r ndom 

ampling w 

ppli d to 

u ed. Thi random sampling 

the de criptiv -surv y a udy, 

r s rch :focu es on docu ntary nalysis. 

techniqu 

:for th 

Whi.l 

vas only 

historical 

11 history 
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teachers in the twenty senior condary chools o£ Addis Ababa 

wer addre sed by th questionn ire ten history teachers £rom 

£ive schools were elect d £or th cl ssroom observation (please 

s App ndix 1 £or the list o£ the chools). 

The data were gath red by ( 1) examining th di:f£erent 

syllabi, textbooks, t aching notes, history examiners report and 

other acceseibl documents, (2) developing discussion 

(interview) item. The principal data collection tool used to 

inve tigate students' choice o£ stream at the end o£ grade ten 

and the reasons £or their choice wa the interview. A total o£ 

one hundred tudent £ro :five schools (schools selected £or the 

observ tional study> were interviewed over a three week period. 

Interviews lasted between 5 and 10 minutes and were conducted 

individually. Interviewees were selected randomly £rom twenty 

di££erent section o:f grad ten (£ive students £rom each 

section). O:f those experts (they v r two) who developed - the 

y llabus in 1975/76 one expert was int.erviewed (please see 

Appendix 2 :for the int.erview items) (3) developing and 

administering structured questionn ire items to the history 

teacher o£ government senior secondary schools o£ Addis Ababa. 

Th qu tionnaire were di tribut.ed to total o£ 80 history 

teach rs. All the quest.ionnair s w r £illed in nd r t.urned. 

Th questionnaire y s the princip 1 tool used to inv stig te t.he 

opinion and/or ttit.ud o:f the hist.ory teacher towards some o:f 

the pr ctical problems they hav :f ced wit.h. Th cont nt. o£ the 

qu tionn ir it s wer. £r m d to t.his end (see th 

qu tionn ir ite in App ndix 3), 

Th qu stionnaire as t st.d by a pilot study nd 

con equ ntly o e it. ere exclud d nd other items were 
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included. In ord r to know whether there was a dix£erenc ox 

opinion between the history teachers in Addis Ababa schools and 

the history t achers outsid o£ Addis Ababa the same 

questionnaire was di tributed to 50 history teachers who were 

attending a summer course in Addis Ababa University in 1991/92. 

There was a signixicant variation in the percentages o£ the 

response to items 6 and 38 which asked them about the size ox 

the history class (the average size o£ history class in the 

schools outside of Addis Ababa was 62) and the sources of supply 

xor rexerence aterials. There was no s~gni£icant vari tion in 

the percentages ox the response to the other ite s. 

The other data gathering tool employed in the study was an 

observation schedule. It was designed to gather a descriptive 

data about the actual classroom practices. Its focus was both 

the teacher and students while they were in an interactive 

setting. In the avail bl Ii terature no schedule which was 

specixically designed xor history teaching was £ound. 

Therefore, in designing the observation schedule no attempt was 

made to adopt one specific schedule developed by authorities, 

xor observation schedules di£fer in purpose and focus. In order 

to see whether traditional methods of history te ching 

(Exposition) or the newly empha ized method (Source Based 

Inquiry) are under practice, the categories ox th schedule were 

fr med to monitor the two strategies. To this e£xect the 

ob erv tion schedule consi ting of 34 categories was initi lly 

designed. 

The ba ic xorm t of the schedule was a heet ox paper with 

horizontal divi ions; ach horizontal division indicat s a 

c tegory spac , so on th left of ach sheet are categories 
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written vertically. Th top of the sheet is to indicate the 

actual time space of four minute interval. When the schedule 

vas used to observe a lesson, records of observed events were 

mad in 1 minute tim 

duration contains 40 

unit. 

time 

Thu 

units 

a lesson of 40 minutes 

ee the categories, 

de criptions of thes categories nd the for at of the recording 

schedule in Appendix 4). 

At the beginning of the observational program the 

reliability and validity of the system vas assessed by obtaining 

indications of agreement among measurements by different 

observ rs pplying the system to the same sample of classroom 

behaviour. Two judges v re trained to use the system and they 

applied it to a particular teacher and group of students. The 

level of agreement <Number of code agreement/Number of units to 

be coded) reached 0.85. To find out whether or not the aspects 

of classroo behaviour the system purports to measure actually 

differ from one grade level to another the measurements of each 

teacher across grades were 

differences mong measurements 

compared and no 

vere obtained. 

significant 

The ctual 

results of applications of the system vas checked to see if all 

behaviours under study could be coded in one of the categories 

provided. And all behaviours under study vere coded in one of 

the categorie provided. The actu 1 re ult of applications of 

th system vas lso checked to ee if 11 th categories ere 

bing u ed to cod behaviour. It was found th t one major 

category va not used to code behaviours and it, tog th r with 

the inor categori s specified und r it, was excluded from the 

schedule. But oth r inor categories which belong to anoth r 

major category and vhich vere not used to code behaviour were 
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maint ined in the schedule ( ee Appendix 4 £or the £irst and the 

£in 1 schedules). 

The teacher sample consisted o£ ten senior secondary school 

teacher teaching in £ive di££erent schools o£ Addis Ababa (two 

teach rs £rom each school). At the time o£ the study the 

teachers av raged 12 years teach1ng exp rience and had an 

average class size o£ 78 students. There were nine men and one 

women (teacher c). Each teacher was visited once a week in the 

£our observational weeks. This systematic observation was meant 

to answer the question whether or not the aspects o£ classroom 

behaviour the system purports to measure are stable in one 

classroom. It va meant also that every teacher was seen £our 

times at two grade levels and that 40 history lessons o£ 40 

minutes duration were av ilable £or analysis C10 teachers x 4 

observational visits = 40 lessons), Five o£ the teachers were 

Oat.a Analyeie 

The in£ormation gathered £rom various documents were 

analyzed and discu sed in Chapter Three, Part One. The data 

gathered through the questionn ire, interview and observation 

schedul wer analyzed in Chapter Three, Part Two. 

such dat the £ollowing procedures were used: 

In analyzing 

£irst, the 

respons obtained £rom th questionnaire item w re tabulated, 

interpret d and nalyzed. A shown in Ch pter Three (P rt Two, 

Section On ) there re £ourteen t bles in which the respons s o£ 

the tudy group were presented. In each tabl the r actions o£ 

the r spond nt ve indicated in numbers and/or perc nt ges. 
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The int rpretation, analysis and the ensuing discussion 

there£ore were based on the results obtained. Next, the view o£ 

the interviewees that have been gained £rom the interview items 

were used to substantiate the interpretation, analysis and the 

discussion where ever deemed necessary. 

The data obtained from the observation schedule were 

tabulated, interpreted and analyzed in the last section of 

Chapter Three. As shown in that section there are three tables 

in which the data were presented. The £requencies of different 

teaching strategies used by the teacher and the frequencies of 

the minor categories pertaining to teacher talk and student talk 

and activity were expressed as average lesson percentages. To 

determine whether the di£ference between teachers is significant 

or not and to determine the associated coe£ficients of 

reliability, a two-way analysiS o£ variance (teacher by visit) 

was used. 

1.2.4. 

The main concern of this study was to examine the problems 

o£ history teaching in terms o£ their historical perspective and 

current status at the senior seoondary school level. To this 

e££ect, the attempt started by examining historical accounts 

about history teaching in government senior secondary school 

ince the b ginning of secondary education in Ethiopia. In 

examining the current status of history teaching the study was 

con£ined to government senior secondary schools (9-12) in Addis 

Ab ba. 

The study was so delimited due to the £act that, first, the 

syllabu and textbooks ere th s me in all the secondary schools 
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of Ethiopia; hence the finding of the study would have wider 

application. S condly it wae assumed that more experienced 

teach rs ar placed in Addis Ababa schools. in that the Ministry 

of Education akes decision on the transfer of teacher from 

other administrative regions to Addis Ababa on the basis of 

their s rvice ye rs. So that attributing the problems of 

history teaching to poor teaching by inexperi nc d history 

teach r would be guarded. 

One limitation of the study was that the data concerning 

current proble s, as reflected from the 

practices, were gathered from Addis Ababa 

ctual classroom 

nd hence, the 

findings may be applicable to schools which have a similar kind 

of situation. Due to the absence of a particularized approach 

or ident1fiable school of thought the study did not attempt to 

use a model against which the aspects of the study would be 

compared or contrasted. The study did not focus on history 

examinations or assessment criteria set in the syllabus because 

the i sue was exhaustively dealt in 

Yusuf Omer Abdi's dis ertation). 

Ph.D dissertation (See 

1.2.S. o.1inition 01 T.r _ 

1. S nior second ry school- is a labelling in for al 

education which cov rs grades 9 to 12 in th Ethiopian school 

y tem. 

2. Te cher Training program- is a progra 

quip the would be t achers with knowledge and 

t ching. 

des gned to 

skills of 

3. Expert - r f rs to those people ho are subj ct 

P ci 11. t nd h v some training in Educ tioo. 
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4. T Bcher behaviour- re£ers to cl sses ox verbal 

behaviours that a te cher 

interacting with students. 

Organization o£ tb. Study 

xhibits in the cl ssroom when 

The study is broken down into xour chapter. Chapter One 

de 1s with the Introduction, th Problem, Statement ox the 

Problem, Signixicance ox the tudy, Methods ox procedure and 

Sources oX Inxormation, Delimitation/Limitations ox the Study, 

and Dexinition ox terms us d. Chapter Tvo attempts to review 

briexly some ox the arguments having to do with history teaching 

in the general li teratur and related research. In Chapter 

Three the main subject o£ the study is discussed, 1. e. the 

teaching ox history in Ethiopian senior secondary schools - past 

and present. The Chapter is sub-divided into two parts. Part 

One deal with history teaching in the past, wh reas Part Tvo 

(again subdivided into Tvo sections) deals vi th the present 

status ox history teaching. The xinal chapter pres nts Summary, 

Conclusion and Recomm ndations. 



CBAPTER 

REVIEW OF LITERATURE A D RELATED RESEARCH 

Starting from the que tion of th purpose nd value of 

history teaching in econd ry schools this chapter deals with: 

(a) the problems of what criteria to apply in building a history 

course in schools; (b) the problems governing the actual shap 

of the history course and specific course objectives_ (c) 

principles and priorities for selection and organization of 

content and (d) strategies, methods and techniques as well as 

instructional mat rial . As a cloa r look into the literature 

reveals, a long line of historians and educators, in west rn 

educational systems, have written much on the questions or 

problems pertaining to history teaching (Johnson, 1940: 33-34). 

In view of this fact this ch pter mbodies information obtained 

from the works of the e scholars and researchers. 

2.1. Th Purpo and Va~u o£ Hi.tory T ohing 

The importance of a certain discipline as a school subject 

is determined by the xtent to which it di tinctive 

contribution in eeting some cardinal duc tion 1 purposes and 

values can be ssessed. In western educational systems history 

of some kind is said to be a feature of almost every curriculum 

known so far (Crookell, 1965: 8). But it was only some time 

after the middle of the ighteenth century that history 

transformed itself fro the tatus of optional ubject into 

r quired les on to be 1 arned like 1 seons in oth r subjects 

(Johnson, 10). Sinc then ju tifying th place of hi tory in 

t rms of its purpose and value has become th main preoccup tion 

of cqnc rned authoritie • 
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Ev n though so much had been said and writt n about the 

purpose and v ~ue o£ history teaching by the close o£ the 

eighteenth century (Ibid. 33-34), the centrality o£ the issue 

has resulted in posing an inescap ble duty on those who, in 

recent decad s, have written articles or publish d books, to 

allot a sizeable portion o£ their work to the discussion about 

the purpose and value o£ history teaching as a school subject. 

This is partly because there is the ssumption that a 

history teacher should know the many reasons that justi£y the 

place o£ history in the curriculum, i£ he/she is to teach we~l 

"£or no one", says Crookal~ (10), "can put his heart into his 

work un~ess he knows why he is doing it and believes in its 

va~ue·. Partly, the recognized results o£ historical 

instruction have been chal~enged on the ground that they are 

undesirable and some o£ the claims £or the educationa~ va~ue o£ 

history invite a questioning attitude toward history (Johnson, 

110). This last point, in particular, served as the main 

prope~lant £actor £or th continuation o£ the discu sion on the 

issue. Then, out o£ this continuous discussion, two di££erent 

view points have emerged. 

On the one hand are those who see no va~ue and purpose in 

the teaching o£ history. At this extreme is the argument that 

the very subJect history in the schoo~ curriculum is considered 

to be und irab~e and non-essenti ~, £or history as a schoo~ 

ubject has proved its unpopularity. Here, 

c n be ention d as one o£ the ~eading 

Bruce Wes~ y (1969) 

proponents of this 

position. In his article, "Let's Abolish History Courses", h 

adv nced an argument that emphasized history's f ilure as 

chool ubject (W sley, 517 - 526). 
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view the failure of history te ching cannot be 

alone, in th tit is by and reduced to aped gogic 1 :factor 

larg a soci tal :failure. He 

"insincere and :fraudulent" 

puts what h re:f rs to as 

soci 1 purposes he meant 

indoctrination, conditioning, and the fostering o:f docility and 

obedience. He then sought a remedy in no less than abolishing 

history courses (Ibid.) 

Wesely's objection to the promotion of these social 

purpos s is well tak n by other researchers-including those who 

have held the extreme position. Invariably all researchers who 

have discussed the issue have suggested that history teaching, 

more o:ften than not, has su:f:fered :from misuse or exaggerated 

claims o:f its purposes (Johnson, 106; Commager, 1965: 91; 

Daniels, 1981: 15). But the question, :for those who held the 

extreme position, is, does history only promote insincere and 

:fraudulent social purposes? Or, might not these misuses or 

exaggerated cl ims of its purposes be mitigable? 

There are indeed researchers who have accepted this 

question as proper, but they appear to stand at th reargu rd o:f 

the :first position. These are peopl who see the purposes of 

history in a utilitarian ense. They have assumed historical 

knowledge to be practical knowledge and perceived or measured 

the purpose of history teaching in terms o:f its practicality. 

For them a history course that does not promote practical 

purpo e should not be giv n a place in the curriculum (Johnson, 

109). Although thea re archer h v accept d the desirability 

o:f m intaining history a school subject, their argument 

su:f:fers :fro on serious li itation. This is to 8 y that the 

:fr m of r :fer nce :for heir rgum nt se s to be the erroneous 
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assumption that lesson drawn from the past could directly be 

applic b1e to the present. 

It is important to note here that applying historical 

knowledge to the present with no fuller understanding and proper 

scrutiny of th fundamental differences and similarities between 

past and present may amount to sheer anachronism and would 

become the most dangerous of the uses that can be made of 

history. The a sertion that history would help us understand 

our present world does not refer to or imply the direct 

applicability 

problems. As 

of historical knowledge 

Engle ( 1969: 29) points 

in solving current 

out, what is rather 

implied is that historical understanding would suggest possible 

lines of attack on the persistent problems of society, in that 

some of the present problems have their roots in the past. 

When one moves from the :first extreme position to the 

other, one would find people who see history as an essential 

school subject. These ar researchers who have tried to respond 

to the above position and who have tried to justify the place of 

history in the school curriculum. It suffices, among others, to 

present Commager's (1965) and Dani 1s' (1981) discussions as 

supportive argument of this position. 

Com ager and Daniels did not overlook th :fact that history 

has suffered :from many abuses. Nor did they try to de:fend the 

place of history in the curriculum by being uncritic 1 

advocates. They w re rather th ones who have provided a more 

substantial discus ion about the abuses of history by citing 

sp cific ca es. In di cu ing how history h d been used to 

promote insincere and fr udul nt purposes, Commag r (91-92), :for 

in tance, he this to s y: 
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Over the ye rs hi tory hae been made to do 
service for almo t every cause. The rich 
and the powerful on both sides of the 
Atlantic invoked the history of the French 
Revolution to damn all popular reforms and 
protect their privileges. Southern 
planters [in America] used the history of 
Greece and Rome to prove that slavery was a 
beneficent institution, and essential for a 
high civilization .•. Even in smaller matters 
poli tici ns do not hesitate to summon up 
history to vindicate their arguments. 
(emphasis added) 

D niels (15) also mentions circumstances under which history 

teaching becomes a mere instrument of political propaganda. 

Since it has greater relevance to the current provisions of 

Ethiopian schools his description is worth quoting. For history 

teaching: 

•.• much more serious offenders, in recent 
decades, have been the ideological 
movements of communism and fascism, vi th 
their commi tment to certain absolute 
visions of the past, present, and future. 
Not only do these movements censor 
historical thoughts that contradict t.heir 
own preconcei ved doctrines, but they 
produce official, rewritt.en version of 
history in which all manner of distort.ion, 
half-truths, lies, and suppression of fact 
are employed to justify the movement., its 
power, its leaders, and even its particular 
policies of the movement. 

However sound t.he preceding extract might appear, with respect 

to communism as an ideological movement and the teaching of 

history it requires, the explanation of Daniel seems to be 

inadequate. One can say the argum nt is inadequate on the 

ground that it does not que 'lion the materialist conception of 

history and the materialist methodology of historical analysis 

and expl nation. Considering the ims that justify history 
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teaching in the current Ethiopian secondary school curriculum 

and the objection raised by some author about the dir ct 

pplicability o£ this methodology to the tudy o:f A£ric n 

traditional SOCiety, it is o:f greater importance to h ve a brie:f 

discussion about such a materialist conception and methodology. 

There is quite a de:finite materialist conception o:f 

history-both its natur and the purposes o:f teaching it. By its 

nature the history o£ mankind is view d as a history o:f 

successive modes o:f production and a history o:f class struggle 

(Tsomondo, 1978: 63). As such, as Tsomondo (60-62) points out, 

materialism holds that all history is unilinear and mono­

directional, and th t in their transition £rom barbarism all 

societies have to pass through the stages o:f primitive 

communism, :feudal and bourgeois modes o:f production to that o:f 

socialism. Not only is history presented as a linear process 

but also as being divi ible into clear-cut and consecutive 

stages. Taomondo then objects the applicability o:f the 

materiali t linear - dialectics and historical periodization to 

A:frican traditional societies, as in traditional A:frican 

societies such stages have £requently been contemporaneous; 

"primitive communism has exi ted ide by side with :feudalism and 

ser:fdom, nd with commercial (as opposed to industrial) 

capi talism. It this approach has a wider implication :for the 

ducation y tem o£ those countries, including Ethiopia, which 

have adopted th socialist ideology. Th r, the successive 

mod s o£ production nd the concept o£ class struggle re the 

und rlying th mes £or th construction o:f history syllabus 

(Ibid.). A we hall se in the next ch pter, this is what is 

xactly re£l ct d in the history yll bus o£ Ethiopian econdary 
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schools .fter 1974. 

To come back to Commager' s and Daniels' point, with an 

understanding o.f the misuses o.f history, both o.f them contend 

that such misuse are mitigabl problems (Commager, 92-93: and 

Daniels, 15) . Abolishing history .from the school curriculum 

would be more harm.ful than being a solution, given history's 

tremendou potential value and purpose which could not be 

achi ved otherwise. By th same token it is ab olutely 

unjusti.fiable to make use o.f history as mere instrument o.f 

propagand or indoct.rinat.ion. This kind o.f purpose is not. 

congruent. with t.he t.rue nat.ure o.f history, t.h tis, object.ive 

inquiry (Dani ls, 15). 

This does in no way imply t.hat honest historical inquiry 

cannot. serve t.he body polit.ic. Daniels (Ibid.) has suggest.ed 

t.hat. history can serve the body polit.ic provided that society 

and it.s leaders have proper understanding o.f t.he t.rue nature o.f 

history. Both society and its leaders need to be open minded in 

accepting unpleasant .fact.s and interpret.ations. They should not 

always expect success-orient.ed history becaus hist.ory deals 

bot.h with th 

objectionable 

vigorously try 

succ sand 

is thu the 

t.o justi.fy 

.failure o.f a society. What. 

o.f the polit.icians attempt. 

their actions and policies 

is 

who 

by 

ummoning up the services o.f history - history which suits their 

ct.ions nd policies. 

Hi t.ory i said to have numerous purpose which are 

b n .fici 1 both to t.h societ.y and t.he st.udents. Very many 

pur-po e have b n list.ed down by scholars. The .following are, 

mong other, the 

liter tur . 

ost .fr qu ntly m ntion d in di.f.ferent 
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a. History provides perspective and thereby a rves as a £rame 

o£ r £ rence. Thi purpose o£ history would mod rate 

pervasi ve parochialism, 

space, parochialism 

(Commager, 92). 

a parochialism o£ both time nd 

which is social or political 

b. History introduces children to th ir heritage. Introducing 

children to their herit g has some basic positive outcome. 

It equip the ri ing gen ration with the skills which are 

essential to cope with societal problems. It also enables 

the young to know about the society itsel£-its values, 

belie£s and the culture it cherished (Crookall, 16). 

c. History can expose tudents to contrasts o£ a political, 

economic and cultural kind which enables them to develop a 

disciplined toleranc o£ the viewpoints and belie:fs o:f 

others and to :focus their ttention on what man has been 

and is beco ing. A tolerant outlook is essential to 

develop harmonious relationships :from the :family level to 

the nation. On the other hand, lack o£ a tolerant outlook 

might drag p ople into con£lict. A tolerant outlook is 

particularly vital to country where di:f:ferent ethnic and 

cultural groups make up the nation. 

diversitie intolerance would lead 

In the £ace o:f such 

to violence nd 

bloodshed which would re ult in the a t o£ both human and 

natural resourc s (Ibid.). 

d. History xposes students to di:f:f rent concepts. It enables 

th to develop awer n ss o£ change nd continuity and 

under t nding o:f caus tion, empathy :for th peat; and a 

sen o:f 

Small bon , 

chronology and tim , 

1987: 142; Sh milt, 

etc. (Sansom, 1987: 116; 

1987: 39 and Booth, 1987: 
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22) . 

e. History teaches patience. It teaches patienoe vi th the 

rror of men, th mischief of their enterprises, the 

f ilures of their institutions, and the .frustrations o.f 

their hopes and ambitions (Commager, 92-92) • 

.f. History helps to bro den the horizon of our knowledge about 

the world in which we live (Daniels, 13). 

g. History helps to develop detachment that enables people to 

rise above human conflicts and see all sides o.f a question 

(Ibid. ) . 

2.2. Th. Hiatory Syllabua 

Principl and Priorit.ies 

As we have already seen in the preceding section, in the 

past vri ters have expended much of their effort discussing 

primarily the reasons that justi.fy the place of history in the 

school curriculum or about its wider social value. There is, as 

a result, a fundamental lack of work which deals with principles 

and priorities that would govern the development o.f the history 

sy llabus. But today scholars and researohers have made a 

radical shift in their emphasis and the problem pertaining to 

principles and priorities is receiving much more attention than 

ever before. 

Research studies, time and again, have proposed to show 

that tr ditional history syll bi tend to inhibit rather than 

encourage good cla sroom practices. This problem is said to 

have arose from the traditional view of the value of history and 
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£rom th Piagetian approach. The traditional view ox the valu 

ox history reckons that the most import nt r ason for stud nts 

to study hi tory is to learn about he p t (Crinnion, 1987: 

160). Th re is indeed nothing wrong with this assumption. But 

the point is that the traditional syllabi undervalue the 

signi£icance ox its implications. This is to say that in order 

£or tud nts to know th past they should be able to think 

historically, meaning there should be a room for some ox the 

epist mological complexities and xascination ox the ubject. 

It does not, however, mean to criticise the traditional syllabi 

xor not resembling the activitie ox n academic historian. 

A£ter all producing academic historians is not the primary 

objective ox history teaching at the secondary level. Rather, 

it is to say that xor most secondary students history is 

difxicult to understand or becomes very boring. Conversely it 

is not possible to develop students' historical thinking, if the 

subject is taught as a body ox compiled inxormation ready to be 

transmitted (Ibid., 160-161). 

Until recently the history syllabus has been gr atly 

inxluenc d by the york ox Jean Piaget. As such the use of the 

Piageti n approach resulted in the supposed inadequacies of 

tr ditional syllabi. This approach suggests that " 

memorization and recall of knowledge ere all that most 16-y ar­

olds could cope with~ they i ply had not the ental c pacity 

for ng ging in historical thinking ox a higher order" (quoted 

in Booth, 23). This a sumption has said to be an ob t cle to 

th d velop nt of conc pt / kill ba ed history syllabi b cause 

the u ption hold th t students t the ag of 16 1 ck mental 

capacity to le rn conc p and skills (Ibid.). 
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Th sm 11 mount of rese rches undertaken in the late 1960s 

and e rly 1970 to distil practical conclusions from the legacy 

of Piaget have not be n part~cularly helpful for tho e wi hing 

to ch ng the teaching of h1story in schools. Since these 

researche were undertaken using Piaget's theory as general 

framework all the findings have turned out strongly to confirm 

Piaget's stanc .1 

However, the leg cy of Piaget has been challenged over the 

pa t fourteen years in Britain by th work of the Schools 

Council History 13-16 Project established in 1972. 8 History 13-

16, as Macintosh (1987: 184-185> points out, has become not only 

a curriculum development project but also a re earch project. 

Accordingly, researchers both within and outside of the project 

have questioned the ignificance of the Pi getian approach to be 

used as a framework on the ground that Piaget developed his 

theory not by determining the particular nature of history as 

well as th teaching and learning it requires. Thus, in the 

Piagetian approach history is not viewed as a discipline of 

inquiry th t reconstructs past events using th urviving 

evidences and their explanations in terms of certain concept • 

With this understanding these rese rchers have undertaken 

both theoretical and xperimental investigations. In their 

1 Roy Hallam, for xample, suggests that 'the material must 
be 0 sel cted th t it matches the pupils' schemata or thinking 
skills; history •.• for nearly all the pupils under 14 years of 
age should not be ov r abstract in form, nor should it contain 
too many variabl s' (as quoted in Booth, 25). 

• Initially it wa int nd d to be a ourriculum development 
project. Now it has Iso b co e r earch project de ign d to 
inve tigate the n ture of adolescent ideas bout history as a 
di ciplin and to s whether th se ideas can b enhanced by 
te ching nd a sessing the subject as a distinct w y of knowing 
rath r th n a body of infor tion (s Christopher Portal, 
Tb. Hi.tory Curricu~u. For T •• cb.ra. 1987). 
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tudy they have att mpted to distil practicel conclusions zro 

th legacy o:f Piaget and zrom the theori s oz expl nat:1.on. 

The:1.r experiment 1 investigations also :focus on the nature oz 

the subjectJ the t aching and learning it requires; the nature 

oz th :1.dea oz adol scents about history as a d:1.scipline; end to 

s e wheth r th e ideas can be enhanced by teach:1.ng and 

s essing th subject as a distinct w y oz knowing rather than 

as a body oz inzormation (Portal, 1987: VII). 

Th se research works have proposed to show that trad:1.tional 

history syll b:1. n ed a rad:1.cal overhaul. The reasons that 

necessitate a radical overhaul lie in the supposed inadequ cies 

of traditional history yllab1. It is noted that uch 

:1.nadequ c:1.es appear to be s lz-evident zrom the steady decline 

:1.n th number oz students opting :for history courses; zrom the 

general demands zor greater social relevance in the curriculum 

and from overtly expressed dissatiszaction among history 

teachers with the quality oz the provision oz traditional 

history syllabi (erinnion, 154). 

Empirical researches undertaken by those writers who have 

vi wed history s a discipline oz inquiry, however zragmentary, 

ugge that childrens' ability to think historic lly h s so zar 

been und re timated. They have lso shown that the level oz 

historic 1 underst nding, however rudimentary in~tially, can be 

developed ignizicantly. For instance, a study conducted at 

econd ry co PI' hen iv chools (11-16 age) in England in the 

1980 sugg t that: 

••• th major f ctor behind the incre sed 
cores vas not general intelligence or 

gr ter aturi ty but a syll bu and 
t aching method which v s specizic lly 
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gear d to th dev lopment 
understanding and the skill 
rea oning (Sansom, 117-118) 

o:f conceptual 
o:f historic 1 

This and other empirioal researches into childrens' 

thinking and learning o:f history hav identi:fied some patterns 

in the d velopment o:f childrens' understanding o:f the tools o:f 

thought o:f history, i.e. the concept o:f time, evidence, change, 

causation, and motivation. Shi elt's (39-60) recent research on 

the way in which childr n mak sense o:f the concepts (change, 

c use, motive and evidence) gives an indication o:f the possible 

levels o:f childrens' historical understanding. What actually 

emerges :from his research is levels with no precise boundaries 

but levels as points on a continuum. Sansom (121) has described 

these levels o:f understanding as w ••• sequenced descriptions o:f 

a dynamic thinking process rather than tages o:f mental 

development." 

A:fter reviewing many o:f the recent researches which tend to 

re:fute the legacy o:f Piaget, Sansom (118) summariz s the 

:findings as :follows: 

a. The ability to think in an historic lly sophisticated 

way develops gradually in our pupils over th ages 10 

to 18. 

b. There are no clear 'bre k through' points, but by ge 

14 to 15 perhaps 40-50 per c nt o:f our pupils can 

op rate at sophisticate level some o:f the time. 

c. The ability to r spond at a high 1 vel is present in 

so e pupils at :first y ar condary ge, and y not 

be pres nt in 18 ye r-olds studying for 'A' level. 

d. Wher ther was a 'control' group signi:ficant 

minori ty achiev d r sul ts good as thos o:f the 
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experimental' group - but only when 

probing questions. 

ked de~iberately 

Th main i sue then becomes not wh ther such defici nci s 

(ini tial imperfection o:f levels of historical understanding) 

invalidate the worth of concept/skil~s ba ed hi tory courses but 

wheth r the syl~ bus and the teaching methods encourage student 

to learn to work with and beyond uch imp rfect beginnings. 

This is mainly b c u research studi shave reve led the fact 

that student enter th econdary schools with a c~ear potentia~ 

for hi torical thinking which grows gr dua~ly during their 

adolescence (Ibid.). 

It is an obvious f ct that the quality of ~earning depends 

on both intrinsic and extrins1c determinant of ~earning 

qua~ity. Other then student readiness and motivation (intrinsic 

det rminante), what is important are extrinsic determinants. 

The e inc~ude te ching ethods which inc~ude encourage ent to 

work out, discuss and refine thoughts and ideas t the concern of 

the 'lacher, including: weaving together knowledg , concepts, 

cognitiv kills, e pathy, interest and p reonal experiences; 

and a course tructure designed 

attitude nd conc pte (San am, 

p cifical~y to develop 

118-119 and Booth, 28). 

kil~s, 

Recent r s archer hold the assumption hat tudent at the 

condary school hould be taught hi tory not s a body of 

infor ation but s n approach to knowledg. 

ugge t. d t.h 

for th b 8i 

fo~lowing princip~ and priori tie 

of a hi tory syllabu 1 

Th y have 

which would 

Th n tur of th ubject and stud nt ' id as about it 

hould be the und rlying th (Booth, 33). 
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b. History has to be viewed as a discipline of 

expl nation nd inquiry into nd reconstruction of 

past event. It has to be presented not as a r ceived 

story about the past but s a distinct form of 

knowledge with its own logic, methods and perspectiv s 

(Smallbone, 142). 

c. History teaching should be about issu s or problems of 

some importance, presented coherently and in-depth and 

taught so at to encour ge student participation. Such 

qualities are more important th n content or coverage 

as a starting point for syllabus planning (Crinnion, 

154) • 

d. The history courses should be seen in t.o t.o as 

developing certain concepts, skills and attitudes. 

Students should not be regarded as a storage bin of a 

body of information but as learn rs requested to 

distinguish information from evidence, to make 

infer nces, to make hypothese and to test these 

hypotheses (Smallbone, 142-145). 

e. The history syllabus should llow students to pursue 

their investigation of historical events or problems 

within the context, i.e., the context of the problem, 

th antec dent , con quences and concomitants. 

Students pursue a course that encour g the 

possibility of acquiring genuinely historical kills, 

cone pt and attitudes as dir ot consequenc of the 

truoture, pedagogy and methods of aes sement of th 

yllabu (Crinnion, 170). 
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f. Documents and sources (both primary and secondary) 

need to form a significant part of the history 

syllabus (Ibid., and Shemilt, 50-51). 

Even though these researchers have attempted to suggest 

principles and priori ties for the construction of a history 

syllabus, none of them provides a model of historic 1 practice. 

Only Vincent Crinnion (174-175) has gone one step forward and 

attempted to show ho the above mentioned principles and 

priorities can take shape in a history syllabus. 

Crinnion has suggested that such principles and priorities 

would take shape in a history syllabus by introducing a 

framework of separate but interrelated modules of study. These 

modules, viewed as spot lights on the past, would provide 

flexible and economic vehicles for the principles that should 

underpin a history syllabus. 

said to be helpful because; 

The use of a modular approach is 

a. A modular approach would enable as to define 

curricular objectives clearly, which in turn generates 

precise assessment criteria. 

b. Modules can be repeated or studied simultaneously to 

suit the particular learning needs or interests of the 

student, in that modules embody units which are 

gradual and progressive in nature. 

c. Module would enable teachers to make variations in 

subject m tter or re ources according to regional or 

local references (Ibid. 172). 

r 
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The suggested modular course £or history has the £ollowing 

£ive separat but int rrelated modules: 

nODULE 1~ Tb. Rol. 01 the Individual in an Hi.torieal Ev.nt. 

The centre o£ thi module is a biographical study and 

intended to serve as an introductory part ox the syllabus. 

Beyond focusing students' attention on some of the main 

characters and ideas to be developed in the other modules, it 

opens lines o£ inquiry by providing starting point £or 

students' understanding o£ historical explanation and historical 

sources. 

nODULE 2a Depth Study. If." .~.() 
"Ill • 

At the centre of this module is a detailed study o£ a 

particular historical event aiming at the development of certain 

skills, concepts and attitudes. WThe various threads that may 

make up a historical event (political, social, economic, 

intellectual, and so forth) can be considered separately and in 

combination.-

nODULE 3, A Local Study 

At the centre of this module is a detailed study of local 

variation in national developments. That history as a subject 

should not be remot.e £rom the students· own experience nd 

existence is the important point. of principle in thi module. 

At the centre o£ thi modul is a broad survey of a t.heme 

which would help inform that change and di£fer noe re the chief 
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ch ract.erist.ics of t.h past.. The idea of cont.inui t.y can be 

revealed as well. Int.roducing t.wo or more case t.udie will 

provide dept.h t.o t.he development. st.udy. 

KODULE Sa A For.ign Parall 1 

This module focu on t.he st.udy of a foreign parallel t.o 

a nat.ional and continent.al history so as t.o promot. the idea of 

difference nd vari t.y in human experi nce. It is also aimed at 

stimulat.ing students' hist.orical im gination through sharp 

contrasts and comparisons (Crinnion, 172-176). 

Cr1nnion has uggested that t.his odular approach form a 

nexus for the syllabus in which the syllabus ould be 

constructed wit.h 'vert.ical' (depth study) and 'horizontal' 

(development st.udy) axes for the same period. He has pre ent.ed 

schematic represent tion of a modular syllabus (see appendix 5). 

This odular approach seems to be more helpful to t.he 

educational system that is highly cent.ralized. This is m inly 

beceu e the pproach gives room to the st.udy of local history. 

In a syll bu w~ich is organized on t.h basi of chronological 

breadth it i not. possible t.o d 1 with local variat.ions. Added 

to t.his, t.h 

aspects of 

inclusion of a foreign parallel 

t.he approach is of importance, 

as one of the 

it gives the 

history yll bus fe ture which would includ content oth r 

th n th n tional hi tory. Therefore, the 

enhanc tud nt ' underat nding of the world 

approach 

t large. 

would 

Sting ou· objective is prim ry task in th process of 

d vi ing a curriculu or a syllabus, for the objectives pI Y 

s 
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a signi£1cant role in the s lection o£ content, teaching methods 

and criteria o£ evaluation. Many objeotiv s have been stated 

for the hi to y syllabu • But there ar besetting problems in 

these objectives. The prohl mare two£old. 

Th stating o£ many objectives is the £irst problem. As 

Johnson (lOB) put it, hundreds o£ objective u ed to be tated 

for th history syllabus. The list included some objectives 

which could be more e££ ctively promoted by other school 

ubjects, such as civics, rather than by history. This, in 

itsel£, raises a problem o£ steering any speci£ic course 

objectives with complete conviction 

E'ducational principle th t 9 neral 

(Ibid. ). It 

instructional 

l.S an open 

objectives 

should be established which become specific objective to be 

realized by specific learning outcomes. 

The other most difficult problem arises out o£ lack of 

clearly de£ined objectives (Ibid.). If objectives are not 

de£ined clearly and unambiguously it would be difficult to 

select content which relates to the achievements of the stated 

objectives, to select appropriate organizational pattern nd 

teaching methode, and to develop criteri for the assessment of 

how much and how well the objective ar being re lized. Thus, 

this probl m i ttracting th attention of rec nt research rs. 

If history i to b tr ated as a distinot for o£ knowledge 

with its own m thod, logic and per p ctiv e, Smallbone (142-

143) sugge t th t th ubject wi thin the chool hould b 

d £ined not in t rms o£ the subject matter but in t rm o£ 

kill, ttitud a nd concept. He goe to the extent o£ 

identi£ying thos kills a soci ted with hi torical knowl dg 

and conc pt which are essential to historic 1 study and 
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r levant to the personal and social n eds ox adole c nts. These 

include the critical and diecriminatory use ox source materials, 

hi torical mpathy, the rol of the indi v.idu 1 in history, 

caua tion, motivation, change and interpretation ox current 

event in relation to the past. 

For euch a stress, i. e., the essenti li ty ox defining 

objective in terms of skills, attitudes and concepts, much ox 

the impetus ha com xrom the xindings of recent researches 

which specixically studied students' conceptual.ization and ideas 

about hi tory. Until rec ntly few constructive attempts have 

been made to def.ine conceptually the objectives of history 

syllabu. This is due to the effects of the Piagetian pproach 

which has been exclusively used as a b sis for the development 

of a history syllabus. As we have already seen in the preceding 

section, recent studies tend to reject the P.iagetian approach. 

Not only do rese rcher tend to reject the Piagetian 

approach but they have also identif.ied a nu ber of concepts, 

kills and att.itudes in terms of which the s lect.ion of content 

and the criteria of evaluation may be dictat d and the teaching 

of history can be controlled. Such key objectives, around which 

a study of human societies might b organized include, int~r 

alia, the xollow1ng. 

I. CO CEPTS1 

rll~.{} '.' 
L-t 

ADDIS SA U 
L IBItA 

a) Change, Developm nt, Continuity and Time. 

Here th general educati on 1 a.i is to d velop an 

awar ne s of ch ng , d velop ent, cont.inuity and time 

by introducing ideas nd testabl propositions, such 

as: thing change t varying rat s; a wide v ri ty of 
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£actors h v stimula ed change and also have inhibited 

change; so etimes things chang ~or the better and 

som times £or the worse; som things do not change 

(Sanso • 132-133; S llbone, 145; Crinnion, 164). 

b) Cau.ationa 

Under this concept, students are supposed to realiz 

thre es ential things: (1) relationship between cause 

and e££ect, (2) th multiple charact r o£ cause and 

e££ect, (3) methods o£ thinking, i.e., a se rch £or 

explanation (Smallbone, 144). 

c) Evid.nc.: 

Th aim is to develop an underst nding o£ the question 

How do we know?; to distinguish the concept evidence 

:from in:formation; to know the evidential basis o:f 

history; to guard against the assumption that 

knowledge as being justi£ied by authority, 1. e., 
authority o:f the teacher and the textbook (Shemilt, 

39-60) • 

d) E.pathy: 

To see th conc pt empathy in history and its 

conn ction with historical understanding. Empathy is 

important to historic 1 understanding bec use, "it is 

where we get to when we have success£ully 

recon tructed other p ople's belie:f, valu s, goals, 

and att ndant £e ling" (Ashby & Lee, 1987: 63). It 

i 1 0 vital so as to void an chroni m. Th im is 

then to help tUdents develop an und ret nding o:f 

pathy as way o:f th~nking i aginativ ly, which 

n d to be us d in conjunction with other cognitive 
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ills in order to e signi~icant hum 0 values in 

history (Ashby and Le, 62- 86; Portal, 98-98 and 

Sansom, 136-137). 

e) !lot.iv.t.ion: 

Underst nding peopl 'a actions £rom the driving want. 

History, time nd again, demonstrates that m n may ct 

£rom moral conviction as vell as £rom material vant 

and needs (San om, 120-121). 

£) Th. Conc.pt. 01 Cult.ur.: th concept o£ social group, 

including the relation o£ the group to th 

o£ the individual; the concept 

development 

o£ economic 

organization, including the l' 1 tion o£ economic 

organization to hum n 

technology; th concept 

including the natur 

goals and to developing 

o£ political organization, 

o:f political rights and 

responsib~lities and means o£ political control 

(Engle, 1965: 34). 

II. SKILLS~ 

a) 

b) 

To develop the skill o:f com unication and ael£-

expre sion in a variety o:f vritt n :forma; to eng ge in 

oral discussion or present case verbally; to listen 

and p rsuade; to po question 

Crinnion, 163). 

To d velop the ability to locat 

hi toric 1 source • 

(Smallbone, 145; 

in£orm tion in 

c) To develop the kill o:f evalu tion: the ability to 

ev lu te critic lly aourc o:f evidence nd th 

bility to t t hypothea 
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d) To dev lop th abili ty to distinguish iacta :from 

Opinion nd the truth :from :falsehood. 

e) To develop the skills oi analysis: "the> abi11 ty to 

categorize observations, to recognize cont nt and 

bias, caua and :f:fect, omissions and irrelevancies, 

to distinguish th veri:fiabl :from the unveri:fi8ble~ 

above all, the ability to relate statements bout 

people to evidence. " 

i) To d velop the skills o:f synthesis: the ability to 

analyze :fact, el ct evidence, use historical data :for 

imaginative reconstruction (Smallbone, 145). 

III. ATTITUDE: Und.r ~hi. conc.p~ ~h. ai.. ar . • 

a) to develop an attitude o:f in:formed scepticism. 

b) to develop a tolerant outlook. 

c) to develop patience. 

d) to develop the attitude o:f e pathizing ( Sansom, 139) • 

As curriculu design re indicate, onc the general 

objectives have be n stated or i plied th next step is the 

selection and organization o:f content. It has b en common to 

suggest that consid ration o:f th stated objectives would serve 

s guidanc in s lecting content. But there are circu st nce 

which 1 ad to the divergence :from the point o:f using the stated 

obj ctiv s way o:f s 1 cting content. As a result, 

election and organiz tion o:f th cont nt oi the history 

yllabu rem in t p rennial problems b setting those who are 
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concerned ith the construction of the syllabu. The debate on 

the issue of deciding upon th cont nt 0 be selected and th 

kind of organization 1 approach to be adopted has gone on for 

many years now and many positions are held. 

At the one extrem re those who de and a 'skills-

dominated' and 'concepts-do in t d' yllabus. Th s is a demand 

for a syllabus" that would le ve peopl abl to do thing ather 

than just knowing fact." In support of them come others who 

demand a history yllabu that may enable students to learn 

"b sic organizing principles that are essential to the 

understanding of the world at large.· They uggest th t history 

be taught not for its own sake but for wider social value. On 

the other extreme are those who demand a "f cts-domin ted" 

syllabus. For the skill-based and concepts-based study of the 

past cannot be anything other than ter1le nd bogus (Fines, 

1987: 103>. 

Other than thi , the sh p of the history syllabus has been 

governed by other elements. Johan Fin (1987, 108-109) in his 

e say "making ense out of the content of the History 

Curriculu ", has pres nted thr com on considerations in the 

election of content. He also labelled th m as notion that have 

const ntly constrained the development of a good history 

syllabus. 

Nationali m is one of thee notions. Oth r 'i m', uch as 

fasci m, socialism, ar lso subsumed in this notion. The 

cont nt of th hi tory syllabu, ays Fin s (Ib d.), has all too 

fr qu ntly b n influenced by the id als of nation lism w 11 

by oth r 'i Th id ls of n tion 1i r fer to the 

1 ction of th content of th history y11 bu i n to to from 
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th history o£ the nation. The major imp tu for thi claim has 

come £rom the pre-occupation £or national d velopment or £rom 

the attempt to use national hi tory s a main vehicl :for 

citizen hip education. But in the :fac o£ ideological 

commitment n tionalism giv n w y to other 'isms'. 

The second common consideration is the notion o:f breadth. 

In this notion what matters is content coverage with due 

mph is on the ancient, medieval and modern period. 

( Ibi.d.) points out, thi notion has done in:finit 

history teaching in schools, :for: 

It turned history into a race which nobody 
could ever win, with the teacher getting 
faster and £ ster the nearer the exams they 
get, leaving out greater and greater chunks 
o£ reality in the hopes o:f making it to the 
winning post. Fast history teaching leaves 
out all the best bits, the stories, the 
detail, the rambling by-ways hich 
intuition tells you to £ollow. 

As Fines 

harm to 

'Lines of Development' is the third common consideration. It 

was £irst proposed and advocated as a principle o£ selection by 

Je££reys way back in 1939. One o£ the principal advantages 

alleged £or this m thod is that the method makes it possible to 

study development in terms that the pupil can understand 

(Je£freys, 1939: 33-37). That children could logically deduce 

about the proces es o:f ti e and ohange, i£ they learn history 

through lin o£ development, is the other assumption that works 

behind this ethod (Fin , 163). Fines argu s that this ethod 

has it own pi t:falls, £or it does not enable students to 

compr h nd the pre nce o:f a "det r ined continuity, a 

r luct nce to change, a tendenoy to hang on th p at way in the 

£ ee o£ th whirling eris s o£ the every day world." 
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In pit of uch continuous debates th r i still good 

deal of coniu ion as to what ought to be t ught and what left 

out. Providing a firm 1ective principle for teeling course 

through it still remains a central problem. Therefor the 

content of a hi tory y11abus varies from one educational 

tting to th other. Thi i to y that in ome educ tiona1 

ystem y1l bi are arranged on the b sis of opics, while in 

the case of other syllabi are arranged on the basis of period • 

For 0 e educational sy te s, the syllabus would need to draw 

its content fro the national history alone. But for others, it 

would ne d to incorporate three features: national history, 

continental history and world history. 

The hi tory syllabus that draw its content from the 

national, continental and world history is said to be 

prefer b1e. 

first place, 

Two rea ons account for this preference. In the 

each of th se seotions h e particular 

contribution and concern. The major concern of world history 

is, for exarp1e, all mankind living in a univers through out 

all time and in a great variety of cultUres. A tudy of world 

history would help students develop und rstanding of th world 

t 1 rg when th y consider he br"oad lines long hich the 

d velop nt of hu an society proce d , the role of both oh nge 

nd continuity in human aoci ty, th significance of uniformity 

nd vari ty ong hu an in titutiona, th p rei tent proble a 

£ c d by 11 hu an soci ti and the r ourc for i provem nt 

in hu n f£air. Th se contributions cannot b acquir d by 

i 

n oth r han th t ching of world history (Engle, 17). 

In th 

har ful. 

cond plac, xclu ive t 

Re e reh studi hav 

ching of n tiona1 history 

ho n th t t ching priv t 
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citizens the public virtu s o£ loyalty and re ponsibility has 

be n attributed to the £unction o£ history ev r since the dawn 

o£ oivilization. Conditioning school children to an automatic 

loyalty to th nation has be n the main £eature o£ tradition 1 

t aching o£ history. Even though historical understanding is 

invaluable £or the citizenry, simple conditioning to loyalty is 

undesirable b c use it has hampered the communication o£ the 

real values o£ historical study in its "re£lective and objective 

quest £or truth". Conditioning students to loyalty is also 

undesirable £or" the £oundations o£ real loyalty 

(commitment) rest not on indoctrination, but go deep down in the 

whole network o£ social li£e" (Daniel, 13-16). 

National history is o£ importance. It promotes a country's 

mature sel£-awareness. As th study un£olds students will get 

a realistic perspective on the nature o£ their society and its 

problems. But this could be realizable only when it is taught 

and studied in a spirit o£ objectivity. For this reason 

national history should not b taught and studied in isolation. 

What is import nt is to teach or study national history in the 

context o£ parallel or diverg nt developments in other countri s 

o£ the continent or th world. The teaching o£ national history 

in isol tion could result in stimulating a on -sid d vi w. 1£ 

so the t nd ncy would be attributing everyth'ng good to one's 

own nat10n or glori£ying one's own heroes, while black ning or 

underrating th achievements o£ oth r. Ov r emph izing o~ the 

n tion's chi ve nt and glossing ov r its shortcomings and 

£ ilur s ar also normal results o£ this appro ch. Mor over, it 

ould d prive tud nt o£ th chance to d v lop en under t nding 

o£ the world at large (Ibid.). 



45 

Th di££ic lty in el ctin con n i 

und r t nd bl . It i. hovev r, po ibl to dra 

quite 

certain 

in£erences £ro the £or going discu ion. In th £iret palac , 

it is advi 

th ugg 

r veal , 

ble to knov the advantages and pit£alls o£ each o£ 

ted principl A closer look into he lit rature 

o £ar no conclusive evidence is pr n ed by th 

advoc te o£ ach o£ th approaches which prove the relative 

e££ectiven ss o£ the approach they advocate. In view o£ this 

:fact it · i o:f ut 0 t importance care:fully to consider the 

argument o:f the advocates o:f other approaches, in that it helps 

to evalu te the approach bing dopted in s lecting th content. 

In addition, con ideration o:f th ain objective can 

provide guidance in the selection o:f the content o£ the history 

syll bu. The que tion to be an wer d is, What can school 

children learn £rom the tudy o:f the selected content that vill 

contribut oat e:f:fectively tovards the at ainment o:f that 

objective? 

Once the content ha 

org nization o:f the alr dy 

it i t ught ££ ctively. 

b n el cted the next step is th 

elect d cont n in such a way that 

But organization 0 th subject 

tter in hi tory is 

tvo :fold. Fir tly, 

till an i port nt probl The problem ie 

organizational 

£our di:f:ferent 

a generally gre d upon 

pproach i lac ing. Th re ar, rath r, 

appro ch propos d by di£:fer nt uthori ti Th ar th 

chronologic 1, topical, proble nd oci 1 proce s 

ppro ch O:f thes orne authorities advocate mol" than one 

ppro ch nd they h ve propo ed on P ci:fic :form o£ 

organiz 'lion £or on r d 1 v 1 nd di££ r nt £orm :for 

noth r. S condly, ther .ie disagr em nt on the issue o£ 
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organizing the hi tory syll bus 

organizing it as p rt of th social 

1965: 41). 

as a separate ubject or 

tudi s program (C rtvright, 

The debate over the first prohl m has gone on for many 

y r vi th no concrete result. Wh t has appeared from this 

debate is opponents and proponents for each of the ppro ch s. 

In n att mpt to justify th form of organization they advocate 

these uthors have advanced rgument and counter arguments. 

For a long time the organization of the history syll bus 

was used following a chronological approach. For those who 

upport this approach the underlying belief is that Wa 

chronological organization is the only approach by which 

historical events c n be studied as they were taking place wand 

which can also· m ke the tudy clear so that an individual or 

group is alvays contending w1th many problems at the same time W 

(Ib1.d. ) . 

Their argument is ho ever, countered by those who support 

one of the other pproaches. For these people a chronologically 

organized content imminently lends itself to easily sliding into 

mere ucce ion of names, dat , and events any of which have 

no relevance to the present or the future (~.). A history 

syllabu that pr fers to organiz itself around the principle of 

periodization rather than a discus ion of hi torie l problems is 

said to be wrong pproach. This i mainly because it forces 

t ch r nd students to work inwards from chronologie l 

periphery r th r th n outw rd from a prohl matic centr ; h nce 

t acher 

Th 

sought 

uff r from a want of time (Crinnion, 259). 

upporter of topical pproach, for instance, have 

r dy for thi pr su d deficiency. They say that 
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only a topic 1 appro ch can make the study ox history relevant 

and signi:ficant. A study ox history would b come relevant nd 

igni:fic nt becaus a topical approach can stop rushing and 

super:ficial treatm nt by allowing the student to concentrate on 

a particular topic unit helsh understands it well (Cartwright, 

41) • 

There are others who contend that the content o:f history 

syll bu should be organized in a problem or in a social process 

approach. Essentially, only with some addition, the supporters 

o:f these two approaches us th same argument advanced by the 

supporters ox topical organization. The advocator ox a social 

process approach, :for in tance, add that approaching the matter 

through a social proces ·provides topics ox importance to all 

people at all times and places.· On their part, in addition to 

what the supporters ox a topical and social process approach 

say, the advocates o:f a proble approach give the matter a 

psychological dimension. In this line they say that "1 arning 

takes place only when there is a problem to olve (Ibid. 41-

42), 

The a guments o:f the supporters o:f a topical, soci 1 

process nd a problem approach are countered by the support rs 

o:f chronologic 1 approach. These people contend that the use o:f 

the thr e approaches not only tf lead to the omission ox 

i portant tter • but it al 0 W1ntroduc s the bias o:f those 

who the topics, proc sses, or problems to be studied 

( b d. 42), 

Se n in th light ox ome res reh xindings, th argum nts 

o:f th 

of th 

upport r o:f e ch approach hav some validity but none 

i conclusive. In th 1940 :f1 ve-yf!! r study was 

I 
_\ 



48 

conduct d by the Stan:ford Social Education Inv stigation to 

determine the rel tive :f:fectiven ss o:f th. thr e pproaches in 

social studi a cl sees t senior high school 1 v 1. The r sult 

o:f this tudy are not compatible in numb r o:f w y with the 

merits all ged 10r each o:f the a:forementioned approach (Gross 

and Mcdonald, 1958l 236). 

The supporters o:f the probl ms approach, :for instance, 

claim that Wstudent always learn more :facts as well as varied 

social studies skills when using the problem m thod, no att r 

vhat the course may be. w But according to the results of the 

above mentioned study it waa through the chronological approach 

that students learned more factual in:form tion about American 

history and did make the most signi:ficant g in in research 

techniques, vhereas, contrary to the alleged advantages :for a 

topic 1 organiz tion, students did make the -lea t signi:fic nce 

progress in a numb r o:f areas w when they learn through a topical 

approach <Ibid. 236). 

Such an absence of conclusive evidence has made 

researchers restrain themselves :from dictating a speci:fic :form 

of organization. From th Stan:ford Social Education 

Investigation it became apparent that the role o:f the teacher 

has much mol" importance th n the form o:f curricular 

organization (Ibid.). C rtvright (4) i another vri ter vho 

in 1st on the inconclusiveness of the argu ents put :forward by 

the upport re of each approach. He suggest, then, that 

t cher and upervisor need to be f iliar v~th the arguments 

nd counter-arguments, for ·so~nd planning or unsound planning, 

exf ctiv or ine:f:f ctive te ching, c n be carried out under any 

of th propo also Th negativ rgument ill b us :ful to 
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te cher nd sup rvi ora as w rning again t weakn sses in any 

appro ch." 

With regard to the s cond problem two di1ferent positions 

are held. Th rare thos who support the organization of the 

history syllabu as sep rat subject and oth rs ho support 

the teaching 01 history s part of the fused social studi s 

progr m (Ib d.). Those who support the form r view say that 

meaningful study 01 the development and problems of society i 

better promoted when tUdents study succes fully the various 

aspect of society from the point of view of various disciplines 

(each with its contribution), in that "these subjects have 

resul ted from the best e1forts of scholars and teachers to 

devise meane for learning about SOCiety." The advocates of the 

latter view, on their part, contend that since the boundarie 

around any of the social studies are not rigid it is an 

interdisciplinary approach that would provide eaningful study 

of the development and problems of society (Ibid.). 

Like the first problem th re is no conclusive vidence 

which would buttr ss either of the arguments. As a result 

adopting ny of the proposal depends upon the educational 

experiences of that particular country. 

2.3. "_thodo1ogica1 Strat gie. and .chnique. o£ 

Hi.tory T.achin 

The qu lity of Education i largely dependent on the 

quality of in truction bing provided in th actual cl ssroom. 

It i ther for ssenti i to pay prop r ttention to chang 

conv ntional m thode of t aching that are found in ffective nd 

to xp nd ffort to intx oduce n w m thode which hav b en 

d 
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determin d to b ££ ativ. in f cilitating tud nt ' I rning. 

Th re re cert in probl me which require drastic changes in 

th exi ting method o£ hi tory t aching. Th £irst problem 

nd nvigoration is which n ce it te introduotion of ch ng 

the r port d inc sant v ning of th statu of history as 

chool subj ct. Many studi nd inv stl.gation hay 

f cilitated r cognition th t history as a school subject is on 

of the least popular subject (Crookall, 46- 7~ Crinnl.on, 155 

and Wesley, 20>. 

Crinnion 0_5) t t d the probl in the most pecific of 

terms when he wrote wmor alarming for those who care about the 

health o£ the subject that lives in the p st is that 

incr singly fever stud nts are willing to visit it there. The 

figures reveal a steady decline in the reI tive popularity of 

the subject at school and university. W In hi view, though 

vocation 1 r levance or concern of employ b11ity is becoming a 

k y can ideration in students' choice, th most v lid reason for 

uch decline of status Ii in the inad qu cies of tradition 1 

history yll bi and teaching ethods (Ibid. 156-157). 

The other problem in history t aching e anat fro th 

nature o£ hi tory. Thi probl m c n b en and n lyzed from 

wo sides: fro the sid o£ student nd fro the side of 

prag tic peopl . To begin ith, this probl 

implications for th tud nt . History is ubj ct 

with p t v nt . With all of it x p r ng det 

tr ndou It gr at m a of d t il d infor 

to ov rwhel tud nt . ny tt mpt to COy r thi 

d tail d infor ion 11 too oft n b co burd n 0 

h m ny 

that d al 

ila it h 

tion t nda 

m s of 

hat i 

mor , bing r cord of raa re at rom the tud nt ' ti e and 
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place in the millennia of human existenc , students UBU lly find 

the ubject matter of history alien to their limited 

xperience (Allen, 1969: 306). 

The major questions rising out oi this problem include: 

a) how can history be made m aningful to students? 

b) how can s condary school students find purpose in the 

study of history? 

c) how can the history teacher motivat his students to 

le rn, so that they come to understand th place of 

hi tory in their lives and th t of the society? 

d) by what kind oi strategies, methods and techniques can 

hi tory be taught more eiiectively 

The answers to these que tions appear to be twofold. 

First, the history teacher must make history meaningiul. He can 

make it meaningiul by linking it to students' experiences and by 

building certain conception in a variety oi ways. He should, 

for instance, help students grasp the relationship between 

themselv s and history's engendering forces. He should help 

tudent under tand the fact that many current human problems 

(social, political, 

understood nd thus 

diplomatic and 

properly dealt 

economic) cannot be 

with without adequate 

knowledge of the nature and significance of r 1 ted past event. 

A good under tanding of the past will thus help people to know 

uch about the elves and to deal with th pres nt and prep r 

for the future. In other word, the te cher has to help 

tudent understand the conc rn of hi tory which is not just to 

t 11 vh t happened but to xplain the cause, natur and 

ignific nc of what happened as well (Aik and Edmonds, 1976: 
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132) • 

Secondly, the history t acher needs to have certain 

understandings and attitude so a to motivat students to learn 

hi tory. He mu t al aye eek to understand his students, their 

ne de and int rests and the methods b st suited to them as well 

as the methods best sui ted to what the nature o:f history 

require. To the latter e:f:fect, knowing the nature o:f history 

is o:f importance. He has, :for instance, to know the :fact that 

historical :facts re essential in 0 :far as they are considered 

as means but not as ends in themselves. Historical :facts have 

to be considered as mean to make g neralizations, to test 

hypothese and to develop concepts. Thus the role o:f the 

teacher must be the selection o:f teaching methods which would 

:facilitate students' learning and which would o:f:fer them the 

chance to u e historical :facts as tool :for developing :further 

knowledge <Palmer, 1966; 73-75). 

Oth r than the tudents, the problem that emanates :from the 

nature o:f history has wid r implication to pragmatic people. 

These are people who have a widespre d distast :for history. As 

uch, th Y consider history to be as dryas dust. Their 

distaste :for hi tory i pri arily th resul t o:f their prime 

concern and their acquaintance with history in their school days 

(Aik and Edmond, 132). 

The ain conc rn o:f thes people i their material wel:fare. 

A such they :fe 1 certain that they should care only :for the 

pr s nt and th :future. Their cquaintance with history in 

th ir chool d y w , on the other hand, unhappy becau th y 

were :forc d to emorize gr at s o:f detailed in:for etion 

pr s nt d ithin the cover o:f radition 1 history textbook :fo 
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regurgit tion in conv ntion 1 history ex min tion • They have 

th n d v 10 d conviction th t history 1 Bon are mental 

torture which hav no relevance to fu ur 1 arning once the 

x minations ar over nd students 1 ve chool. For them a 

study o£ hi tory c nnot serve as a tool fo thinking; nor does 

it give stud nt tool for de ling with the ffair of the world 

beyond school <Ibid.). 

This i 

traditional 

n unhappy impression which, by and large, 

ethods o£ t ctdng history, textbooks and 

exa ination questions 1 £t i printed upon many people (Ibid, 

133) • If history is con idered to be a dull subject, says 

Crook 11 (47), it is because of th way the ubj ct i taught­

the way of teaching which never ch llenged the interest, nor 

excited the imagination of tudent. This is a view commonly 

shared by oth r writers. Rog rs is one of those writ rs who 

emphasi s the a m argument. He is of th opinion that 

traditional nethods of hi tory teaching not only bor d students 

but al 0 misrepresented the natur of the subject. History is 

simply constru d a tring of :facta rrang d chronologically 

within the cover of t xtbook nd which ar not difficult to 

misr pre ent tion m k s adults r ad and und r tend. Thi 

sceptic 1 bout th tudy of the subj ct. They gr atly doubt 

that the subj ct i worthy of pursuit t all (Rog r , 3-5) • 

Th probl r ferr d to bov hich, in on w y or 

noth r, confront h tory t ching r by nd 1 rge r ults of 

the uppo ed in d qu c1 B of tr dition 1 thod of history 

t ching. A y or than ev·r b for th prob lem 

h tt ct d the ttention of due tion 1 re rch r a wel l 
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s history teachers. Ov r the p st decades they have b n 

incre singly concerned with the introduction of change in the 

te ching nd learning o£ history. A substantial contribution is 

bing made along thi line through the work of the Schools 

Council History 13-16 Project e tablished in 1972. In 

attempting to introduce change they have forwarded a number of 

critiques of the traditional method of history teaching. The 

purpose of such critiques is twofold. First, to examine the 

drawbacks of traditional methods and thereby to suggest certain 

invigorations. Second, to propose new methods which the nature 

of history demands nd which enhance students' study of history 

(Portal, Vii). It is to these issues that the folloYing 

discussions turn next. 

Traditional " thoda o£ Hiatory T.aching 

The issues of analyzing traditional methods and suggesting 

new methods of teaching and learning of history are approached 

from tyO angles. Some researchers see the issue of history 

teaching in terms of content nd process, while others approach 

the problem from the side of historiographical is u s. Of the 

former group, Roger' (1987) discus ion stands out s more 

illuminating, wher a Palmer's (1966> argument is more revealing 

from the latter group. Pre enting the discussion of these two 

writers would give us a more comprehensiv understanding of the 

issu s at h nd • 

./fh central issu for Rog.r i th teaching and learning 

of hi tory in ter s of content and process. He has m de two 

concept - th "kno that- and the "know how" as the focus of 

his discus ion. Of the e two typ s of knowing, in hi view, th 
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traditional method of history te ching rests exclusively upon 

the "know that" with tot 1 n glect of "know how" (Rogers, 4-5). 

N v rtheleee, nowhere in his paper does Rog rs explicitly say 

exactly what he means by these two types of knowing. From 

s veral of hi statements, however, it app ars that "know how· 

refers to skills or process or operations. For example, knowing 

how to reconcile conflicting evidence from different sources. 

On the other hand, "know that" refers to content or one' 

cognitive r p rtoire, 

statements (Ib d.). 

that is, to knowledge of factual 

What Rogers h s objected to here is the exclusive stress on 

the "know that" and the negl ct of the "know how" in its 

entirety. He does not, however, tend totally to dismiss the 

essentiality of giving due emphasis to the "know that". Nor 

does he tend to propose undue stress on the "know how". What is 

rather implied in his contention is that for effective history 

teaching there needs to be an interplay between the "know how" 

( process) and the "know that" (content> aspects of history. 

Such an interplay is of importance for there can be no "know 

that" except as the outcome of the "know how". Also it is 

important and essential to have genuine historical questions or 

aterials upon which th "know how· can be xercised. Thus, the 

two types of knowing should be viewed as indispens ble elements 

of history t aching (Ibid.>. 

Failure to comprehend the insepar bility of the two types 

of knowing or the n glect of the "know how· render the ubject 

duc tionally t rile. This is so beeaus n xelu ive stres 

on the "know th t" would e rt inly deprive tudent of the 

xp ri nee which would en ble th m to scertain the truth of 
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wh t th Y learn and the tools xor £urther learning <Ibid.>. 

Aside from the i sues of content and process, as P lmer 

(70-71) points out, history te ching has been profoundly 

axfected by historiographical issues. On these 

historiographical issue there are two extreme vi w points. On 

the one xtr me are those who hold the view that historical 

tudy involves ess ntially a descriptive task. On the other 

extreme are those who view historical study basically as 

descriptive and also explanatory in nature. To the former 

group, the teaching ox history should concern itself with 

enabling students to learn factual infor at ion. Whereas the 

latter group maintains the view that, however important 

descriptive activities are, describing events, dates and facts 

is not an end in itself. In historical study descriptive 

activities are the me ns to the making o:f generalizations, 

testing hypotheses, practising correct applic tion o:f logical 

process, concept formation and attain ent. For items of 

historical in:formation are use:ful in 

primarily serve as data <Ibid.). 

o :f r as they c n 

1£ history teachers are 11 disposed and prepared to carry 

out descriptive activiti s alone, as is the case in tradition 1 

history teaching, they would still without doubt, 1 ave students 

unguided to th ir own d vices when it com s to explaining why 

things have occurred as they h v • In ord r for the history 

teacher to teach his/her ubj ct ore ef£ectiv ly, he/she has to 

go b yond mer description and rather to expl nation, citing 

causes, showing the interconnection betwe n cau es and 

cons quences and to analyzing; :for explanation is what 

contributes mo t to students' understanding (Palm r, 71-72). 
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It should, however, be mphasiz d that stud nts concept o£ 

wh t historical expl nation is all about resta on the 

experiences they have had ot historical thought (San om, 122). 

It is there£or es ential to have a teaching-learning process 

wherein history is viewed both as descriptive and explanatory in 

nature. Thi provides a necessary correctiv methodology to the 

exclusive stress laid upon the transmission o£ in£ormation by 

uncritical advocates o£ the conventional history teaching 

(Palmer, 72). 

By traditional method o£ history teaching researchers are 

re£erring to expository teaching. Now it is the expository 

teaching, more apeci£ically the lecture method that is under 

attack by scholars and researchers. 

As Beyer (1971:10) points out, selecting, arranging and 

applying instructional techniques are the major task o£ 

teaching. It is uch arrangements o£ teaching techniques which 

are re£erred to as teaching strategies. 

techniques in many dit£erent ways has 

d velopment ot m ny teaching strategies. 

Arranging teaching 

resulted in the 

Characteristic lly, 

some o£ these strategie are in essence £inding-out-£or-yoursel£ 

( Inquiry), whereas others are essentially 

(expository>. Quoting Fenton, Beyer uggests 

strat gie ay be put on a continuum s xtremes. 

-telling­

that th se 

Expository 

teaching strategy is present d on one end ot the continuum, 

hile inquiry teaching strategy i placed on the other nd ot 

the continuum. Oth r types of str t gy can be placed in b tween 

th s two nds. 
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Providing students with information to be memorized nd 

recalled later is basically the objective of expository teaching 

strategy. Expository te ching strategy is appropriate when the 

aim i the transmission of a sp cific body of knowledge to a 

student. In such a strategy there is little room accorded to 

students' active involvement (Ibid. 11-13). 

The lecture method i one of the methods which is 

es entially telling nd thus it belongs to expository strategy. 

As Perrott (1982: 19) points out, this method occupies much of 

the lesson time in classroom instruction of every subject. 

Research studi s conducted specifically on history teaching have 

also shown th t, despite damning criticisms, yet the lecture 

m thod remain the basic form of instruction in which history 

courses re most commonly taught (Crinnion, 157 and Crookall, 

47-48) • 

This ethod involve the presentation o£ concepts, ideas 

and in£or ation by using narration and description. It requires 

uch talk £rom th teacher, while tudents remain passive and 

ch ir-bound listeners. Thus the lecture method has be n under 

critici £or being teacher domin ted; for it ignores the 

principle of ctiv student p rticipation and it does not enabl 

tud nt to dey lop tools of knowing- i.e., tools for finding 

out m ning £or th mselves (Aggarw 1, 77-78 and Crooksll, SO). 



r 

59 

Despite these drawbacks, many advantages are ascribed to 

the 1 cture method. Thi method is said to b more appropriate 

to cover a large amount of material. It is effective also when 

the task is to impart ide s and information. It is very 

effectiv in giv1ng factual information and in relating some of 

the thrilling an cdote th t go with a history lesson. The life 

stories of great adventur rs, experimenters, investigators and 

thinkers can be pre ented in very interesting and valuable talks 

by the teacher (Aggarwal, 78). Added to this it is economical 

as a large number of students can be taught at a time (Brown, 

1978: 41), 

Moreover, people 

grounds. First, they 

strongly defend this method on two 

say that it is a way of introducing 

students quickly to conflicting historical interpretations and 

thus stimulating critical thought, and is also a method th t can 

make history ·come alive·, that probably no other method can. 

Secondly, secondary schools with large class size cannot p y 

special attention to individual students, or to small groups of 

them, no matter how convinced the history teachers are that this 

i d sirabl • The way to more per onalized s well as the new 

methods other than th lecture in history teaching can be found 

in secondary schools only through substantial reductions in the 

size of classes and work loads of history te chers (Crookall, 

50) • 

It is important to note that among th research rs who have 

critic is d the 1 cture method no one suggest a total rejection. 

Invari bly indeed all of them have laboured to sugg st w Y of 

invigora ing it, along sid the suggested ne methods. Th y 

h ve ev n gone to the xtent of proposing th t the lectur 
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met.hod be one spect. in t.he mode o:f present.at.ion o:f t.he new 

suggest.ed met.hods. 

What t.hey hav rather suggest.ed is that lecturing should be 

suppl ment.ed by discussion. 

st udy need t.o be prov ided 

Opportunities :for semi-independent 

:for students who are capable o:f 

pro:fiting :from independ nce. Parall 1 reading ha to accomp ny 

lecture and t.extbook study. In addit.ion to the textbook the 

history teacher h s to make use o:f mat.erials t.hat. present. 

pri ary source • Hist.ory t.eachers need also t.o use a variet.y o:f 

av ilable media (discussed ext.ensively in the concluding part. o:f 

t.his sect.ion) to convey t.o student.s t.he spirit o:f the ge 

through which t.hey are asked t.o pass vicariously. In short., 

what. i being suggest.ed is augmentat.ion o:f t.he lect.ure met.hod 

(Ibid. ). 

'To improve it. e:f:fectiveness t.eacher need t.o use ot.her 

t.eaching t.echniques which enaure st.udent.s' active participat.ion. 

Questioning technique is one way o:f providing opportunities :for 

student involve ent.. However, t.he e:f:fect o:f t.his technique is 

1 rgely d pendent upon the ability o:f t.he teacher in :framing and 

asking t.he more appropriate que tiona. Perrott (1982; 55) has 

cla i:fied th se type 0:£ qu tions int.o two cat.egori s on t.h 

basi 0:£ cognitive thought required :from tudents. These are 

lover-ord r qu t.ion and higher-order questions. Primarily, 

th purpo o:f lower-order qu stions i t.o det rmine i:f students 

h v cquir d or obtained desi ed mount. o:f :factual 

in:for at.ion. High r-order quest.ions requir students to go 

beyond 

n w r • 

ory and 

P rrot.t 

u 

<55) 

oth r thought 

argues that 

proc sses 

"whil both 

in :forming 

type o:f 
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questions have their part to play in teaching, a h avy reliance 

on lower-order questioning has encouraged rote learning nd 

doe little to develop higher-order thinking proce ses." 

It is important to note that traditional history teaching 

is coming under attack because i t gives gr ater emph is to 

memorization o£ £acts. It is there£ore, ess ntial that history 

teachers must go beyond asking lower-order questions. History 

teachers need to ask questions o£ a di££erent sort which would 

help students:-

a) put together and organize into some sort o£ 

relationship the £acts which they have gathered - to 

make some sense out o£ their data. 

b) exercise reason, make in£erences, seek causes and 

e££ects. 

c) seek and determine £01' themselves what they consider 

to be accept ble answers. 

By these types o£ questions the teacher would improve the 

quality and quantity o£ students' participation as well as help 

students dev lop higher-order thinking proc sses (Fraenkel, 

1969: 301-305). 

It n d to be emphasiz d, however, that student cannot 

develop th ir historical thought through a pure lecture method 

which emph size tery o£ £ ctual in£ormation. In addition to 

th invigor tion o£ th traditional method o£ history te ching, 

king a r dicel hi£t to propo new methods has b come 

e s ntia!. Th rea on £01' uch a radical overhaul is the f ct 

that traditional history teaching deprives students of the tool 

to ppr i th truth o£ wh t they learn and to establish 

further knowledge. Shemilt (42) stated the problem in th mo t 



62 

specific of t rms wh n h wrote2 

For some adolesc nts the methodologic 1 
probl m of how w know does not ppear to 
exist. Pupils ~ that what the teacher 

ay i true because the truth is there to 
be known ..• Historical facts are construed 
a inviolate and pre- xistent entities 
which might prove awkward to rem mb r but 
are not more difficult to know than to read 
and write about. 

To date this and other similar findings (Rogers, 

Smallbone, 1987) have prompted researchers to giv much 

1987; 

ore 

emphasis to the question of how history could be taught through 

appropriate teaching methods which could bring a remedy to this 

methodological problem, i.e., hoy do wee know? Or the neglect 

of ~knoy how". The next section will address issues related to 

inquiry teaching in history-a teaching tr tegy which is 

believed to be a proper tool in mitigating the aforementioned 

deficiency of traditional history teaching. 

H~.tory T.ach~ng Throu h • ·Source-Ba ed Inqu~ry 

As Martin Booth (1987: 26-27) points out, a clearer 

understanding of the particular nature of history and the 

learning and teaching it requir s has to be the fir t 

requirement for anyon concerned with th development of 

tudents' hi torical thinking. Consequently, one can deter ine 

teaching strategi St methods and techniques in the light of th 

under t nding he has of wh t hi tory i . 

History i a di cipline of inquiry. It i a type of 

inquiry th t daIs with the pa t. Historical ccounts ar 

funda ntally reconstructions of the past through inquiry. It 

i recon truction of th past which really happened on the 

b is of it traces. Th e past ev nts can only be known 
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through appropriate h ndling o£ such t.races. But hist.orical 

account are con t.ruct.ed by means o£ t.racing themes which link 

rel t d event.s in explanat.ory and causal chains. This lso 

make hi t.ory xpl nat.ory in nat.ure (Rogers, 3-8). 

This ta k o£ explanat.ion is problematic, however. The 

problems t.hat. surround explanation stem £rom; £irst, t.he 

problema with the "explained." What history explains is people-

people as a complex phenomenon baaed on the surviving evidence. 

But there re gaps and ambiguities in t.he surviving evidence. 

Second is problems with t.he "explaining" such as in£erential 

analysis and generalizations, causat.ion and motivation, 

contingency and accident. Thirdly, problems with the 

"explainer" - t.hese problems re£er to personal competence o£ 

historians, intellectual abilit.y and opinions, bi s nd values 

(Crinnion, 169). 

It is this very nature o£ hist.ory that enhances the 

essent.ialit.y o£ inquiry t.eaching. This is to say that t.he 

spirit o£ inquiry should be the £oundation o£ history teaching; 

£or by ita nature history does not lend itsel£ to the 

transmis ion o£ wh t. i regarded to be a right answer. Roger 

(10) stated this point in the ost speci£ic o£ terms when he 

wrote: 

Any idea o£ there being 8 right answer t.o 
b dispensed to the masses through 
education (or to anyone lse by any other 
eans) involves a t.otal misunderstanding o£ 

what hi tory is, and wh t anything validly 
cl i ing t.o be a course in it could 
po sibly be. 
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With uch n understanding, r cent re earchers (Sansom, 122; 

Crinnion, 167-169 and A hby nd Lee, 86) have suggested inquiry 

teaching a n ef£ective w y of teaching history. And yet th e 

research r h ve not dev loped model which could be 

specifically pplied to the t aching of history. 

Beyer (1971: 6) ptly de cribes inquiry teaching as 

·putting 1 arners into situations in h1ch they must engage in 

intellectual operations that constitute inquiry. It requires 

learn r to ake their own m aning of what th y experience .• 

His emphasi on meaning is one the consider tion that developing 

meaning i th essence o:! real learning. It is the learner 

him elf as a result of his interaction with ini"ormation who 

should develop meaning. 

effort (Ib1d., 9). 

It considerably requires hl.s mental 

Inquiry t achl.ng, in contrast w:!. th traditional method , 

does not e phasize the content of th les on as an end in 

itself, rath r it e pha iz s on the process through which 

learners would develop broader, more meaning:!ul knowledge, 

concepts, skill and ttitudes (Crl.nnl.on, 167-168). Inquiry as 

Beyer 914-22) describe it, demands certain kinds of knowledge -

knowl dge bout the nature of knowledge ft , a set of attl.tudes 

nd v lues, uch s cepticis curio ity, respect for th use of 

re on, re pect for v:!.dence test of accuracy, objectivity 

nd wil1ingn to suspend judg m nt J and a cert in proc s 

which h th following tep: 

) 

b) 

c) 

d fining 

hypoth 

t. t.in 

purpo e or a probl 

1zing 

t.h hypoth 1s 
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d) d wing conclu ion 

e) pplying th conclusion to new data and genera~izing. 

On the basi o£ this g nera~ understanding o£ the nature o£ 

inquiry, research rs have attempt d to make i t speci£:lca~ly 

pplicab~e to the teach:lng o£ history. In so doing, they h ve 

ade a slight~y di££erent emphasi. H re history is understood 

as an outoome o£ a more or less continuou interchange among 

historians, p st and present, over the meaning o£ evidence. 

This leads to a gr ater str s on documents and sources <primary 

and secondary) whioh must be embodied in the classroom pract:lce. 

Accord:lngly, this trategy is being re£erred to more 

speci£ically as ·Source-Based Inquiry" £or teaching h:lstory 

(Crinnion, 171). 

Very many erits are attached to this teaching strategy. 

It i the exp~anation o£ di££erent historians about the meaning 

o£ their evidence which invest past events with their coherence 

and signi£icance. Thus "source-based inquiry" wou~d present 

students with historians' varying interpretations. This is 

indeed a 

primary 

hl.storiographical issue. 

im o£ history teaching at 

Al though it is 

the econdary 

not the 

level to 

produce histori ns, it is o£ p ramount sign:l£icance £or students 

to engage in the process so as to develop historical 

under tanding. Moreover, l.t can giv them the opportunity to 

under tand the n ture o£ hi torical sourc s and hi torica~ 

thodology. Stud nts would a~so d velop underat nding o£ ho 

hi torian u hi torical ourc s and historica~ methodo~ogy. 

Thi trat gy would £u ther enhance stud nts~ und r tanding o£ 

th probl o£ qu stion £raming, o£ £actual signi£ic nce nd 
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verific t10n 

(lb d. >. 

of hi toric 1 explanation nd rgum ntation 

By nd 1 rge, this tr t gy i found to be more h lpful in 

mitiga ing the methodological proble "how do w know." 

Und r t nding of the qu tion "how do w know? • would serv 

stud ntB a ba ic tool for th ir le rnin. They would dev lop 

meaning for th elv Student may al 0 develop an att1tude 

of informed cepticism through critical evaluation of sources of 

evidence. Thu , it would serve them as a basic tool for th ir 

futur learning. S nso (1987: 139) deBcr bes this point in a 

more illu inating st te ent by saying that -it is a tool which 

the pupil can carry out of the classroo :l.nto the media-

dominat d world, a tool of value ev n at the ba ic 1 vel of 

distinguishing between fact and opinion nd potting 

• propag nd 

Th r are also ugg tions s to how ignificantly and 

im ginativ ly the source 0 evidence can be embodied into the 

ctual c1 s room instruction. Crinnion (68) uggests a mode of 

pr nt tion as bing a combination of narr ion, description 

nd n ly i . In ord r to elect, di cov r, ord r, co par and 

interpol t th ourc h r cord have to b th su tanc of 

critic 1 nd interpr ta iv apparatu . ut th ourc hould 

not b tr ated s r ill strativ t muli or h stor:l.C 1 

vid nc which i divorc d from an under tand ng 0 th content 

to which i r lat 

In ord r to k " ourc be d in uiry" a ucc s, th 

hi tory 

cont x • 

ch r to know about he d irability of building 

uilding of a context i eBsenti 1; for historical 

inquiry c n not b c r d on without cont xt. Thi cont xt i 
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wh t one' previous study o£ hi tory has largely provided 

(Rogers, 8). This is to say th t the teaching and 1 arning o£ 

history requir s an int rmixture o£ source-based inquiry and th 

tudy of scholarly work. Here, source-bas d inquiry primarily 

re£er to th use o£ pri ary sources. The ssu ption here is 

that the tudy o£ scholarly work (second ry sourc s) coupled 

with teacher guidance would give students a gener 1 context and 

then tudents would engage in an lyzing the selected body of 

primary sources. By making use of the primary ource, within 

the context provided by secondary sources, students would 

analyze, £or instance, the historical correctness of given 

assertion or discover the solution for a particular proble . 

This mak s the role of the teacher as facilitator of students' 

learning by selecting ppropriate materials and giving guid nc • 

It:l. note worthy that in selecting uch source aterials 

(primary nd secondary sources) the teacher must P y due 

attention to the teaching objective and students' widely vary:l.ng 

abiliti s <Crinnion, 170-171). 

Th success of source- ba d inquiry lie not only in 

building cont xt but also in w ys of introducing sources in the 

cl roo in truction. C re ust be ta en, though, hile 

:l.ntroducing the • Presenting ource which would upport on 

hi tor:l. n' viewpoint i not co end ble for there would be 

oppo ing vi ong hi tori n. It i es enti 1 to introduce 

sourc progressiv ly bec u e it :I. helpful to con :l.d r the 

inh r nt difficulty of ource. In other words, ourc h ve to 

b pr nt d:l.n uch w Y th t they should b co progr ively 

more dif£1cult (~., 172 & 177). 



68 

At this juncture, what is worth mentioning is the role of 

cour e work in source-based inquiry teaching. Course work, s y 

Crinnion (Ibid.) would " ..• bett r motivate students, introduce 

v riety into classroom practice and, at its best, more subtly 

discriminate levels of historical thinking ... " Resolving 

specific question or problem upon a given body of historical 

evidence, primary and/or secondary, should be the purpose of the 

assignments. Students' work should b assessed as a process of 

inquiry, rather than ere outcome - that is rewards have to be 

given to the expected standard of performance at each stage, 

such stages like question framing, data-collection, 

hypothesizing, testing of the hypothesis and report <Ib d.). 

As S nsom (1987: 122) points out, historical understanding 

is built up in a student by the cumulative experience of 

historical thought-process he/she has been through in tackling 

historical questions or problem. The development of this 

historical thought is said to be a function of inquiry teaching 

(Rogers, 4-5; Shemilt, 42; Crinnion, 158 and Smallbone, 142-

1430. B yer (109) points out that inquiry relies upon com and 

of sever 1 different types of learning tools. Conc pts are, 

int.r elie, one important set ox inquiry tools because conc pts 

consti tute students' frame o:f reference which guide their 

perception of new data or experienc and shape he kind of 

me ning they are able to make o:f it. 

In introducing source-based inquiry teaching, r searchers 

basically int nd that stud nts should develop the kills 

r 1 ting to the use of ourc who d v lop ent is de igned to 

n bl tudent to make the cruci 1 di tinction betwe n 

infor tion nd vidence. This is becau e tud nts t ke 
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bout th past for granted. For them, people in the 

past left behind kno 1 dge r th r than evidence about their 

live and activities. Hi torians also are p rceived as memory­

men whose task is simply to memoriz information left behind by 

people in th past (Shemilt, 42-44). This is with doubtless 

cl ar manife tation of stud nts' conceptualization. A such, 

other than the d v lopment of skills relating to the use of 

sources, the ~ntroduction of ource-based inquiry strategy is 

aimed at the development of certain basic concepts which 

categorize historical ev nts nd help understand the methodology 

of history. It is an obvious fact that inquiry based appro ches 

based on primary sources u u lly presuppose understanding of the 

que tion ~How do we know?~ Understanding of this question in 

turn helps students distinguish the concept of evidence from 

information. Thus, developing the concept of evidence becomes 

one of the ultimat objectives of such approaches <"scinto h, 

184-18 ). 

In view of the fact that inquiry teaching results in the 

development of concepts and the importance that concepts have in 

inquiry t aching, discussion about teaching concepts in history 

appears not only imperative but al 0 essential. It is to this 

th t the discussion focu es next. 

Th re hav be n num rous tudie and erious discus ion 

about th n tu:re of conc pt and its uses in the teaching 

1 rning proc ·Concept", s ys Bay r (8) wis a mental image 

of so thing. Th 80m thing may be anything - a concr te obj ct, 

typ of b haviour, and b tract ide .• Conc rning the rol of 



70 

concept in le rning t Brunner el borates that concept 

categorizes events and objects o£ the world bout us; hence t a 

reduction o£ the complexity o£ the environment and the necessity 

o£ con tant learning t as well as the provision o£ direction £or 

in trumental activity (Brunner et.al, 1967: 11-13). 

Bayer and Penna (1971: 29) pint out, that the paramountcy 

o£ concept in learning appears more apparent when one considers 

the present in£ormation explosion. What is more, attempting to 

memorize all this in£ormation is £utile because so much o£ it 

becomes obsolete within a short time. As such t trying to make 

students a storage-bins £or this in£ormation is absurd. It is 

rather commendable to attempt to help students make sense o£ 

this in£ormation. 

This statement has a direct bearing on the teaching of 

history. History is, by ita very nature, a discipline that 

calls £or constant reinterpretation, as new sources o£ 

in£ormation are uncovered through time. That is precisely why 

historical statements about the past are thought to be 

provisional t open to question and made £rom within the £ramework 

of historians' own time and culture (Sansom, 138). History is 

not there£ore a static body o£ in£ormation neatly compiled £or 

all time between the cover's o£ a textbook. Rather, it is a 

process, a continuing development involving constant change. 

History then has got great mass o£ detailed information 

(Ibid. ). 

It is people' failur to grasp this fact which usually 

brings problems in the history course. As Engl (27) puts it, 

the world history cour e, for instance, exhibits a persistent 

de£ect in that: 
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..• too irequently the course bogs down in 
the eiiort to cover and to remember a gre t 
mass oi detailed iniormation heedless oi 
th general ideas and broad vistas to be 
drawn iro and tested ag in t such 
in:formation. 

Much has been said and written about the nature oi 

historical concepts and their iunctions in le rning. By nature 

historical concepts r believed to be ·colligatory concepts·. 

It is a derivative o:f the term colligation (Walsh, 1967: 72) 

Making th human pa t intelligible and signi:ficant is part oi 

the historian's task. To make the human past intelligible nd 

igni:ficant he should bring the events oi the past togeth r in 

a particular sort o:f way. The events grouped have a speciiic 

and internal connection with each other. Such a process o:f 

grouping i re:ferred to as colligation (Thompson 1967: 87). 

Accordingly~ historical concepts are ·open-ended concepts·. 

They lack preci e nd deiinite boundarie :for their use because~ 

being empirical concepts, they are used :for the purpose oi 

describing particular phenomena in our world oi experience. 

Concepts such a8 lid mocracy" and ":Lmperi Ii m" are highly 

iniluenced by changes as a result oi which new usage would 

emerge. But there are instanc s where so ething approaching 

·closed" concept., such as treason (a deiined in 

constitution ), is attainable. This would be the case only when 

the concept i ployed in like contexts <Illinois curriculum 

Progra , 1971: 12-13). 

R rch works or .tudies have shown that concepts have a 

vital rol to play in hi tory teaching; they can serve a 

obj ctives oi teaching and as tools oi learning history 

(Smallbon, 142-143). Conc pts in history would serve the 
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learner a " int.ellect.ual 

gener lizat.ion, predict.ion and evaluat.ion" (Illinois Curriculum 

Program, 1971: 36-38). In ot.her words, concept.s in hist.ory can 

be used t.o describe, point out., or re£er t.o object.s and event.s 

or relat.ion among t.hem and to evaluat.e thing (Ib~d.). 

In spit.e o£ coneiderabl research on the nature and 

£unction o£ historic 1 concepts, no att.empts were made to t. ach 

students conc pt.ually before 1970. Such at.tempts were lacking 

because of the prevalenc of Piaget.' sand £1 ton's idea that 

concept.s cannot. be meaningfully taught. to children below 16 

(Smallbone, 143). Ther has been much t.alk in recent. decades 

(1970s and 1980s) about. teaching concepts in hist.ory. 

Purposeful teaching of concepts in history has also begun quite 

recently. In Britain, as the experi nce of t.he School Council 

History Project. 13-16 shows, th re is a successful and 

purposeful teaching of concepts in th history classrooms. The 

evaluation of thi program h s lso de onstrated that student.s' 

underst.anding of concepts " •.• is cumulative; concepts fit into 

t.he Brunerian scheme of the spiral curriculum ideas refined 

and reshaped on successive encount.ers throughout a pupil's 

school life" (Smallbone, 143). 

One of t.he ost. import.ant. findings of t.he more recent. 

research nd t.he experienoe o£ t.he School Council Hist.ory 

Project 13-16 has t.hus upport.ed Brunner's cont.ention (Sansom, 

119 and Smallbone, 143). Concerning concept. teaching Brunn r 

(1960: 20) ays t.hat: 

1£ one respect. t.h ways of thought of the 
growing child, if on is court.eous enough t.o 
t.ran lat.e mat.erial int.o his logic 1 forms 
and challenging enough t.o t. mpt. him t.o 
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advance, then it is possible to introduc 
him at an early g to the id as and styles 
that in later li:fe make an educated m n. 

The setting o:f educational objectives in part determines the 

kind o:f teaching method, t chniques and strategies to be 

employed (Bigg and Collis, 1982 t 57). It is remarkable that 

d fining objectives o:f a history course in terms o:f concepts 

implies conceptual teaching-conceptu 1 teaching which has to be 

controlled by the stated conceptual objectives. 

The need to choose certain concepts as being essential to 

historical study and relevant to the personal and social needs 

of adolescents is obvious. But the problem here is to set 

cri teria :for identi:fying some of the more basic concepts. 

Indeed recent studies have attempted to identify certain 

concepts which see to be used most consistently in hi tory. A 

group of such basic concepts that might be considered as 

objectives and tools :for any conceptual oriented history 

syllabu are those listed in the preceding section that dealt 

with objectives o:f the history syllabus. 

Concept teaching has important implications :for both the 

learner and teachers of history. For success:ful conc pt 

teaching it is highly ssential that both the teacher nd the 

student b have somewhat di:f:ferently than they do in a 

traditional cl ssroom setting. In a classroom setting where 

concept t ching prev 11s learners would not be p ssive 

p rticipant in that conceptualization is hard work and requires 

ctiv int llectual involve ent by the learn r. 

Conceptu lization r quires large "experi ntial inputs" to 

g n r t, valid te and broaden concept. The acquisition of 
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conc pt. 1 a1 0 gr dual and cumulative. As such 

conc pt.u liz tion r qu r s quit consid r b1e amount of t.ime~ 

t.h r for, fo st.ud nt. y 11 accustomed to memoriz1ng of 

1n£0 tion pr ented by the teacher or textbook~ 

concept.ualizing can be at. the 1n1t1 1 stage quit frustrating 

(Bayer and Penna, 88-89). 

It i import nt. to not that~ even though t is time 

consuming, it requires hard work involving certain 1e rning 

ctiv1ti s, uch 

int rrel tion hip 

f u trat.ing at. th 

as brainstorming grouping~ ident1fying 

and synthe izing (s e belo and it is 

initi 1 st g , conceptualization is highly 

w rding. It would above all enhance students potential for 

learning by providing the skills needed to broaden conc ptual 

truct.ure in the future. 

Concept t ching has also wider implications for the 

t Bcher of hi tory. Since concept teaching requires a different 

nvironment t.he function o:f the teacher has b co e di:f£ rent. 

Th :funct10n o:f th te cher i determined by the ea enti 1 

ch r cteristic :featur o:f concept teaching. As Beyer (119) 

cl rly put it, at ching conc pt .•• r ally eans putting 

tud nts into learning exp rience th t vil £ cilitat t.heir 

own conceptualiz t.ion about given concept..- By 0 d01ng the 

te ch r would help ud nt conceptualize from a given body of 

cont nt; help th refine or broaden B 1mplistic or general 

1 g t.h Y lr ady haveJ nd put them into 1 n1ng situ tion 

wh r th y c n co into cont ct. with :f cet o:f conc pte 

< __ d_o ). 

Th rol of th tach is ther :fore to :faoilitate 

tud nt ' conc ptualiz tion. A:fte ll~ teaching, as de:fined by 
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B.yer (9), i an act o£ £ cilitating students' le rning. The 

te cher can carry out this ta k o£ £acilitsting learning, 

through two et o£ oper tions: introducing student to 

concept and h lping or guiding the to broaden or re£in it. 

Ther are v rious ways by which th teacher can introduce 

students to c rtain concepts. Beyer has suggested that the 

teach r, in introducing concept, might start by outlining it 

goes on to describe it by giving to tudents nd then 

illu trative examples. Or the teacher might It pr sent a 

concept as imag1ned and explained by a social sC1entist. Then 

a£ter the students n d to internaliz the concept already 

presented to them. By so doing, students are required to be 

engaged actively in subsequent lessons where they can use the 

concept to an lyze new and di££erent bodie o£ content. Here 

the task o£ th teacher is to involve students in "learning 

ctivi ties that require them to invent their own conceptual 

images about a particula thing" (Ibid., 119-120). 

As a means o£ involving students in the process o£ 

cone ptualization Beyer (62) suggests the £olloving £our 

1 arning 

a) 

b) 

c) 

ctivitie .-

Brain ator.ing:- an activity ox listing o£ all the 

variou implications o£ the thing to be studied. 

G ;::;;::r....;:o"-u;:;:.p--=~_= ___ ::..=.==-;:..=....-_n __ Q : - n acti v i t Y o£ categorizing 

ox wh t has be n lr ady li ted-associ ted t r • or 

£e tures o£ the thing to be studied. 

Id tionahip:- n activity o£ 

ex mining o£ th items listed nd grouped to det rmin 

xi ting r lation hips mong the it s. 

d) Synt.h izing: rranging mentally or vi u lly so as to 
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mak th already establish d rel tionships pp rent. 

H re all data will be ynth sized, h nce concept 

d v lopment. 

What ollov thi introductory s ge i , the second ajor 

st p in conceptualizing-broadening a concept. At this stag the 

t acher would guide students to develop their own concepts by 

providing them with opportunities to work Yith nev data. 

Students vill there:for r in:force th basic elements o:f the 

concept as yell s bro den the total concept by adding n y 

dimen ions (Ibid.). 

By and 1 rge, :for e:f:fective concept teaching, the t acher 

needs to have the :following points in mind: 

1. In concept teaching :factual content mu t be viey d as 

a means to an end. Factual content is not supposed to 

2. 

b memorized and regurgitated. Nor is the ai to 

cover content, rather the ultimate objective s to 

help students conceptualize about a particular idea o:f 

thing through the pr ented content. 

The teacher should know the n ture o:f th 

conceptualizing process as a lengthy proce s or as 

cumulative. 

exp rience. 

Concept development 

Conc ptuelization i 

needs rep eted 

also sequ ntiel 

yh y complex concepts ere built on simpl conc pts. 

3. Th te ch r needs to have a clear image o:f the concept 

h ha plann d :for students to develop. 

4. Th t ch r needs to have a rep rtoire o:f a nu b r o:f 

te ching techniques, m thods and strat gies. Conc pt 

achin involves "a judiciou int r- ixture of 
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exposition and inquiry." Thus, t acher' success in 

concept-teaching lies in knowledge and skill o£ u ing 

inquiry trat gy BS W 11 as expository strategy. 

Mor over, t Bch r rch for learning exp riences 

that are vari d, inter sting and meaningful should be 

carried out with u£ficient concern for he conceptual 

objectives to b 

develop from 

dev loped. The fact that concepts 

vicarious experiences and noting 

similarities and dif£erences as vell as from direct 

experiences implies th t both inductive and deductive 

reasoning may b e ployed in developing concepts 

(Fancett, 1971: 78). 

5. The teacher has to know the kinds o£ instructional 

materi ls that could be used in concept teaching. A 

textbook is not su£ficient for concept-teaching. The 

teacher should attempt to use instructional materi ls 

ranging £rom the p rsonal experi nces of the student 

to audio-visual media. Furthermore, in conc pt­

te ching instructional material ust not be viewed as 

supple ental to a lesson but a int gral part o£ the 

t aching-learning experiences. This .ake th n the 

use o£ multi-media an e ntial tool o£ concept 

te ching. 

6. Asking 1 arners to apply th ir conc pt to xplain data 

that i new to them ppears to b the rno t import nt 

w y o£ evaluating concept teaching. A ong the wid 

v riety o£ evailabl technique of valu ting conc pt 

te ching, Bey rand P nna (88-93) hav suggest d th 



78 

following: 

objectiv test item 
TTY \ 

es ays or oral examination 

tr n lating nd interpreting new data from one form 

to another. 

creativ activities. 

If they r properly used all of them would s rve o put 

students in a situation where th y must pply their perception 

of the concept to b evaluated gainst new data. 

2.4. In.tructional Kat rial. 

Textbooks have been identified by many educators as the 

most important teaching m terial. Research in education often 

considers them as a prime ource of data bec use they are 

regarded as reflecting so fully and ccurately the curriculum 

content (Palmer, 314). But the way a textbook has been used 

varies from one area to another. As Johnson (241) point out, 

the textbook is th most important teaching mat rial in American 

schools, while it is less important in European school. P lmer 

(315) al 0 has stated th t in m ny A erican high schools history 

instruction is highly textbook oriented. 

Given thi import nce, textbook haa to be well prepared. 

There are c rtain essential char ct ristic fe tur th t w 11 

prep red t xtbook ha to exhibit. The sel ction of content, 

mann r of pr entation nd org nization are th m in determinant 

of it w 11 preparednes . 

Cont nt of a textbook ha to be select d in ccordanc with 

th t t d obj.ctive. It is an obvious fact that topics of a 

yll bu r lected in such y y that th y can b m an to 
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th r 

highly 

lization 01: th. yll bus obj c ives. It i the e:for 

sential that th cont nt of a t xtbook should give 

d quat cov rage to uch topic • Wh t i ore, oont nt o:f 

t xtbook not only gives ad qu te cov r ge but it ha to b Iso 

authentic nd up-to-dat • 

A textbook i a learning instru ent o b placed in the 

hands o:f th Ie rner. Thus it has to b pr p r d in uch 

manner that its cont nt ould be intelligibl :for tud nts :for 

whom it is intended. It intelligibility is, by an larg, 

function of the pre ent tion and organizat on of th selected 

content (Aggarw I, 132). 

The cont nt o£ a history textbook ne ds to be presented in 

n attractive nd interesting manner so as to sust in students' 

interest. Although there is n concrete evidenc bout what 

makes a t xtbook intere ting, res arch tudies ugg st th t a 

combination o£ the lit rary tyle, the au hor' choic o£ 

material, picturesque det il and picy quotation ight perhaps 

make a textbook inter ting (Johnson, 256). 

Beside this issue o£ usta~ning students' int rest, the 

uthor o:f t xtbook need to be cogn~zant o:f th £ ctor that 

in£luence tud nts und rstanding in hi tory. It is important to 

note here that the n ture o£ the edium o£ in truction through 

which th udent att pts to co e to grip with th proble is 

one o£ th f ctors in£lu ncing understanding in 

history. What i pr s nt d in hi tor 1 on cannot b 

xperi nc d directly. ath r tud nts must 1 rn them hrough 

vic rious 

throu h th 

I n uag 

xp ri nc 

ritten 

a diu 

hich u t be gain d :for th mo t part, 

and poken word. 

o£ in truction by 

Thi i to 

hich hi tory i 

Y th t 

taught 
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h s p r mount i portanee in stud nts' understanding o£ history 

1 sons (Carr, 1964~ 232). 

Th abov o£ Carr h v 1 dity eonc rning 

histo ica1 edue tion o£ ev ry country. B t, B Brown (1 66: 25-

26) oint out, th probl o£ ngu g in hi toric 1 duc tion 

i much ore ign :f3.cant or most A:f c n countri There 

histor c 1 education is ore co plic t d nd probl m tic because 

o£ the co-exiatenc o£ at 1 ast tal nguag s: n t v language 

and the second "o££ici " artgu g • t is an s bli hed £aet 

that. 3.n ost A£ric n count.r his ory is aught end learnt 

through a s cond languag rath r than the 0 her ongue. In 

V3.ew o£ the £ ct th t hi tory learning relie on t.he basic 

skills o£ reading, wr3.ting and sp aking, the proble that the 

use o:f second langu ge a a m diu o£ instruc ion brought about 

i qu te understandabl • The co-existence o£ three languages, 

mother tongue, A haric as an o:ffici 1 languag and English as 

language o:f instruction in the junior nd enior secondary 

school , rna es the 1 nguag 

more gr v • 

i tuation in Ethiopi n education 

The involve en o:f langu 9 le ent in th study o:f history 

h s i port ant implic tiona 0 th preparation o:f textboo . 

Particul rly, n coun r vh re student. ' oth r tongue is not 

u d diu o£ in truction th1 1 nt need dully concern 

h autho o£ a t x book ho needs to pay r g rd to th levels 

o:f t d nt • und r nding. This 1 to y th t in order 0 

conv y idea 

1 

b 

th r 

the voe bul ry should b ppropria 

hould inci i nt nc 

ly co rect; ong nd co 

:for 

ngu 9 

he e s 

hould 

hould 

avo d d. nd hould b u ed ppropri tely 
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(Agga 1, 133) 

or over, to nh nc tudents' understanding the content of 

a textbook pres nted thr ugh vri t t n vord should b furth r 

illustrated by visual co unication. For good textbook 

illust ation , uch a pictures, sketches, maps, diagr me nd 

time-ch rts ar important. The m a ure of a yell illustr ted 

t xtbook is not, however, th quantity r ther vhat tt rs i 

the quality. This does e n th t illu tr tiona need to be 

clear, si pl, ccur te, purposeful, supplementation of the text 

and they should have ample expl natory note (Crook 11, 84). 

Lists of uitabl ctivities for students are also useful. 

A textbook need 0 have lists of ugg stions and questions which 

appear at the end of each chapter. Reading such qu stions 

befol' actually r ading the ch pt r helps :focus attention on 

vh t th author has Judged to o:f most i port nee. The 

qu stions n d ot b ere fact finding r ther they need to be 

thought provok1ng in n ture. If so, looking c refully a these 

questions might be of help to the tudent to emphasize on the 

sential p ct (HcPhi, 464-465). 

In ddition to the pl' sentation of the content, the yay th 

t xtbook org nized is also equ lly impor ant. A good textbook, 

y cPhi 63), i the on vhich i cl arly rranged with an 

inform tion - table of contents, preface or forward, and index 

t the nd. Th t bl of contents ould give th tud nt a 

um ry of th textbook in outline for nd h Ip h m to loc te 

th ch pt r h v nt , wh re th pr f c giv s th tudent 

infor tion hich vould help him und t nd th txt. Th index 

would h lp t e tud nt to find information bout sp cific items 

in th t xtbook. Oth r than this, th author of a textbook 
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CHAPTER TIIRE£ 

REPOR , I TE P ETATIO , A ALY IS A 0 OISCUSSIO 0 FI 01 as. 

A specixic research problem may be pursued in mor than on 

way, but circumstances surrounding the nature ox th probl m and 

th limit tions usually play an 1mportant part in th selection 

ox a method. With this in mind the present urvey att mpts to 

pursue the proble pertaining to history t aching in tvo vays: 

historical re arch and a descrip ive survey research. The 

purpose ox the historical research i to analyze past history 

teaching 0 as to identixy more clearly its status, and to 

indicate tr nds, developments, phases, or perspectives ox the 

t aching ox history. Approaching the problem historically vill 

be helpxul to trace trends or prior actions which m y have 

bearing on the present. Tracing trends or prior actions and 

identixying problems pertaining to history teaching in 

historical perspective ill in turn give direction to xuture 

planning. This chapter has, therexore, two major parts. In 

part one analysis ox the historical d velopment ox history 

t ching in Ethiopian enior secondary chools is presented. In 

this part ox th 

analysis. part 

chapter th study xocuees or 

two ox the tudy analyze , 

on document ry 

interprets and 

discu ses data obtained through que tionnaire and interviev 

it ms, and ob @rvation schedule. 
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3.1. Analyaia 01 th. Hiatorieal P.rap eti • 01 th. T ehing 01 

Hiatory in Ethiopian S.nior S ondary ehoola 

3.1.1. Th. Ineluaion 01 Hiatory in th. School Curriculu., 

Th. Stat. 01 A11aira up to 1957 

A ha been shown in the preceding chapter, in the 

tr dition o£ v tern education history o£ some kind i s id to 

be a £eature o£ almost every curriculu at all levels. To be 

sure, the inclusion o£ hi tory in the secondary schools 

curriculum date back to the £irst hal£ o£ the sixte nth 

century. Consequently, thos schol rs and historians who have 

proposed history instruction in schools have written textbooks, 

suggested methods o£ teaching and di cussed its value and 

purpose. Johnson's (1940: 2B-33> retrospection about history 

teaching revealed that ·by the clos o£ the eighteenth century, 

so much had been discovered about history teaching .•. • But in 

Ethiopia' s education system history was not included in the 

e rly school curriculum prior to 1943. When it was included 

a£ter 1943 it had western orientation so that the need to 

discuss its value and purpos, and to suggest methods o£ 

te ching did not arise. History, as a school subject, both in 

the el mentary and secondary chools o£ Ethiopia began to be 

o££ red in the 1940s. To seek the re sons that account £or such 

a state o£ a££air a brie£ account o£ the volution o£ mod rn 

ducation in the country i in order. 

Until th £irst decade o£ th twentieth c ntury ducation 

in Ethiopia vas in the hands o£ religious instl.tutions. Th 

etablishm nt o£ Menelik II school in 190B u h red in the 
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genesi of we tern types of education in the country. In the 

ensuing ye rs the number of such prim ry school incr.. ed nd 

the education system showed om progres. As no ed by Teshome 

Wag w (1979: 40) before 1935/36 (the ye-ar when this modes 

b ginning wa interrupt d due to the ggression p rpetrat d by 

It ly) there ere at th minimu twenty-one government school 

which off red prim ry education. 

The curriculu of these primary schools placed greater 

mphasis on th te ching of foreign languages, namely, french, 

English, Italian and Arabic (Mahteme Sillassie, 1963: 601). The 

reasons for such greater emph ais and exclu ion of other chool 

subjects (science and liberal rts subjects - to talk only of 

the academic subjects) are not f r to seek. ,'hat is, the 

foundation of modern education, being lar ely political nd a 

a post-Adwa phenomenon, ne ds to be ae n within the cont xt of 

developm nts that followed Eth10pian ucces at the battle of 

Adwa (1896). 

In Ethiopia the poat-Adwa period witnesaed the introduction 

of some ele ents of early c pi ta11sm. The beginning of the 

construction of the Djibouti - Addis Ababa Railway (1897) nd 

the eat bliah ent of the Bank of Aby inia (1905) ar good 

anifeatations of the pen tration of rly capitalia into the 

country (Bahru Zewdie: 1981: 11). The c pit li t ventures 

were indir ct results of the thr at of colonial pow r. Thi 

thr at b came larmingly self- vident by th ti e th three 

colonial pow r aigned the Tripartit Treaty in 1906 (Sh fer , 

19852 63-6). From this coloni 1 threat it had become appar nt 

that Ethiopia' xiatenc a an indep ndent n tion would be 

s cured only on condition th t Ethiopia dopt d y t rn forms of 

i 
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government and dministration, in particular, and it met the 

t nd rd 0:£ w t rn "civilization", in general. Thu th 

ministerial system that arked the genesis 0:£ the presumed 

civilian bure ucracy was introduced. The :fact that Iftodern 

in:frastructure and civilian bureaucracy made od st headway 

in Ethiopia resulted in the need to h ve educated young men on 

the western model, who could e:£:fectively run the system (Ma'aza: 

1966: 55-56). 

On top o:f this, the politic 1 consideration had much more 

importance becau e the introduction o:f western :forms o:f 

government and administration, moreover super:ficially, would not 

by itsel:f be a su:f:ficient mea ure that could mini ize or avert 

the colonial threat hovering over the country. Rather producing 

educ ted young m n who could e:f:fectively engage in the political 

de lings into which Ethiopia was entering became :felt-need o:f 

Ethiopian govern ent. Thu, in the eyes o£ e hiopian rulers the 

need :for co petency in the major languages o:f diplo cy ade 

exigent the est blishment o:f modern schools whose curriculum 

would empha ize the teaching o£ the :£our major languages. 

Perhaps, this might partly explain the reason why pri ary 

education was not timely £ollowed by the e tablish ent o£ 

s condary education. The existing demand or need appeared to b 

adequately met by the outputs o£ ele entary schooling. 1£ the 

curriculum o£ uch chools had embodied oth'r school subjects, 

it would have be n po sibl that secondary education ensued £rom 

th already- tabli h d primary education sy t m much earlier 

than its actual com nce nt. 

Such an exclusive stress on the t aching o£ £oreign 

languag hould not b , however, mi con trued as i£ it i plies 
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1 ck of awarenes on the p rt of E hiopian rulers of th 

educational v lu of other school subjec s. Nor did it also 

imply lack of concern on their part to indigeniz modern 

duc tion by providing an Ethiopi n setting. They did actually 

xpress their conc rn on different occasions, though uch of 

what they s id remained uni pI mented. 2 

Ev n though history as a school subject both at the 

lementary nd secondary schools only b gan to be offered in the 

po t liberation period (starting from 1943), it would b wrong 

to a ume fro this that in arlier times no history was thought 

to Ethiopian youths. It is he belief of many scholars that 

history in som form, though not as a school subject, h s 

2 The leg1 lation (Emperor Menelik's procla at ions of 1908 
and Empress Zevditu's proclamation's of 1928) and Ras Taf ri' 
spe chos of 1925 and 1928 wer good gest ures and showed the 
extent to which education had become a concern of Ethiopl. n 
govern ent, although the emphasis of uch legislation and 
speeches did not correspond with what was ctually practised in 
the schools. Emperor Menelik' s proclamation, for instanc , 
stressed the importance that traditional crafts, which were 
de pised by the sooiety, h d in the life of Ethiopian society. 
He also made a reference to the status of education in other 
countries nd talked about their oreativity. Having said this, 
he urged the people of Ethiopia to send their children to the 
newly-e tabli hed school (Kahteme 5illassie, 601-603). Taf ri's 
sp ech (1928) aleo wae a clear indic tion of the aw reneee of 
Ethiopian ruler of the ducation 1 valu of other school 
subjects. He put the potential value of hi tory, for x ple, 
a follow 

"Although the greatn s of Ethiopia and the 
history of all her chieve ents may be 
found fully recorded n the books of many 
learn d men, I constantly revert in my 

pe ch s to this them of her past hi tory, 
to show how the di sensions that aro 
within the country in form r times pulled 
her b ck and prevented her r gular 
br thing ••• W (Quoted by R. P nkhurst, "The 
Foundation of Educ tion", 269) 

But R •• Tafari, despite such re rkable under t ndl.ng of the 
role of hi tory, did not su st that history be taught t ny 
of the schools. 
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probab~y been part o£ nstruction since the ear~iest dawning o£ 

hi.torica~ consciousne s. Sinc th dovn of civi~ization, in 

~mo t every society, it h s been made part o£ instruction £or 

hi tory hae b en regard d s the nature~ vehic~e £or teaching 

the private citizen the public v rtues o£ ~oya~ty and 

r ponsibi~ity (Danie~, 1980: 13; Crookall, 1965: 8-9; end 

Johnson: 25). In taking th d cu eion a litt~e £urther Johnson 

(25) argues that in the r mote pest there vere people to whom 

the handing down o£ tradition £ro the old generation to the new 

was entrusted as a national duty. In the A£rican social mi~ieu, 

however, such a practice a not a phenomenon o£ the remote 

past. The practic of handing down tradition £ro one 

g neration to the oth r vas in existence until recent~y 

(Vansine, 1985: 35-47), In Ethiopia too a number of tr ditions 

have been passing £ro generation to generation (lb d. 188 and 

198) . 

Aside £ro this, history teaching had been a £eature o£ 

Ethiopian Church schools. These Church schoo~s used to teach 

their students, both t the element ry and adv nced ~evels, Bome 

kind of history (Tesho e, : 11-17). What is mor, though 

history was not plac d in the curriculum of the early modern 

schools a a tudy in iteel£, £rom some £ragm ntary evidence, it 

pp rs very ~ik ly that some kind o£ history (oth r than 

Ethiopian) mi ht h ve be n t ught along vi th the t aching o:f 

£oreign ~angu g s. Earnest work (1934: 67) vho tudied 

Ethiopi n duo tion in th r~y 1930s obeerv d that, although 

th ir prima y ta va the t aching o£ the a£or m ntion d 

£or ign 1 ngu g s, those exp tri te teach rs (vho almost 

ntir ly t £f d th chools) products of the educational 



ay tem of their respectiv countries and being 1 0 culture-

bound d th maelve , engag d in t aching the v lue and cul ure 

of their respective oountries. His obs rv tion has b en ind d 

substantively support d by rec nt r search findings. This 

rec nt study has shown that in Menelik II chool (in th early 

d cade of the 20th century> teach rs of the different foreign 

languages used to apply teach in materi Is of iberal arts 

subj cts~ (Fasil, 1986: 25-26) 

What the foregoing discussion trie to indicate i the fact 

that the teaching of history in both the church and early modern 

prim ry schools was carried out ith a selection of historical 

aterials yith some other end in view rather than the teaching 

of history as a subject in itself. To be aur , thou h not under 

the auspices of the Ethiopian govern ent, it yas during the 

occupation p riod (1936 - 1940/41) that history became 8 school 

subject. Ethiopian youths who had got the chance to join the 

chools established by the Fasci t governm nt in Ethiopia were 

taught th history of Italy (Teshome; 47). 

Other than the experience of the educ tion system of the 

fascist government th plac ment of hi tory as a school su ect 

~ These yere te ching material pr p red for another 
educa onal y tem. As uch h teachers et a trong reaction 
from their stud nts who dispassion tely wanted to le rn bout 
th ir 0 n co un ry. In Men 11k II school th French teacher, for 
in tance, faced the following reaction. While teaching French 
lan u e he u d G ography book nti tled G ographi.c An. 
Pr.paratoi.r.. Fro page 3 he read two question : 

Q. 24. Laqu lle de cinq p rt1es du monde h biton nou? 
Exp cted answer:- -Nous habi.tons L' Europe". 

Q. 25. -Quell con tree de L'Europ Habiton nous? 
Exp cted an wer. "Nous habiton L Fr nc ". 

But hi. tudent n y r d these question by repl c1ng L'Europe 
(to th fir t qu stion) by L'Afr1que W and r placing La' France 
by L' Et 10pi (F il; 25-26> 



t'h~ll ,,11 11 ~l:.iiCi'l-f: 
n -I" '1 ih "-l-

, IVER lTY 

( 

93 ._------- -
in it If va a conca it nt developm nt vith the beginning of 

secondary ducation in the country. In Ethiopia, e cond ry 

education b 9 n in 1943 wh n he first condary school (Haile 

Silla i Secondary School) va established. Ever since 

econdary duc tion, under the auspices of th government, has 

continu d to .xp nd. In 1946 the Wingate Secondary School vas 

op n d and Tafari Mekonn n School also started offering 

secondary clas es a' za,: 84) • Three years lat r thre 

provincial secondary schools, 1n H rar, Kaffa and Wallo, were 

open d (I bid) . 

Even though secondary ducat ion com enced in 1943, the 

system va not immediat ly folloved by a standardized 

curriculum. School subjects used to be chosen by the teaching 

staff of e ch school. As a result, there was variation in the 

kinds and number of subjects taught in the different schools, 

and the selection of chool subjects s h1ghly determined / by 

the nationaliti s, knowledge and experiential background of the 

teaching taff S (Ibid.). It appears, from some fr gmentary 

evidenc, that history was t ught in these arly secondary 

school (Sylvia Pankhurst, 1955: 591-599>' It is, hoy vel', 

qui te underst nd bl that in the absence of a standardiz d 

curriculum it is very difficult to talk about the nature of this 

provision. 

The fir t att mpt at unifying curricul r offerings c me 

ju t in 1949. In th ye r th Board of Education of the 

Mini try of Education approved and i su d a s condary school 

The te ching ataff of the e schools were predominantly 
expatriat vi h diff r nt n tionali ti s. For example, the 
t ching stat of Wingate S condary School were British, whil 
T fari M konn n School vas staffed by Can dians. 

d 
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curriculu o£ £our-year (9 to 12) duration b sed on the 

requir ment o£ t.he G neral School Certi:licate o:f Education 

(GeE) • Partly with a upposi t.ion t.o aintain a desirable 

atand rd with th t o£ t.he requirem nts o£ the GCE and partly to 

provide th country wit.h n educated elit.e, urgently needed to 

ata££ th modern administrativ sy tem, the curriculum o£ 1949 

waa complet.ely academ~c (Ma' za, 84-85). As an academic subject 

and as part o£ th requ~re ents o£ the GCE, history wa one o£ 

the co ponents o:f this curriculum. The :fact. th t the curriculum 

va pr pared on the basis o:f th requirements o:f the GCE 

revealed its western orient.ation. Resulting :from thia western 

orientation the history syllabus had a Euro-centric character 

(Secondary School Curriculum, 1949; 123). 

This attempt at uni:fying the secondary school curriculum, 

appreciable as it was, re ulted in mere adoption o:f a curriculum 

prepared £or th British social setting. Hence the curriculu 

appeared to be inadequate in the Ethiopian setting. Thi is 

not, however, n obJection to adoption a a whole. It is rather 

to stress th :fact th t an educational yst or curricul u 

which is relevant to one society may do noth1ng to meet the 

educational needs and de ands o£ another. But hen there i a 

n ed to adopt, education must be dapted to h re lities and 

cultural values o£ each individu 1 country i:f it i to b o£ 

value. In ~t reports th long -Term P lann1ng Committee ( a 

committee set up in 1953 to study Ethiop1 n Education> obj cted 

to the way the GCE curriculum was dopted, vh n t vrote: 

Et.hiopi n econd ry chool curriculum i an 
doption o£ European s cond ry school 

curriculu th t exi ted be:fore the second 
world var. It has the sam at.atu vith 
that o£ A erican school curriculu pr p r d 
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thirty ye rs earlier which 
standard nd which was not 
ch nge (1954: 39). 

as low 
subjected 

in 
to 

This general comment about the status o~ the secondary school 

curriculum also holds true o~ the status o~ history which was 

one o£ the component o£ the curriculum. It seem unrealistic, 

indeed, to xpect the teaching o~ Ethiopian history, other than 

the European, in an adopted syllabus. For one thing, those 

expatriate teachers did actually lack adequate knowledge o~ 

Ethiopian history. For another, there was at the time an 

undeniable scarcity o~ historical works on the history o~ the 

country. 

The above-mentioned cri ticism o~ the Long-Term Planning 

Committee became a starting point ~or the realization o~ the 

unsuitability o~ the 1949 curriculum ~or Ethiopian needs and 

reali.ty. From this i.t ~ollows that what to teach and how to 

teach had become i.mportant questi.ons in the educati.on 1 

enterpri.se. As a result, a relatively ore thorough study o~ 

the curri.culum was made by the Department o~ Research and 

Curriculum Development soon a~ter it establi.shm nt in 1956 

(Ma/aza, 125-126). The D partment then propo ed new acad mic 

secondary chool curriculum which w s approved by the Board o~ 

Education o~ the Ministry o~ Education in 1957 (Ibid). 

3.1.2. Hi.~ory Teaohing in E~hiopian Secondary Schoole (1957-

1974) 

During the period und r discussion hi tory te ching 

und rwent ev ral stages o£ d velopm nt. Th ~ir t hi tory 

yllabus was constructed in 1957. In subs quent years it wa 

subjected to revisions. Th r ~ore, starting ~ro 1957 to 1974 
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four history syllabi wer developed by s ri s of vorking 

committe s· under the dir ction o:f th Departmen of Research 

and Curriculum Development. 

Th :first history yllabu (1957) for Ethiopian second ry 

schools vas developed by a committee consi ting of three 

expatriat secondary school teach rs. Aiming at introducing 

change it vas issued as provision 1. To this ffect, it was 

subjected to evaluation in th 1957/58 academic year. The work 

of its evaluation was undertaken by a co mitte consisting o:f 

ten members. The ev luation results led to the development of 

the second history syllabus of 1958. This newly-develop d 

syllabus was also made provisional. Two main consideration 

accounted for its provisional sta us; :first, consideration of 

making :further alterations on the basis of comments and 

Bugge tiona to be elicited from anoth r co mittee and secondly, 

consideration of making alterations of the b sis o:f the new 

education program which had been under consideration by the 

Mini try of Education (Secondary School Curriculum; 1958). 

Other than being provi ional th se two syllabi shared many 

common futures. For this rea on they will be tre ted together. 

• Starting :from 1957 to 1967 the four hi tory yllabi v r 
pr pared by a eries of vorking committees. The first yllabu 
w co pl t ly work of econdary school history teaohers. The 
committ es th t d sign d the seoond (1958) and the third (1963) 
ayll bu consi ted o:f :for the 0 t part subject specialists at 
the University and secondary lev 1 and dvisers fro EUSEP 
(Ethiopian Unit d State Cooperativ Education Program) nd 
UNESCO. There w r also participants from the Curriculum 
Depar ent, Minis ry of Education. The :fourth hi tory syll bu 
v s d ign d by a committ e oon i ting of subject specialist 
:from the univ r ity, s cond ry chools and people from the 
Mini try of Educat10n. 



97 

3.1.2.1. The Two Provi.10nal Hi.tory Syllabi 

Both the :fir t and th second provision 1 yllabi consisted 

o:f thr component p rts: (a) at tem nts o£ objectiv (b) w ya 

nd means o£ teaching, and (c) content [Secondary School 

Curriculum, 1957: 47-52; nd Secondary School Curriculum, 1958; 

110-123] . 

Objeotive 01 the Syllabi 

The :first provisional syllabu began by setting out the 

following :four objecti v s: ( 1) J..n:forming students about p st 

historical developments o:f their country and the world t large; 

(2) broadening the mind of the students by examining historical 

events across the :five continents; (3) enabling students to 

weigh evidenc critically which would help them acquire orne 

skills to distinguish :facts :fro opinion, history :from legend 

and to detect biase nd prejudices in historical accounts; and 

(4) to make students good citizens (Secondary School Curriculum, 

1957; 47-48). These obj ctives were adopted, as they were, by 

those who work d out the second provisional syllabus (Secondary 

School Curriculum, 1958: 110-111) 

Thee objectives ar worth while objectives but they are 

not without problems. Many writ rs on education hold th view 

th t educ tional obj ctives n ed to be stated cl arly and 

unambiguously (Tyler, 1949: 46-47: Taba, 1962: 200-201). 

Howev r, quit on th contrary, the objective o:f these syllabi 

wer not at t d cl rly, nd una biguously. It w s not, for 

inst nce, cl ar in hat w y student would broaden their inds, 

wheth r it w by dev loping hi toric 1 concepts or by 

memorizing tring of :f ets. A id :fro this, produoing good 
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ci izene a an objectiv of hi tory t ching some what 

exagger ted the contribution of hi tory. Here history was 

considered as a natura~ vehic~e for teaching the private citiz n 

th public virtues of loya~ ty and responsibility (Second ry 

Schoo~ Curriculum, 1957: 47-48J S condary School Curricu~um, 

1958' 110-111). Partly this might have been the resu~t of 

American influence, in that by that time they had been involved 

in drafting the educational program of the country. In the 

American educationa~ sy tem the study of Am rican history was 

required everywhere by state action with a be~ief that knowl dge 

of the history of the U.S.A wa neces ary for effective 

citizenship (Cartwright, 1969: 36). The same r tionale seemed to 

exist in the provisional history syl~abi of Ethiopian second ry 

schools. 

The inclusion of this objective, producing good citiz ns 

may partly have emanated from the way the curriculum was 

organized. In the two provisional econdary school curricula, 

of the social studies program the two disciplines, Geography and 

History, were organized a separate school subjects. Thus, in 

the Ethiopi n secondary education syste , in the abs nce of a 

social studies progr m, heavy reliance was (and still i ) made 

on history to tach students about society. As 8 result, 

citiz nship education that could h ve been more effectively 

promoted through the teaching of civics w s ascribed to history 

t ching. 

It i i port nt to note in this conn ction th t when 

hi tory 1 t ught a a par te subject, it must be recogniz d 

that it may c rry specia~ burdens nd ob~iga ions. To the 

xt nt th t it i th only subject among th soci 1 tud1 to 
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be requir d of 11 students, it must carry most of the load of 

giving students essential idea about th nature of society nd 

the skills and attitudes needed to deal with human problems. 

Obviou ly, it was 

mentioned objectl.ve 

worked out in 1967. 

with such understanding that the above 

wa left out from the history syllabus 

It was suggested that the history syllabus 

should be supplemented by classes on civics so as to help 

student to understand right and duties they have within their 

society. From 1967 to 1974 students used to learn civics as 

supplementary to the lessons of history in grade seven and eight 

(Secondary School Curriculum Development and E.S.L.C. 

Examination Seminar, 1967: 159). 

Sugg_at d "_tbod. o£ T .cb~ng 

The other component part of the first provisional syllabus 

was list of ways and means of teaching history. The proposed 

ways and means of history teaching were arranged as follows: 

( ) history teaching should emphasize biography, economic and 

social history s well as cause and effects of historical 

events; (b) history teaching ne ds to be conducted to enhance 

better understanding of present day problems; (c) history 

teaching through a topical pproach is necessary so as to 

examine topics of primary importance in greater detail; (d) 

history te ching should give some emphasiS to hi toriogr phic 1 

questions; (e) hi tory t aching hould im at the development of 

students' ability in not -taking as well as their independent 

tudy habit; nd <f> history teaching must be carried out in an 

imagin tive and stimul ting m nner (Secondary School Curriculum, 

1957~ 48-49) 
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Thea sugge ted way and me n cle rly displayed the 

experti e ox the developers. The ewer ways 

had be n u d for th t aching o:f history 

nd mean which 

in th European 

schools. For inst nce, the biographical approach to history 

teaching, an approach :first uggested by Rou se u~ h d been 

commonly us d in history teaching ox western schools (Johnson, 

1940 ; 34 - 3 ). Tod y any o:f the above m ntioned ways and me n 

ox teaching are regarded as more appropriate xor the teaching o:f 

history. It appears that the developers had a clear 

understanding ox the nature ox history 

teaching it requires. Th~ir mention 

nd the learning 

o:f the use 

and 

o:f 

historiographical questions as one way o:f approaching history. 

teaching is worth mentioning here. Their suggestion i in 

agreement with the view o:f recent writers. On the same point, 

Crinnion (1987~ 169) rgues that approaching history te ching 

wi th a historiographical dimension would enable student to 

develop a clearer view o:f the complexity o:f historical problem. 

Moreover, it would enhance stud nts' understanding o:f the nature 

ox historical sources and historical methodology such as 

question framing, :factual signi:ficance and verification~ a well 

s historic 1 xplan tion and argumentation. 

D spite this remarkable understanding nd ttempt~ they 

failed to indic te appropriate learning experiences. It s 

not, for in t nc, indicat d how history teaching could give 

emph i to hi toriographical que tion or hoy history t chin 

could b m de imaginative and timulating. As Cr~nnion (Ibid) 

point out, pr nting n ccur te account ox peopl '. p t 

ction by th videnti 1 u of a v ri ty ox record ox th t 

p st is on way ox enh ncing tud nt ' und 1" tandin o:f the 
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n ture of historical source and historical methodology. Thus, 

due to lack of provi ion of appropriate learning experiences 

th ir suggestion had little practical value. 

Other than this, proposing a topical approach for th 

teaching of the content of the syllabus which was organized 

chronologically vas also unrealistic. This is so because it 

appears to be easier to use a chronological appro ch in 

syllabu whose organizational pattern is topical (Cartwright, 

166) • 

Syllabu8 Cont.nt 

As an introductory remark to the second provisional 

secondary school curriculum, the Department of Research and 

Curriculum Development stated that the content of the various 

syllabi in the first provisional curriculum had not been 

radically altered. Rather much more attention was given to the 

improvement of the approach to teaching the various subjects, by 

which the general aim of the program might be achieved more 

efficiently (Secondary School Curriculum, 1958). This statement 

does not, however, hold true for the revised history syllabus of 

the second provisional secondary school curriculum. As matter 

of fact the second provisional history syllabus had little 

difference fro the first one. This littl difference existed 

in the content. Here the difference lies in the omission of 

o topic nd inclusion of others as well as in the 

pr sent tion of the cour e content of gr de ten. But, despite 

th ir clai of introducing a radic 1 ch nge, the suggested 

t ching approach s remained the sa in both of the syllabi 

(Secondary School Curriculu , 1957: 48-49 and Second ry School 
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Curriculum, 1958: 111 - 112). For that att r, let alone to 

introduc ch ng 

te ching appro che 

in the econd 

app red onc 

provision 1 

again in th 

yllabu, such 

history syllabus 

th twas dev loped in 1963 (Secondary school Curriculum; 1963: 

125-126) • 

Even the di££erence that exi ted in the contents o£ the 

sy llabi should not b 

selection criterion, 

exaggerated. This is so because the 

th organization and the provi ional 

statements were one and the e me. As a s lection criterion, it 

was laid down that the content o£ the yllabus should emphasize 

those countries o£ the world with which E hiopia h d been in 

closest contact (Secondary School Curriculum, 1957: 50-52). 

Topics and periods which were supposedly elected on the b sis 

of this selection criterion wer organized chronologically. In 

the lover grades (9 and 10> topics drown £rom the history of the 

ancient Mediterr nean world and Medieval and Early Modern Europe 

were listed. For the upp 1" gr des (11 and 12), however, topics 

were left unspecified. As a provi ion it was imply t ted that 

the rem ining part of th history of Europ (19"h and 20"h 

centurie hould be t ught but with due consideration for the 

requirem nt of th internal ex in tion (Ethiopian Laving 

Certific t ) 

Education) • 

nd ext rnal ex mination (G n ral Certificat 

Perhap , topics ere 1 ft unspecified on the suppo ition 

th t appropri t topics ould b indicated £ro ti e to ti e. 

But the cont nt of th • cour es ed to be n adoption of 

cours 1" nts of the G.C.E nd Iso seemed to give great r 

emph si to th prep r tion of tudent for xa in tions. Of 

cour , th provi ion would giv th h~ tory t acher r lative 
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:fre dom in £01 c ing top cs. But th lik 1ihood v s that 

di:f:ferent t ch would lect di:f:fe ent topic end this would 

be di dvantageou :for tud nts who w e r quir d to it :for 

cent ali2 d ex minations. 

In th proces o:f electing uch cont nt , th develop r 

did actually ak a eide-tr ck :fro th i ini ti 1 premise. 

According to the~r premi e, topic nd periods were supposed to 

be selected :from countries i th which Ethiopia had closest 

connection. But the work remained p rtly undon. In :fact, with 

a :fuller under tand ng o:f the gr vitation o:f Ethiopia into the 

orbi ts o:f the Arabic nd 1'1 d te r ne n civil~z tions, they 

selected the content o:f the gr de nine history course (in both 

syllab~) from the e areas. But till one c n question the 

reason why the h~story o:f Greece (in both yllabi) and the 

history o:f Byzantiuf n th econd on ) v re omitted. Such 

omission ppe rs to b d plorable in that Ethiopia, in the 

ancient period, had been in clo st connection with them rather 

than with the ranks whose history was maint ined in the 

contents o:f both syllabl.. Wh t wa also th ground :for the 

inclusion o:f Japan, Mongolia, N aerl nd, Australi and the 

islands o:f the Paci:fic? Hed Ethl.opia been in closest contact 

with these countr~ in the period under study? The answer is 

emphatically no. These were th n suLLici ot evid nce for their 

:f ilure to work on thei initi 1 pre i 

Th ulti t pu pos of the e topics, topics selected from 

thoe countri ith hich Ethiopi w aid to have been in 

cloa t cont ct, w to provid r li tic a tting for th 

t ching o:f Ethiopi n hi tory. It vas inde d a highly 

co m nd bl ppro ch. A D ni s (15-16) oint out, n tional 

, 

...... .. ...----- ... 
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history should be taught nd learnt in a spirit o£ objectivity. 

As on W y o£ ensuring such a spirit o£ objectivity he suggested 

that "national history ... should be studi d not in isol tion, 

but in the context o£ parallel or di verg nt developm nts in 

other countri sand o£ the pertinent historical antecedents.­

Although the developers o£ the two provisional syllabi seemed to 

share the sam belie£, their work did not re£lect this belie£. 

From a syll bus which was worked out on the basis o£ such a 

premise one would expect the history o£ Ethiopia to be the £ocal 

point. But, let alone being the £ocal point, Ethiopian history 

rarely appeared in the syllabi. The £irst provisional syllabus 

did not include any topic £rom Ethiopian history, whereas the 

second one had some (Secondary School Curriculum, 1957: 50-52 

and Secondary school Curriculum, 1958: 117). 

Even though some topics £rom Ethiopian history were 

included in the second provisional syllabus, their selection was 

dictated by another consideration rather than the teaching o£ 

Ethiopian history per sent. As the organization o£ grade ten 

course content revealed, topics £rom Ethiopian history were 

selected while designing the syllabus on the basis o£ the 

assumption that the students would understand better vhat 

happened in the rest o£ the world (including Ethiopia) i£ they 

learnt world history by re£erenc to major vents in Europe 

(secondary school curriculum, 1958t 114-122). Hence, the course 

y s organized around three major historical developments: the 

Renai ance, th R £ormation, and th Exploration and 

Discoveries. It wa th n imed to show the impact o£ the e 

hi torical developmemts upon th history o£ the r at o£ the 

world. With thi purpose in vi w so e topics £rom the history 
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o:f Ethiopi ("Po t-Ak u it. nd Gond rine Period") '11 re included 

in 0 h content o:f the grad t n history cour e. To put it 

or p ci ical y, the in ntion va to pre nt th ctiviti s 

o:f th Por ugu soldier and th Jesuit Missionaries in 

Ethiopia. 

This pproach had, however, tvo major pit:falls. The :first 

probl m ro :fro th bre dth notion yhich yas used as a 

ov rnin principle :for h on ruction o:f the course. In an 

:f:fort o r n great mas o:f in:formation the course yas 

o erloaded nd bo d own in irr 1 v nt detail . The course 

'11 uppo d to cover topic selected :from the :folloYing 

continent and countries yi th r :ference to the three ajor 

hi toric 1 event mentioned above. These continents, and 

countrie were: A ric, A:frica, India, China, Japan, Mongolia, 

Sou h-E t Ai, Australia, Newzealand, and the islands o:f the 

Paci:fic. The in en ion wa to te ch so e aspects o:f the history 

o:f the countries and continents b :fore and a:fter the coming o:f 

the Europeans. 

Thi breadth notion, as Fines (1987: 108) points out, is 

on o:f he no ion which h s done in:fini te har to history 

aching in chool, :for it encourages fast history teaching 

which i at covering he s lected content rath r then helping 

ud n o dev lop understanding. In th ca o:f the content 

o:f he gr de t n history cour e, not only :fast hi ory teach ng 

m d 0 be ncour ged bu adequa e coverage o:f the course 

cont n '11 

p r w k) 

Th 

hin 

1 0 

h period 

m d to b 

llott d for hi tory (3 to 4 periods 

prac ically i po bl • 

cond probl prang :fro the a su pt on that :for ed 

th b i :for h con truction o:f the cour e. To reiterate the 
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point, the course wa designed with belief that the student 

would dev lop b tter understanding of historical events in th. 

r t of the world by reference to major historical events in 

Europe. This approach ind ed, would help students und rst nd 

th way hi toric 1 developments in Europe ffect d the history 

of the rest of th world. Despite this virtue it could not, 

however, take th m far in underst nding the internal dynamism of 

historical dev lopments within countries outside Europe, Rather, 

it might have generated an erroneous conception among students. 

Th t is to say stud nts could have conceived of every historical 

event in the different parts of the world as an extension of the 

history of Europe. Thus equating world history to that of the 

history of Europe would be the ultimate result. 

In fact this was a major problem in the construction of a 

course in world history. Speaking about the experiences of the 

American school, Engle (1969: 27) stated that a cour e in world 

history used to equate the history of the world to that of the 

history of Europe. The prevalence of the same conception in 

African educational systems of the both the colonial period and 

after indep ndence was indicated by Brown (1966: 1-2). That 

'Afric ha no history' or 'the history of Africa is nothing 

mor than the activitie of European in Africa# was the 

assertion that made the whole history syllabu of African 

school Euro-centric in charact r (Ibid). Although Ethiopia had 

h rdly experienc d colonial rul , it is little urprise th t the 

history yllabus of th t time h red thi common character. 

Educationali t hold th view point that the at ted 

ducational obj ctives determine the selection of content (Biggs 

nd Collis, 1982: 164; S nom, 124 and Smallbon, 142). The 
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eel cted contents o£ the tva provisional syllabi not only 

£ailed to re£lect the assumption that worked behind the 

sel ction but Iso £ailed to re£lect the 9 neral ai s o£ 

secondary educ tion and the objectives o£ the syllabi. 

the general aims o£ the secondary education program 

country the £ollowing tvo aims had direct bearing 

teaching o£ history. 

Among 

o£ the 

on the 

(a) To £oster in students th traditional value o£ 

loyalty, unity and devotion to Emperor and country 

vhich have sustained the Empire o£ Ethiopia £or 

thousands o£ years. 

(b) To develop in students a ense o£ citizenship so that 

they may emerge £rom this educational experience 

cognizant o£ their responsibilities in 

(Secondary School Curriculum, 1958). 

society 

In translating these general aims into syllabus objectives, it 

vas stated that history teaching in Ethiopia should aim at 

producing good citizens (secondary school curriculum, 1957: 47-

48~ and Secondary School Curriculum, 1958: 111). Those vriters 

who have vritten on the teaching o£ history argue that 

nationalism as a notion has been videly used in the construction 

o£ the history syllabus (Johnson,: 63; Fine,; 108 nd Brown, 

2). This i so b cau the teaching o£ national history has 

been regarded as natural vehicle £or producing good citizens 

and a means to enh nce n tional development (Daniels,: 13, and 

Fine,: 108) • 

schools. 

this vall not hovev r, the case in Ethiopian 

To nable tudents to dev lop a "s nse o£ citizenship· it 

ill o£ importance to give provision £or the teaching o£ nation 1 
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hi tory. In order for students to bra den their knowledg about 

the world, says Gross nd All n, 1969: 306-307, first of all 

they need to know who they are, wh re th yare, and what their 

cultural heritage i. This was how ver missing in the yllabi. 

It was, th refore, foolhardy of the develop rs of such syllabi 

to expect uccess in achieving the e objectives ithout giving 

du at tention to the teaching of Ethiopian history. Perh ps 

their failur to emphasize the teaching of Ethiopian history 

might have been an expression of the status of historical study 

of the country. It is tru, at the time no signi:ficant 

hi torical study on the country was being made. It should be 

remembered that emphasis on the teaching of Ethiopian history 

would make a new demand upon teachers with respect to the 

teaching of new content at a time when there was few works on 

Ethiopian history. 

As we h ve already noticed, the two provisional syllabi 

never gave room for the teaching of Ethiopian history. However, 

for two main reasons the Euro-centric nature of the history 

syllabus of Ethiopian secondary schools was changed in 1963. 

For one thing, the participation of educated Ethiopians h d 

increased. These educated Ethiopians saw the xclusion of 

Ethiopi n hi tory as an anomaly (minut s of the Meeting of 

Senior History Teachers in Addis Ababa Schools, 1963). Th mo t 

i port nt rea on, perhaps, was a change of political environ nt 

in Africa. In the 1960s the getting of independ nce by m ny 

African coun ries tirred a n w preoccupation for nation 1 

d v lopment which soon began to find xpression in school 

program. It was a time wh n mo t Afric n stat s wer in th 

proc s of tran forming their education 1 provision to make it 
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accord bett I' ith their newly von ind pendence. To thi e£fect 

many con:f I' nc on African due. ion ver held and the e 

conference c 11 d :for the teaching o£ their cultural herit ge 

to A:fric n tudents. To introduce change in accordance vith the 

decision o:f African educ ion conf rences, such as the Secondary 

Curriculu conference h Id in Tananarive in 1962, a committee 

was set up to revise the econd provisional history syllabus and 

to develop a new one. Thi committ e made stringent criticism 

of the yllabu. The cri icism marked a radical departure since 

it pOinted irrevocably tovards the need to give the history 

syllabus an Ethiopian and Afric n 8 tting (Ibid). 

3. 1.2.2. Th R vie d senior S.condary School Hi.tory 

Syllabu. o£ 1963 

The com ittee, et up in 1962 to revise the second 

provisional secondary school curriculum and to prepare a nev 

one, claimed that the nev curriculum had been designed vith due 

consider tion to the needs of the Ethiopian student, his country 

nd his continent. 

bing a re 

It also critioised the previous curriculum 

reproduction of what vas taught in other 

countrie or wh t had once been used in a particular country at 

particular stage o£ its d velop nt 

Curriculum, 1963: viii). 

(Secondary School 

Cone rning the history yllahua, it vas tated that hither-

to hi tory t ching in th s condary chools had concentrat d on 

th hi tory of Europe to th virtual exclusion of all other 

I' Th developer b li ved that such a £ailur to include 

Ethiopi n hi tory v de-plor hle and serious anomaly. With 

uch n und I' t nding, the history of Ethiopia viev d, a part 
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of African and world civilization, was suggested to form the 

focal point of the syllabu (Ibid. 124). 

Obj.otiv •• o£ thv Syllabu. 

In any respects the 1963 history yllabus showed a marked 

improvement, compared with the two provisional syllabi. There 

w r, how ver, notic able improvements in the objectives and 

content of the syllabus rather than in the suggested teaching 

approaches which were simply reproduced from the previous 

syllabi. 

The syllabus began by stating two general aims and five 

speci:fic objectives. The first general aim was to give a 

knowledge to Ethiopian students of the outline of the history of 

their own country, but set against the background of the history 

o:f Africa and the world (Ibid). This shows clearly how the 

program was intended to make the hi tory of Ethiopia the focal 

point of the study. The second general aim, on the other hand, 

referred to the acquisition of basic skills and values, such s 

weighing evidenoe, underst nding the basic fact that some of the 

present problems have had th ir precedent root in the past and 

appreciating th variety of human motives, which the study of 

the past can give (Ibid). This general aim also shows how the 

nature and purpos 

of the syllabus. 

of history were understood by the developers 

Follo ing these general aims, speci:fic objectives which 

were believed to be important in the practic 1 oper tion of the 

syll bu w re arr nged. It is important to not h r that the 

dev lop rs did not ette pt to define the history cour e in terms 

of the subj ct matter. R ther, they defin d the course in term 
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nd kill by associating them with 

Th objectives defined in terms of 

historical knowledg embodied knowl dge of f cta and concepts. 

In at ting such objeotives the intention was to help students 

know something about the content of history, p rticularly the 

history of their own country 0 as to understand their n tional 

identity. It was also the intention of the program to give 

secondary students a general course in the most important 

aspects of African history from earliest man to the present day. 

Suggesting the study of African history from the earliest man to 

the present was ai ed at dispelling the belief that African 

history and civilization began with the coming of the Portuguese 

~n the fifteenth century. It was a suggestion to study African 

history from an African standpoint (Ibid. and Minutes of the 

Meeting of Senor Hi tory Teachers in Addis Ababa Schools, 1963). 

Certain concepts, such as the concept of ch nge, ti e or 

chronology, interpretation of current event in relation to the 

past and the concept of motivation, were also chosen a being 

essential to hi toricsl study and relevant to the personal and 

social needs of the students (Secondary School Curriculum, 1963: 

124). Here what th obs rvant reader will detect i that the 

developers were not xhaustive in li ting the ba ic organizing 

concepts that ay be d veloped through a study of history (s e 

chapter two about the li t of such concepts). 

As obj ctives of the yllabue, th development of attitud 

and valu s mainly referred to tolerance for different viewpoints 

nd appreciation of m nkind's achievement. 

objectives includ • 

Th at t d skill 
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) i hing vid nc 

b) and d tinguish ng truth frOT fal hood. 

c) d ingui h ng ct from opinion (Ibid.). 

Defin ng the d1 t~nctiv ne of hi tory a achool subj ct 

in t rm o th e obj ct1v s vas a fair indic t10n of the 

conception of hi tory. 8m llbon (1987: 142) argues that th 

hi tory yllabu hould b n in total as d veloping certain 

ttitude, conc pts and kills. Since the developer of the 

1963 yll bus the hi tOlY cour e in thi light, the 

obj ctive of th yll bu 11gn d themselves in p rt with those 

obj ctiv propo ed by scholars. Thu their a tempt was 

praiseworthy. 

This do not, howey r, ean that the1r wo k vas vithout 

limitation. For one thing, no atte pt v ade to relat one 

typ of obj ct ve to the oth r. For n t nce, the kill 

objective veighing eV1denc - vas not r lated to historical 

knowledge, such s the evid ntia basis of hi tory. Fo another 

thing, th 

objectiv 

k1l1 obj ctiv s r tat d in d quat lye Such 

r d to how that th subject v suppos d to b 

t ught with one ain e rning outco e in ind; th cqui ition 

of knowl dg of th cont nt or concept und study. The Y th 

obj ctive w r t d did no ref r to the content nd proc ss 

p ct of 1 rning a ubj ct tter. It hould be r me ber d 

h t th obj ctive r :f r to certain proces and h i 

ulti t v rtu i in od :fying the conc pt structur o:f the 

ud nt. Th oould b real 2 d vh n th y ar t ted 

1 rni v t nd 1 rn1n outco es. l:f t t d in th1 

w y th m ch n1 :f th 1 n1 9 that i t king pl ce would b 
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into chronological order and expl in their reasons for doing 0 

(Ibid ). 

Providing a carefully planned leaning experience is a 

necessity for the realization of other skill or concept 

objectives too. As uch, in order to develop the skill of 

w ighing evidence historical materials, i.e., primary sources, 

upon which the student can exercise his skills, should be 

presented. That is why the source-based inquiry method has got 

momentum to day (see chapter two). The same is also true of 

the development of sensitivity to local history. To develop 

sensitivity to local history it is not only imperative but also 

essential that the syllabus should give room for the study of 

local variations. As has been shown in the preceding ch pter, 

that the study of local history should seek 

student's preoccupation with himself and 

to exploit the 

his immediate 

environment, that its study should enable students to go from 

known to unknown and that history as a school subject should not 

be remote from students ~ own experience and existence are 

important points of principle that facilitate its place in the 

syllabus. Today, more than ever before, its study finds an 

important place in the chool syllabus. It mu t not be 

forgotten, however, that "the development o:f sensi tivi ty to 

local history" was stated as an obj ctive of the 1963 syllabus 

ithout making local history part of the syllabus content. 

S l.ction and Organization 01 Cont.nt 

s ducationist rgue, the st t d objectives o:f 

curriculu or a yllabus in part deter in the cont nt of the 

yll bu. Contrary to the previous syllabi, in th 1963 

s 
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yllabus an attempt was made to relate the content to objective 

and to make it r levant to student I experience. In an tt mpt 

to relate the content to objectives, the syllabus drew its 

content xrom thre areas ox study (World, Axrican and Ethiopian 

history) with a supposition that equal weight would be given to 

each section. Accordingly, topics were selected xrom Ethiopian, 

World and Axric n history and organized under three sections 

respectiv lye As a xorm ox organization a chronological 

approach was used (Secondary school curriculum, 1963: 126-130). 

Viewing the selection and presentation ox the subject­

matter in the light ox the maturity and previous knowledge ox 

the learner, the notion ox a spiral curriculum vas used to 

underpin th construction ox the syllabus. The assumption was 

to place th subject-matter within two cycles. Ethiopian 

secondary school graduates were supposed to study each section 

ox the syllabus content (Ethiopia, Axric nd the world) at two 

levels ox instruction. In an attempt to place the subject­

matter at two I vels ox instruction the developers xirst 

undertook the job ox designing the junior econdary school 

history syllabus. Axrican and world history were pl ced in this 

syllabus. Having xinished their xirst task they designed the 

senior secondary school syllabus in which Ethiopian, Axric n nd 

world history were placed. Eventu lly the placement ox the 

ubject-m tter ox history had got one cer ain pattern; Ethiopi n 

history was pI ced in the ele ntary and senior econd ry 

chools, wh r s Axrican and world history were plac d in the 

junior and senior secondary chools. Th basic tenet b hind 

this pI c m nt was to provide a gener I cours ox study in th 

elementary and junior schools which ould be t k n up ag in with 

s 
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mor det iled, complex nd complicat d tr atment in the senior 

secondary chool where students were older (Ibid.). 

It is import nt to not in this connection that such n 

approach would demand the use of earlier le rning to support new 

learning, reconsideration at a more dvanced level of facts nd 

idea that were already somewhat familiar, nd the development of 

new understanding and skills. As Beyer (1971: 23) point out, 

concept d v lopment is cumulative. Since the developers of the 

syllabus h d defined objectives conceptually their adoption of 

the approach mentioned above vas sound. However, as a closer 

examination of both the junior and senior secondary school 

syllabi shows, th topics specified in the Junior school were 

repeated in the senior on (Secondary School Curriculum, 1963: 

126-130) . There wa no attempt to make plans for the junior 

school course to atop at a certain period and for the senior 

course to begin there with only a brief review. This must not 

be taken to imply that a certain amount of repetition is 

undeairabl . In fact repeated coverage of a period with th 

introduction of new ideas and n w materials is the only way in 

which a historical period can ever be fully understood. Rather, 

it is to say that the continuation of a chronological approach 

to organize the content of the syllabus requires that the 

period at the diff rent 1 vels be plann d so that no kind of 

duplication i permitt d. 

The syllabus organized itself around the principle of 

periodization. From grade nine through grade twelve students 

were r quir d to learn ncient history, then medieval and then 

modern hi tory. Th cour e content of ach grad was org niz d 

under thr e he dings. The three headings for grade nine course 

s 
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content w re: "A£rica to 350 B.C", "Ethiopia to 600 A.O", nd 

"The Mediterr nean World to 600 AD." The periodization o£ the 

latter tvo headings had correspondence, while the heading £or 

the A£rican section vas de to stop in the year 350 B.C. From 

this land mark (350 b.C) and £rom the topic listed under the 

heading, "A£rica to 350 B.C.", it appeared th t the course w s 

intended to give students a general 

aspects o£ ancient A£rican history. 

course in some important 

It also seem to be an 

attempt to approach A£rican history £rom an A£ric n standpoint 

so as to dispel the belie£ that A£rican history and civilization 

began with the coming o£ the Europeans in the £1£teenth century. 

Under the second heading, "Ethiopia to 600 A. 0", the 

history o£ ancient Ethiopia (Aksumite period) vas supposed to be 

t ught, where s the history o£ Greece (£or the £irst time in the 

Ethiopian school syllabus) and the history o£ Rome vere listed 

under the third heading, "The Mediterranean World to 600 A.D." 

In organizing th course content o£ gr de ten the £irst tvo 

headings remained constant, while the third heading was replaced 

by another- "The Mediterranean World and Europe (600 - 1648)." 

In the previous tvo provisional syllabi, as we have already 

seen, the cour content o£ grade eleven and tvelve were not 

detailed vith a list o£ topics. To th ir credit the dev lopers 

o£ the 1963 syllabus provided a list o£ topics in the arne vay 

a they did £or the course content o£ the tvo lower grades. 

These topics were listed under three he dings but a slight 

change w s mad £rom the previous p ttern. Whil k ping the 

tvo headings - Ethiopia nd A£rica - constant, a new heading 

(-The World") w introduced substituting the previous headings, 

"Th Mediterranean world" and "The Mediterran an World and 
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Europe" (Ibid.) 

This alteration was m de in accordance with the tenet that 

prevail d behind the s 1 ction and organi~ation o£ the syllabus 

content. According to such a tenet topics £rom world history, 

which were believed to be relevant to the Ethiopian scene, wer 

supposed to be selected ( Secondary School Curriculum, 1963: 

124). The selected topics were then organized through a 

chronological approach that divided the content o£ the syllabus 

into courses for each grade dealing with distinct chronological 

periods. As a result, the earlier periods were placed in the 

£irst grade (gr de 9), the medieval period in the second (grade 

10) and the period a£ter the middle o£ the seventeen century in 

the upper grades - grad s 11 and 12 (Ibid 127-130). In view of 

this, their alteration was sound because the relevancy of the 

Mediterranean world gave way to that of Europ an history in the 

later periods. 

Starting from 1963 this pattern of organization, with some 

minor changes, has become the main £eature of the senior 

secondary school history syllabi. This is to say that the 

history syllabi have been drawing their contents from Ethiopian, 

African and world history. The inclusion of current events as 

part of the syll bu content was also another contribution o£ 

this syllabus (1963). Current event us d to be one main f ature 

of the history syll bus until 1974 (Ibid.). 

With the con truction of this syllabus, history teaching in 

Ethiopian s nior secondary schools had undergone r dical 

tran formation. Despite ita radical transformation from the 

statu of the previous syll bi, the 1963 syllabus did how ver 

su1"£ r £rom ome limitations. Its limit tions range £rom the 
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stat d obj ctives and go through the a lected content nd the 

ugg.sted ways and m an as well as the question o£ teaching 

materials. Its limitation pertaining to the stated obj ctives 

hav lreedy been indic ted in the £oregoing discussion. As to 

the cont.nt, th 1963 syllabus seems f r more adequate than the 

pr vious one. But this does not mean that its content was free 

from any shortcomings. Its short co ings are revealed more in 

the Afric n and world history sections than in the s ction on 

Ethiopian history. In this regard the following loop-holes can 

be pointed out. 

First, there were some topics in the world and A£rican 

history sections which appeared vague. It was difficult 

th ref ore to understand what the syllabus meant by such topics. 

For instance, the topic in the African section (for grade 

eleven) enti tled "Traditional art, thought, and customs in 

Africa", remained vague and subject to various interpretations. 

If it meant the history o£ tradition 1 art, thought and customs 

of the people of Africa as a whole, it was not possible £or 

teacher to discuss these aspect o£ a continent which is 

ch racterized by great diversity without approaching the issue 

by dividing the contin nt into broad geogr phic 1 zones. Even 

this approach would not solve the problem altogether since 

p ople who live in the same geographical zone have different 

rts, thought and customs. Th unavoidable result of this 

vaguely stated topic seemed to be lack of uniformity in 

impl menting the yllabus; on teacher would see to mpha ize 

th p opl o£ est Afric, and others on the other part of 

Afric . 

p rhaps. 

And other would leave out this topic Itogeth r 

It i doubtful if any t achers knew much about art, 
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thought and cu toms in many parts of Africa. 

Secondly, in the African section there was difference of 

emph i between thfi' various geographical Zones. Of these 

geographical zones West Africa weighed heavier than the other 

part of Africa. P rhaps, this might have b en dictated by the 

availability of books. 

Thirdly, the list of topics in the world history section 

did not comprise some important historical developments, such as 

political unification and liberation movements in Europe. 

Moreover, there was a tendency to equate world history to that 

of European history. 

Fourthly, current events were supposed to be taught for 

their own sake. Their teaching was not intended to create 

historical awar ness or to explore specific current problems by 

tracing their historical origins. As such, the way this part of 

the syllabu ought to be taught w s not in agreement with the 

approach proposed by scholars. Gross and Allen (1969: 306), for 

instanc, proposed history teaching with a unit on current 

events. The r tionale behind their suggestion vas that 

" tudents need to grasp the r lationship between themselves, 

their prime concerns, 

hi tory' ngendering 

their day, 

forces." 

the problem of the hour and 

In saying this, they v re 

countering the views of history as omething dead and fixed, s 

moriz tion of names, as a mere ch onology of event , and as 

collection of affairs largely unrelated to cont mporary vent. 

In ddi tion, they proposed this approach with n underlying 

belief th t" the major justification for the study of 

hi tory li in its curr nt application ••. " (Ibid . 308). But 

h r in the Ethiopian chool yll bus the primary objective of 
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the t aching of current ev nts was to enable students to know 

what w s going on around th m. 

Lastly, new contents were included into the yllabus 

without providing teaching materi ls. Th inclusion o:f 

Ethiopian and A:frican history made new demands upon teach rs 

with respect to teaching new content. The history teachers were 

required to teach this new content at a time when teaching 

m terials for the ne syllabus had still not been produced. 

Needless to say, these teachers (many of whom were expatriate 

who seemed to have very limited knowledg of African and 

Ethiopian history> would be con:fronted with a :formidable 

ch llenge in teaching the n w syllabus e:f:fectively. Even 

graduates o:f the University College of Addis Ababa 7 who were 

quali:fied as secondary school teacher might have been 

con:fronted with the same ch llenge bec use historical works on 

the history of Ethiopia were still v ry few. The implication of 

this problem is twofold: firstly, there might have been a 

diff rent degree of emphasis on the different section of the 

syllabus. The difference in the degree of mphasis should be 

seen an expression of the avail bility of historical works. 

Since little had been written on the hi tory of Ethiopia more 

emphasis might h ve be n given to the oth r ections. 

Secondly, in such circumstance the likelihood w s th t 

tudents would d mand the te cher to dict te cl s note, in 

which case it became impossibl for the teach r to cover all h 

rel v nt points. The cla sroom practice would also ppear to 

r main did ctic nd the subj ct to be lacking in intellectu 1 

7 The University Colleg o:f Addis Abab 
tr ining progr m for condary chool 
(O'Connor, 265-266> 

began its teacher 
teach r in 1959 
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stimulus and challenge. It was in relation to the 1963 syllabus 

th t report on the then classroom practice was mad. In one 

of the position pap r presented to the History Commission, set 

up in 1967 to consider the evaluation of the 1963 syllabus and 

ESLCE as well as the enrichment of history teaching, this same 

problem, i.e., the didactic nature of the then classroom 

practice, was reported. It yas stated in the paper that "the 

general practice in schools is that there is too much talk and 

chalk nd little student participation" (Secondary School 

Curriculum Development and ESLCE Seminar, 1967: 160). 

Con equently, the pressing problem of lack of teaching 

materials got due attention from the concerned authorities. 

This y s initiated by a group of history experts who met on 

December 10, 1966 to consider the urgent demand for history 

materials especially on African and Ethiopian history. The 

general consensus of the group was that a committee should be 

formed to revise and suggest changes for the senior secondary 

school syllabus of 1963. A com ittee yhich consisted of ten 

members was then formed and prepared a new history syllabus 

which wa considered and approved by the History Commission set 

up in 1967 (Ibid. 121). 

3.1.2.3. Th. Hi.tory Syllabu. 01 1967 

A number of factors may nec ssitate the introduction of 

change in the syllabus. As has be n sho n in the revl.. w of 

literatur section, in England, advances in knowledge and 

reev luation of the p t pr ctices have call d for ch nging and 

reshaping the history yll bus (Portal, 1987: 1). Th need for 

ch nging and reshaping the 1963 syllabu of Ethiopian enior 

secondary chool had eSB ntially come up as an out growth of 
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on of th bove m ntioned £actors, i.e., re valuation o£ the 

p at practioe . 

For good r sons it i a£ to say that the 1967 syllabus 

w well don and the £irst o£ its kind to be produced a£ter a 

thorough and care£ul review o£ all aspects o£ the problem. The 

committee had evaluated nd revie ed the 1963 syllabus on the 

baais o£ position papers presented by members. These position 

papers assessed the problems o£ the history syllabus, history 

teaching and th ESLC History Examination and thereby pinpointed 

the weak nd strong 

Curriculum Development 

116) • 

parts o£ the program (Secondary School 

nd ESLC Examination Seminar, 1967: 115-

A posit10n paper on the objectives ot: history teaching 

criticised the objectives ot: the 1963 history syllabus as vague 

and subject to various interpretations. The paper stated that 

hi tory teaching was ai ed at encouraging memorization o£ 

endless £acts and dates as well as to rush students to cover the 

history syllabus. Th writer ot: this position p per believed 

that history teaching should aim to see ho these t:acts and 

dates become eaning£ul to students and also to nable students 

to understand what they have cover d. It was £urth r stated 

that students should learn history as a process, constantly 

changing and in need ot: continu 1 re-interpret tion. With such 

n und r tanding the objectives ot: the 1967 history syllabus 

were clearly de£ined in term 0;£ concepts, gener lizations, 

values, attitude nd kill ( Ibid. ). Sinc r cent writers have 

tr ss d thi point (Ashby and Lee 85-86; Portal, 89; Sansom; 

116; Sm llbon , 142; Crinnion, 163-164) this ttempt appe rs to 

hav b en congruent with curl' nt thinking about th objective 
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of history syllabus. 

The other position p per that dealt with the content of the 

syllabus suggested that the 1963 syllabus did omit some 

important topics, while some topics were stated vaguely. In 

addition, some of the topics were found to be inappropriate to 

the maturity level of students. On the basis of these 

criticisms omission, inclusion and reshuffling of topics were 

made. Thus in its final form the 1967 history syllabus differed 

from that of the 1963 in such omissions, inclusions and 

reshuffling of topics. 

It was in connection with the development of the 1967 

syllabus that the actual classroom practice and practical 

problems faced by history teachers were discussed for the first 

time. Classroom practice was found to be didactic, 

characterized by too much teacher·s talk and too little student 

participation. As a way of improvement, it vas suggested that 

the teacher should assign topics on which students would read, 

take notes, and prepare themselves for discussion in class. The 

role of the teacher would then be that of a guide (Secondary 

School Curriculum Development and E.S.L.C. Examination seminar, 

160). In discussing practical problems faced by history 

teachers, it was stated that the total absence of textbooks 

written in a simple way was the most serious problem f ced by 

history teachers. The problem w s found to be twofold: total 

absence of textbooks on Ethiopia and Africa, and lack of 

r ference books for the use of the teachers. Discussing the 

problem of textbooks and r ference books, the History Commission 

suggested a hort-term and a long-t rm solution. As a short­

term solution immediate ction w s called for, compiling 
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information and mimeographing it for the use o£ the teach r. 

Setting up o£ com itt e for preparing textbooks vas considered 

to be a long-term olution (Ibid. 172). 

Nevertheless, it vas only he hort term solution which 

bec me pI' ctical. Hr. Gilkes· compiled information on Ethiopia 

to be used by the Teachers. He claimed that "the note are 

c rtainly not int nded to be used in the place o£ a textbook. 

They were dr vn up £or use with students not £or students to use 

by themselves, and to help those teachers vhose knowledge o£ 

Ethiopian history is very limited" (Gilkes, 1967: 1). A close 

investig tion revealed that the proposed long-term solution 

never materialized until 1979. Despite such proposed solutions 

the problem remained unsolved and history teachers const ntly 

complain about it. 

Even though research work on the practical problems o£ 

history teaching o£ the ti e is completely lacking, analyzing 

the content o£ the reports o£ History Examiners and the vie of 

second ry chool hi tory teachers is o£ i portance. A£ter 1967 

it had for some time become mand tory £or history examiner (£or 

examiners of other subjects too) to produce reports on the 

problem o£ history teaching by analyzing student • per£ormance 

on the E. s. L. C. History examination. In lmost all their 

reports they I' peatedly state that student per£or nce continued 

to be discouragingly poor. In their reports, the hi tory 

examin rs were pointing out what they consider d some o£ the 

basic rea ons for the "continuou poor perfor ance" in the 

• Mr. Gilkes vas a member of th History 0 partment of vh t 
was th n Haile Sillassie I Univ rsity. He, it should be noted, 
himself v not n xp rt in Ethiopian history, though he ha 
ince done research nd publi hed mat rial on modern Ethiopia. 
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history papers. Student "continuous poor per£or ance" 'W s 

ttributed to stud nt ' command o£ English language, which 'Was 

aid to be very 'Weak, and to teachers', administrators' and 

Ministry o££icers' indi££ rence to and £ailure to he d, the 

reports o£ history ex miners (History examiner's Report, 1972> 

Owing to their poor command o£ English language students 

were said to be unable to exp ess their id in simpl , clear 

and gramm tically corr ct English (Ibid. >. O£ course the 

secondary school history teachers app ared to be in agre m nt 

with such an in£erence of history examiners (Letter from Nekemet 

Comprehensive secondary School, Department of Hi tory, January 

28, 1973). It is obviou that a language element is involved in 

th teaching of history. It greatly affects the teaching 

learning process by posing communication proble. The English 

language vhich h s been the medium of instruction in the 

secondary schools of th country, is the students' second and 

even third language. 

historical study becom 

In such a kind of school situation 

an ally of language learning. Inde d 

secondary school history te chers seemed to re lize this fact. 

But, a it appe r £rom the abov cited letter, they expressed 

their predicament to expend th ir limited energy and resources 

on teaching Engli h in th light of the time availabl to th m. 

Concerning secondary school history teach re, 

dministrators and ministry officials, it v s stated that due to 

th ir "increasing indi£ference" to 'Working in ccordance with 

hi tory xaminer ' sugg stion , history vas £ound to be "one of 

the vor t t ught subjects" in Ethiopian secondary schools. th 

xa iner rgu d th t history teacher appeared to giv too 

littl emphasi to the Ethiopi nand A£rican section of the 
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syllabu , though they wer advi ed not to do eo. On their part 

despi te history examin r ' r commend tion, school administrators 

and ministry o££icials v re £ound to be uncooperative in 

providing history teacher and students vi th g ner 1 history 

books, textbooks and other appropriat teaching materials, 

p rticularly on Ethiopian nd A£rican history. Th history 

teacher , school administr tors and mini try o££icial were then 

ccused o£ "increasing indi££erence" to work towards the 

implementation o£ the exam1ner recommendations because the 

questions on world history were done relatively better th n 

qu stions on Ethiopian and A£rican history (History Ex miners 

Report, 1972). 

This critici m appeared to evoke a strong protest £rom the 

part o£ secondary school history teachers. On their part, the 

history teachers alleged the absence o£ appropriate textbooks 

(Ibid) and the prevailing mod o£ indi££erence on the part o£ 

students as £undamental £actors that a££ected the teaching­

learning process and eventually students' per£orm nce in the 

E.S.L.C. Hi tory Examination (Letter £rom Lek mte .•. , 1973). 

History exa iners re£erred to this explanation as the "usual 

excuse ft<Hi tory Examiners Reports, 1972 . But the complacency 

o£ the history teachers had a grain o£ truth in that the history 

yllabu h d undergone so radical a tran £or ation a£ter 1967. 

Ev n though the hi tory examiners report (1972) attributed 

stud nts' poor per£orm nce to the bove mentioned reasons, the 

eemingly continuou poor per£ormance o£ students e ed to lie 

essentially in the program 

objective o£ the yllabus. 

ts 1£. The £ir t point concerns the 

As shown abov , th objective o£ 

the 1967 yllabus w re stated in t rms o£ kills, ttitudes and 
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concepts. Such ayll bus objectiv seemed to be detined with a 

cle r understanding ot vhat ha been suggested by educationist. 

On thi point Biggs and Collis (1982: 164) argue that: 

Acad mic subjects are taught with tvo main 
ett cta on the student in mind: The 
assimilation and understanding ot the 
cont nt ot the subject <i.e., the tacts and 
concepts that constitute knovl.dg. ot the 
subj ct); and the cognitive processes that 
are induced by proper underst nding and 
application of the subject (i.e., the 
skills and strategi s that constitute the 
appropriate •• y oL thinking for that 
subjects). We may thus refer to the 
cont.nt and proce.. spects of learning a 
subject matter (emphasis not added). 

Both the content and process aspects vere addressed in the 

objectives ot the syllabus. But much still remained to be done. 

The way objectives are stated in part determines the appropriate 

teaching methods (Ibid. 57). But it would be incorrect to 

assume that the statements of objectives are by themselves a 

method ot teaching. Obviously, they presuppose a certain type 

ot instruction; specifically, that vhich applies in situations 

involving learning of a given body of tacts, concepts nd 

skills. These presuppositions imply that the dev lopers ot the 

program have certain, detinit intentions about the mount and 

quality ot learning that is to take place. To give ettect to 

such intentions, content should be detined and analyzed into 

components ot content or proc BS skills and appropriat 

mat ri Is, through which the process skill would be 

xpresi nced, should be provided. The nature of those 

component and m teri Is in turn impli s that certain technique 

of presentation vill b used to give the stud nt the opportunity 

to le rn th m. 



129 

How vel', the history progra o£ the time was not £ully 

d velop d on such bases. Only the type o£ evaluation used was 

highly related to the stated objectives. The program was 

concerned with he development o£ certain skills, such as 

reading and writing skills. By and large, aimed at measuring 

the dev lopment o£ such skills, the E.S.L.C. History Ex ination 

used to be completely essay type. In the light of such an 

mphasis, history examiners also evaluated student • level o£ 

performance on their ability to communicate ideas on paper 

(History Examiners Reports, 1972). 

Essay type examin tion requires students more than 

recalling events and dates, for it measures th ir written 

analyt1cal skills. The proper interpretation of those events 

requires the teacher to emphasize written work. Such written 

work would h lp the student learn to locate in£or ation, and to 

organize, interpret and present it. It would also help hi Iher 

learn "to argue a case and weigh evidence, to seize a point at 

i sue, to arrange his thoughts and marshal facts to support a 

theory, to discov r when statement is proved and when it is 

not, to reason logic lly and xpress himself clearly" (Bragdon, 

1969: 265) 

However, to experi nce this sort of interaction both the 

te cher and th student n ed to hay , mong others, ppropr1ate 

the stud nt m trials. In the abs nee of teaching material 

could not locat , organize, interpret nd present infor tion. 

The abov cited letter (1973) indicated that, let lone h ving 

ppropri te t aching at rials at their dispo al, s cond ry 

chool hi tory teach r w r requir d to teach with out 

tudents did not app al" to be t xtbook . For thi r ason, 
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experi ncing th value of proper written work; as a r sul t, 

their learning tend d to be factually focused. It was quite 

possible th t, in quant.i t. tiv sen , st.udents might have 

learned several fact , although they might have little clear 

notion of how those fact interrel ted, either among themselves 

or with other item of knowl dge. It 'I S therefore hardly 

surprising that student • p rfor ance, in an examination which 

valu ted not hoy uch had been learned but how yell it had been 

learned, became discouragingly poor. If more emphasis had been 

placed on the program itself, the problem could have been 

tackled effectively. Th t is why the problems p rtaining to 

t.extbook preparation and provision, and students' command of 

English Language r main to be persistent challenge to the 

history teacher. 

In summary, the teaching of history underwent several 

stages of development. B ed on an evolutionary approach the 

history syllabu used to be frequently revised until 1967. A 

new history syllabu w s lways dev loped on the basis of the 

reevaluation results of past pr ctices. Such an approach 

nabled the de ign r of the program to bring about a 

sub tantial i pro v m nt to the teaching of history. In every 

asp ct the 1967 yllabus was then by far better th n the 

pr vious syllabi. 

In addition, th then vie of curriculum develop ent did 

not und r stimate th hum ni2ing n ds of th t acher, hi 

t aching task, nd hi mi sion. Curriculum developm nt was 

vie d o thing th tid veloped with th t acher. The 

t ch r were not view d a technicians and technologists, as 

m di tor of curr:l.cula de igned nd d vis d by oth rs. In 
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short, curriculum developm nt was viewed from the vantage point 

of what is most human about teaching, th n the teacher became 

the iocus. Neverthel ss, iter 1974 influenced by ideological 

commi tment, i. e. , building sociali m, both the evolutionary 

approach and the view of curriculum development mentioned above 

discontinued. What happened was that the existing evolutionary 

approach was replaced by a revolutionary pproach. History 

teachers were also viewed as instructors who implement the 

plans, goals, and objectives of school wide curriculum guides, 

as pedagogues who teach from textbooks written by experts. It 

is to this that th discussion turns next. 

3.1.3. Th. Hi.tory Syllabu. and T.xtbooka Curr.ntly in 

U •• , Th. Hi.tory Syllabu •• 

As has been shown in the preceding section the history 

syllabus has been changed many times based on the reevaluation 

results oi past practices. The 1967 syllabus that as developed 

on this basis was in use until 1974. What happened after 1974 

was that the pOtitical revolution being introduced into the 

country called for a radical overhaul of the syllabus. 

Political revolution seems to be one of the factors that has 

necessitated the introduction of change into the school 

curriculum in other parts of th world. For inst nce, 11 in 

Russia the Soviet Revolution thr w history out of the school 

curriculum and substituted for it indoctrination in the 

principle and practice of Sovietis • But aiter 1933 hi tory 

w s call d upon to b part of th school curriculum (Johnson, 

69), 
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In Ethiopia, £rom th outset, the 1974 Revolution magni£ied 

the importance o£ history by proclaiming an emphasis on 

80ci list ideals. History £or schools w s then called upon to 

link those ide s with the id als o£ the new regime. Obviously 

the existing syllabus did not serve that purpose. As a result, 

curriculum experts and som secondary school teachers were set 

to work to produce the kind o£ history which would serve th 

purpose tipul ted by the gov rnment. The old syllabus was then 

£ound to be irrelevant, which necessitated a radical overhaul o£ 

the subject in the chool curriculum. 

At thi particular time the evolutionary approach th thad 

been used over the past decades suddenly gave way to a 

revolution ry approach. In other words, the new syllabus was 

constructed with a revolutionary zeal rather than on the basis 

o£ the evaluation o£ the old syllabus. As such, those experts 

and teachers who aesum d the task o£ con tructing the new 

syllabus set to work by condemning the old syllabus. Speaking 

about the irrelevancy o£ th old curriculu in general, a 

document prepared by the Curriculum and Supervision Department 

(1981: 1-2> declared: 

The cont nt was highly cad ic and as a 
result there w s little attempt to train 
productive citiz ns; it encour ged the 
d velopment o£ wrong attitudes so that 
students despised the traditional 
handicra£t, ways o£ production and 
productive culture, a whole the 
m thodology w s poor in which the spirit o£ 
inquiry and res rch v r missing, the 
sy te o£ evalu tion as means £or the 
election o£ th £ev who were to erve the 

r gime in ita various org nizational 
ctivities and the like thing • 
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Having made this criticism those who took part in the 

development ox the curriculum specixied three educational 

objective, n mely, "Education xor production", "Education xor 

Scientixic Research", nd Education xor ocialist consciousness" 

(Ibid. 3). The obviousness ox the point should not detract xrom 

the signiiicance ox its implic tions. The second objective, 

"Education xor Scientixic Research", and the rexerence to 

inquiry and research in the statements quoted above seemed to 

call xor an emphasis upon inquiry. However, counter-reierence 

to another document, the "Programme ox the N tional Democratic 

Revolution (NDR)" ox April 1976, clearly reveals that greater 

emphasis was in actuality given to the last objective, 

"Education xor Socialist Consciousness." There it was stated 

that ·such a programm will aim at intensixying the truggle 

against xeudalism, i perialism and bureaucratic capitalism" 

(NDR, 15) • As a rexlection ox these gen ral educational 

objectives the history syllabus oi Revolutionary Ethiopia was 

essentially shaped by the ideology ox the state. 

Obj ctiv •• of th Sy~~abu. 

In his book, Th. Cri.i. 01 Ethiopian Education, Tekeste 

Neg h (1990: 54-55) criticised the history syllabus xor not 

aiming at "nation - building." Tekeste ppears to h ve a desire 

to impos a national pattern upon the teaching ox history. It 

i true th t th national pattern has b en well recognized a 

th mo t powerxul and p rvasi ve pattern which is irequ ntly 

impo d upon th teaching ox history. John Fines (108) has 

loquently d scribed thi point when he said, "how strange it 

is, when Sweden, axter yare oi ideological commitment to 
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teaching childr n only the history of modern China nd India, 

has now turn d full circle to look ag in at itself, of course 

most dispassionately." It should be remembered that ideological 

commi tment i as powerful as nationalism in governing the 

construction ox the history syllabus. As a closer look into the 

syllabus objectives and th teaching materials, in which the 

reasoning ox the designers of the progra was clearly set forth 

reve 1 , it wa th ideologic 1 commitment of the state rather 

than nationalism that und rpinned the construction ox the 

syllabus. 

The ideological commit ent of the state, building 

socialism, postulated that the designers of the program should 

make sure that the materialist conception ox history formed the 

basis of the syllabus. A teaching material, "H~.tory Not I The 

Anc~.nt World-, prepared by the designer of the program in 1976 

(7-8) summed up the spirit in which history ought to be taught. 

Speaking about the use of history it stated that: 

people who line in a class society 
(such as ours) belong to different cl sses, 
nd t.hese classes have di£:f_r.nt (and in 

times of antagonistic class struggle) 
opposite intere t. And so they study 
hist.ory from different points of vi wand 
differ nt reasons ••• In our ca e, when e 
study history a true soci lists (the 
follow rs of Marx, Eng Is Lenin, etc.) it 
i not for simpl curio i ty but for i t.s 
practical from the point of view of the 
exploited nd down trodden ••. Thus we n d 
to study the whole rang of human history 
stretching b ck t.o th origins of hum nity 
in order to und.r.t. nd our pr nt aoc1.ty 

nd t.o ould our :fut.ur.. In short the 
st.udy of history, from the point of vi w of 
the xploi ted, th t is from th po nt of 
view of scientific socialism hIps u to 

nh nce the breaking down of f ud Ii m nd 
to repl c it by soci l1sm and to end 
xploitation of on 01 ss by another cIa s 

( phasis not added). 
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Ev n the history t xtbook that was prepared :four y ars 

1 ter in 1980 cam out with the s me r soning; that stud~nts 

must be educated to develop socialiat consciousness and to 

support the Ethiopian Revolution as well as to t ke active sides 

with the progre sive :force by putting their "whole li£e in the 

6~rvic o:f th Revolution, peace, de ocracy and socialism" (see 

the pr:f ce o:f the 

developer claimed 

grade t n textbook, 

or actually believed 

1980) • While the 

themselves to be 

:following the ideas o:f Marx, Engels, and Lenin, they were in 

:fact using or intending to use the materialist conception o:f 

history to underpin th progr m o:f hi tori cal instruction. 

A number o:f questions arise, however; were the developers 

actually committed to what they thought they were committed to? 

What was the ground :for their belie:f that a history course 

designed on the basis o:f the m terialist conception o:f history 

could produce students who would devote their whole li:fe to the 

service o:f socialis ? Could the program cultivate democratic 

ideal so as to enable students to put their whole li:fe at the 

service o:f democracy? Was it not educationally sterile to 

expose students to one particular point o:f view? 

In the state ent quoted above, the designers alleged that 

they were true :followers o:f M rx, Engels, and Lenin. Adhering 

to the principle o:f Marxism-Lenini. , they tried to develop the 

syllabus on the ba i o:f the materialist conception o:f history. 

A ha alre dy been shown in the prec ding chapt r (Chapter 

Two), history o:f class struggl and uccessive modes o:f 

production. 

syll bu , on 

tho e who a 

Although this conceptual:fr ework underpinned the 

c n vitnes inconsi t ncy in the work produced by 

u d he t sk o:f con tructing th yllabu at the 
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initial stag . Th Y w re h sitant in applying th materialist 

methodology o£ expl nation, analysis and periodization to the 

ancient history o£ Ethiopia. This inconsistency was apparently 

display d in thei own t tem nt : 

In the £ollowing chapter on Aksumite 
society, w re a£raid that we are unable 
to analyze £ully the anoient history o£ 
Ethiopi £rom the materi list conception o£ 
history. It proved a di££icult task. 
There£or we leave you with any un 
answered questions - que tions on the mode 
o£ production, the relations o£ production, 
etc., have to be answered (H:i t.ory Hot.., 
Th. Anc:i.nt. World, 127). 

Even though they held an ambiguous position, historical 

scholarship appeared to be not totally sacri£iced. Perhaps, 

this position might have been resulted £rom the composition o£ 

the group that involved itsel£ in the construction o£ the 

syllabus. As one o£ the experts who took part in the development 

o£ the syllabus and the preparation o£ the teaching material 

brie£ed the researcher, people o£ various background 

including those who e line o£ thought wa not in con£ormity with 

the ideology o£ the state participated in the oonstruction. At 

a later stage, with the co ing o£ East German experts, what 

happen d wa that memb rs o£ the pan 1- were strictly selected 

on the basis o£ their ideological orientation. As a r sult, a 

number o£ £orm r pan 1 members who initially designed th 

syll bus were dropped £rom the panel. It £ollows th n th t 

yll bus d velopment was viewed a som thing that i developed 

• The syllabus was a pan 1 work. Initially the p nel was 
compo ed o£ so experts (who wer subj ct p oialists ith some 
tr ining in educ tion nd s condary school history teachers who 
w re not particip ting in th Development Through Cooperation 
C mp ign. 
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with out the teach r. The teachers were viewed as technici ns 

and technologist, a mediators o£ curricula designed and devised 

by others. While the £ormer members o£ the panel were dropped, 

the periodic cla i£ication o£ the ancient history o£ Ethiopi 

(as pre-Aksumit and Aksumi t ) gave w y to th materialist 

periodization in term o£ mod S o£ production. 

In the document o£ the Ethiopian school syllabi prepared in 

1984 the hi tory o£ Ethiopia has thus be n divided into 

consecutive modes o£ production. As such the Aksumite period o£ 

Ethiopian history £alls under the "slave owning sy te ," (The 

Ethiopian School Syllabu es ••• , 1984: 102-111) It needs to be 

stressed, however, that such an attempt at periodizing the 

ancient history o£ Ethiopia as a slave ode o£ production has 

done in£inite harm to the history o£ the Aksumite society. As 

shown in chapter II, the direct applicability o£ the materialist 

linear dialectics and historical periodization to A£r1can 

traditional societies ha become debatable. With regard to the 

ancient history o£ Ethiopia available historical sources have 

shown that periodizing and explaining Aksumite history £rom the 

m terialist point o£ view as a "slave owning society" results in 

er hi torical distortion. A closer inv stigation into th 

v ilable documents reveals the £act that both a tributary 

system and highly developed commercial activity were 

cont mporaneou • 10 Hoy it has b come an established £act that 

the Ak umit oci ty owed its prosperity and civilization to the 

Red Se Trade. It is equally true that th Aksu ites' inability 

10 See Adu11a Inacription £or the tributary system nd th 
xistenc o£ slav ry. The P.riplua 01 the Erythr •• n S •• , and 

Co ma " Christian Topography hav ample m t rial about the 
commerci 1 activities o£ Aksumite soci ty. 
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to maintain their heg mony over the Red Sea Trade was con equ nt 

upon the decl~ne o£ th ir civilization. In view o£ this, th 

periodization and explanation o£ Aksumite society as "slave 

o ning" is highly questionable and untenable. This must not be 

t ken to imply that slavery was non-existent. Indeed slavery 

w in existence in the Aksumite society. But no proo£ that the 

Aksumite society bene£ited £or its civilization £rom slavery. 

In £act such kind o£ historical distortion appears to be a 

general trend when the ideological mov ment o£ socialism becomes 

th basic consideration £or the construction o£ the program o£ 

history teaching. Daniels (15) has stated that the same state 

o£ a£:fairs used to prevail in those countries where socialist­

oriented education was advocated. Under such circumstances the 

study o:f history and the teaching o:f it would Bu:f:fer :from 

distortion in that this ideological movement censors historical 

thought that contradicts its own preconceived doctrine and 

produces o:f:ficial rewritt n versions o:f history by distorting 

and suppressing historical :facts. 

To in£er £rom the statement o:f the developers' themselves, 

hi tory ought to be taught ":from the point o£ view o:f the 

exploited and the down-trodden" (see the above cited quotation). 

The implication o£ the statement is quite clear; it implies none 

other th n th presentation o£ a one-sided view. Some critics 

o£ re earch argue that i£ an educational process continually 

present a one-sid d pioture o:f society then it beco es 

d ng rou ly close to prop g nd and indoctrination (Chuan Aik 

and Edmonds, 1976: 175). Generally peaking, videnoe o:f the 

purpose o:f indoctrination in the educational process o:f th 

country i abund nt, prolonged, and overwhelming. The extent to 
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Wh1Ch the school curriculum as a whole has been ££ected by the 

program of indoctrination established by the stat is clearly 

manife ted in the math matics syllabus. The t aching o£ 

mathematic has been tonishingly intended to promote the 

conc pt o£ class struggl . U In such an educational system one 

should not f il to imagine the extent to which history, a 

subject which lends it 1£ to be ueed ea ily as an instru ent o£ 

propaganda or indoctrination more than any other school 

subjects, ha been made to do service £or the cause o£ the state 

ideology. 

From a closer investigation of the new syllabus objectives 

it appears crystal clear that the immediate ai o£ history 

teaching at the secondary schools is used £or indoctrinating 

student with one kind o£ explanation. Virtually, the syllabus 

appe rs less preoccupied with the stUdents and less bent on 

introducing them to socially essential skills nd methods o£ 

historical study. Rather, it seems to cling to the view that to 

teach history me ns to fill students with a mass o£ facts, but 

facts that do not contradict socialist ideals. This is to say 

that 11 the objectives o£ the yllabus ere only defined in 

t rm o£ knowledge. O£ the £ourteen tated objectives no single 

objective re£ers to skill developm nt. Strikingly enough, the 

objectiv o;f the old syllebu (1967), a syll bus which was 

cond mned as "irrelev nt nd in dequat w, were by any standard 

£ r more d quate nd to som extent ;found to be in con£ormity 

at "In Chapter I, attempt has been mad to relat the topic 
with cl 8a truggle ince one o£ th objectivea o£ Ethiopian 
Education is to intensi£y the cla s struggle. This being the 
ca each teach r hould try to relate the respective topic with 
ci nti£ic socialism and make aths serv the proletarian 

poli tic " Thi is tat m nt made by the authors in the 
pre£ac of the grade nin mathematic textbook. 
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with the curr nt approach of defining objective far more so, in 

fact, than the new syllabus. The 1967 syllabus did not alao 

presuppose the pres nt tion of one-sided picture o£ a society. 

A comparison between the objectives of the two syllabi is 

presented in Appendix 6. 

It is important to note at this juncture that after setting 

out these objectives (see Appendix 5) those people who worked 

out the new history syllabus presented cultivation of democratic 

ideals as one of the reasons for students' learning of history. 

Although their concern is appreciable, much has remained to be 

done. It is true that educational literature has been concerned 

wi th curricular innovation and above all democracy in the 

classroom, for a major educational task is cultivation of 

de ocratic ideals. The role of history is said to be both 

central and es ential to upholding democracy (Ohlen, 1966, 9-

12). The obviousness of the point should not, however, detract 

from the significance of its implications. Students should not 

be required, as presumed by the designers of the syllabus, " 
to devote their whole life in the services of •.• democracy .• " 

(a e grade ten textbook) without practising democracy. This is 

to say that school life should be first democratized. None the 

leas, this cannot be done without knowing the basic means of 

democratizing school li£e. 

One cannot, how ver, pr surne to speak of th development of 

democratic citizens under a circumstance in which history h s 

had purpose o£ indoctrination nd conditioning. Thi very 

purpo e i gainst democratic id als, such as tolerance of other 

view point , and th modern conc ption of t aching it el£. Aa 

char ct riz d by Israel Sch filer (1965: 131>, te ching is an 
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activity ( a go 1 ori nted activity) "aimed at the achievement 

ox learning, and practised in suoh manner a to respect the 

students intellectual integrity and capacity for independent 

judgement" • It is such characteristics that difxerentiat it 

from propaganda, conditioning and indoctrination. 

The objectives ox the history syllabus b rely rexlect this 

view. Here students are considered as docile subjects ho c n 

easily be moulded. The teaching of history is meant at the 

bottom to foster socialist ide ls whereby students would be 

exposed to one preordained point of view. There is no chance 

for them to see all ides of a question which, as Daniels (1980: 

14) eloquently describes, is "the ultimate virtue of history 

instruction, no matter which position one personally prefers." 

It is, therefore, foolhardy of the developers of the syllabus to 

expect such a type of history program to contribute to the 

development of d mocratic citizens. 

From the foregoing discussion it seems reasonable to 

contend that history is placed in the school curriculum with a 

belief that it will be instrumental in :fostering soci list 

consciousnes . But no proof that this is so has ever been 

adduced. This lack of evidence has never deterred the designers 

of the program xrom their continual emphasis. Such an emphasis 

require and compels the distortion o:f history in order to 

achieve its preconceived result • In brl.e:f, th teaching o:f 

history ha been required :for the sake ox docility, inculcating 

obedi nce, and promoting sociali t ideals. As long as the 

student nses this duplicity o:f purpos he may resent history 

cour 
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5.1 ct~on end Org.n~z.t~on o£ Cont.nt 

From 1963 up to the present, with the introduction of a 

radical overh ul of the syllabus, history teaching in Ethiopian 

senior secondary schools has concentrated on World, African and 

Ethiopian history. Theoretically, the old syllabi of 1963 and 

1967 aimed at the placement of Ethiopian history as the foc 1 

point of the courses. As such the history program was designed 

in such a way that the course at each grade level would have 

three divisions: World, African and Ethiopian. Although the 

current syllabus reflects the same pattern by drawing its 

content from the three fields of history mentioned above, the 

basic assumption (making Ethiopian history the focal point of 

the courses) that worked for about ten years ceased to underpin 

the program just after the 1974 revolution. 

The syllabus currently in use was constructed with an 

assumption that the history of revolutionary movements would 

serve as the focal point of the program of history teaching. 

Therefore, the present emphasis on Russian history represents 

such a major change that has been introduced ince the outbreak 

of the revolution. This change reverses the traditional western 

world orientation of the history syllabus and makes it Eastern -

oriented. The history of Eastern areas, which have followed 

the soci list ideology, becomes much stronger in the syllabus. 

And courses arr nged by a combination of topics, periods or 

areas h ve b come increasingly common, especially courses in the 

history of the revolutionary movements. 

As has been indicated in the foregoing di cuesion, lack of 

appropriate teaching materials (textbooks nd reference books) 

nd the inadequacy o£ teachers' knowledge about Ethiopian and 
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A£rican history were report.ed as 

about variations in the degree 

maj or £act.ors th t brought. 

o£ emphasis given to th 

di££erent s ctions o£ the old syllabi. But the varying degree 

o£ emphasis in t.h current syllabus should be seen in the light 

o£ th basic rea oning that work d behind t.h placement o£ the 

ubject in t.he school curriculum as well as the basic notion 

t.hat erved as the principal dimension t.o structure the choice 

o£ content in the syll bus. 

It is crucial t.o distinguish the motive £or studying the 

subject £rom the nature o£ what is studied. The motive or the 

re soning £or placing hist.ory in the school curriculum is t.o 

ioster socialist ide Is so as to produce citizens with a 

sociali t consciousness (The Ethi opian School Syllabuses ••. , 

198: 100-101). But hist.ory can only £ul£il this role i£ the 

versions o£ th past. it provides are congruent with the 

materi list explanat.ion o£ hist.ory. It £ollows that the only 

hist.ory which can be use£ul in the relevant sense is a type o£ 

history produced by hi t.ori ns £rom t.he point o£ view o£ the 

materialist. conception o£ history. That. is why t.he cont.ent o£ 

the syllabu t.hat deals with A£rican and World hist.ory was 

copied £rom the works o£ socialist. historians. The cont.ent that. 

deals with A£rican history w s copied £rom Th. Hi.tory o£ B~aok 

A£rica, a book produced by Endre Sik (a Hungarian Hist.orian). 

Wh reas t.h content o£ world hi tory was reproduced £rom the 

work o£ Soviet Historians edit d by A. Z. Man£red, A Short 

History o£ th. Wor~d. Vol. I nd II. 

Howev r, due to the bs nee o£ any book on Et.hiopian 

hi t.ory produced on the basis o£ the materi list cone ption o£ 

hi tory t.hat would me t t.he id ologic 1 needs o£ t.h state, the 
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designers o£ the program had a di££icult time in producing their 

own version o£ Ethiopian history that could £it into the 

materialist conoeption o£ history. Presumably, such absence o£ 

historical works and minimal preoccupation with national 

development appear to be conditioning £ ctors in varying 

emphasis; hence, Ethiopian history, to a larger extent, and 

A£rican history, to some extent, got little attention and 

oocupied a very marginal place. 

The r asoning that brought the designers o£ the program to 

the belie£ that the teaching o£ history would promote the 

socialist ideology must have been a conditioning £actor in the 

selection, organization and presentation o£ the content o£ the 

syllabus. Logically, to te ch students about the legalities o£ 

the establishment o£ the socialist system one has to shoy how 

the establishment o£ the socialist system is a low governing 

development in the history o£ mankind. The e sentiali ty o£ 

studying the history o£ mankind on the basis o£ the materialist 

approach i thus apparent. It should be emphasized that the 

approach stresses the need to study the whole range o£ human 

history which is periodized in terms o£ successive modes o£ 

production. In £act, this very £act is admittedly declared by 

the designers themselves when they wrote, students are required 

w ••• to study the whole, range o£ human history stretching back 

to the origins o£ hum nity in ord r to und.ret.nd our pr •• nt 

eoci.ty .nd to .ould our 1utur.w (History Not The Ancient 

World, 1979: 7-8>. 

The :fact that the 

consid rable are, p riod 

syll bus 

or body 

attempts 

o£ them s 

to surv y a 

suggests that 

breadth notion was us d as the only dimension which structur d 
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the choice of cont nt. As Fine (1987: 108) points out, breadth 

is a beli f that real history implies an attempt to memorize 11 

of it, regardless of the superficiality of the treatment. The 

main concern is that students should do ancient, then edieval 

and then modern history. Similarly, Ethiopian youths in the 

senior secondary schools are required to learn the feudal mode 

of production, then the capitalist with due emphasis on 

imperiali m and then the world socialist system (The Ethiopian 

School Syllabuses ... , 1984: 102-111) 

There is no doubt that the syllabus embodies topics 

selected from a considerable area (from six continents) and 

period of time (from the 15 th century to the present). This 

makes the content of the courses overloaded. Owing to time'· 

and space limitation a number of ideas or themes must be 

compressed into a small spaces. But for some topics room was 

accorded for expansion and amplification. While the syll bus 

greatly emphasizes those topics which were found relevant in 

promoting the socialist ideals, it has done injustice to African 

and Ethiopian history by giving too little emphasis. This point 

may, perh ps, be further elaborated by citing specific examples. 

1) The topic "Black Africa in the Period of 
Industrial capitalism (1789-1870)" is present d 
in 20 pages, wher as The First Russian Revolution 
and Its Influ nce on International Labour 
Movement are pr sented in 30 p ges (Grade Ten 
History Textbook, 1980). 

2) The topic "The Partition of Africa" is presented 
in 17 page , but "Pari Commune" is treated in 21 
p ges (Ibi.d.). 

,. For grade nine nd ten history courses two p riod p r 
we k (40 minut s each) are allocated, yhil for gr de eleven and 
twelve four and five p riods are allocated respectively. 
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The assertion that the yll bus gives too little emphasis 

to Ethiopian and A.frican history is .fully supported by the 

results o.f th most reoent study. Speaking about the degree o.f 

emphasis given to Ethiopian hi tory, Tekeste Negash (1990: 67-

69) reported that. 

the ourriculum p ys .far too little 
attention to Ethiopia and Ethiopian world 
view ... The .fact that only two chapters out 
o.f the total o.f 26 chapters (or 98 pages o.f 
908) deal with Ethiopian history give the 
impression that Ethiopian history is not as 
important as European or American history. 

Even though Tekeste overstates the importance given to American 

hi tory, which is in actuality given marginal place, and he doe 

not speci.fy which part o.f Europe is given much more importance, 

his diagnosis deserves much attention. One thing that hould be 

clari.fied is that the two examples cited above and the statement 

which has just been quoted refer to pages as indication of the 

relative importance attached to topics. In view of the fact 

that adjective may be used to show emphasis, pages alone do not 

neces arily indicate the relative importance attached to topics. 

P ges r none the less a rough test. 

The placem nt of Ethiopian history in the syllabus i 

another indication of the relative importance attached to it. 

It hould be rememb red th t in the old syll bi Ethiopian 

history was supposed to be taught from grade nine through 

twelve. It also occupi d one-third of the yllabus. In 

contrast th new syllabus required the te ching of Ethiopi n 

hi tory only in the ninth and tenth grades. Ev n th re, in both 

gr de , it occupies only one-fifth of the whole ubj ct atter. 
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The de ign rs of the new syllabus placed Ethiopian history in 

the ninth nd tenth grades with a suppo ition that students who 

were placed into various tre ms after grade ten and who would 

not take history courses therea:fter could acquire knowledge 

about the "legalities of th social dev lopment o:f Ethiopia 

towards socialism nd communism" (See the preface o:f grade ten 

textbook) • 

Such a supposition would h ve made much sense~ i:f the 

content of the courses was meant to deal only with Ethiopian 

history~ or if Ethiopian history wa made the focal point of the 

courses. Given that the courses have three divisions (Ethiopia, 

A:frica and the World) and given that a range of periods has to 

be studied, a depth and detail study is not possible. Since 

breadth notion vas used as a criterion for selection, the 

content o:f the courses would not allo adequate treatment of the 

most outstanding developments of the nation's history. This 

makes student • knowledge too superficial. It also makes the 

syllabus far less of a useful preparation for students who 

choose history as their subject of study after grade ten. 

It would be neither original nor wholly controversial to 

s y that history and the educational process of which it forms 

a part should be socially relevant. In fact, the v rieties of 

meaning that may be ttached to thi notion of relevance are 

difficul t ar s to talk con:fidently about. Discussing the 

probl m, Crinnion (162) has mentioned thr e types of relevance 

" that the study of history helps student underst nd their 

pres nt world, that it incr ases self underst nding, that it 

provides a u eful intellectual training.- The present hi tory 

syllabu in fact facilitat s none of the thr e types of 
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relevanc mentioned above. 

For one thing~ it does not have the capacity to help 

students understand their present world realistic lly, £or it 

presents a one-sided picture o£ the world in which they live. 

Nor does it increaa sel£ understanding because it treats the 

history o£ students' own society inadequately. It does not also 

give students en opportunity to deepen their knowledge and to 

extend themselves to utilize and to widen their experience o£ 

their environment through a detailed study of local veri tions 

in n tional developments. As it is presented Ethiopian history 

has depicted a centristic view. This approach is harmful to a 

country which is highly characterized by divers~ty. For some 

stUdents the approach ould give an impression that their local 

history is not as important a that of others. Thus, this 

inadequate treatment, together with all manner of distortion, 

cannot give students a realistic perspective on the nature of 

their society, its problems, and the direction it is heading to. 

Moreover, when one measures its relevance on the basis of the 

third variant of relevance, the syll bus appears to be incapable 

o£ providing a u eful intellectual training to the stud nts 

since the syllabus is £ar from introducing students to skills 

and concepts (see th li t o£ the objective o£ the syllabu ). 

If the social relevance o£ th subject is best judged by 

its capacity to equip a student with those intell ctual skills 

and at ti tudes appropriate to an understanding 0;£ sel£ and 

society, one can sa£ely conclude that th ourrent syllabus £ 11 

hort o£ such 1o£ty aims. On th contrary, giving justification 

to th righteouan s of th then ideology of the state has 

remained th ain pre-occupation of the y11abus. Given that 
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range o£ p riods has to b tudied in order to have a vide range 

o£ th m s or topics with vhich to justi£y the stablishment o£ 

the socialist system in th world, the materialist pproach is 

so much recommended. It is true that the aim chosen is to study 

hi tory not just to equip stud nts vi th those intellectual 

skills and attitude appropriate to an understanding o£ sel£ and 

society but £or its practical utility and use£ulness in helping 

to explain vhat the Marxian calls the inevitability o£ the £inal 

victory o£ co munism. This is precisely the practical history' 

view against which Daniels (15) varns u , vhere the choice o£ 

subject and the election and use o£ evidence are determined by 

the desire to produce a version o£ the past which vill buttress 

a de ired vie o£ the pres nt. A version which may degenerate 

into mere propaganda. 

Vincent Crinnion (165) voiced much o£ the same sentiment in 

recent article. Although he aw nothing improper in the use 

o£ current social issues and educational needs in determin1ng 

the shap and substance o£ the history syllabu , he re inded us 

o£ th ame possibility o£ degeneration when he vrot : 

Th 

Syllabus cont nt may be chosen in order to 
in£orm contemporary issues that are deemed 
to be not mor lly r~ght but •• l~.nt. The 
dang r here o£ anachronism, whether in th 
£orm o£ historical determination or moral 
indoctrination, are obviou. (mphasis not 
added) • 

commonplace t nd ncy to use hi tory £0X' th purpose o£ 

propaganda may be unten bl , it is hard to see how it could h ve 

cry t llized. An historic 1 und rstanding, says Crinnion (163), 

urely com s les :from the ccumulation o£ knowl dge about 

particular v nt th n £rom th learning o:f gener 1 historical 

kill and predispositions tovard tho ev nts. 
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On the contrary, the d igners of the Ethiopian s~condary 

school syll bus seem to have viewed an historic 1 understanding 

s a function of the accumulation of knowledg about particular 

events which buttress s a desired view of the present. They 

also seem to have conceived of instruction as the imparting of 

subject matter. It also follows that they wanted to see senior 

secondary school students trained in the subject matter 

contained in the textbooks, which fully reflect the syllabus 

content, until they could spout answers to almost any question 

that might be put to them. 

The above criticism is not hold to a slogan that content 

does not matter or that facts are unimport nt; they are indeed 

principal materials required for the construction of 

generalizations and for students' learning of general historical 

skills nd predisposition towards the events. While there is 

some merit in emphasizing the subject matter, it is one part of 

the equation. Under the present syllabus the significance of 

students' interest and motivation is not given du consideration 

and the function of the teacher as facilitator of the learning 

process is minimized. The subject matter s ems to be isolated 

from stud nt ' own preoccupations. It is aloof fro the habits 

and ideal of the society that establi hed the school. 

Consequently student appear to see no connection b tween the 

ubject matter of the classroom and the matter of society. 

This in turn see s to prompt students to a k, why utI study 

this? 

What the d ign of the progra y know, but h ve 

forgotten to con ider, is that content of a textbook is mans 

to n duc tion. It is not the end. They h v failed to see 
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that the de ire of the tud nt to 1 arn, to want to continue to 

learn, is import nt, possibly more important than ny on set of 

f cts th t can be learn d. Thus the syllabus ppears to fail to 

create and sustain students' interest and motivation to learn. 

It merely assumes. Obviously, this must not be taken to i ply 

th t if students are to learn it is important to let them do 

what they want. On the contrary, it is to say that for the 

syllabus to allow students to Ie rn it is important to strike a 

balance between the two el ments - the subject matter to be 

studied and students' interest. It was John Dewey (1916: 155) 

who sought to bal nce the two element when he wrote: 

The problem of instruction is thus that of 
finding material which will engage a person 
in specific activities having anaim or 
purpose of moment or interest to him, and 
dealing with things not as gymnastic 
appliances but as conditions for the 
attainment of ends. 

The problem of the syllabus lies not only in the reasoning 

and the notions that were used to elect content but also in the 

organizational pattern. As a reflection of the breadth notion 

the syllabus was organized around the principle of 

periodization. It follows that the chronologic 1 approach was 

used as th only form of organization. Breadth notion, which 

tructures the election of content and the chronological 

appro ch th t erves as th only org niz tiora 1 p t tern re 

probl ms of 80m consequence in history t ching. Two things 

are strongly implied in all this. Fir t th yll bus is firmly 

centred on ncapsulated periods of ti Therefore, it forces 

tach r nd student to ork inward from a chronologic 1 

periphery, rather th n outward fro a probl matic centre. 
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Since th approach implies cont nt or coverage as the starting 

point Ior planning, the syllabus se ms to ncourage I st history 

teaching gainst which Fines (108) warns us when he wrote, "fast 

history teaching tells li s, for it paints history not as it i , 

confused and confusing, bedraggled nd messy, gloriously 

cluttered, inexplicable and maddening, and sorts it all out into 

one almighty washing line with only the pages leIt in place." 

The second implic tion is that a chronologically organized 

syllabus encourages didactic, superficial and selectiv 

treatment of complex questions. It also deters depth inquiry 

that enables students to grasp the surrounding circumstances of 

problem, antecedents and consequences, concomitants and 

contrasts which affect the solution of the specific details of 

the problem itself. 

The History T xtbooka 

The purpose of this section is to evaluate the textbooks 

currently in use by raising the following questions: Does the 

content of the textbook reflect the course objectives: Is there 

any correspondence between the content of the textbook and that 

of the yllabus? Is the content of the textbook accurate? What 

i its speci 1 point of view? Is the content 1ntelligible to 

tudents for whom it is inten d? Is it illustrated adequately? 

Wh t is the char cter of thes illustrations? A.re the 

qu stions, and outlines, if it contains any, helpful? 

Hi tory textbooks are part of th 

for going di cus ion ha illuminated 

current provisions. 

th fact that lack 

Th 

of 

pprop iate textbooks has long be n a challenging problem to th 

hi tory t chers. Th compil d notes provided for he teachers 

h d only gone half w y to solv the probl m. Though chang was 
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introduced into the y~~abu a£ter 1974, the problem remained 

un olved until 1979. For various reasons the designers o£ the 

new history syllabus were unable to prepare textbooks so that 

the same tradition o£ providing history te ch rs with new 

compiled not e began in 1975 (New History Notes For Grade 9, 

1975) . But students had be n without compiled not s a~l along. 

The respons to the needs o£ stud nt and teachers alike, £or 

textbooks, only came in 1979 when the social science panel began 

the preparation o£ the pre umed st ndardized textbooks (History 

Textbooks For grades 11 and 12, 1979). 

Understandably, with the preparation o£ standardized 

textbooks that r £lect so £ully the syllabus content, the 

question o£ the history teachers wou~d make a shi£t; a shi£t 

£rom the need £or any type o£ textbook to a need £or a qua~ity 

textbook. 1£ a textbook is used as a principa~ teaching 

aterial the quality o£ the textbook becomes a problem o£ some 

consequence in hi tory teaching. A test o£ re~evance is one o£ 

the steps to be taken in the exa ination o£ the quality o£ 

textbooks. In his recent book, Teke te Negash ha attempted to 

evaluate the history textbooks. The ev luation o£ contents in 

terms o£ re~evance was his major intention. With this end in 

view he rai ed a question "what should Ethiopi n tudents study 

under the ubject history?" saba is £or his evaluation (54-

55), 

TekCi'ste ha £ound the history textbooks "irrelevant, 

purposeless" and poor in qu lity. 

primarily blam d the "author ft 

For such in ad queci s he then 

end accused them o£ being 

ftincomp tent" (~.) But with whet d gree o£ £airness? Is th 

poor qu lity o£ the textbook due totally to the incompet nc o£ 
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the " uthors" or due to other pr vailing factors? It is evident 

that Teke te did not try to ev luate the relevancy of the 

content in t rma of the yllabus objectives. Nor did he attempt 

to evaluate it in relation to the ideas or programs that 

determined th "authors" gen ral point of view. As his 

evalu tion evidently shows Tekeste was lacking an underst nding 

of the notion that shaped the history program and the factors 

that determined the author • general point of view. 

Concerning the notion that shaped the history program he 

seem to have understood that the state considers history 

teaching as a useful means for "nation building". This belief 

is self-evident from the mention o~ the heavy reliance of the 

state on history "in its campaign against the forces of 

secession" <Ibid.). Does the government call upon the teaching 

of history for "nation-building?" The answer to this question 

is emphatically no. It is one thing to use history in public 

speeches or through mass media against the forces of secession 

but it is a different thing to demand the placement of history 

in the school curriculu for nation-building. As has been shown 

above, the history syllabus was shaped by the ideological 

commitment of the state rather than by the notion of 

n tionali m. In view of this fact the first thing that Tekeste 

had to seek to answer hould not have be n th type of history 

which tud nt ar supposed to learn but the reasons that worked 

behind the plac ent of hi tory in the chool curriculum or the 

r on why tudents are r qUl.red to 1 arn history. 

To be ur hi tory t ching has not been ntended for the 

nhance ent of nation-building. For non of the syll bus 

obj ctiv are meant to r flect this id 1- Sinc hi tory 
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teaching has b en intended to fo ter a sociali t consciousne s, 

quite the contrary to Tekeste'a beli f or expect t on, all the 

objectives are meant to £1 ct socialist ideal. The criticism 

that can be made gainst him is that it is unfair of th author 

to draw uch n unfound d conclusion and indict ent by 

ev lu ting the relevancy of the content n ter S of an objective 

which is not part of the syllabus obj ctives but one of his own 

creation, Therefore, T keste's use of "nation-building" s an 

evaluation criterion is consequent upon h1 failure to determine 

the idea or program that haped the hi tory yllabus. He then 

filed to determine the factors that determined the "authors" 

general point of view. 

A number of factors will determine the authors' gen ral 

point of vie • As st ted in the review of related liter ture 

section, textbooks have someti es sh ped and sometim s followed 

the idea of the maker of history progra s. As a result, the 

authors' general point of view may be determined by som program 

of indoctrination establi hed by the st te or official decree or 

by public opinion or by personal conv1ction of the uthors 

themselves. 

sometimes b 

Moreover, the authors' gen ral point of view can 

set forth in the preface of th textbook nd 

sometimes left to be determin d from the facts elected, f om 

the mann r in which these facts are interpr ted and from the 

di tribution of empha is. 

The fir t thing that strikes one in studY1ng th se 

textbook i th carcity of recognized author. The t xtbook 

w r produc d by Kind rgarten and Formal Educat on Oi vision, 

Sooial Sci noe Panel of the Curriculum and Sup rvi ion 

o p rt nt ( h title p 9 s of the textbooks). These re 
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1 0 people who d veloped the syllabus itsel£. Members o£ thes 

P nels re alao employees o£ the Ministry o£ Education. From 

this it pp ars quite clear that the Ministry o£ Education has 

umed the rol o:f both produc r and consumer. There£ore, 

beyond any reasonabl doubt, the history textbooks have £ollowed 

the ideas o:f the makers o£ the program whereby the authors' 

general point o:f view wa determined by the program o£ 

indoctrination established by the state. Personal conviction as 

a determining :factor in the authors' general point o:f view 

cannot be there:fore assumed. O£ course, no one who has a good 

deal o£ experience o:f the Ethiopian educational system would 

expect public opinion to be a conditioning :factor, :for public 

opinion has barely an in:fluence in the educational system o:f the 

country. 

The "authors'" general point o£ view is clearly set :forth 

in the pre:face o£ the grade 10 textbook. There it is stated 

that some o:f the important events in Ethiopian history are 

presented to help stud nt acquire knowledge about the 

"legalities o£ the social development o:f Ethiopia towards 

soci lism and communism.· It is also said that historical 

event s lected £rom world history ought to serve as important 

precondition :for und rstanding the social develop ent o£ 

Ethiopia at present. Wi th this end in view the section o£ 

Ethiopian history is presented in part two o:f th textbook, 

while the ction on world history, which is th major p rt o£ 

th textbook, occupies p rt one (Hi tory Textbook For Grad 10, 

1980) . Th point o£ view is certainly a re:flection o£ the 

ba ic notion, £0 t ring a oci list consciousne a, that gov rns 

th progr m o:f history. 
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Se n in term of th yllabue objective , not only ar the 

contents of th textboo)s relevant but they lor flect the 

b sic notion by which the yllabu was shaped. The textbooks 

v r prep red in uch a way that they fully reflect th content 

of th syll bus. All the topics in the syll bus have been given 

cov r g , though th di tribution of emphasis vari s from one 

topic to another. Ho ever, the criticism that has already been 

made doe not totally invalidate Tekeste' s ev luation. Hie 

evaluation pertaining to other r lated proble s are highly 

v lid. O:f 

critic lly 

11 aspects o:f the textbooks, he has examined ost 

the accuracy of the presented content. He has 

pr ented many instances th t depict the inaccuracy of the 

content of the textbooks. It would be, therefore, a wast of 

time to go allover again and evaluat the accur cy of the 

content. 

One thing that can be dded is that the present tion of the 

content lacks coherence. Al though the in tances are many, 

pre enting one ex mple from the grade ten textbook will 

de onstrate the in coherent present tion of the content. The 

topic in chapt r eight deal with the end and th afte math of 

th Fir t World War. But b fore di cussing th end of the war 

and the Pe ce Treaty of Versailles, the conten d als with the 

topic Th General Crisis of Capitelis: Fir t Ph "- which 

covers period bet n 1917 and 1939. According to the 

rr ng ent of th cours, thi i topic th t should be 

pr ent d n the grad e1 v n textbook in the ch pter th t d Is 

ith th c pit li t world b tv n the Two World W rs CHi tory 

T xtbook For Grad 10, 1980: 180-18; nd History Textbook For 

G de 11, 1979: 38-80). 
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to consider r late to th 

intelligibility ox the content, h pres ntation ox dixxerent 

points o£ view and the ad quacy ox illustrations. O£ the xour 

textbooks the gr d nine textbook is better ox in terms ox 

intelligibility and illustrations. Those who prepared it did, to 

some extent take into account student ' comprehension ability. 

They did not, ox course r produce the work ox one single 

historian. In this respect one can rexer to them as authors. 

But this term ox designation cannot be applied to them when one 

considers the three remaining textbooks. It appears that in an 

attempt to relate to the experiences ox other socialist 

countries both the syllabus and the resulting textbooks have 

much to draw xrom the syllabi and textbooks ox some socialist 

countries. What happened was that the Soviet historians' book, 

A Shor~ History o£ th. World (1974), and Endre Sik's book, Th. 

Hi.~ory o£ Bl ck A£rica (1976), were simply reproduced (with 

some chapter lext out) in the xorm ox textbooks. In the light 

of such a mere reproduction, let alone to referring to authors 

talking ox compil r appears to be too much. 

This must not be taken to imply an objection to the 

reproduction. There is nothing wrong in reproducing a work 

which is found appropriate and uitable to Ethiopian realities. 

It must not be xorgotten, hovever, that the reproduction as 

m de only to meet the need of the st teo Students' needs, 

cap bilities, background nd the realiti s of Ethiopian senior 

secondary schools w re not, at the 1 est, taken into account. 

Two things are trongly i pli d in all this. First, vhil 

the n d for suitable aterials that re£lect the ateria11st 

conception of history cau ed th reproduction of c rt in books 
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in the form of a textbook, he need for intelligibility, to 

enhance students' understanding, mans that substantial 

attention should have be n paid to the students' comprehension 

bili ty and the language problem in historical education as 

well. Reproducing these books, which were originally produced 

with gener 1 readers in mind and with no attempt to relate to 

the comprehension ability of Ethiopian senior secondary school 

students, eminently cre te problems of intelligibility. 

This que tion of intelligibility can also be seen from 

another dimension. The books which were reproduced in the form 

of textbooks ttempt to survey a considerable area or periods of 

time. For example, as tated in the preface of the first 

volume, the Soviet historians' book (1976) "attempts to trace 

the long nd complex path traversed by the human race fro the 

era of primitive society right up to the present day." At the 

same time the authors of the book informed their readers that 

the size of the book m kes it impossible to give an equally full 

and detailed account of all the events under discussion. The 

implication is that in such an attempt the book compressed a 

number of ideas, topics or th mes into a am 11 space. As Tavel 

(1966: 318) points out, the more n idea is compressed the more 

vague and abstract it becomes and cons quently the more 

difficult it becom s for the learner to grasp. 

Seen in this light, the textbooks appear to be far le 

conc rned with the factors that influenc stud nts' 

und r t nding in hi tory. Th fact that history lessons c nnot 

b xp ri nc d directly but students must learn them through 

vic riou xp rience indicat s th central role of language s 

edium of instruction in historical ducation. In the 
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pr ceding ch pter (review o:f the related lit r ture) it was 

discu sed tha the co- xi tenc o:f two 1 nguage (na ive 

language and the second of:ficial langu ge which is a medium o:f 

in truction) mak s historical ducetion in 0 parts o:f A:frica 

more complicat d and probl matico In :fact, the problem is more 

grave in Ethiopia b cause o:f the co- xistence o:f three 

1 nguages; mother tongue, Amharic s an o:f:fici 1 language and 

English sam dium o:f instruction. In the process of observing 

the cl ssroom inter ctions the researcher has attempted to note 

some problems pertaining to history t aching. The re earcher's 

ob ervational evidence clearly reveals that the Amharic language 

i becoming the in:formal edium o:f instruction. Students more 

:frequently ask question in Amharic and the teacher too used the 

same language in his explanat~on. This is a rough indication o:f 

students' problem w~th the existing med~um of instruction, i.e. 

Engli h. 

The second implication is that the textbooks do not present 

di:fferent interpretations or points o:f views. The :f act tha t 

historians di:f:fer in their interpretation o:f the past seems to 

suggest that thes di:f:ferences vill be available and :fa ~liar to 

r adera. I:f historical ~n truction is :far more bent on exposing 

tudent to on 

education will 

point O:f viev or :form O:f 

b cri:ficed. It :follow 

nt rpretation tru 

th t so e of the 

recognized r ult o:f historical instruction, such as tol rance 

of di:f:ferent faith , dif:fer nt loyalti a, diff r nt culture, 

id nd id 1, will not b r alized. As r reproductions o:f 

tho two books mentioned abov the textbook come out with the 

point o:f vi that i pre ent d in the original ources. 

Although Sik' book i totally concern d with A:frican societies 
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and th other with th world at large, both o£ them h ve 

re£l@oted one general point o£ view. For instance, as clearly 

s t £orth in the pre£ace o£ the £ir t volume (1974) o£ their 

work, the Soviet historians report that they wrote th history 

o£ the world basing themselves on the concrete historic 1 

m terial and the M rxist - Leninist theory on the lay governing 

d@v lopment o£ human society. 

Even though historical writings are not £ree £rom 

partiality, it has to be recognized that the seriousness o£ the 

problem varies £rom one type o£ reader to another. It is not, 

£or instance, a serious problem to pro£essional historians or to 

those readers who can dr w conclusions £rom the £acts that are 

submitted to them, £or they are not so obtuse as to £ail to 

discern bias, prejudice, distortion and partiality. But this is 

by no means a £amiliar common place quality that can be £ound in 

the student who co es, to a large extent, unprepared to the 

contemplation o£ a chapter o£ history. In view o£ this, 

reproducing books that re£lect one point o£ view and ttempt to 

er ct a sole standard o£ historical judgment is nothing more 

than con£ining tudents to a single account o£ a chapter o£ 

history. 

This danger can be yarded o££ when the uthors' or 

compilers attempt to b@ ever on gu rd gain t religious, r ci 1, 

cl national or ideological preconceptions vhich vas, o£ 

course, impossibl under the circum t nc in which the textbook 

v r prepared. 

pr cone ption , 

As a way o£ guarding gain t these 

histori ns <Crook 11, 128; Dani 1, 13; and 

Comm r, 37) sugg t that the writer hould try to severy 

problem £rom all possibl points o£ vi w. Taking th argument 
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one tep furth 1", Crookall (128) ha recommended th 

prepar tiona of two textbooks by different uthors that would 

pr s nt different points of view. Al though important this 

sugg tion is, its application in our school situation is 

unfeasibl. This is so bec use it is the Ministry of Educ tion 

which und rtakes the preparation as well as the distribution of 

textbooks. As a matter of policy the Ministry produces and then 

distributes t xtbooks to each school from where students can 

borrow. 

The reference to the unfea ibility of the suggestion should 

not, however, be misconstrued as a justification of the policy 

of the Ministry in to to, or the deeds of those who prepared the 

textbook • It is not, of course, proper to prepare a textbook 

which reprobates all past achievements and ex lts socialism and 

rejoices in the triumph of the October Revolution of Russi • 

They should not go out in this way to condemn or to praise these 

things. As things stand, the assumption seems to b that 

students have no mind of their own, no moral standards, no 

capacity to exercise judgment. Or students' minds are 

considered as t.bu1. r •••. As for the policy of the Ministry, 

although the act of distributing textbooks to different school 

to be lent to students is advant geous in tak1ng care of those 

who could not afford to buy t xtbooks, the Ministry should 

devise m an which would encourage subject specialists to 

particip te in the preparation of the textbooks. 

Vi.u.1 Co •• unic.tion 

ot only hould a xtbook be written in a simple and 

und r t nd bl language to nh nc student' understanding but 
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it should also be adequately illustrat d by visu 1 

communication. It should be e phasized that in a school 

environ ent wher the new medium o£ recordings hardly exist th 

'Written word o£ the textbook should be supple ented by 

illustrations. A closer look into the textbooks reveals that a 

number o£ illu trations re presented in th text. The 

£ollo'Wing table attempt to sho'W "he type o£ illustrations used 

and their £requency o£ appearance. The table is constructed by 

counting the illustrations £rom each textbook. 

Table 3. 1. 

Textbooks Type o£ Illustrations and Frequency o£ Appearance 
by grade in no. 
level Picture Map Sketch Diagram Time-Chart 

Grade Nine 21 15 32 2 3 

Grade Ten 18 11 32 

Grade Eleven 48 41 1 1 

Grade Twelve 19 

The number o£ illustrations pre ented in th t xtbook is 

seemingly dequate. Yet it should b re embered that Crookall 

(84) remarked: th measure o£ a well illustrated textbook should 

not be th quantity o£ illustrations but th qu lity. Quality 

'Wise, to be regarded s a well illu trated textbook, the 

illu trationa ne d to be clear, si pIe, accurate, purpose£ul, 

supple ent tion o£ the text and they should have u££icient 

explan tory not s. 

Th illu tr tions o£ these textbooks do really lack these 

ttribut Almo tall o£ th illustrations appear in the texts 

without xpl natory note. A numb r o£ them lack Simplicity, 
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clarity and accuracy. The map of South Africa in grade nine 

t xtbook (p. 45), the map of Europe in grade tnt xtbook 

(p.200) that shows tate frontier in 1914 and in 1923, and the 

map of Europe in gr d 1 ven textbook (P. 202) that shows 

territorial changes in Europe following th Second World War are 

notable xamples of those illustrations which lack simplicity. 

They are too detailed, so much so that they tend to confuse 

tudents inste d of helping them understand the text. The 

political map of Africa that appears on page 140 of the grade 

ten textbook to show th colonie of different European 

countries can be cited s an example that demonstrates the 

inaccurate presentation of illustrations. On this map Sp. 

Guniea which was a Spanish colony is indicated as a colony of 

Germany. Besides Northern Somalia, on the same map, is painted 

with a dark colour diff rently from other British colonies. 

There are also nu b r of illustrations that reve 1 the 

slackne s of those who prepared the textbooks. M ny 

illustrations I were presented carelessly with no purpos and not 

as a supplementation of the text. To cite one exa ple, the 

sketch on page 208 of the grade ten textbook refers to hunting 

in Ethiopia by traditional mean but no where does the textbook 

present a description about hunting. Mol' over, 

nons ns • 

the repetitive 

These are the appearance of same pictures i also 

picture 

Engels 

wh re 

of Marx, Engel, and Lenin; the picture of Marx and 

appear both in grade nine and grade ten textbooks, 

L ninls p10tur appears in grad t n and grad leven 

textboo s. 

r.p titiou 

Th r, how vel', pictures that do not need 

ppear nce, for th y ar abundantly available in the 

revolution ry squ rea of v ry city and town of the country as 
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y 11 s in many school compounds. 

In short, the illustrations of grad nine textbook, to a 

larg r ext nt, and th t of grade ten, to some extent, both in 

terms of quality and qu ntity, r better by far than the 

illustr ions of the other textbooks. It is particularly th 

former textbook which was illustrated by a variety of 

illustration • Especially the att mpt of the writers to 

illustrate it through diagrams, sketch sand ti e - charts is an 

indication of the amount of effort they exert d, and it is 

indeed appreciable. 

Li.t. o£ Suit.bl. Activiti •• and T.xtbook Organiza ion 

Lists of suitable activities for students and th manner of 

textbook organization are also important lements that reflect 

the quality of a textbook. As indicated in the review of the 

related literature, lists of suitable activities that usually 

appear at the end of each chapter are helpful in focusing 

students attention on what the author has judged to be the ost 

important points. Th textbooks for grade nine and ten have 

fulfilled this requirement. But not the textbooks for the upper 

two grade. The t xtbook for grade nine contains a number of 

qu etion just on every page, while th qu tion in the grade 

ten textbook appe r at the end of ach ch pter. In both cases 

qu tion of different type, fact finding and thought provoking, 

were framed. In fact the grad nine textbook containe too many 

higher ord r qu etion which se m to b very difficult for 

gr d nin tud n who e ingly has no prior xperi nce of th t 

typ of qu stion (ee Appendix 7). 

It i ith r p ct to the mann r of organization that the e 
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textbooks have displayed their trong side. All of them have a 

table o£ content tha will give the student a summary of the 

textbook in an outlin £orm and h Ip his/her to locate the 

chapter he want . O£ cours , all the textbooks lack any index 

which would enable the student to develop a skill of locating 

information about specific items in th textbooks. The subject­

mat ter of these textbooks are divided into units. ch pters, 

headings nd sub-headings. This is an important aspect of the 

textbook because, as McPhie (1969: 463) points out, dividing 

the content into chapters, then into headings and sub-headings 

will help students to organize the content in their mind which 

consequently serves them as comprehension check point. 

Equally important are the introduction of the grade nine 

textbook and the pre£aces of the three other textbooks that 

contain the authors' or compilers explanatory remarks. They 

provide students with information that is essential for 

under t nding the texts. However, the suggestion in the preface 

of the grade elev n and twelve textbooks <what is written in the 

preface o£ both textbooks is one and the same) is absurd. It 

absurdi ty lies in recommending students to make a careful 

additional reading of relevant African nd Ethiopian history by 

consul ting the Soviet histori ns· book, • Short Hi.tory o~ 

Wor.ld. Strikingly enough, other than being r produc d in the 

form of textbooks for these grades, th book only contains one 

pictur nd a d cription of less than 80 words about Ethiopi 

(Manfred, 184). 

To be us d a neff cti ve instruc ion 1 tool in th 

teaching - 1 arning proc ss, a textbook must be well prepared. 

It n ed to be tress d, howev r, th t th well prepar dness of 
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a textbook is not a quarantee in itself. The effectiveness of 

a textbook as an instructional tool depends on the manner of its 

utilization. Effective utilization of a textbook is also a 

function of the skill and predisposition of the teacher. The 

next section of the study attempts to analyze the attitudes of 

history teachers towards the current provision, that is, both 

the syllabus and the textbooks. 



P TWO 

pori. Anal.yaJ.a and Inwrpr a 0 01 FUadinga 

The purpose oi this p rt oi the study is to substantiat 

the major concerns raised earlier in the study and to answer the 

basic questions oi the study by reporting, analyzing and 

interpreting data obtained irom the questionnaire, classroom 

observation nd iniormation gathered through interviews. Th 

part is divided into two sections. In section one, the data 

obtained through questionnaire and interviews' are tabulated and 

reported in whole numbers or percentages, then analyzed and 

interpreted. Section two is concerned with analysis and 

interpretation oi data collected by a classroom observation 

schedule. The data pertaining to the classroom interaction re 

analyzed in terms oi aver ge lesson percentages. A two-way 

analysis oi variance is also used to deter ine variation in the 

use oi teaching methods and the associated coeiiicients oi 

reliability. 

s.ct.J.oa 

3.2. Practica~ Prob~. 

Pr. nt 

Following re :fourteen tables in which the reaction o:f 

respondents to the items raised in the qu stionn ire are 

pres nted. 

L.v.l 01 Quali£icati on. T. ching Exp.ri.nc. and 

T.aching Load. o£ r .pond.nt. 

It vas one o:f the it ms oi the q uestionnair to determine 

r spond nt preparation :for th te ching o:f h1sto y . By v y o:f 

a cert 1n1ng their preparation ior the teaching o:f history , 
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respondents were asked to indicate the level o£ quali£ication 

they have attained. It has been £ound that 29 per cent o£ the 

respondents have quali£ication t a diploma level, 65 per cent 

(almost two-third) have earned a B.A. degree and 6 per cent o£ 

the r spond nts have neither a degree nor diploma (see Table 

3.2) . As can be understood £rom the same table, not all who 

have earned a diploma or a degree graduated in history. Out o£ 

94 per cent (sum total o£ those who have earned a diploma and a 

B.A. degree) 85 per cent have a diploma or a B.A. degree in 

history, while th remaining 9 per cent have a diplo a or a 

degree in some other subjects other than history. 

T ble 3.2. Diatribution o£ R apond.nta by Quali£ication 

Level o£ 
Quali£ication 

Below Diploma 

Diploma 

B.A. Degree 

I1.A. Degree 

Percentage o£ Respondent Quali£ication 
In History In Other Subjects Total 

6 6 

25 4 29 

60 5 65 

91 9 100 

There can be no doubt that the senior econdary schools 

need capable history teacher. Speaking in the most speci£ic o£ 

term, Crookall (218) says that the history teacher belongs to 

the te ching pro£ sion and th pro£easion o£ an histori n. It 

:follow that to be competent, th history teach r ne ds to 

£ul£il th r quirement o£ hi Iher pro£ asion. Two things re 

trongly i pli d h reo Firat, being a m mber o£ a pro£ a ion o£ 

n hi torian, th hi tory te cher hould ttain the level o£ 
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qu ~i£ication which would make him/her knowledgeable in his/her 

subject. In this respect, i£ qua~i£ication is measured by 

diploma or degree obtain d, the majority of the respondents seem 

to have adequate quali£ication. But it is doubt£u~ to say th t 

qua~i£ication at a diploma level is adequate for senior 

secondary school teachers. 

As shown in Table (3.2), teacher who are not quali£ied in 

history but in so e other subjects re bing assigned to teach 

history courses. A~though the number of these teachers is very 

small (9 per cent), their assignment to teach history tends to 

re£~ect the assumption that anyone who could read and understand 

what is presented in the textbook could teach history. The 

prevalence o£ this sumption in any socia~ studies programs of 

the past and the present is noted by Aggarwal (184) • This 

assumption seems to suggest that a~~ that is necessary is a 

textbook and the abi~ity to read it. In this case the concern 

o£ the teacher is then erely to see that the students knew the 

facts presented in the textbook. If eo where is the cu~tivation 

o£ the ability to inquire in this scheme of educational va~ues? 

The assumption va~ued insu££iciently the £act that 

textbooks are the means to an education. They are not the end. 

Whi~e the signi£icance of imparting information is given some 

consideration, the £unction o£ the teacher s director o£ the 

learning process is minimized. Given that teachers ho h ve 

nev r tudied hi tory are aSSigned to tach history courses, 

v n th consideration given to th content should not b 

ex gger ted. The £act that history requires constant re-

interpr tation suggests that the history teacher needs to h ve 

a genuin pro£ession 1 inter t in the study of history. He/she 
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should not loos interest in the subject and stop reading new 

pUblications. For a history teacher who stops reading history, 

s ys Crookall (223), would tend to rely on the class textbooks 

and on what he/she already knows. 

The second implication is that the history teacher should 

not only keep his/her pro1:essional interest in the study 01: 

history and be knowledgeable in the subj ct but he/she should 

Iso have the essential skills and understanding that are 

necessary :for the good teaching 01: his/her subject, in that 

teaching is a pro:fession with its own purposes, standards, 

techniques and accumulated body o:f knowledge. As shown in Table 

(3.2), the majority o:f the respondents appear to have the 

necessary pedagogical background, since the graduate o:f history 

both at the diploma and degree level have been required to take 

education courses which would equip the with some skills and 

understanding o:f teaching. 

As to the accumulated body o:f knowledge T ble (3.3) shows 

th t the respondents have had a good deal o:f teaching 

experience. As indicated by the re pondents 7.5 per cent o:f 

them have taught between one and :five years and 22.5 per cent 

have taught between six and ten years. Where s th ajority o:f 

the re pondent (62.5 P r cent which is a 

respondent who have taught betw en 11 and 15, 

um total o:f 

nd between 16 

nd 20 years) have taught between 1 v nand tw nty years. Th 

nu b r 01: respondents who h v had more than twenty-one years o:f 

t aching xp rience is the same as the number o:f teachers who 

have taught b tween one and :five yare. 
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Table 3.3 T •• ching Exp.r1.nc. o~ R •• pond.nt. 

---------------------------------------------------------
Range Respondents 

In Years No. 

---------------------------------------------------------
1 - 5 

6 - 10 

11 - 15 

16 - 20 

21 - and above 

6 

18 

25 

25 

6 

7.5 

22.5 

31.25 

31. 25 

7.5 

---------------------------------------------------------
Total 80 100 

---------------------------------------------------------
Perhaps on the baai o£ what the study group has re£lected, 

it may be argued that, the number o£ respondents who appear to 

have adequate qu li£ication and number o£ ye rs o£ experience is 

signi£icant (concerning the number o£ years o£ experience the 

applic bility o£ this data to the history teachers in most o£ 

the provincial schools ia doubt£ul, ince £resh graduate are 

usually signed there). It needs to be stre sed, however, that 

the lev 1 o£ th ir quali£ication nd th ir y ars o£ experienc 

are not guarantees £or teaching competence. Their t ching 

compet nce would by and larg dep nd on the kind and quality o£ 

training th y hav gone through, their predi position towards 

teaching nd th ir ££ort exerted to improve th ir co petency, 

th £ollow-up tudi Ii (i£ ther i any) undert ken by th ir 

in titution nd th working conditions they have h d. 

While most o£ th B £actor are beyond the scope o£ this 

tudy, th working condition o£ history teachers is one r a o£ 
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investigation. The study approache the problem f:rom two 

angle : f:rom the1r te ching load nd f:rom the quality of: current 

provisions. Table (3.4) and Table (3.5) present the teaching 

load of: r spondents - teaching load in terms of: teaching hours 

and class size. This survey of: the teaching loads of: history 

teachers shows that all the respondents teach less than 30 hours 

which is the aximum load spec1f:ied by the Ministry of: 

Education. As shown in Tabl (3.4), on the average the 

respondents tach 19 hours per week. Better than a quarter (29 

per cent) teaches more than 20 hours load; so ewh t f:ewer than 

one-seventh of: the respondents (14 per cent) teach not more than 

10 hours. 

Table 3.4 T aching Load o£ R •• pond nt. 

Teaching Hours Per week Respondents. 

No 

--------------------------------------------------------------
Some but less than 6 

6 - 8 

9 - 10 

Total Under 10 

3 

8 

11 

4 

10 

14 

--------------------------------------------------------------
11 - 12 

13 - 15 

16 - 18 

19 - 20 

Hore than 20 

Tot lover 11 

4 

9 

33 

23 

69 

5 

11 

41 

29 

86 

-------------------------------------------------------------
Gr nd Tot 1 80 100 

-------------------------------------------------------------
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As another e sure of teaching load, thi survey obtained 

data about th aver ge size of history cl sea and number of 

sections the respond.nts are t aohing t present. The verage 

ize of a hi tory cl ss i seventy-four, but 29 percent of the 

respondents ar teaching more than 75 students in a classroom. 

On av rag (total number of tudent Itot 1 number of 

respondents) re pondents ar teaching 567 students in a semester 

see Tabl 3. ). 

To a question (In which grad Is do you teach at present?) 

posed to find out wheth r or not r spondents are required more 

than one course preparation, ore than half of all the 

respondents (54 per cent) reported that tvo separate course 

(courses of different gr de ) preparation are required, fourty-

six per cent reported one course prepar tion require ent (only 

for one grade). 

Table 3.5. 

Average Sizes of 
History clas es 

Nu ber of 
Respond nts 

Assigned 
Sections 

Total Number 
o:f Students 

40 
54 
60 
62 
6S 
70 
73 
73 
80 
82 
96 

To al 757 

N. B. : Sinc th 
nd nu be 

the figur 

7 
5 
8 
3 

20 
10 

4 
9 
2 
5 
7 

80 

10 
12 

3 
11 
11 
11 

7 
7 
6 
5 
6 

89 

2800 
32 0 
1440 
2046 

14300 
7770 
2044 
4225 

960 
2050 
4032 

45407 

nu b r of tud nt ssi ned per section 
o:f section igned per te cher vries 

s ar pr sent d in ver g . 
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predominat in history classes (the issue pertaining to teaching 

methods will be discuss d in section two oi this part oi the 

study) • 

IhP8pon_n 

t. S7l.l.ah arad T~boob 

This survey demonstrates th t a great number oi the 

respondents have a widespread dissatisfaction with th current 

syllabus and textbooks. Table (3.6) shows the respondents' 

attitude towards the quality of the syllabus. From this table 

(3.6), it appears that respondents have dissatisfaction with the 

three aspects of the syllabus: objectives, content, and form of 

organization. The three elements oi the syllabus are rated 

inadequate by 95, 94 and 93 per cent oi the respondents 

respectively. The remaining respondents (5, 6 and 7 per cent 

respectively) have rated them as adequate. In order of 

inadequacy, the objectives come iirst, the conent second and the 

iorm oi organization third. 

Table 3.6 Th. Qu.~ity 01 th. Hi.tory Sy~~.bu 

Order of 
Inadequacy 

Aspect of the 
Syllabus 

Respond nts 
Reporting 
Adequacy 

No. Yo 

Respondents 
Reportl.ng 
Inadequacy 
No. Yo 

---------------------------------------------------------------
1 Objectives 4 5 76 95 

2 Content 5 6 75 94 

3 Organization 6 7 74 93 

In addition to their rating of the thre asp cts oi the 

yllabu as in dequete, respondents hav indic ted some specific 

in dequ ci The pecific inadequ ci s report d by respond nts 
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on the objectives and content o£ the syllabus are presented in 

Table (3.7). O£ those who rated the objectives as inadequate 

(see T ble 3.6) ninety-seven per cent said that the objectives 

have hed a purpose o£ propaganda, and twenty-seven per cent said 

that the objectives are not stated clearly and unambiguously. 

Only six per cent o£ them indicated that the objectives are not 

de£ined in terms o£ concepts, skills and attitudes. 

Concerning the content o£ the syllabus, a majority o£ the 

respondents (87 per cent) reported that the content o£ the 

syllabus does not include the most signi£icant and relevant 

events or topics. A very signi£icant number o£ respondents <99 

per cent) reported the inadequate treatment given to Ethiopian 

and A£rican history. To a question posed to know their over all 

opinion almost all o£ the respondents (99 per cent) stressed on 

the inadequate emphasis given to Ethiopian and A£rican history. 

Particularly, they reacted against the total exclusion o£ 

Ethiopian history £rom grade 11 and 12 courses. 
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Tabl 3.7 ;S~p~~~~~~~~=c::i~.~.~o~£~t:h~.~O~b~j~ee~t:i~v~~~n~d~C~o~n~t~.~n~ 

o£ th. Syllabu •• 

--------------------------------------------------------------Specixic Inadequ cies Respondent.s 

No. 

---------------------------------------------------------------Object.iv s are not. stated clearly 
and unambiguously 21 27 

The objectives have had a purpose ox 
indoctrination 74 97 

Objectiv s are not stated in terms 
ox concepts~ skills and attitudes 5 6 

The cont.ent does not include 
the most signi£icant and reI vant 
topics or events 71 87 

Equal emphasis is not given to 
each section o£ the syllabus 74 99 

Ethiopian and A£rican history 
have not given due place 74 99 

The basic reasoning £or t.he ju ti£ication ox the pI ce ox 

history in Ethiopian school curriculum v s discussed in the 

preceding section (section 3.1.3>. As cl arly shown in that 

ection~ Iter 1974 the place ox history in the school 

curriculum vas justi£ied by its utilitarian purpose. Historical 

knowledge wa assumed to be practice 1 knovledg and the purpose 

ox history teaching was perceived in terms ox its pr cticality. 

Thus the teaching ox history was suppo ed to justi£y the 

M rxi t-Leninist ideology which the then regime attempt d to 

i plant in the inds 0 the peopl s. As a resul t~ all the 

obj cti ves 0 th yllabus wer m ant. to re£lect this ideal. 

Such notl.on does not th r fore~ appe r J.llusive £or the 

m jority of th& r apondent. They h ve cle rly en ed the basic 

r oning that po ulated the d signers of the progr m wh n they 

id the t ching o£ history ha had a purpose o£ indoctrination 
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(ee table 3.7). Sur ly, it is an indication o:f th 

respondents' notion o:f the many reasons that justi:fy the 

teaching o:f history. They seem to oppose the teaching o:f 

history :for the purpose o:f indoctrination. 

Neverth le s, the majority o:f the respondents appear to 

hav little clear notion o:f how syllabus objectives should be 

defined. The f ct that only 6 per cent r ports about the 

absenc o:f objectives defined in terms o:f concepts, skills and 

attitudes tend to suggest that a great number o:f the respondents 

seem to have no idea about the recent emphasis on such an 

pproach. Rather, they seem to be well accusto ed with the 

traditional way o:f defining objectives, i.e., objectives de:fined 

in terms of knowledge. What is more, those (27 per cent) who 

said the objective are not d fined clearly and unambiguously 

also seem uncritical about their evaluation. To be fair, the 

objectiv s are clear and unambiguous (see appendix 6). 

Seen in terms of the discussion in section 3.1.3, the 

specific inadequ cies reported by the re pondent about the 

content of the syllabus are sound. A signi:ficant number of 

respondent (see table 3.7) appear to repin at the omission of 

significant topics and variation on the di:fferent section. As 

the discussion in ection 3. 1.3 shows J the reports of the 

r spondents is :fully supported by the :finding o:f the most 

r cent study. To a que tion po ed to know their opinion about 

tuden s' area o:f intere t, all the r spondents reported that 

th ir tud nts have had a k en int rest in 1 arning th history 

of their own country. Perhaps on the basis of r spondents' 

r pons, it ay be argued th t the variation of emphasis given 

to th diff rent s ction o:f the yll bus i not in consonance 
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From the response obtained it appears that th number of 

respond nt ho expr seed a favourabl atti tude towards the 

chronological approach by which th syllabus they have used is 

being organized is insignificant. It appears that the majority 

of the respondent ar in f vour of on o:f the other thr e 

approaches. As shown in the review of literature and related 

researoh, the superiority of one form of organization over the 

other has not yet been established. Due to the abs nce o:f 

conclusive evidence researchers then stress on the importance o:f 

considering the lleged advantage o:f the other approaches, while 

using one specific appro ch. Only one respondent appears to 

support this viewpoint. 

Such lack o:f evidence, of course, h s never deterred 

educationist and historians from proposing a form of 

organization which they consider as more appropriate. Over the 

recent decades, the three approaches (topical, problem and 

social-processes) have gained much more emph sis (Rogers, 19; 

Sansom, 139; Smallbone, 142 and Crinnion, 154). At the same 

time history syllabus that is org nized around the principle of 

periodization rather than historical problems is now under 

attack. For it suggests content or coverag s a starting point 

for syllabus planning and it encourages didactic and superf~cial 

treatment of complex historical problems. Looked at :fro this 

angle, one can y that the suggestion of the majority o:f the 

respondents (su total of those who sugg t th three 

approaches) is congruent with current thinking about the for of 

syllabu organiz tion. 

Th negative attitude of the majority o:f th respondents to 

a chronological approach seems to be c used by the inad qu cie 
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of the approach. A chronologically organized yllabus is said to 

hav cau ed teacher uffer from a want of time and encouraged 

fa t history teaching (Fines, 108). In answering th question. 

How many chapters of th textbooks do you oft n cover? 

respondents indicate their 8uffering from a w nt of time. While 

th probl m is less prevalent in grades 9, 11 and 12, it is more 

prevalent with the cours content of grade ten. Invariably all 

respondents who h ve taught in this grade have reported that 

they usually cover three-fourth of the course content. One can 

imagine how unfortunate history students ar who do have to play 

race horse with their te chers as their course goes into the 

stretch near th end of May. At this time real learning becomes 

less important than the obviously significant task of covering 

the content. 

Another basic area to investigate relate to the textbook 

which are part of the current provisions. Table (3.9) shows that 

76 per cent of the respondents declared that the textbook is 

their principal material for the teaching of hi tory. About 16 

per cent of the respondents appear to supplement the textbook by 

other reference materials, while 8 p r cent of the respondents 

seem to b totally repined at the textbook and they have 

preferred to u 

content. 

books that cover so e portion of the syllabus 
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Table 3.9. In.truct~on 1 Tool. that are u d by R •• pondent. 

10r the Preparat on 01 H .tory Le •• on. 

Type of Instructional Tools 

Only textbook 

Only books that cover some portion 

of the syllabus content 

T xtbook Supple ented by oth r 

refer.nce mat rials 

Total 

The number of the respond nts 

textbook is significant (76 p r cent). 

Respondents 

No. 

61 76 

6 8 

13 16 

80 100 

ho rely heavily on th 

It follows that history 

te ching in the schools see to be highly textbook-oriented. Of 

the seven means of enriching history instruction (s e item 40 of 

the questionnaire in Appendix 1) not a single one vas reported 

by the respondent . It eem that all th re pond nts h ve never 

used such means to enrich history instruction. Th r is an 

agreement betveen this finding and Tavel's (1966) finding bout 

history t ching in mo t of the American chools in the 1960s 

(see Chapter Tvo). It need to be stressed, however, that these 

choole in hich th re pondents teach Buff r from a scarcity of 

r f renc materials. As he researcher personally observed, the 

libr ri s of the diff rent s nior s cond ry schools of Addis 

Ab ba h v f·v hi tory book (se the list in App ndix 8). It 

is found, of cour , th t om nthusi etic t chers have be n 

borrowing books from th libr ry run by th Briti h Council nd 

1 a bought book from the book centr of Addis Abab Univ ity 

nd th book hops of Kur z Publishing Agency (s e T bl 3.10). 
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But one thing w should know is that not only a limited nu ber 

and variety of books are av ilable t the book centre and book 

shops mention d above, but also their pric s ar discouragingly 

expen iv ; at least prohibitive enough for the teacher who 

cannot afford to buy more than, at the most, one book after a 

year's saving. What is more serious is that almost all 

provincial towns do not have some of these privileges. 

Sources of Supply Number of Respondents 

British Council Library 16 

The Book Centre of Addis Ababa 

University 3 

The Book Shops of Kuraz Publishing Agency 6 

Total 25 

Given the limited library service, given the scarcity of 

bookshops that carry a large stock of books, given the expensive 

cost of those available books and given the total absence of 

historical soci ties that are especially concerned with 

historical research and with the teaching of history in the 

country, on should not b surprised if the history teacher 

relies on the t xtbook. In the face of material scarcity h avy 

reliance on th class textbook eems to be unavoidable, no 

matter how convinced th history teachers re th t heavy 

reli nc on the textbook is undesirable. This ust not be taken 

a an apology but if hi tory teacher fall short of using a 

variety of te ching materials then the teach rs cannot pri arily 

b bla d. The only way to prev nt this h ppening is to resolve 
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th t the hi tory te ch rs will h ve the eans to mainta n nd 

expand their historical interest. 

Even though th nu ber of respondent who s em to reject 

totally the use of the textbook is small (8 per cent), their 

reaction pointed towards one problem-th quality of the 

textbook. When history te ching becomes textbook-oriented th 

quality of the textbook becomes a problem of som consequence in 

hi tory teaching. As Tabl (3.13) shows, the m jority of the 

respondent (GG per cent) r ported that the ft uthors,ft general 

point of vi Y Y S determin d by the progra of indoctrin tion 

established by the state, whereas 34 per cent of the respondents 

have attributed it to the p rsonal conviction of the authors' 

themselve. No one of the history teacher participating in this 

survey reported public opinion as a determinant factor in the 

authors' gen ral point of view. 

Tabl 3.11. F.ctor. tb.t o.t.rained tbe Autbor. 

G.n.r.~ Point o~ Vi •• 

F ctora Respondents In X 

Progra of Indoctrination establi hed 

by the State 

Public Opinion 

Th Authors' Per onal Conviction 

GG 

34 

-------------------------------------------------------
Tot 1 100 

--------------------------------------------------------
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T rlier di cus ion on the hi tory syllabus cle rly 

syllabu is clearly under tood by the demon t 

ignifican number o:f he re pondent . In mos cas s their 

respon e how d a complete agre ment with th results o:f the 

ost urr n study, by Teke 

result o:f the re earcher hi 

Nega h, and the 

l:f (see ection 3.1.3). 

valuation 

A hown 

in Tabl (3.11), a signi:fic nt nunb r o:f th respondent 1 0 

seem to have a clearer understanding of the :factors that 

determined he authors' general po nt of view. As he preceding 

discu s~on (Section 3.1.3) revealed, the authors~ general point 

of view was clearly set forth in the pr-e:face of the grade 10 

textbook nd it is certainly reflection 0:£ the program of 

indoctrin tion stablished by the state. 

It should rememb r d that the selection o:f :facts, the 

manner 1n h ch th se facts are interpreted and presented as 

well as the di tribution o:f e pha is are gr atly in:fluenced by 

the autho s' gener 1 poin of view. These are lementa which, 

to a large ex ent, :f:fect the quality o:f th extbook. Thu , 

other ba ic Ie ents to con ider relate to the intelligib 1 ty 

o:f the cont nt, the accuracy of the pre ented content, the 

pr s ntation 0 diff rent points of vie 

illu tration • 

nd the adequacy of th 

A T ble (3.12) shows, a con d rable nu ber o:f the 

r pond nt r pond to mo o:f th e Ie ent neg t v ly. 

Cone rning th wo f atur of the extboo (No. 1 nd 4) there 

is igni:fie n di:ff r nce in the nu b r of r spondent who 

r ct d n g tiv ly ero h gr d A ignificant nu ber o:f 

r pond n (41 nd GG p reent) r spond positively to the e 

f u o:f the grade nin extbook. Bu in t.he c o:f h 
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thre other textbooks (grades 10, 11 and 12) a ignificant 

number of respondents (75Y., lOOX, lOOY. to feature 1, nd 56Y. ~ 

100Y., lOOY. to feature four respective of the grades) reacted 

negatively. With regard to the accuracy of the content and the 

presentation of different pOints of view the majority of the 

respondents (lODY. to the accuracy of the content and 84Y. to the 

presentation of different points of view) respond negatively to 

the textbooks of grades nine to twelve • 

Table 3.12. R.action. o~ R •• pondents to the F~ature. 

01 th. T.xtbooka (9 to 12) 

----------------------------,----, 
Features Reactions of Res£ondents 

Grade 9 Grade 10 Grade 11 Grade 12 
Yes ~ No. ~ Yes ~ No. 1 Yes 1 No. ~ Yes ~ No. ~ 

---- -------------------------
1. Content of the textbook is 

intelligible to students 

2. Content of the textbook is accura 

3. The textbook presents different 
points of vie .. 

4. Content of the textbook is 
adequately illustrated 

33 41 41 59 20 25 60 75 80 100 - - 80 100 

80100 - 80 100 eo 100 - - 80 100 

13 16 61 84 13 16 67 B4 13 16 67 84 13 16 67 84 

53 66 27 34 35 '" 45 56 - 80 100 - - 80 100 

The response of the respondents to the intelligibility and 

illustrations of the grade nine textbook is highly valid. It is 

true that the grade nine textbook is better of in terms of thes 

features than the other textbooks. This is mainly because the 

authors' did exert large amount of effort in the preparation 

of the grade nine textbook, which is a revised one. The other 

textbooks exhibited inadequacie not only with these two 

features but also with the other two feature~. Of all these 
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aspects respondents app ar to stress more on the int lligibility 

of: the content. To quot the statements of: one respondent 

stated in response to the question that asks respondents overall 

opinion about the textbooks: 

In vocabulary and construction the text­
books are not sui table f:or the class for 
which they are intended. They are f:ull of 
jargon, unnecessary long and involved 
sentences. In short they seem to be written 
for third year university students. 

Seen in terms of: the preceding discussion (section 3.1.3) which 

pointed out the f:act th t the contents of the textbooks are mere 

reproductions of: Andre Sik' sand A. Z. Manfred's books, the 

criticisms thrown by the respondents are highly valid. 

The reaction of: the respondents to the other aspects of: the 

textbooks is also f:ully supported by the f:indings of: Tekeste's 

recent study. He has presented many instances which depicted 

the inaccurate presentation of historical f:acts and event (see 

Th. Cri.i. o~ Et.hiopian Educat.ion, 1990, pp. 60-93). The 

results of: the evaluation of: the textbooks presented in section 

3.1.3 of this study also support the reaction of: respondents 

concerning the inadequacy of the visual communication of: the 

textbooks. 

From respondents' response, it can be argued that specif:ic 

inadequacies related to the different aspects of: the textbooks 

of:ten trouble respondents. To be used as an ef:f:eotive 

instructional tool in the teaching-le rning proc ss, a textbook 

must be well prepared. Besid s the well prep redne s of: a 

textbook, the manner of it utilization is also concern in the 

educ tional nterprise. As Table (3.13) haws, more th n two-

third of: the respondent are not using the textbook for skill 
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evaluating inxormation; int rpreting pictures, charts and tables 

(O'Connor, 1969: 253; Edgar, 1969; 438 nd Tavel, 1966: 318). 

Mor over, as hown in Chapter Two, over the recent decades 

rese rchers have suggested that the objectives ox the history 

ay llabus hould be dexined in terms ox skills, concepts and 

attitudes. Such an emphasi xurther exacerbated the need to use 

the textbook xor skill development. The worthiness and 

attractiv ness ox this suggestion should not be allowed, 

however, to obscure its xundamental implication. It must not be 

xorgotten that to work tow rds such worthy end necessitates the 

development ox syllabus and the preparation ox a textbook 

hich encourage rather than obstruct skill development. A 

substantial reduction ox teaching loads ox the teacher is also 

essential, so that the teacher could pay attention to individual 

student. As had already been shown, these conditions are not 

available in our school situation. The syllabus includes no 

skill objective; the textbooks are not p~epared in simple and 

understandable language which can be read and understood by the 

students without dem nding a substantial h Ip xrom the teacher. 

What is more, the size ox the history class (the numb r ox 

students in one classroom as well as the total number ox 

tudents a teach r handl in a semester) doe not enable the 

teacher to pay attention to individual stud nt. Therexore, th 

dex ct seems to lie primarily in the progra itselx. 

Th xoregoing discussion clearly demonstrat s th existence 

o£ a long-£ lt discont nt among respondents with th quality o£ 

th current provi ions. Both th syllabus and th textbooks 

e m to ob truct rather than encourag good classroom practic 

It should be emph sized that the quality ox th provisions i 
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not only a conc rn to the history teachers but also a concern to 

students. The discussion in the review o£ the r lated 

li terature and research shows that a steady decline in the 

number o£ students choosing the subject catalogu d as one o£ the 

reasons that necessitate a radical overhaul o£ history teaching. 

The most valid reason for such decline is said to be found in 

the inadequacies of the syllabus, teaching materials and 

methodologies. The current status of history, seen in terms of 

the number of students choosing the subject, is therefore one 

area of investigation o£ the study. 

Table (3.14) shows that, with the exception of four 

respondents who did not respond to the item, a great majority of 

the respondents (81 per cent) reported that senior secondary 

school students are opting, to a larger extent, for the natural 

science subjects rather than for the social science subjects. 

Only fourteen per cent o£ the respondents have answered I Do Not 

Know. 

Table 3. 14 R .pondtmt.. Opinion .bout. St.ud.nt..' Choic. of St.r ••• 

Type of Stream 

Social Science 

Natural Science 

Total 

Respons s in Percentage 
More Students Less Students 

Opt for Opt for 

81 

81 

81 81 

I Do Not 
Know 

14 

14 

28 

N.B. While completing grade 10 students h ve to opt for two 
streams <Natural Sci n e and Social Science) but not 
for subj cts. Th social sci nce stre m includes 
history and geography where s the n tural science 
str am includes Biology, Phy ics nd Chemistry. 
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Th re is no doubt that increasingly :fewer students are 

willing to choose history (o:f course geography too). In Yekatit 

12 and Entoto Academic and Vocational Schools, :for instance, 

those students who h v chosen social science stream are 

ssigned in two sections whereas natural science students are 

being assigned in 11 and 13 sections, in the two schools. On 

the basis o:f respondents' re ction, it is reasonable there:fore 

to argue that history is not popular among senior secondary 

school students. In :fact there is no discordance between the 

response o:f the respondents and the response o:f the interviewees 

(students) as to the unpopularity o:f the subject. 

The reasons :for such decline o:f the subject's popularity 

seem to be varied and complex. Concern o:f employability, 

concern o:f winning scholarship and language di:f:ficulty are just 

:few o:f the in:fluencing :factors reported by students selecting 

streams at the end o:f gr de ten. The in:formation obtained :from 

the interviewees revealed that students' decisions concerning 

their choice o:f stream are directly or indirectly in:fluenced by 

senior stud nts (who are their :friends) and high school 

teachers. There seem to b much talk :from their :friends about 

the necessity o:f 1 ngu ge pro:ficiency to learn history. The 

interview rs appear to hav al 0 a po itive predisposition to 

their te chers o:f science subject . 

It is o:f int rest to compare the :findings :for interviewees 

with comparable data obtained :from the respondents (history 

teachers) . As another measure o:f the :factors that in:fluence 

tud nt ' choice o:f stre m, respondents were asked to indicate 

which o:f the six :factors ccount d :for students' choice. Almost 

two-third o:f the re pondents (66 p r cent) reported concern o:f 
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science stream, while i t discourages them from optin g for t he 

social scienc stream. The evid nce to support this assertion 

is not far to se k. A simple assessment of the announcements 

for vacancy or further training provide us ample supportive 

data. Almost all the announcements require students/candidates 

better results in Mathematics English (which are common courses) 

and other natural science subjects rather than history or 

geography . 

Additionally, although not a significant number of the 

respondents reported the attraction of the subject as an 

influencing factor, the effects of this concern (concern of 

employabili ty) seem to be disproportionably exacerbated for 

history by the organizational and curricular expedients that are 

invoked by schools to meet these challenges. For one thing, the 

teaching of history is required for the sake of indoctrination. 

History is merely the incidental means in which this debatable 

outcome is embodied. As long as the student senses this purpose 

he will resent history courses. For another, the majority of 

the respondents appear to have a long-felt dissatisfaction with 

the current provisions. They could not, therefore, be as 

enthu iastic as they ought to be. Although the 1nfluence of the 

high school teacher wa reported by a very small number of 

r spondents, the history t achers seem to indirectly influence 

the decisions of student. P rhaps, then, one of the ost valid 

reasons for such a st te of affairs lies in the supposed 

inad quacie of th history syllabu , the teaching m terials and 

ethodologi s. It is the purpose of the next section of the 

study to provid d scriptiv data about th classroom practices. 
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SECTIoa 

RESULTS OBSER ATI THE 81STOR 

To date educational research is entering a new phase. The 

classroom has become a central pre-occupation for educational 

research. Researchers re becoming increasingly concerned with 

what actually happens in the classroom and somewhat less 

concerned with what is assumed to happen. So that some 

descriptive data about the classroom behaviour is now available. 

The purpose of this section of the study is to describe current 

classroom practices in history teaching. 

3.3. 

The frequencies of teaching strategies used by the teachers 

were expressed as average lesson percentages. The results are 

shown in Table 3.16. A two-way analysis of variance (teacher by 

visi t) 12 showed that the difference between teachers in the 

frequency with which they used expository teaching is 

insignificant (F = 5.48, 9 df, P < 0.001). The very low 

incidence of source based inquiry was also coupled to a lack of 

significant teacher variation <F = 5.48, 9 df, P < 0.001). The 

coefficients of reliability found by subtracting residual 

variance from teacher variance and expressing this answer as a 

proportion of teacher variance was 0.82. 

12 An example for the computation of a two way analysis of 
vari nc is pr s nted in Appendix 9. 
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Tab. 3.16 V r~ t~on in th. U • o£ T.ach~ng Str tegi 

(Av.r g. L •• on P rc ntag ). 

Strategi s 

Exposition 

Source-based 

Inquiry 

Teacher 

ABC D E F G H I J 

99 99 98 98 98 98 96 95 94 94 

1 1 2 2 2 2 4 566 

Average 

97 

3 

H.B. The alphabets (A to J) are meant to represent the observed 

teachers. 

Table 3.16 shows the :frequencies o:f the two types o:f 

teaching strategies. Further analysis was carried out to 

determine the :frequencies o:f di:f:ferent minor categories embodied 

in the two strategies. The :frequencies o:f di:f:ferent minor 

categories were also expressed as average lesson percentages :for 

each teacher. Eight o:f the minor categories were not used at 

Three o:f the minor 

categories were rarely used (a 7, a., and a It) • Seven of th minor 

categories accounted :for 27 per cent of the tot 1 1 sson time 

By contrast one minor cat gory 

(a~) accounted :for Imost hal:f o:f every teacher's conversation. 

A two way analysis o:f variance (teachers by visits) howed a 

signi:ficant variation only with as (F = 9.4, 9 d:f, P < 0.05), nd 

c 1 (F = 6.45, 9 d:f, P < 0.05). The associat d coe:f:ficient o:f 

reliability :for th se two minor cat gori s Y r 0.89 and 0.94, 

resp ctively. The verage 1 sson p rcent g :for each o:f the ten 

te chers w re th n av raged to giv the average lesson 

percentage presented in T ble 3.17. 
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----------------------------------------------------------------Minor Category Lesson 
Average 

----------------------------------------------------------------la. T cher Expo ition includes 

a1" Orientation 3 

a~ D :fining 3 

a~. Describing 49 

a.. N rrating or reporting 5 

ae' Explaining 7 

a.. Use o:f audio-vi ual materials 3 

a 7 • Varying students activities 1 

a.. Giving direction 1 

a,. Co paring and contrasting 2 

a 10• Closure 4 

a 11' Citing ex mples 1 

----------------------------------------------------------
lb' Teacher directs students to ources o:f 

in:formation :for the purpose o:f: 

b • 

Acquiring or con:firming :facts 

Identi:fying problems 

Making In:ference 

b.. Seeking guidance on hi toricsl 

methodology 

3 

o 
o 

o 

------------------------------------------------------------
l." Teacher sk question that calls :for: 

C1' Recall 9 

Ceo Comprehension 2 

Ca· Application 0 

c •• Analysis 0 

c . Synthesis 0 

c •. Evalu tion 0 

C'7' Heuristic 0 

-------------------------------------------------------------
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St.Ud .. "t. Part,1.cip t. Oil 1... B1.at.ory .......... 

The urvey xurther attempted to investigate talk and 

activity initiated and/or maintained by students. The 

xrequencies ox the minor categories ox student talk and activity 

were expressed as ver ge lesson percentages xor each teacher. 

The results are shown in Table 3.18. Five ox the minor 

categories were not used at all (d d;s, eel e3 and e,,) A two -

way analysis ox variance (teacher by visits) showed that the low 

incidence ox consulting sources to acquire or conxirm xacts by 

students was coupled to a lack ox signixicant teacher variation 

(F = 1.41). The dixxerence between teachers in the xrequ ncy 

wi th which students participated in history lesson through 

expository activities is signixicant (F-3.89, 9 dx, P < 0.05). 

The associated coexxicient ox reliability xor this category (e l ) 

was 0.76. 

Tab~ .. 3.18 Incid.nc. of th. "inor Cat gori •• of Stud.nt. 

Tal. and Act.1. v1. t.y «a" ra 1. OQ ~rclmt.ag ) 

Minor 

Category 

2 d • Students seek inxormation or consult 

sources xor the purpose ox 

d l • Acquiring or conxirming xacts 

de. Identixy problems 

Making inxerences, £ormulating or 

testing hypothesis 

2~ Students participate in history lesson 

through 

e. 

e". 

Expository activities 

Role playing 

Simulation 

Case studies 

Lesson 

Average 

1 

o 

o 

6 

o 
o 
o 
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spent on a source-based inquiry strategy. Despite the xact that 

some incidence o£ source based inquiry was observed students 

were directed to the presented sources o£ in£ormation £or the 

purpo e o£ acquiring or con£irming xacts (b , ). They were not 

encouraged to go beyond mere acquisition o£ £acts to identi£y 

prob1ems, make inxerences, and seek quid nce xor historica1 

m thod010gy. 

The resu1ts o£ this observationa1 study a1so showed that 

ta1k and activity initiated by students on1y accounted £or 7 per 

cent o£ the tota1 1esson time. Even then most o£ their ta1k and 

activity came as a response to the exposition o£ the teacher 

(e t ). The student's main responsibi1ity appears to be absorbing 

nd remembering the £acts and events presented. Thus, the 

c1assroom interaction was, by and 1arge, teacher dominated. 

The c1assroom practice which emerges here is comp1ete1y at 

variance with the current popu1ar view o£ the c1assroom practice 

which ought to be, in the words o£ Sansom (124) "the provision 

o£ experiences which modi£y the pupi1's concept structure 

through the exercise o£ his ski11s or historical material" 

rather than letting students know what the teacher or historian 

believe is the right answer. It should be remembered that the 

current provisions ox Ethiopian senior secondary schools do not 

encourage such kind ox classroom practice. 



CHAPTER FOUR 

SUllllARY. CLlIS]: 

This part ox the study deals with the summary, conclusions 

and recommendations. 

SUlUfARY 

In the study attempt was made to investigate the trends, 

developments, perspectives or phases and the current status ox 

history teaching in Ethiopian senior secondary schools, with 

emphasis on the schools in Addis Ababa. Following is a summary 

ox the major xindings ox the study: 

1. Trends, Developments, Phases or Perspectives ox the 

Teaching ox History. 

1. The placement ox history in the senior secondary 

school curricu~um dates back to 1943. From 1943 unti~ 

the present it has gone through several stages ox 

deve~opment. In the process, the syl~abus was 

subjected to several revisions; revisions W1 th an 

evolutionary approach bexore 1974 and a revision with 

a revo~utionary approach axter 1974. Prior to 1974, 

in the revisional works some ox the practica~ problems 

pertaining to history teaching were discussed and some 

so~utions were suggested. 

2. The content ox the early syllabi (1949, 1957 and 1958> 

was se~ected xrom the history ox Eastern Meiterranean 

World and Western Europ with a tota~ exclusion ox 

Ethiopian hi tory. The educational r xorm movements 

in Axrica (in the 1960s) had a bearing on the history 

syllabus ox Ethiopian enior secondary schools; hence 

the inclusion ox Ethiopian and Axrican history in the 

syllabus. From 1963 to the present the history 
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syllabus has got one dexinite xeature by drawing its 

cant nt xrom Ethiopian, Axrican and world history but 

with a variation ox emphasis. 

3. The old syllabi (1963 nd 1967) aimed at making 

Ethiopian history the xocal point ox the courses, 

whereas the syll bus currently in use aimed at making 

world revolutionary movements the xocal point ox the 

courses. 

4. The old syllabi aimed at the teaching ox national 

history in the context ox parallel or divergent 

developments in other countries and ox the pertinent 

historical antecedents, while the aim ox the new 

syllabus (1975 to the present) has become 

justixication ox the post 1974 political system ox the 

country by teaching how the socialist system has been 

established in many countries ox the world. 

5. Theoretically only the 1963 history syllabus suggested 

the teaching ox local history but without giving any 

kind ox provision. 

6. Starting xrom its inception to the present the history 

syllabus was organized chronologically with an attempt 

to survey a considerable topics and periods (ancient 

to the present). 

7. The objectives ox the 1949, 1957, 1958, 1963 and the 

present syllabi were, by and large, dexined interms ox 

knowledge. The objectives ox the 1967 syllabus were 

dexined interms ox concepts, skills and attitudes. 

But learning experience xor the re liz tion ox such 

obj ctives w r not provided. 
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8. The 19 49, 1957 and 19 58 yl l ab i w re completely the 

works of seni or secondary school teachers. The work 

of the 1963, 1967 and 1975 syllabi involved senior 

secondary school teachers, subject speci alists and 

curriculum exp rts. But after 1979, with the coming 

of curriculum experts from East Germany, only 

curriculum experts assumed the task. 

9. Total absence of textbooks, especially on African and 

Ethiopian history, was one of the practical problems 

faced by history teachers. Until 1979 history 

teachers were provided with teaching notes prepared by 

some historians (before 1949) and by those who 

prepared the syllabus (after 1975). But students were 

without textbook all along. 

II. The Present Status of History Teaching. 

10. The majority of the respondents (94 per cent) have 

qualification at a diploma and B.A degree level. On 

average they teach 19 hours per week. But they have 

a big class size (average 74 tudents in one 

classroom) : There are some teacher who teach history 

without any tr ining for the teaching of history (9 

per cent). 

11. The current educational provisions (the syllabus and 

the textbooks) are rated inadequate by very 

ignificant numb r of the respondents. 

12. Despite such dissatisfaction with the quality of the 

current education 1 provisions, the t xtbook was found 

to be the principal sources of information for the 
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majority o£ the respondents (76 per cent). 

13. With regard to m nner o£ textbook utilization more 

than three-£ourth o£ the respondents have employed the 

textbook £or £actual acquisition. 

14. The results o£ the classroom interaction revealed that 

expository teaching was the most common teaching 

strategy. Teachers spend 97 percent o£ the lesson 

time in transmitting in£ormation. To a larger extent 

history teachers spent the lesson time in describing 

(49 per cent). Even teachers' question required 

students only to recall in£ormation. Accordingly 

students also participated in the history lesson by 

listening, writing, asking and answering. 
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CONCLUSIO 

Th following conclusions are made on the basis o:f the 

findings of th study and the basic questions r ised in Chapter 

One. 

1. While the objectives of the 1967 syllabus aligned 

themselves with those put :forward by recent 

researchrs, the other syllabi objectives reflected the 

traditional view o:f history teaching. Since learning 

experiences were not properly indicated even the 

objectives of the 1967 syllabus were not far from 

reflecting the traditional view of history teaching. 

By and large, the place of history in the senior 

secondary school curriculum was de:fined in terms of 

the subject matter but not in terms o:f skills and 

concepts. 

2. Right :from the beginning the history syllabus has been 

underpinned by the breadth notion. So :far no attempt 

was made to create balance between breadth and depth. 

Content coverage has been a pre:ferred priority. 

3. From 1943 to 1962 the history syllabus was Euro­

centric in character, so that students learnt the 

history o:f other societies without learning the 

history o:f their own country. 

4. In Ethiopian senior s condary schools the history of 

Ethiopia, even a:fter its inclusion in the syllabus, 

has never been treated dequately. The subject in th 

school curiculum h s not been capable to equip a 

student with those int llectual skills, ttitudes nd 

concepts appropriat to an understanding of sel:f and 
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society. 

5. History teaching in Ethiopian senior secondary schools 

has never been concerned with the study o:f local 

history to show local variations in national 

development and hence, it has never at tempted to 

exploi t students preoccupation with themselves and 

their environment. 

6. History teachers are :found to be highly dissatis:fied 

wi th the quali ty o:f the current educational 

provisions. History teachers and students have never 

been, particularly, provided yith suitable and yell 

prepared textbooks. 

7. History appears to be unpopular subject in the senior 

secondary schools. The inadequacies o:f the history 

syllabus partly explains the unpopularity o:f the 

subject. 

8. The history syllabus and the textbooks that :form the 

basis o:f the course appear to obstruct rather than 

encourage good classroom practices. The classroom 

practice appears to remain didactic. Expository 

strategy, particularly, 

the history classroom. 

lecture method predominates 

There:fore, the history 

classroom is teacher dominated, Yhile absorbing and 

remembering :facts become the sole responsibility o:f 

the student. 

9. The size o:f the hietory classroom is appropriate :for 

a large-group instruction. Th size o:f the history 

cl ss ha it share in discouraging history teachers 

:from applying a vari ty o:f teaching m thode. 
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RECOIUCEHOATIOHS 

The problem of Education cannot be viewed apart from the 

general problems of the society. The solutions to these 

problems depend on the over-all development of the country. The 

following suggestions are made on the basis of such an 

understanding. 

1. A decision about why history should be stud~ed is a 

question about history. History is more than 

recalling of events and dates; the proper 

interpretation of those events require a special 

interaction between students and subject-matter. 

Therefore, history as a school subject should not be 

defined in terms of the subject matter, but in terms 

of its contribution to the student and the society at 

large. Therefore, as a first orientation to the task 

of designing the syllabus, syllabus developers in the 

future need to give some consideration to the nature 

of history, the objectives that can be realized 

through . the teaching of the ~ubject and the teaching 

and learning it requires. 

2. A decision about what history should be studied is not 

a question about history at all; it concerns what 

things are important. The big social, politial and 

economic fundament of peoples collective existence, 

understanding of which is a prerequisite for effective 

and intelligent living. Content for history in the 

school syllabus, then, needs to consist of political, 

social and economic affairs. Since each :field of 

history has its own concern and contribution it is 

.. 
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logical to maintain e t blished practice o£ selecting 

the content o£ the syllabus £rom Ethiopian, A£rican 

and World history. But Ethiopian history schould be 

the £ocal point o£ the syllabus and taught in the 

context o£ parallel or divergent developments in other 

countries, so that adequate treatment would be given 

to the history o£ Ethiopia with which students are 

much more preoccupied. It would be also possible to 

give room £or the study o£ local history; not a local 

study in a sense o£ comprehensive coverage but a study 

o£ local variations in national developments (£or 

example, what role did the people o£ Gondar, or Tigray 

or Illubabor play in the Patriotic Struggle?) 

3. Classroom practice is the ultimate test o£ the virtues 

o£ any syllabus and senior secondary school teachers 

require assistance, especially in terms ox: 

a) Reesources:- textbooks and other teaching 

materials are required. Making teaching, such as 

new publications and recordings, other than the 

textbook, accessible to the teachers raises a 

£inancial issue which may not be congruent with 

the economic situation o£ the country. 

There£ore, much more attention should be paid to 

the preparation o£ th t xtbook. The textbook 

should incorporate an evidence based approach 

(£or example, the cont nt o£ a textbook that 

d ale with Tewodros' £oreign policy would 

incorporate letters that were writ t n by th 
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Emp ror}. 

b. Pedagogy-seminars and workshops ar required to 

make history teachers :familiar with modern 

strategies and methods. The teachers, perhaps, 

would develop a postive predisposition. 

4. To prepare a package o:f program materi ls :for the 

teacher is no guarantee that their implementation in 

th classroom will be e:f:fected. In the :future o:f 

syllabus development the teacher and student need to 

be the :focus. Content coverage should not be taken as 

a starting point in designing the syllabus, rather 

much more attention should be given to the enhancement 

o:f students' understanding. The syllabus, then, should 

not attempt to surv y a considerable area and period 

o:f time. Rather it needs to alloy students to pursue 

their investigation in su:f:ficient depth to grasp the 

surrounding circumstances o:f problem, antecedents, and 

consequences, concomitants and contrasts Yhich a:f:fect 

the solution o:f th problem itsel:f. Fture syllabus 

should be better understood by the teacher. History 

teachers should not be viewed s instructors yho yould 

implement the mat rials pr pared by other people. 

Syllabus development need to be vi wed a something 

th t would be done with the teachers. Syllabus 

dev lopment in the :future n ed to involve th 

t ch r, subject speci li ts, curriculum experts nd 

psychologiest. 
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Appendix 3 

Addis Ababa University 
Faculty o£ Education 

School o£ Graduate Studies 

Questionnaire to £illed by High School History Teachers 

Dear Respondent; 

The purpose o£ this questionnaire is to gather data on 
the problems o£ history teaching in some selected secondary 
schools o£ Addis Ababa. The truth£ulness o£ in£ormation will 
certainly cont ribute to the results o£ this study. Please try 
to be as objective and candid as possible in responding to 
each question. 

Thank you £or your cooperation 



Date 

Direction: 

Please do not write your name. To tho questions with 
alternativ s you can provide the answer by putting th sign( 
) in front of your choice. Questions with no alternativ s 
need to be an wered by writing. I you have observations or 
sugg stions other than what is referred to in the 
questionnaire, pleas feel free to xpress by using the back 
sid s of the qu stionnair • 

1. S x: Mal ____ _ Femal ____ _ 

2. Name of School _______________________________ __ 

3. Number of years of service as a history teacher __________ _ 

4. Qualification: 
a. Diplo a ____ obtained in 19 ___ in the subject 
b. B.A obtained in 19 ___ in the subject 
c. M.A obtained in 19 ___ in the ubject 
d. others 

5. Number of ections you teach at present 

6. The average numb r of tudents being a ign d in one 
classroom 

7. At which grade levells do you have teaching experience? 

grade 9 grade 10 

grade 11 grade 12 

8. Which grade level/s are you teaching now? 

9. How do you rate the following aspects of the syllabus? 

Aspects Adequate Inad quate 

a) objectives 

b) cont nt 

c) organization 

10. If your rating i inadequat put in ord r of inadequacy 

1. 



30. 

a. pick out the main idea o£ a paragraph or a page 

b. ask two or three important questions based on what 
they have read 

Do you encourage 
e££ectively? 

students to 

yes _____ _ 

use the textbook 

No ______ _ 

31. How do you motivate students to use their textbook 
e£f"ectively7 

a. by giving reading assignment 

b. by asking them to prepare their own note 

c. by giving study questions to guide their reading 

32. How many chapters o£ the textbook do you o£ten cover? 

a. grade 9 

b. grade 10 

c. grade 11 

d. grade 12 

33. If" you do not cover the whole chapters, what have you 
done to the remaining uncovered chapters or portions? 

a. students are encouraged to cover by their own 
independent reading 

b. in the case o£ grade 9, 10 and 11, students are 
suppose to learn the remaining portion in the next grade 
be£ore they start learning the other textbook 

c. so £ar, nothing has been done 

34. What di££iculties have you encountered in using the 
textbook as an instructional tool? 

35. What do you think, are some aspects o£ the textbooks 
that must be improved so as to produce usable textbooks? 
(your suggestion can £ocus on the textbooks that you have 
used) 



a. grade 9 __________________________________________________ ___ 

b. grade 10 ____________________________________________________ __ 

c. grade 11 ____________________________________________________ __ 

d. grade 12 ____________________________________________________ __ 

36. Are there enough addtional re£erence materials in the 
school? 

yes ________ _ No __________ __ 

37. 1£ there is no enough rezerence materials in the school 
library i~dicate your sources oz supply 

a. __________________________________________________________________ ___ 

b. ________________________________________________________________ __ 

c. __________________________________________________________________ ___ 

d. ______________________________________________________________ _ 

38. Do you encourage students to use or read other 
rezerence materials? 

39. 

yes ________ _ 

How many o£ the £ollowing means have you 
order to enrich history instruction? 

a. inviting class room gust 

b. using historical novels 

c. using speeches 

No ________ _ 

utilized in 



d. using poetry 

e. using music 

£. presenting primary sources 

g. using arti£acts 

h. others 

40. 1£ you have used none o£ these, please mention your 
reasons. 

41. What is your opinion about students choice o£ stream? 

a. natural science stream 
1. students are more interested 
2. students are less interested 
3. I don't know 

b. social studies stream 

1. students are more interested 

2. students are less interested 

3. I don't know 

42. What are the £actors that account £or students choice o£ 
stream? 

a. concern o£ employability 

b. attraction o£ the subject 

c. in£luence o£ high school teachers 

d. in£luence o£ £riends 

e. others 

43. How many o£ your students show a keen interest toward 
the subject o£ history? 

a. almost all o£ them are interested __________ _ 

b. only a small number o£ students are interested 
-~--



c. other 

44. In which part o£ history lessons are students more 
interested? (put in order o£ pre£erence) 

a. World history 

b. A£rican history 

c. Ethiopian history 

45. How do you motivate students to learn history? 

Availability o£ instructional materials 

46. Does the school have a pedagogical centre? 

Yes ---------------- No ______________ _ 

47. Does this pedagogical centre produce instructional 
materials that could be used in history instruction? 

Yes _________ _ No --------------
48. Does the school have necessary wall maps? 

a. Map o£ Ethiopia Yes No 

b. Map o£ A£rica Yes No 

c. Map o£ the World Yes No 

49. 1£ your answer is "No" how are you managing while you are 

teaching some lessons which demand the use o£ maps? 

50. Does the school have £ilm strips? 

Yes No 

51. Have you ever taken out your students £or a £ield trip? 

Ves No 



R!'~nDy ThCH! .AT! 

SCIIEDUL£ 

d Fo 

Name of School_____________________ Section _________________ _ 

Name of Observer ___________________ Class Size _______________ _ 

Date of Observation________________ Teacher' B Name ___________ _ 

Number o:f Observ tion --.!.~ 2:' 3~ 4~ 5~ (Cricle one) 

Lesson TOPiC __________________________________________________ _ 

---------------------------------------------------



ft"l8U~ oL ~11ab11 t.y.ad a11d1 y 
Tile Span: Iii. Interval 

--------_._----_._---------
CategorIes 8 12 16 

._----- ---------------1. Te er alk, Initiation and 
Guidance 
1.. Teacher Exposition 

a.. Orlentatlon 

ie· Defimng 

a3 • Describing 
a •• Harrah ng or 

Reporting 

i!e. Ellpl ining 

a.. Use of Oudio-visual 
.aterials 

a7 • Varying students 
activlties 

a.. Giving direction 

a,. COlparing and 
contrasting 

a10• Closure 

a ••• Citing ella.ples 

Ib. Te er creates 
Ie mino experiences in 
Mhich stUdents: 

b.. Identify problels 

be· Invent hypotheses 
relative to these 
problns 

~. Test these hypothese 
against evidence 

b.. Use Evidence to Dr 
conclusions about the 
validity of these 
hypotheses 

ba· Devis ne hypotheses 
fo testing or appli­
i 9 these conel sions 
to neN dat 

28 

._-----------

----_._-----

--------------------



Tile Span: 11i. Interval 
-------

Categoriu 
--_._--

lc. Teacher direct students to 
sources of inforlation for the 
purpose of: 

It 

Ct· Acquiring or confirling facts 

Ceo Iden ifying problels 

c~. Making inferences 

c.. Seeking guidance on historical 
I thodology 

8 12 16 CO 24 28 32 36 

------------------ --------------------------------------I d • Teacher asks question that calls for: 

de. COlprehension 

d~. Application 

d.. Anal ysi 5 

ds • Synthesi s 

• Heuristic 

2. Talk a activity lnitiated and/or 
laintained by students: 

2e. Students seek infor ation or 
consult sources for the purpose of: 

et. AcqUiring or confirling facts 

e. Ide tifying problels 

e3' Making inferenCfs, 
forlulating or testing 
hypotheses 

--------------------------------------2f. Students particlpate in history 
lesson through 

ft. Expository activities 

fa. Role playing 

f;s. Silu} tion 

f.. Case t dies 

--------,------



Ca. Synthesis 

----------_._--_._----------------
2. Talk and Actl ity initiated and/or 

laintained by students: 

2d. Students seek inforlation or 
consult sources for the purpose 
of: 

dl • Acquirlng or confirling 
facts 

de. Identifying problels 

d,3' Making inferences, 
forlulating or testing 
hypotheses 

----------------------2e. Students participate in history 
lesson through 

el • Expository activities 

eeo Role playing 

e3 • Silulation 

e.. Case studies 

._-------



DESCHIPTI OF THE CATEOOBIES 

EaPOld.UOIl 

Ori.nt..t.:lon: Re£ers to the openiong o£ lecture, introducing 

a topic or theme. This behaviour was recorded 

when the teacher tried to £ocus students 

attention on wh t is to be learned; revised a 

lesson previously learned; told students in 

advance what is expected o£ them and when he 

gives guides or cues through examples and 

analogues which will be help£ul to the students 

in understanding the lesson. 

D.~ininQl Is concerned with how vords or other symbols are 

used to re£er to objects or events. This 

behaviour was recorded when the teacher asked £or 

the meaning o£ terms. 

D •• cribinaa To describe is to represent something by words or 

drawing, to tell about something. Thus the 

behavior making up thi category mention or 

suggest something and require that an account o£ 

this something be given. 

R.port.ing: Re£ers to teacher's use o£ dictation and 

xpressive speech. Thus the behaviour v s 

recorded when the teacher chose apt quotations ; 

reading £rom a historial novel, play, poem or a 



Exp~.inina: 

text to illustrate or exempli£y a point o£ view~ 

and when he told story. 

Explanation gives a particular consequent and it 

requires that an antecedent be supplied. Thus 

the behaviour was recorded when the teacher 

related an object, event, actions or state o£ 

a££airs to some other object, event, actions or 

state o£ a££airs~ when he showed th relation 

bet een an event or state o£ a££air and a 

principle or generalization; and when he showed 

the relation between cause and e££ect. 

Ua o£ Audio-Viaual 

".teria~ : This re£ers to teacher's use o£ any equipment or 

materials. Teacher may use in a lecture: hand 

outs, the blackboard, overhead transparencies, 

models, slides, £ilms, maps, text, and others. 

Varying Stud nta 

Activitie.: Recorded when the teacher tried to involve 

students in di££erent activities-such as reading 

assignment, listening; reciting, discussion, 

reporting, commenting. 

Giving Direction: Recorded when the teacher indicated how to 

carry out procedur s, hoy to do assignment, 

how to solve various types o£ problems and 

how and where to consult sources o£ 

in£ormation. 



steps in conceptualizing can be subsumed 

within the variou tage o.f inquiring. 

Hence this recording chedule was d signed 

with the ame a sumption, that is, though 

the cat gories ar meant .for inquiry 

teaching, it is possible to tell abou 

concept teaching or students 

conceptualizing .from the s me data. 

Although inquiry is learner-center d, 

it requires considerable teacher 

involvement. Teachers commonly 

present a purpose .for inquiry in the 

.form o:f a question to answer or a 

problem to solve or teacher allows the 

students to generate a purpose :for 

their own. Teacher's behaviour o.f 

this category will be recorded when he 

does either o.f these two activities. 

He may initiate students' inquiry by 

presenting 

1) Unpopular argument ahout a topic 

2) Sev ral con.flicting opinions on 

the same issue 

3) An incomplete data 

Inv.nt Hypoth •• : Is a b h vi our that will b r corded when 

th te ch r cr ates the .following learning 

xperi nce : ( 1 ) when he provides the 

nece aary data, (2) when he gives direction 
• 



classi£y evid nce, (g) seek relationships, (h) 

note similariti sand diiierences, (i) ident~fy 

trends, sequence, and regula itie . 

Dra. Concluaion t Ie a behaviour that will be recorded when 

the teacher dir cts students into 1 arning 

exp riences that require them to combine 

Applying t.h. 

Conclu.ion t.o 

ft4t. Dat.a: 

identi.fied relationships a ong the 

evidences and between the evidences and 

hypotheses into statements that bear on the 

initial problem. 

Is a behaviour that will be recorded when the 

teacher guides students to apply a conclusion, 

whether in the iorm o£ understanding, concept or 

other type of knowledge, to new data. 

Re.fers to teacher' s use o£ source oi iniormation 

The behaviours were recorded when the teacher 

presented a source oi iniorm tion (both primary 

and secondary sources) to the tudent 

classroom or gave students signment 

worked out using sources o.f infor tion. 

in the 

to be 

Ct. Acquiring or con:firming ".£ ct : - wh n the 

purpose was to collect iniormaton, i. e. , 

events, n mes, date etc. 



c~ Identi£ying problems:- when teacher allowed 

the students to generat a purpose £or 

their own or to answer a question by using 

c • 

the sources. It was to be recorded when 

the te cher presented sources o£ 

in£ormation £01" the purpose o£ reconciling 

con£licting opinion and to induce meaning 

£rom the context. 

making in£erences: recorded when the 

teacher presents sources o£ in£ormation to 

combine identi£ied relationships among the 

evidences and between the evidences. 

c~ Seeking guidance on historical methodology. 

A behaviour which was recorded when the 

teacher tried to enhance istorical sources 

and historical methodology such as question 

£raming, £actual signi£icane and 

veri£ication, as vell as historical 

explanation and argumentation. 

C.twaori • Und.r 

ld~ Categories under this group re£er to the kind o£ 

que tions the teacher uses. 

Recall:- involves all questions that the teacher asks 

prim rily to determine i£ tudents have acquired 

or obt ined de ired amount o£ £actual 

in£ormation. ~. When was Franklin D. Roosevelt 

£irst elected to the presidency o£ the United 

States o£ Am ric ? 



Comprehenaion:- involv s questions that the t acher asks to help 

students put together and organize into some sort 

o:f rel tionship the :facts they have gathered, 

i. e., que tions that require giving descriptions, 

stating main idea, comparing and contrasting, 

:from th stud nts. 

Application 

Analysis 

Synth sis 

Compare p asant li:fe in Ethiopi under 

Tewodros II with peasant li:fe during the Zemene 

Mesa:fine? 

Involve questions that require :from the 

students applying rules and teachniques to 

solve problems having a single correct 

answer. 

Invol ves questions that require :from the 

students ident~:fying motives, causes or 

ef'f'ects, making inf'erences, £inding 

evidence to support generalization. 

Ex. What are the f'undamental causes that 

brought bout Tewodros's down f'all? 

Involves questiequie :from the students 

solving probl ms, making predictions, 

prodUCing original communication . 

Ex. Develop a proposal that could help us 

mitigat the problem of' :famine in 

Ethiopia? 



Heuristic 

Categories under 

2c. 

Categories under 

2:f. 

Involves questions that require students to 

seek and determine £or themselves what they 

consider to be acceptable answers. 

Ex. What might have happened i:t: Napier 

expedition had become un success£ul? 

These categories re£er to students 

activity. The categories were to be 

recorded when the activities were initiated 

by the students. The descriptions o£ 

categories C l' Cat and c 3 also applied to the 

categories e., e., and e,3. 

Expositiory eactivities re:fers to 

listening question and answer, writing 

and speaking. 

Ie. Role playing - when a student assumed 

a certain role and demonstrated it in 

the classroom. 

£,3. Simulation: - when students simulated 

something in the classroom. 

£.. Case studies:- re£ers to students 

independent activity in carrying out 

one or two case studies. 



Scb • ltodul.ar Appro ch 

3 

4 4 

Case study 

0 
Case study 

2 

5 

Module 1 Role ox the Individu 1 in an Historical event 

Module 2 A Depth Study 

" 

" 

" 

3 A Local Study 

4 A Study in Development 

5 A Foreign parallel 



2. 

3. 

I. The History Syllabus (9 - 12) 

Do you think that the stated objectives are essent~al and 

attainable? 

Yes No 

If your answer is "No" please list those objectives you 

consider non-essential and unattainable. 

Do you think that the content of history syllabus 

includes the most significant and relevant historical 

events or topics? 

Yes No 

If your answer is "No" please mention what you consider 
omitted significant and relevant events or topics? 

15. Do the stated objectives correspond with the selected 
content? 

Yes No 

16. Which one of the following organizations of content of 
the syllabus do you suggest to be emp l oyed by the developers 
of the history syllabus? 

a . chronological approach 

b . topical approach 
approach 

c . problem approach 

d . socia l process 

17. Please justify your suggestion (0 . 16) 



18. The history syllabus is divided into 
Viz: Ethiopian history, African history, and 
What do you think about the place of Ethiopian 
vis th other two sections? 

three sections. 
World history. 
history vis-a-

a. over emphasized 

b. less emphasis is given to it 

c. balanced treatment is given to it 

19. What is your overall opinion about the syllabus? 

II . History Text-books (9 to 12) 

20. Are the contents intelligible to the students for whom 
the text-book is intended? 

grade 9 Yes No 

grade 10 Yes No 

grade 11 Yes No 

grade 12 Yes No 

21. Have you come across some factual errors or fallacies in 
the text-books? 

Yes No 

22. What elements determined the point of view of the 
author's (s') of the text-books? 

a. program of indoctrination established by offic~al 
decree or the state 

b. public opinion 

c. the author's (s') personal convictions. 

23. Does the text-book contain enough illustrations, such 
pictures, diagrams, sketch, map, etc. ? 

grade 9 Yes No 

grade 10 Yes No 

grade 11 Yes No 

as 



grade 12 Yes No 
24. What are your sources o£ in£ormation that you use in 
preparing your lessons ? 

a. only the textbook 

b. only books that cover some portion o£ the syllabus 

content 

c. textbook supplementing by their re£erence materials 

25. 1£ there are other sources that you make us o£ them, 
please speci£y: 

26. How do you use the textbook in the classroom? 

a. a student reads aloud a certain paragraph and others 
listen with textbook closed 

b. a student reads aloud a certain paragraph the class 
£ollowing with textbooks open 

c. a student will make a silent reading o£ a paragraph 
and ask the class what the paragraph was about 

27. Have you developed a speci£ic lessons or parts o£ a 
lesson on skills o£ using textbooks? 

Yes ____ _ No ------
28. 1£ your answer is "yes" on which o£ the £ollowing skills 

you emphazise? 

s. reading skills 

b. locating and gathering in£ormation 

c. organizing and evaluating in£ormation 

d. speaking 

e. listening 

£. ident~£ying the main idea o£ a paragraph or section 

g. note taking 

h. skill o£ summarizing 

29. Have you asked students £rom time to time to 



... di.. 6 

tb Obj i" 01 tb 01d and tb 5711 bi 

The £ollowing is an outline o£ the objectives o£ the new 

syllabus compared with th old one (Secondary School Curriculum 

Development and E. S. L. C. Examination Seminar, 1967 and The 

Ethiopian School Syllabuses, 1984). 

Objectives of the old Syllabus (1967 to 1974) Objectives of teh new syllabus (1975 - to the present) 

The Students Mill be able to: 

1. To give every student Mho passes through the • obtain a vivid picute of the process of transition fro 

school, a knowledge of an outline of the feudaiisl to capitaiisi. 

history of African and the world. 

2. To enable every student to acquire skills, • See the role of the lasses clearly in the anti-feudal 

valves, concepts, and generalizations related struggle and the establishlent of the bourgeois 

to history. national states. 

A. Skills • recognize the process of transition frol feudaiisl to 

1. Locating inforlation independently, e.g. capitaiisl as a historlcal process. 

library use of reference works. • be able to sU'larize the historical accolplishlents 

2. Organizing inforlation through forlal of capitaiisi. 

outlining. • recognize the dialectic of class struggle betMeen 

3. Presenting, interpreting and evaluating buregeoise and the anti-colonial truggle of the 

mfuraation African people. 

History tudy should reveal to students 

the unlversally ccept d hUlan values. 

• be able to prove the .1 rgence of i p rialisl. 

• be able to review the develop ent of the 

international orking class lovelent frol the 



C. Students gr tlng fro. the s condary 

chools should b f lill lth the 

f 110 1 ge nandcocpt 

1. The concept of ocial change 

2. Slence d e venti n re so ree of 

s ci 1 a ge 

3. e ide s ar sourees of social ch nge 

4. The co cept of co fliet. 

5. The c n pt of i t rdep nd nc 

6. Ther are politlc 1, e ono ic d 

social i t rdependance. 

7. Th co cept of ca 5e and effe t. 

8. Things do not happen just like that, 

they are caused. 

9. T e conctpt of inter action. 

10. T co ept of co. nlty, ation, state, 

11. For tany thousands of years len lived 

itho t govern nt. The ideas about 

governlent a 10M sloMlly evolved. 

12. The cone pts of colonia iSI, ilperi Iisl 

d natio alisi. 

foundation upto t e last internatlonal. 

the rlse of the aoder Ethl pian s ate I the 

su viy -l of its lnd pe d c d t e bir of th 

1974 popul " revolution 

• under5tan and appr ·at the xa.ple of the 

revolutionary stru gle of t e Russia rkl 9 

lass and its allies. 

• re nize the historic 1155io f t e orki 9 class 

in the epoch of the world wide tr nsition frol 

capit lisl to socialist. 

• obtain classiflcatlon n the orl in of the world 

socialist systel a d its chiev ents. 

• grasp the re sons fro th decay of the 1 pericalist , 

colorial 5ystel in Africa an Latin A eric. 

• be able to identify t eire si 9 agg ive ess 

of ilperia isa. 

• tr ce the tend ncies in t str gle bet en the 

fore of p e and 5 Cl I ss a d the forees of 

l.p~rialisl and th changes n the po er r~lation 

inf vou of the fore~s of 5 claiisl and p ceo 

13. Th co cept of Intern tional org niz tioo. 

14. There e al ys SOCl I, econolic 1 and 

p Ii ical problels. 

15. y ha influenced h15to y. 

16. The 9 at clviliz tl0n, of the st h d 

their bIrth, gro h d clio and fall. 

17. Th polItical 0 5 of Ian has chang d a 
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Number ox question Framed by the Authors' ox the 

Textbooks: classixied on the Basis ox Cognitive Thought 

they Required (Cognitive thought seen interms ox Bloom 

Taxonomy) 

Grade 

Number ox Questions with respect to cognitive 

thought required 

Know Compo App. An. Sgn. Eva. Total 

--------------------------------------------------------------
Grade Nine 

Unit One 18 21 

Unit Two 9 11 

Unit Three 7 8 

Unit Fou 10 15 

Unit Five 12 17 

Grade Ten 

Chapter One 1 3 

Chapter Two 2 2 

Chapter Three 1 1 

Chapter Four 1 2 

Chapter Five 3 1 

Chapter Six 2 2 

Chapter Seven 1 

Chapter Eight 1 4 

Chapter Nine 3 1 

Chapter Ten 6 

N.B. Know = Knowledge 

Compo 

App. 

Comprehension 

:: Application 

An. Analysis 

Syn. 

Ev 

:: Synthesis 

Evaluation 

1 9 5 6 60 

1 4 3 3 36 

3 3 1 2 26 

2 10 5 3 45 

2 9 4 4 48 

1 5 

1 5 

1 1 4 

1 1 5 

1 5 

2 1 7 

2 2 5 

5 

5 9 

6 

.. 


