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1. EDITORIAL

El curriculum de
Ciencias Sociales y
los retos del futuro

UN ANO DESPUES...

Hace un afo sonaban tambores de
guerra: habia estallado la “Guerra de
las Humanidades”. Prensa, radio, tele-
vision, etc... se dedicaron a diseccionar
el curriculum de Ciencias Sociales y
dieron la palabra a todo tipo de opinio-
nes. Se escribieron muchas cosas vy
también se dijeron muchas barbarida-
des. Luego una Comisién ad hoc in-
tentd reorientar el debate y elabord una
propuesta para dar una salida al su-
puesto conflicto. De todo ello dimos
cumplida cuenta en nuestro Boletin.
¢Qué ha sido de todo ello casi un afio
después?

No tenemos noticias de que se hayan
producido cambios sustanciales ni de
que se vayan a proponer de manera
inmediata. La prensa de finales de di-
ciembre informa de que el MEC preten-
de incrementar el nimero de horas de
determinadas areas en la ensefanza
obligatoria, entre otras la de Ciencias
Sociales, Geografia e Historia y de que
se va a reorganizar el 4° de ESO para
orientar al alumnado hacia los bachille-
ratos o la formacion profesional. Y poca
cosa mas.

¢Hacia falta todo el revuelo producido
para seguir donde estdbamos? Proba-
blemente si. Si aplicamos la maxima
“‘que se hablé de mi aunque sea mal”,
el debate fue positivo porque por prime-
ra vez en la historia de este pais, la
ensefianza de la historia, y en menor
medida la de las otras humanidades, ha
tenido un gran protagonismo social. Si
lo que se pretendia era averiguar qué
pasaba con la ensefianza de la historia
y de las otras humanidades, no hemos
avanzado sustancialmente. Estamos
donde estabamos. El debate, sin em-
bargo, ha proseguido por cauces mas
tranquilos. Ha preocupado a sectores
profesionales, como los historiadores,
hasta ahora bastante despreocupados
por lo que ocurria con la ensefianza de
la historia. Ha seguido preocupando a
los didactas de las ciencias sociales.
Creemos que es por ello que distintas
revistas (dos nuevas, otra ya existente)
han dedicado numeros monograficos a
la ensefianza de la historia. Nos felici-
tamos y felicitamos a las revistas y a
sus autores y autoras. En este mismo
Boletin reproducimos los indices de
tres de estas revistas.
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En nuestra opinién el debate debe pro-
segquir por otras vias y acercarse a los
problemas reales de la ensefanza y el
aprendizaje de las Ciencias Sociales,
de la Geografia y de la Historia. La
preocupacion por el curriculum de esta
area de conocimiento no es exclusiva
de nuestro pais. Es una preocupacion
universal. En muchas revistas dedica-
das a la ensefianza de las Ciencias
Sociales de los paises de nuestro en-
torno cultural podemos comprobar el
interés que suscita el debate curricular
sobre los contenidos de las disciplinas
de nuestra area. Esta preocupacion,
que siempre ha estado presente en
nuestros debates, se ha acrecentado a
medida que nos acercamos al siglo
XXI. Los retos a los que la infancia y la
juventud debera dar respuesta en el
futuro presiden muchos de los interro-
gantes que se plantean quienes propo-
nen cambios en el curriculum del area.

Parece que el cambio de milenio nos
impone repensar las finalidades y los
contenidos de Ciencias Sociales, Geo-
grafia e Historia en la ensefianza obli-
gatoria. En este Boletin reproducimos
algunos trabajos publicados en los ulti-
mos anos.

El interés por repensar las finalidades y
los contenidos ha de ir acompanada,
sin embargo, por una apuesta mayor
por la investigacién didactica. Es im-
pensable reformar o cambiar el actual
curriculum y las practicas de la ense-
flanza sin conocer en profundidad qué
ocurre cuando se ensefia y se aprende
Ciencias Sociales, Geografia e Historia.
En nuestro pais la investigacion va cre-
ciendo lenta y pausadamente, pero
hace falta aun que aumente mucho
mas. Las expectativas de futuro son,
sin duda, buenas aunque la financia-
cion dedicada a este campo sigue
siendo escasa y poco generosa. Mu-
chos investigadores e investigadoras
trabajan con escasos recursos 0O sin
ellos. Otros investigadores potenciales,
entre ellos muchos profesores y profe-

soras de educacion primaria y secunda-
ria interesados por investigar sus pro-
pias practicas no acaban de lanzarse a
ello por falta de recursos o de orienta-
ciones sobre el tipo de investigacion
que deben realizar. Siguen faltando
plataformas (revistas y colecciones de
libros especializadas) en las que se
puedan dar a conocer los resultados de
las investigaciones ya finalizadas o en
curso de realizacion. Es necesario ge-
nerar un debate cientifico sobre sus
aportaciones tetricas y metodolégicas
gue permita aumentar nuestro conoci-
miento y enriquezca a investigadores,
profesores y estudiantes en formacion.

El futuro es, desde iuego, esperanza-
dor. Pero quienes nos dedicamos a la
Didactica de las Ciencias Sociales de-
bemos exigirnos rigor y profundidad y
seguir con nuestro trabajo. La Asocia-
cién ha pretendido y pretende fomentar
un debate riguroso y cientifico sobre los
problemas de la ensefanza y el apren-
dizaje de las Ciencias Sociales, la
Geografia y la Historia y sobre la for-
macion del profesorado. A ello vamos a
dedicar nuestros dos préximos Simpo-
sia. En marzo de 1999 nos reuniremos
en la Universidad de La Rioja para ana-
lizar y debatir las caracteristicas de un
curriculum de Ciencias Sociales para el
siglo XXI. No pretendemos hallar el
curriculum. Pretendemos conocer, ana-
lizar y debatir criterios para la construc-
cion de un curriculum mas acorde con
los problemas de la practica y con los
cambios producidos en el mundo. Pre-
tendemos poner a debate el conoci-
miento acumulado sobre el tema a la
luz de nuevas conceptualizaciones
cientificas, pedagogicas y didacticas.

En el afo 2000, dedicaremos nuestro
Simposium en la Universidad de Huelva
a la Formacién del Profesorado para
ensefar Ciencias Sociales, Geografia e
Historia. Son algunas de las aportacio-
nes que como Asociacion podemos
hacer al debate.
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Nuestro Boletin va a proseguir inda-
gando y dando a conocer aqueiios tra-
bajos que se publiquen aqui y en otras
partes y aquellas investigaciones que
aporten conocimientos relevantes para
la Didactica de las Ciencias Sociales.

Sin pretensiones de monopolizacion de
este saber emergente hacemos aquelio
que nos corresponde como profesores
y profesoras universitarias adscritas a
esta area de conocimiento. No preten-
demos, ni podemos, hacer mas ni me-
nos.

Consejo de Redaccion
Bellaterra, diciembre de 1998
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2. El X Simposium de la
Asociacion

Un curriculum de Ciencias
Sociales para el Siglo XXI.
qué contenidos y para qué

PROGRAMA

Martes, 23 de Marzo

9,30.- Recepcidn y acreditacién de los
participantes
10,30.- Acto de apertura
11,00.- Ponencia:

El cambio del concepto de ciencia
y sus implicaciones en la didactica de
las ciencias sociales.

Ponente: Pilar Benejam Arguin-
bau, Universidad Auténoma de Barce-
lona

13,00.- Visita al Ayuntamiento de Lo-
grono

16,30.- Presentacién de comunicacio-
nes a la primera ponencia.
Debate.

18,30.- Asamblea de la Asociacion Uni-
versitaria de profesores de Didactica de
las Ciencias Sociales

Miércoles. 24 de marzo

9,30 Ponencia:
Cambios de las perspectivas es-
pacial y temporal en el curriculum.

Perspectiva espacial.
Ponente: Roser Batllori, Universidad
de Girona.

12,00.- Presentacion de comunicacio-
nes.
Debate.

16,30.- Ponencia
Cambios en las perspectivas es-
pacial y temporal en el curricufum.

Perspectiva temporal.
Ponente: José Luis Gémez Urdanez,
Universidad de La Rioja

18,30.- Presentacion de comunicacio-
nes
Debate.

20,00.- Visita a la ciudad de Logrono
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Jueves, 25 de marzo

9,30.- Ponencia:

Disciplinaridad,  transdisciplinari-
dad e integracion en el curriculum de
ciencias sociales.

Ponente: Jurjo Torres, Universi-
dad de la Corufia.

12,00.- Presentacion de comunicacio-
nes.
Debate.

16,30.- Mesa redonda

Disciplinaridad,  transdisciplinari-
dad e integracion en el curriculum:
Aportaciones desde la Didactica de las
Ciencias Sociales.

Participantes:

Luis Arranz, Universidad Com-
plutense.

Gabriel Travé, Universidad de
Huelva.

Carlos Guitian, Universidad de
Las Palmas.

Maria Guzman, Universidad de
Granada.

Coordina: Angel Lazaro, Univer-
sidad de la Rioja.

21,00 Cena de despedida

Viernes 28, de marzo

Excursion a los monasterios de San
Millan de la Cogolla.

LUGAR DE CELEBRACION

Aula Magna
Edificio Quitiliano
C/ Cigliena, s/n (Logrofio)

Coordinaciéon General:
Teresa Garcia Santa Maria

E-Mail: teresa.garcia@dchs.unirioja.es
http:www.unirioja. es/didacticacienciassociales

Asociacion Universitaria del Profesorado de Bidactica de las Ciencias Sociales



BOLETIN INFORMATIVO

4 e gred gtk aTed o
fegege g gege

3. Articulos de fondo

Relacionados con el
curriculum de ciencias
sociales

Los cuatro articulos seleccionados es-
tdn relacionados con el curriculo de
Ciencias Sociales, Geografia e Historia.
Ademas de estos cuatro articulos, en el
apartado "Recomendamos” aparecen
algunos indices de revistas en los que,
asimismo, hay informacién sobre el
tema. La intencién de esta seleccién es
aportar informacién, ideas y sugeren-
cias para el debate sobre el curriculo
que realizaremos en la Universidad de
La Rioja en el transcurso de nuestro
proximo Simposium.

Referencias bibliograficas:

I. HOPE, Warren C. (1996): "It's Time
to Transform Social Studies Teaching".
The Social Studies, vol. 87, n° 4,
july/august, p. 149-151.

II. McCALL, Ava L. (1996): "Making a
Difference: Integrating Social Problems
and Social Action in the Social Studies
Curriculum". The Social Studies, vol.
87, n° 5, september/october, p.203-209.

IIl. PELLUCI, C. (1998): "L'insegna-
mento della storia nella scuola primaria,
tra teoresi interculturale e prassi educa-
tiva. Aspetti metodologici”. Orientamenti
Pedagogici, anno XLV, n° 4, luglio-
agosto, p. 693-704.

IV. ROSS, E, Wayne (1998): "Educa-
ting and Organizing for a Democratic
Society". Theory and Research in So-
cial Education, vol. 26, n°® 3, summer, p.
306-309.
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ommentary

’s Time to Transform

ocial Studies Teaching

RREN C. HOPE

ome years ago when [ was a sev-

enth-grade social studies teacher, [
e across words in the geography
book that have remained with me to
day. While conducting a textbook
ntory, that routine and dreaded pro-
ire, I read on the front inside cover
one book the words “absolutely
% junk.” At first. I found the mes-
> humorous and smiled. Later. I pon-
d the expression, which I surmised
esented a student’s feelings about
graphy in particular and social stud-
n general. In the end, I considered
words an affront to me and to the
ect in which I had invested much
> 10 acquire teaching expertise and
ch I had grown to love,
rom my perspective, | wondered
it was possible for anyone not to
y social studies. Why, I thought,
ld a student, who could learn so
h about a world of people, places,
things, dismiss such an important
ect as geography? The subject pre-
cd students with an opportunity to
the world vicariously. They could

CREN C. HOPE is an ussistant professor
middle-grades education at Georgia
hwestern College in Americus, Georgia.

travel to the great capital cities, gaze at
countries’ natural wonders, immerse
themselves in the culture. and meet the
people, all of this right in the classroom.
How could anyone not be excited about
taking this trip around the globe?

Lounsbury (1988) submitted that the
reason for the students’ lack of respect
for social studies was the teacher’s fail-
ure to articulate meaningful and rele-
vant objectives. Hence, this trip around
the globe really held no meaning for
students who were growing up in a rural
community and happened to be enrolled
in a geography class. How could such
study be relevant to their lives?

More than a decade has passed since
the day [ discovered those acrid words
in the geography textbook, and since
that time, thousands of students have
entered and exited social studies class-
rooms across the nation. [ wonder today
how much of the “absolutely 100%
junk™ sentiment of one student years
ago lies dormant in the minds of other
students who have passed through
social studies classes.

Today I am haunted by the state-
ments made by my college students as
they reflect on their k-12 social studies
experiences. The students invariably
speak of their dislike for social studies,
commenting that the teacher did not

THE SOCIAL STUDIES

make it interesting, what was taught
was irrelevant, it was taught by a coach
who had other things on his mind. or
the teacher sat behind the desk and told
the students to read the chapter and
answer the questions at the end. Being
bombarded with these highly distress-
ing comments on occasion after occa-
sion is very upsetting to a teacher. If,
however, that is the pedagogy those
students experienced, it is no wonder
that social studies is so routinely and
soundly criticized.

For decades social studies has been
rated as one of the least liked subjects
in the curriculum (Shaughnessy and
Haladyna 1985). It is the subject stu-
dents love to hate. Only one other core
subject, English (Lounsbury 1988)
receives more negative reviews about
the teaching of its content.

To what can we attribute the charac-
terization of social studies as a boring
subject to be avoided? Who is to blame
for social studies being perceived as
lacking meaning and concerning unim-
portant talk of the past? The most impor-
tant question to be asked is what can be
done to energize social studies and
restore respect for so important a field.

Every so often some new strategy
intended to revitalize the social studies
has come along. Recent movements,
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h as the New Social Studies, Chart-
' a Course: Social Studies for the 21st
ntury, and Curriculum Standards for
cial Studies, have emerged as rudders
- this troubled field. The most recent,
rriculum Standards, has attempted to
fine the social studies and encapsu-
e its essence into strands. In those
ands is the important content for
ial studies teaching. This sequencing
content is meaningful and outlines
> important areas to be taught in the
“ial studies. To what extent will social
idies teachers embrace this latest
ort to enhance the subject and project
great importance? Will social studies
ching, based on the content of the
ands, be revitalized? Will this effort
bduce the tide of social studies reform
it other disciplines have been
gaged in for years?
The burden of implementing the lat-
- approach will fall to the teachers
mselves. What are the prospects of
cial studies teachers changing the
1y in which they teach? Has the
vent of television, video tapes, audio
es, slides, and technology signifi-
ntly influenced social studies teach-
2?7 Moreover, have these changes pro-
ced exciting and stimulating class-
om sessions in which students desire
acquire social studies skills? Have
>se changes helped students enjoy
wrning social studies skills?
The answer is yes and no. Although
me social studies teachers have made
forts to invigorate their students
ough experiential learning, add real-
orld relevance to their teaching, and
‘use their course work with stimulat-
> assignments, too many are yoked to
> textbook, captive to chalk and talk,
able or unwilling to connect objec-
es with the real world, which results
the perpetuation of students’ deroga-
'y comments.
The teacher is the pivotal personality
the classroom, the one who can
ke things happen. How a teacher
ojects the content of a subject in the
1ssroom is a determining factor in the
bject’s being liked or disliked by stu-
nts and in students’ diligent efforts to

quire the skills deemed important by
> teacher.,

Risinger and Garcia (1995) reported
that criticism of the social studies gains
momentum from the results of national
tests that magnify students’ failure to
achieve at expected levels. National test
results along with negative commentary
by students have caused social studies
teachers to reconsider their teaching of
social studies.

Hootstein (1995) identified motiva-
tional history teaching strategies for
eighth-grade students from teachers’
observations of what prompted stu-
dents’ interest in class. High on the
teachers’ list of successful strategies
were role-playing characters, projects,
and review games, almost the same as
those indicated by the students. View-
ing historical videos or films was also
among the students’ choices. These
activities, according to Hootstein
(1995), are not anchored in the usual
social studies instruction, which con-
sists primarily of lecture, recitation, and
textbook learning. More disturbing,
however, is Hootstein’s teport of the
findings of Brophy and Merrick (1987),
noting that even when social studies
teachers were introduced to new teach-
ing strategies, they remained attached
to their own ways of teaching.

When assigning blame for the sad
state of social studies, we must ask if the
teacher is at fault for the subject’s lack
of appeal to students and their criticisms
of the subject. Is the teachers’ failure to
incorporate motivational teaching
strategies, to make relevant to students
the objectives being taught, and to
enliven the social studies by linking stu-
dents to the community and the world
the cause of past and present criticisms?

Some researchers contend that social
studies is characterized as a field of
confusion (Risinger and Garcia 1993),
others recognize that social studies
exists but wonder whether it is worth
saving (Barth 1993), and some are even
calling for its abolition (Roldao and
Egan 1992). These challenges are too
great to ignore. They should move
social studies teachers to indignation
and foster a zeal for the field that would
manifest itself in transformed teaching.

That social studies education needs
reforming is easily understood (White

1991). By what means and in what time
frame will the reformation take place?
The means to transform social studies
teaching is within reach. Meeting the
challenge through transformed teaching
is especially important now when the
swirl of debate is becoming so acrimo-
nious. I believe social studies teachers
ought to take personally the attack by
critics and move deliberately to force
themselves out of obsolete methods and
the drudgery of following the same rou-
tine day after day. There is no better time
than now to revitalize social studies.
Teachers can make any subject inter-
esting, motivating, and worth a student’s
time. Because of their respect for the
social studies and its importance in
teaching students how to live when they
leave school, teachers need to recognize
that their teaching of social studies must
be transformed into a relevant discourse
that encourages students to create mean-
ing in their own lives from the diversity
and dynamism of social studies.
Although other core subjects, such as
English and mathematics, are moving
toward student-centered, experiential,
hands-on learning and constructivist
learning strategies, the social studies
remains subject-centered. Social studies,
perhaps more than any other subject,
needs to offer experiential learning to
students. A contructivist approach that
empowers students to ask their own
questions and seek their own answers
(Brooks and Brooks 1993) fits well into
the social studies curriculum. The con-
structivist approach to teaching social
studies allows students to deal from their
viewpoint with the facets of citizenship:
What is my responsibility? What are my
values? What is the right thing to do?
Which side should I support?
Technology is a promise waiting to
be fulfilled by teachers bold enough to
realize its potential and seize the oppor-
tunity to bring the world into the class-
room. The Internet and other telecom-
munications options are resources that
can contribute directly to transforming
social studies teaching. The Internet is a
great resource for making students
aware that they are intertwined in the
global community (Peha 1993). State
of the art software and CD ROMs (o
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rage students are available to the
ial studies teacher. Regrettably,
vever, researchers have found that
re is no widespread use of technolo-
in the social studies (Ehman and
=nn 1987; White 1991; Ross 1994).
cial studies teachers need to invest
1e in understanding the possibilities
1 potential of technology in the class-
m and use technology to create a
namic classroom, demonstrating for
ir students that the social studies
ssroom is an exciting place to be.
e extent to which social studies
chers integrate technology into their
ssrooms will be the answer to the
tics who decry social studies as
ates, deeds, dullness, battles, biogra-
ies, and boredom™ (Lounsbury 1988,
6). as the memorization of context-
s information (Ruenzel 1994), or as
metic (Brooks and Brooks 1993).
Teachers using technology in their
ssrooms to motivate students to learn
d change their minds about social
dies can make the content of social
dies relevant and connect with the
=ds, objectives, and goals of the stu-
nts (Hootstein 1995). They will be
ating a different and better learning
vironment in which to teach social
dies by using technology to provide
periential learning. Social studies
wchers need to integrate technology
o their repertoire of skills so that
:y can bring an end (o boring lessons,
mulate creativity, and exploit the
2d to be able to locate, identify, and
> information in the new century. As
rt of their transformation process,
-ial studies teachers will see the need
- change to meet the challenges of a
rriculum for the twenty-first century.

In A Vision of Powerful Teaching and
Learning in the Social Studies: Building
Social Understanding and Civic Effica-
¢y (National Council of the Social Stud-
ies 1994), five features of ideal social
studies teaching and learning are identi-
fied. The authors of the report maintain
that social studies teaching and learning
are powerful when they are meaningful,
integrative, value-based, challenging,
and active. When teachers use these fea-
tures in their social studies teaching,
they eliminate the process of presenting
facts and ideas taught in isolation, con-
nect events of the past with the present,
build an appreciation for the diversity of
people, require their students’ thought-
ful examination of ideas and events, and

. involve students in constructing learn-

ing from the content presented by the
teacher (National Council of the Social
Studies 1994).

To transform social studies teaching,
teachers need to implement experiential
learning in classrooms. The new focus
of instruction will permit students to
become active, rather passive, learners.
In the process of better preparing stu-
dents for the twenty-first century, social
studies teachers must concentrate on
preparing their students for adulthood.
Service learning is a great way to
achieve that goal. Change is always eas-
ier to talk about than to accomplish, yet
it is essential that social studies teachers
undergo this metamorphosis for the
sake of their professional responsibility
and love of teaching social studies.

When the transformation has taken
place, the critics of social studies will
become like dinosaurs, and students
will speak enthusiastically about their
social studies course of study with com-

ments such as, “T had the greatest social
studies teacher ever. My social studies
classroom was an exciting place. I
learned things that I will never forget,
and I apply them to my life even now.”
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Aaking a Difference: Integrating
oc1al Problems and Social Action
n the Social Studies Curriculum

A L. McCALL

A any students at the University
of Wisconsin/Oshkosh enter
social studies methods course with
1er few or negative memories of
1al studies in elementary and middle
ool. They recall emphasis on the
morization of content that they
ckly forgot after the tests. Conse-
>ntly, students believe they have not
reloped the appropriate background
owledge or the necessary interest in
- subject to become effective social
dies teachers. In the course I teach, [
roduce my students to the exciting
1 challenging possibilities of teach-
to create a more just, caring society
ough a multicultural, social recon-
ictionist approach (Sleeter and Grant
)3) to social studies. I offer several
ects of this orientation, including
-integration of the perspectives and
eriences of women and men from
ferent races and socioeconomic
sses in order to address issues of
ism, sexism, and classism. I encour-
> the students to analyze their experi-
ces for gender, race, and/or class

A L. McCALL is an associate professor
the Department of Curriculum and
truction ar the University of Wisconsin at
kosh.

oppression. I present opportunities for
students to think critically about differ-
ent views and to learn about the use of
social action to move toward equality.

The focus of this article is the impor-
tance of dealing with social problems,
such as discrimination against people
with AIDS, sexism. racism, poverty,
and violence, and of responding
through social action. Social studies is
often the logical course in which to
study the democratic ideals of justice
and equality, the social problems that
represent our failure to realize our lofty
ideals, and people’s collective efforts to
help solve them. For educators interest-
ed in including social problems and
social action in social studies, I offer
some suggestions for doing so. I also
will discuss using children’s and young
adult literature to introduce social prob-
lems and social action and present
some guidelines for meaningful, bene-
ficial projects.

Classroom Possibilities for Social
Problems and Social Action

In social studies methods last semes-
ter, the students and I focused on incor-
porating caring concepts (Oliner 1983)
and real world, controversial issues as
part of teaching for social responsibili-

ty in social studies (Berman 1990).
After analyzing the strengths and weak-
nesses of these ideas, we turned to the
social problem of discrimination
against those who are HIV positive or
have AIDS. I asked, “What do you
already know about AIDS?” and “What
would you like to know about AIDS?”
The students were immediately curious
and interested. After they wrote short,
individual responses on small cards,
one student made a list of what we
already knew and what our questions
were on a large paper chart. Despite the
amount of information available about
AIDS, college students often have lim-
ited or inaccurate knowledge about how
the AIDS virus is transmitted and want
to know more about this deadly disease.

Following a brief discussion, stu-
dents selected one or two of the follow-
ing trade books to read in small, coop-
erative groups: What's a Virus, Any-
way? The Kids' Book About AIDS
(Fassler and McQueen 1990); Alex, the
Kid with AIDS (Girard 1991); Losing
Uncle Tim (Jordan 1989); Children and
the AIDS Virus: A Book for Children,
Parents, and Teachers (Hausherr 1989);
Come Sit By Me (Merrifield 1990);
Daddy and Me: A Photo Story of Arthur
Ashe and His Daughter Camera
(Moutoussamy-Ashe 1993); Whisper
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= 1 Jesse, Whisper Whisper Josh:
7y About AIDS (Pollack 1992);
F= lowers (Quinlan 1994); Z's Gift
- gman 1988); You Can Call Me
. - A Story for Children About
" (Verneiero 1995); and Be a
A : Children with HIV Speak
~qaer, Best and Pizzo 1994).
e reading the books, the students
1 ssed what they learned about
5 from the books, what questions

thad answered, what points they
-« ed the authors were trying to
;3, what their reactions were to the
<s. and how the books influenced
- wiews on AIDS. As I observed the
Lents reading and discussing the
e books, I could see the power of
jiterature in the empathetic respons-
o the characters with AIDS and their
d for supportive family and friends.
;umber of students said the texts put
aman face on the AIDS disease. As
ers in her group listened sympathet-
11y. one student shared her own story
josing a family member to AIDS and
, reluctance of some family members
discuss the loss.
Together the class and I discussed the
mmaries of the books, the new
owledge we had gained, and our
actions to the texts’ strengths and
-aknesses. Two of the groups decided
at their texts did not explain how
(DS was transmitted carefully
Jough, which could perpetuate mis-
,nceptions among readers that teach-
-5 would need to clarify: Members of
qother group thought that their texts
jight not hold children’s attention.
fost students were surprised to discov-
¢ children’s literature addressed such
ontroversial topics as AIDS. During
he discussion, a student recorded on
he chart the main ideas we learned
rom the texts and any answers to our
arlier questions. Because not all of the
tudents’ questions were answered
rom the trade books, everyone con-
ributed additional knowledge and
.ncouraged each other to complete fur-
her research to answer the rest of their
yestions.

Finally, I asked what we as a class
-ould do to help those who were HIV
positive or had AIDS, or to educate oth-

ers about AIDS to reduce prejudice and
discrimination and encourage humane
treatment for those with the disease. By
brainstorming, we were able to produce
a list of ideas for social action projects,
which included making our own ceram-
ic pots, filling them with plants, selling
them, and donating the money to the
local organization that provides assis-
tance to those with HIV and AIDS and
community education. Although we did
not complete the social action project, I
met my goal of introducing the possi-
bilities of integrating social problems
within the social studies curriculum
through trade books and of responding
to the new knowledge through social
action projects.

. Other teachers have also incorporat-
ed the study of social problems in the
curriculum and addressec the problem
with social action projects. Kate Lyman
described her experiences in teaching
about AIDS to correct students’ misin-
formation about the disease and to raise
the children’s awareness (Lyman 1995).
In her first- and second-grade class-
room, Ms. Lyman used children’s liter-
ature, videos, and guest speakers to
instruct the students about AIDS, its
transmission, and the discrimination
that those who carry the HIV infection
and those with AIDS often endure.
Because of the students’ interest in the
topic and Ms. Lyman’s guidance, the
class engaged in several social action
projects, They made and sold red rib-
bons that symbolize compassion for
people affected by AIDS and donated
the money to the local AIDS Support
Network. They also created a class
book about AIDS that they read to other
classes in the school and made posters
to increase the school’s awareness and
knowledge about AIDS.

Do the Right Thing:
Include Social Problems and
Social Action in Social Studies

Social problems are part of reality
for a significant number of our stu-
dents. Many children's lives are
touched by experiences with racism,
sexism, poverty, violence, and the loss
of loved ones from AIDS. Children are

frequently harmed by these social prob-
lems, and they may participate in harm-
ing others through discriminatory
behavior. In our educational institu-
tions, racism, sexism, and classism
limit opportunities for children of color,
girls, and poor students. Girls and chil-
dren of color receive less attention from
teachers than European American boys;
they seldom learn about the experi-
ences and perspectives of women and
people of color in the curriculum: and
girls are increasingly harassed by boys
in school (AAUW 1992). Students of
color may have fewer opportunities to
engage in extracurricular activities, are
expected to accomplish less, and have
the teachers with lesser reputations than
do European American students at the
same school (Naimark 1995). Children
of color and those from poverty often
attend schools with fewer resources,
encounter low teacher expectations,
and suffer from inadequate nutrition
and health care (AAUW 1992).
Children may learn sexism and
racism early and participate in degrad-
ing girls and children of color. Some
preschoolers learn to value “white-
ness” and devalue “blackness” (Cole
1995). By age four, many children not
only understand differences in race
and gender but also learn societal bias-
es and show racism and sexism in their
own interactions. A number of young
children use derogatory names and
exclude other children, based on race
and gender, from activities (Derman-
Sparks 1989; Logan 1994; Tenorio
1994). As girls and children of color
grow older, they often have internal-
ized the negative messages about their
value. Perhaps this process contributes
to the decline in confidence and self-
esteem that girls frequently experience
as they move from elementary to mid-
dle school (AAUW 1992). Often, stu-
dents are not taught that there is a link
between racism and poverty that
results from the denial of education,
housing, equal protection under the
law, jobs, and access to capital (Elrich
1994). Instead, schools and society
tend to blame people of color and
those in poverty for their lack of eco-
nomic advancement. Children may
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rt these views by ostracizing and
iling peers who have worn cloth-
f a generic brand, rather than the
ner items worn by more affluent
ren.

school and out, conflict and vio-
. are also part of children’s lives.
iren observe violence on televi-
in video games, and in schools.
:nce in schools and the use of guns
slve disputes are on the increase,
imated by the mass media and
ical leaders who support military
nses to conflict (Noguera 1993).
=nce is also linked to prejudice.
mg children and adults in schools
society, prejudice can lead to dis-
inatory behavior or the denial of
yrtunities for education, jobs, hous-
raises, and promotions and escalate
ier to racially motivated violence
_as assaults, bombings, and mur-
(Duvall 1994). During the past
ral years, there has been a decrease
lerance for others viewed as “dif-
1t” and an increase in hate crimes
vated by hatred of another’s race,
icity, gender, or sexual orientation.
se crimes have been primarily com-
ed by youth under the age of nine-
(Duvall 1994).

hildren and youth frequently do not
2ve adults are doing all they can to
e these social problems and feel
erless to make changes themselves
-man 1993). However, according to
94 survey of ten to seventeen year
, young people today are concerned
1t and want to create a safer society,
 the homeless, end unemployment,
solve racial problems. They express
2sire to help others and improve
r communities (Van Scotter 1994).
n young children are capable of
erstanding others’ feelings and
onding with sympathy and proso-
action or the voluntary behavior
nded to benefit another such as
ing, sharing, and comforting. When
ificant others (family members,
s, and teachers) lead the way in
puraging prosocial behavior, chil-
I's behavior becomes more caring
enberg 1992). Younger children’s
al attitudes are more open to change
ard democratic views than are those

of older children and adults (Banks, in
Heller and Hawkins 1994).

Educators who have engaged in sig-
nificant studies of social problems and
incorporated social action projects with
their students cite numerous benefits.
Students, even at young ages, often feel
empowered when they think about and
voice their ideas, are listened to, and
offer solutions to significant social
problems (Danielson 1993). Communi-
ty-service learning projects that inte-
grate academic learning, the improving
of one’s community, and reflection on
the experience have benefited students
who may lack an understanding of the
larger, structural issues underlying the
social problems. The benefits to the stu-
dents include greater self-esteem, self-
efficacy, motivation for and interest in
school, academic achievement, and
social responsibility (Wade 1995a).
When students complete individual
research projects on social problems
and address them through social action
projects, they feel appreciated, respect-
ed, valued, and involved (Yeager and
Patterson 1996). Educators have also
found that when students learn to use
conflict resolution. rather than aggres-
sive actions or violence, to solve con-
flicts and serve food at a soup kitchen
after learning about hunger, their self-
esteem and their confidence in their
ability to solve a problem increase
(Yeomans 1993; Bryan 1993).

The social studies field has tradition-
ally emphasized preparation for citizen-
ship as one of its main goals, and study-
ing and addressing social problems
may be one means of helping children
and youth become good citizens. The
recent Expectations of Excellence: Cur-
riculum Standards for Social Studies,
published by the National Council for
the Social Studies (1994), includes
civic ideals and practices as one of the
ten thematic strands. Within this theme,
students and teachers study the democ-
ratic principles of justice and equality
and consider the problems that develop
when we do not always live up to these
ideals. The standards retlect the expec-
tation that young students will learn
about citizenship through stories and
drama, middle-level students will envi-

sion themselves taking civic roles in
their communities, and finally at the
high-school level, students will actually
participate in community service pro-
grams and political activities. T would
submit that the authors of the standards
have perhaps underestimated the abili-
ties of younger students to recognize
and analyze the lack of democracy in
schools and communities and con-
tribute toward realizing our democratic
ideals.

Other educators also emphasize citi-
zenship education, including the impor-
tance of creating a better world through
direct action by teachers and students.
Sheldon Berman, president of Educa-
tors for Social Responsibility and coed-
itor of Promising Practices in Teaching
Social Responsibility (1993), criticizes
traditional citizenship education for its
failure to encourage students to take an
active role in society. He advocates a
stronger emphasis on teaching social
responsibility by encouraging students
to make an investment in others as well
as the planet to balance the traditional
emphasis on self-realization. Berman
envisions participation as doing some-
thing to address problems and injus-
tices as we encounter them in our daily
lives in order to move toward creating a
more just and peaceful world. He
encourages teachers, even those at the
elementary level, to engage students in
conversations about issues that concern
them and to act in small ways to cause
positive changes. Berman cautions edu-
cators against introducing social prob-
lems to students without also offering
social action opportunities. When stu-
dents learn about problems without
being able to contribute to the reduction
or solution of them, they may feel anger
and helplessness and become less inter-
ested in civic participation. In the final
analysis, preparation for citizenship
must require students to act as respon-
sible citizens of democracies in their
classrooms, schools, and communities.

Opening the Door to Social
Problems with Children’s Literature

Young adult and children’s litera-
ture is a valuable means of introducing
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social problems because it depicts
experiences that readers do not
always have. Readers can hear the
subjective voices of characters,
glimpse the world through their eyes.
understand and feel some of the char-
acters’ thoughts and feelings, and vic-
ariously experience life through dif-
ferent points of view (Bauman 1995,
Smith and Johnson 1995). As charac-

solve social problems and be inspired
to engage in social action projects.

Guidelines for Integrating Social
Problems and Social Action in
Social Studies

For those social studies educators
willing to explore the possibilities of
raising social problems through chil-

Before tackling a discussion of social issues, the
teacher must develop a safe classroom environ-
ment for discussing sensitive social problems. To
do that, the teacher must be well acquainted with
the community and develop trusting relationships.

ters experience discrimination and
hardship because of sexism, racism,
poverty, violence, or being ill as the
result of AIDS, readers can walk with
the characters through these experi-
ences, identify with them emotional-
ly, and empathize with them. As stu-
dents read such literature, they
develop deeper understanding and
greater sensitivity to different social
realities. Good historical fiction, con-
temporary fiction, biographies, and
informative nonfiction books can
make complicated social issues more
accessible to readers than is possible
with traditional social studies text-
books (Wade 1995b). After reading
selections from the trade books avail-
able to them, students can discuss
racism, the destruction caused by
war, the pain of poverty, and home-
lessness from a safe distance (Beck-
with 1993).
l‘or those students whose lives have
been touched by these social prob-
lems, their experiences may be vali-
tited through the literature. The liter-
ihne provides relevance and may be a
g of their gaining new insights
Miv iheir lives. When young readers
"W inier literature in which the char-
"1 fight against discrimination and
"'I_:"::;-Inlp and work to create a more
b ";ll'.‘““'c society, they. can z{nalyze
Frliveness of specific actions to

dren’s literature and addressing them
through social action, 1 suggest the
following guidelines to help create
meaningful, successful projects. The
teacher must develop a safe classroom
environment for discussing sensitive
social problems. It is prudent to
become acquainted with the students
and community and develop trusting
relationships before introducing social
issues. [ would suggest beginning with
the less-controversial social problems,
then moving to the more challenging
issues. It is helpful if the teacher has
developed background knowledge that
includes different views on the issues
(McBee 1996). Before engaging in
large group discussions, the teacher
needs to help the students become
more confident about their ideas by
having them write about them or dis-
cuss them in small groups. The teacher
should work collaboratively with the
students in developing class discus-
sion guidelines such as the following
(Brody, Goldspinner. Green, Leven-
thal, and Procino 1992):

* One person talks at a time; all lis-
ten to the speaker

* Each person voices his or her
views, even if disagreeing with others

* The views of others must be clear
to all participants, even if there is dis-
agreement

* Speakers must strive to build confi-
dence in others and not use put-downs

* The contributions made to the class
discussions are confidential

* All participants should challenge
themselves to take risks during the dis-
cussion and present their opinions

« All may pass at any time during the
discussion if they prefer not to con-
tribute

The teacher needs to model and prac-
tice following these guidelines before
embarking on discussions of social
problems. To begin. the teacher may
share his or her own experiences with
some social problems and invite stu-
dents to talk about their experiences.
The young people should not be pres-
sured to divulge experiences that may
be difficult to share in class. The
teacher needs to remember to talk with
students, rather than ar them (Reindl
1993).

The consideration of any social prob-
lems should be only a part of the total
social studies curriculum. Children and
young adolescents should not feel that
we are asking them to solve all of the
world’s problems (Kreidler 1990). It is
well to focus on only one social prob-
lem at a time (Adams and Marzollo
1992) and, as much as possible, to inte-
grate the study of social problems with
other parts of the curriculum, such as
reading, language arts, mathematics,
art, and music, to deepen the students’
understanding through the different dis-
ciplines.

Before beginning a social problem/
social action project, the teacher needs
to develop support for the project
among the school’s faculty members
and administrators (Kreisberg 1993).
Teachers will find additional support
available from Educators for Social
Responsibility, 23 Garden Street, Cam-
bridge, Massachusetts 02138; the staff
of Rethinking Schools, 1001 East Keefe
Avenue, Milwaukee, Wisconsin 53212;
or the Institute for Democracy in Edu-
cation, College of Education, Ohio
University, 313 McCracken Hall.
Athens, Ohio 45701-2979.

Students need to have some choice
in the selection of the social problem
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the class will focus on. For a successful
unit, I would suggest choosing a prob-
lem that both teacher and class are con-
cerned about, and one that they can
address through a concrete social
action project in the local community
(Bryan 1993; Reindl 1993; Yeomans
1993).

I must caution teachers to be sensi-
tive to students’ backgrounds when
selecting a social problem/social action
project. If the students and their fami-
lies have often experienced the effects
of racism, sexism, poverty, AIDS, or
violence, the social action project could
involve activities in which they would
help themselves in addition to helping
others (Bryan 1993).

After the group has selected a social
problem, the teacher can use strategies
such as semantic webs, Know, Want to
Know, and Learned charts, or anticipa-
tion guides to elicit and assess students’
prior knowledge and experiences. With
this information in hand, the teacher
can address any misconceptions held
by the group and provide any needed
knowledge.

To introduce literature that portrays
the social problem. the teacher should
select books that will be meaningful
and appeal to the students’ different
reading tastes (Koeller 1996). In plan-
ning the activity, the teacher must bal-
ance the reading of the texts for plea-
sure with reading for an understanding
of the social problem. The students will
need different avenues for responding
to the literature, including class discus-
sions, simulations. drama, creative
writing, poetry, and journals.

Journals are especially important for
students who are reluctant to share
responses but do have strong reactions
to the literature. Students should know
that they may keep parts of their jour-
nals private but that if they write about
a serious problem in their lives, the
teacher must share that information
with the school’s guidance counselor.
With older students, the teacher should
clarify that, although this mandatory
reporting is a legal requirement, there
will be a student/teacher talk before the
report is made. Students can clip
together those pages of their journal

together that they prefer to keep private
(Beckwith 1993; Van Ausdall 1994).

When reading, the students should
be encouraged to empathize with the
main characters in the selection and to
respond to the diverse ways of viewing
the social problem in the text. The
young people can analyze the charac-
ters’ views and actions in terms of jus-
tice and determine which views and
actions helped justice and which hin-
dered it (Wade 1993). Because students
tend to process new information about
controversial issues in such a way that
it fits with their prior knowledge, the
teacher needs to offer the students
numerous opportunities to express what
they are learning and how it compares
with their prior understandings (Lynch
and McKenna 1990).

To ensure that there are varied re-
sponses, the teacher can create and as-
sign diverse roles to the students. Once
the teacher presents his or her view of
the text and social problem, the stu-
dents can voice their disagreements in a
nongraded exercise (Peterson, 1994).
Adult family members and other guest
speakers can bring out alternative views
on the social problem. Students can use
the “believing game” when they hear a
guest speaker or first read the literature.
Enter into the speakers’ or authors’ real-
ities, believe as they believe, put aside
your own opinions, read and ask ques-
tions to seek understanding of their
points of view. After the guest speakers
have left and during a follow-up discus-
sion of the text, teach students to use
critical analysis or the “doubting
game.” Question the speakers’ or
authors’ truthfulness, the reasons they
hold the views, and their real interests.
Look for flaws in thinking and any
weaknesses in texts or speech (Yeo-
mans 1993). As a class, summarize the
evidence for different views on the
social problem (Lynch and McKenna
1990).

1 feel that it is important that teachers
help their students realize that they can
make a difference and do something
about the social problem they have
studied. When students work together
to help solve a problem created by soci-
ety, they are engaging in social action.

In a brainstorming session, students can
suggest possible solutions and make a
class list. They can talk with their fam-
ilies and friends to explore other solu-
tions and find out about other organiza-
tions within the community that are
working on the same social problem.
By consensus, they can decide on a
social action project, which should be
concrete so students can see the results
of their contribution. The project,
which should be completed within a
limited period of time to prevent stu-
dents from losing interest before they
are finished, should be connected with
the work of an organization already
addressing the social problem in order
to provide additional support to the stu-
dents. All students should make a con-
tribution, but what each student does
may be different. For older, more inde-
pendent students, small groups may
choose to work on different projects
that are related to the same social prob-
lem. All projects should require stu-
dents to learn more about the social
problem and work together to accom-
plish the goals (Klubock 1991).

If the social action project is publi-
cized, the emphasis should remain on
the effort to solve the social problem
rather than on the students who are
engaged in the project. The teacher
must encourage the students to view
their efforts as working in solidarity
with others in the community to make
life better for everyone, not as charita-
ble “do-gooding” (Wade 1996). Unfor-
tunately, media attention can portray
those engaging in social action as “do
gooders,” rather than as efforts that
reflect a genuine concern for a social
problem and ways to solve it (Bryan
1993).

I would recommend that teachers
invite the participation of families
throughout the project. Before initiat-
ing a social problem/social action pro-
ject, the teacher needs to inform the stu-
dents’ families of the goals, the litera-
ture to be used, and the value that the
children will receive from the unit. If
the teacher is aware that certain fami-
lies may be critical of the project, it
would be prudent to meet with them
first to explain the goals to be achieved
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and to ask for their suggestions. The
families should examine the texts and
share their questions and concerns.
After the initial class discussion of the
social problem, the teacher needs to
send a letter to the children’s families
explaining the main points of the dis-
cussion and inviting the family to con-
tinue the discussion at home (Danielson
1993). The teacher should involve adult
family members to contribute to the
discussions as guest speakers or mem-
bers of a panel to offer different views
on the social problem (Shirley 1993).
Ideas for social action projects can
come from the families of the class
members, and family participation in
the social action project itself should be
encouraged (Bryan 1993). Should fam-
ily members object to the project, the
teacher should welcome their views
and listen carefully to their comments
in order to understand their deep con-
cerns and assumptions (Willis 1995).

Conclusion

Although exploring controversial
social problems through children’s lit-
erature and responding through social
action projects can be one of the chal-
lenging components of the social stud-
ies curriculum, educators who do so are
offering opportunities for students to
recognize that social studies is very rel-
evant to their lives today. Those teach-
ers are also providing their students
with experiences as citizens in a
democracy by having them address
issues that are part of the world in
which all of us live. Such educators
offer their students a glimpse of their
power not only to discuss and under-
stand an issue but also to improve a sit-
uation and make a difference in the
world.
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L’insegnamento della storia
nella scuola primaria,

tra teoresi interculturale

e prassi educativa

Aspetti metodologici

di Carra PeLLUCCI

Nel costituire la propria specificit in campo teoretico e pratico, la peda-
gogia interculturale sta procedendo verso l'elaborazione di propri principi
fondanti e di proprie finalita.

In questa prospettiva fa riferimento ad una filosofia dell’educazione o,
come qualcuno preferisce, ad un'antropologia filosofica di tipo personalistico,
in grado di legittimare la pari dignita di ogni alunno, e di affermare il suo
inalienabile diritto ad essere educato, qualunque sia la sua provenienza etnica,
culturale, nazionale o religiosa.

Le finalitad pedagogiche di chi opera in contesti multiculturali, divengono
quelle della formazione nelle nuove generazioni, della coscienza di una citta-
dinanza mondiale, dell’allargamento degli orizzonti della propria identita na-
zionale, dell’educazione all'apertura dialogica, intesa come capacita di comu-
nicazione paritetica e come capacita di gestione creativa e positiva delle diffe-
renze, ed eventualmente, dei conflitti.

Il prefisso «inter», che compone il termine relativamente recente di «in-
tercultura», implica in effetti un presupposto concettuale attinente alla rela-
zione tra due o pil realtd di riferimento culturale differente, e dovrebbe
tradursi nella prassi educativa in termini di «comunicazione» e di «reciproci-
ti», nel campo delle relazioni interpersonali.

La pedagogia interculturale intende approdare, ed in questo consiste la
specificita della sua progettualitd innovativa, alla formazione generalizzata
e coerente, di una nuova identitd personale e sociale, che possa interessare
le coscienze, sia dei membri autoctoni delle culture ospitanti, sia dei soggetti
provenienti da altre «culle» culturali.

Si parla cosi di «formazione interculturale», come formazione di un nuo-
vo modo di gestire la propria identita, che dovrebbe riguardare ogni indivi-
duo, in quanto «essere umano», e non solo in quanto «soggetto immigratox.

Questo duplice coinvolgimento nel confrontarsi con la diversita, trova
il suo fondamento nel concetto di «universalita» del genere umano, in forza

«Orientamenti Pedagogici» 45 (1998) 693-704.
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del quale; e solo in forza del quale & possibile pensare di stabilire una relazio-
ne comunicativa tra gli individui, e da motivo di spingersi' oltre I propri
particolari’ <recintiy socioculturali.
Questa sembra per il momento
fanzionale: ¢ coerente: alle realtd multicaleur

della post-modernita.

[istans@ etica foridamentale: inerente alla pedagogia interculturale sara
dunque o definizione dil un: concetto di soeieta: in cui nessun individuo sia
condanniato a: sentirsi completamente «estraneow, «esclusor, «non appartenen-
ten: deve dunque essere dato' il concetto dif «Jomo», come valore primario
in grado di infrangere la campana di vetro delle assolutizzazioni culturali.

Viene in questo modo sollecitato 1"avvento di un nuovo umaresimo,
che possa prevedere, sul piano' bislogico, antropologico, psicologico, spirituale
ed esistenziale, la definizione scientifica di un’unica appartenenza alla razza
umana.

1l valore attribuito all’espressione di ogni particolare cultura si pone co-
me presupposto utile ad invalidare ogni presunzione di superiorita culturale
che ancora: volesse affacciarsi al teatro della storia, ogni pretesa di «missione
civilizzatrices di hegeliana memiorid, ogni tentativo' di gerarchizzazione.

ale ascunto della pedagogia in-

"Essere umano, a qualungue «storian

la prospettiva pedagogica maggiormente
ali che caratterizzano le societa

£ quindi da considerare come fondament
terculturale la profonda attenzione per

appartenga.

1. Aspetti metodologico-didattici

Ogni area disciplinare, nel nostro caso I'insegnamento della storia, che
nella scuola elementare & inserito nel cawicolo «storia, geoprafia & studi socia-
li», richiede ovviamente uma metodologia coerente ai- propri obiettivi.

Occorre guindi delineare una metodologia della ricerca storicay utilizzabi-

le nella scuola elementare che, oltre a mantenene i caratteri di un’epistemolo-
gia specifica, evidenzi anche alcuni aspetti di «novita» i relazione alla forma-

zione interculturale.

Le considerazioni emerse
contemporanea, hanno portato: a
cui si realizza la trasmissione sco
una precisa politica educativa.

Se ¢ parte dul presupposto’ chie pud essere seliazata una didactica fon-
sionale ad egni tipo di impostaziore storiografiica, st pud’ anchie affermare
che non futte le impostaziond didattiche possoms essere ritenute conformi
alla firalita formativa interculturale.

dalle problematiche sollevate dalla storiografia
lla conwinzionie che le modalita attraverso
lastica del sapere storico, corrispondono ad
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1.1. La metodologia della ricerca

La metodologi
L 13
i Dpcsodologis delle Asnales, puc non. eappessentando wn paradigma
T a scuola, si pone, ad esempio, in linea di coerenza
. _esisﬂmddlammprmsionc tra le i > insi
di dztf.lco della ricerca, a le culture, in guanto jnsiste sul valore
E i lavoro i T
W ;l dclia_ ijf:m“ storica, infatti, che impone un’esigenza di verifi
pregiudizio e allo stereotipo 1
AN B o po, per accedere alla scoperta del
Gli estensori dei i
valore metodo:[on" dei grOBram{m della scuola elementare (1985) insistono sul
isdlio = ogri g’::‘o &l educatw;) della ricerca storica, affermando che «ogni
) corso storico devono avere la | i
. . | Sl oro fondazione nella ri
ncggiﬂi‘;;gsﬂ?ﬂza gcﬂe fonti e nel rigore metodologicos *. e
s s Cﬁoj;a :z&onc ella pratica della ricerca, nell’area disciplinare storica
C(.)nfﬂ.)mi dej I@mer n;arc,- rappresenta un aspetto notevolmente innovativo nei
l‘iogt:;ﬁco o prece enti programmi del 1955 che, ricalcando il modello sto
P atice _Ohéo‘;i?tgel?coéiprevedevano un insegnamento della storia basato sulla
esentazy andi personaggi storici nazionali ivi
G 4 nali, da far riv i
do i; partecipazione emotiva degli alunni R
rogrammi del indi 4
o :; . ifd pe ¥ ti9fu§ V“-‘«_ﬂi;’no quindj a capoyolgere questo tipo di impo-
storia non si risolye in un:Ee'rafsnfnmo che i gt tewy negnamicnty dell
; § ! a informazio i i i i
o el sasans, zione sugli avvenimenti e sui perso-
La procedu i teandi
e si)o. dura tfflla ricerca storica diventa dunque nella scuola primaria
s toctedologi }3? -ﬁ.nﬁmlo» e Pwoggetton dell'insegnamento. E in efferti
S mglapa cui si d:ler;:e -li storico per la sua indagine pud essere rudi
talmen corsa ambino a : d L )
Nop s i : partire dal secondo ciclo.
%1 st : mjffde QoR; gResta fare del bambino uno storico in miniatura
sulla \vﬁwmzh:;: m:: 'd‘l educarlo ad esprimere le sue prime Valutazioni
v 1, a storica, imparand i isti
ded. mito, ; arando ad esempio a distinguere la favola
L’attivita di ri i
di ricerca diventa nella scuela di
s ! ola di base lo :
Spcm?.caﬂiormaz:om dell’atteggiamento storico s ke
u il Brune i isci
essenzial edella-ssaadmafjﬁ]mﬂfg che in una disciplina non ¢'¢ nulla di pid
i |:ma e -Jjo‘ﬂoglﬂ, e che quindi nulla & cosi importante, nell’in
fib5a 8 J? - - ¥ 3
nsegﬂamc p rtenam- r seipli 4, ch_e I'offrire al pit presto al bambino I'occasio-
app! e tale metodologia. Fu certo merito dell’attivismo pedagogico

* Cir. Ministero della Pubbli i
Che. ibblica Istruzione, P i didattici
tuto PQIlgraﬁeo ¢ Zecea dello Stato, Roma '191;?2 m;”z MR Q8 el Bt 3
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P'attribuzione al discente della possibilita di un intervento dinamico nel per-
corso conoscitivo ®.

I’adozione sul piano metodologico e didattico di quella che gli attuali
programmi definiscono come una «metodologia scientifica» implica per I'inse-
gnante I'adozione di un atteggiamento antidogmatico, quando si trovi a dover
leggere ed interpretare un qualsiasi documento.

Questo tipo di atteggiamento risponde molto bene alle esigenze propria-
mente interculturali di comprendere in modo poliedrico gli eventi ¢ i perso-
naggi della storia.

Non si tratta quindi di convincere gli alunni che le conoscenze del passa-
to di cui disponiamo sono autentiche per il solo fatto che sono basate su
determinati documenti, perché vi & il rischio in questo modo di ricadere
nei parametri della storiografia «oggettiva», cara all'impostazione positivista.

Anche nel testo degli attuali programmi troviamo I'indicazione esplicita
di pervenire, nei limiti delle possibilita psicologiche degli alunni, ad una as-
sunzione non dogmatica delle conoscenze storiche *.

1.2. L'uso critico del documento

Particolarmente favorevole allo sviluppo di un atteggiamento antidogma-
tico risulta il lavoro su documenti che potrebbero invalidare o addirittura

negare le affermazioni ufficiali presentate dal libro di testo.
Non esistono in effetti documenti da privilegiare. Né il materiale docu-

mentario fornito agli alunni deve avere la pretesa di essere esauriente.
L’insegnante, per il pedagogista francese Roger Cousinet, dovrebbe limi-

tarsi a «riunire una collezione di questi documenti, onde metterli a disposizio-
ne dei suoi alunni prima che il lavoro abbia inizio» .

2 Bruner (1967, pp. 234-235) cosl scriveva: «In una disciplina non c'& nulla di pilt es-
senziale della sua metodologia, e percid nulla & cosl importante, nell'insegnamento della discipli-
na stessa, come offrire al pidi presto al bambino l'occasione di apprendere tale metodologia
[...]; il giovane discente dovrebbe avere la possibilith di dibattere e risolvere problemi e formula-
re congetture esattamente secondo i modi di pensiero propri della disciplina che deve apprendere».

* Cosi recita il testo ministeriale: «In tal modo gli alunni, nei limiti delle loro possibi-
lita psicologiche, perverranno a una assunzione non dogmatica delle conoscenze storiche, acqui-
stando progressivamente un’agile capacith critican (Ministero della Pubblica Istruzione, Program-
mi didattici per la scuola primaria, cit., p. 52).

4 Fgli scriveva negli anni '50: «Per il fanciullo interessarsi significa agire, ed il suo
interesse esiste fintantoché la sua azione si prolunga, non si esaurisce e pud esercitarsi libera-

mente. L'interesse cessa se non & sotretto dall'azione. Occorre dunque che la storia, come
la geografia e la scienza, costituisca un lavoro per il fanciullo e che sia un'attivita, in modo

che all'insegnamento del maestro si sostituisca il lavoro del fanciullow (Cousinet, 1955, p. 33).
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Ido i i
- dc::fentl do;;zanodmoltrc essere solamente accompagnati dal nome
, € avrebbero dovuto essere m i iri

. ta, e ostrati addirittura s "ausili
di llli& spicgazione o di una didascalia. e Fausio
i a ncelrca storica praticata con gli alunni della scuola elementare, non

e avere la i i
eeE e S iziretesa di fomfre un quadro completo delle civilta anaIi;zatc
i plicemente fornire alcuni spunti per Ia conoscenza dcll'uomo’
guendo le tracce lasciate sul suo cammino ’
Inoltre, I'uso eriti .

. 2 critico del documento di : ico i
P i umento diventa I'elemento metodologico in-
g e ; che quest’area del sapere possa venire strumentalizza-

; cQ endo nel canoni pragmatici dell’ideologia al potere

uest "opini i :
o qua::de tanc}}e ltI)pxmone dello storico francese contemporaneo Mare
Z 0 teorizza la necessitd di una « i i
nuova storia». Egli fa riferi
N r : . Egli fa riferimento
: Confmn[:ce’rc:ﬁ st;)enco ca-pa‘cici: di affrontare lo studio del passato, attraverso
«segmenti» di verita verificabili, studiati ,
: : udiati nelle loro ¢ ioni
e nei loro rapporti. Un : 3 metsds
: sapere che come altri i i
o5 . ' saperi, percorra il metodo
11 cif;eztvazmﬁc,l della comparazione e della classificazione
21 - - . s iy
e 1-imnare gli alunni ad un approccio critico del documento significa portar-
Landtgs;‘ercd.quel c.iocu:;:entl che possono essere definiti «intenzionali»
andi precisa che sono da consid i« ionali :
: siderarsi «intenzionali» quei d
- : cons quei docu-
colare cgl::: dfilix_'ono prodotti con una precisa intenzione di trasmettere un parti
10 a carattere storico o politi i ;
! co i
e p , riguardante un personaggio o
Gli alunni i
" pmdm:mry debl-)on:-al aigwarc a valutare se un documento sia da ritenersi
o intenzionale di chi, deten i i
- endo il potere abbia voluto lasci
: > in ! ; oluto lasciare
pﬂ? generazc}9n1 successive una determinata immagine di sé un'immagine ch
uo essere di conquista, di forza, di i ; 5
a, di supremazia, o & i
di ere d i , . : , oppure pud essere portatrice
un s‘lg.mfrcato simbolico che rimanda ai valori pit profondi di d i
nata civilta. e e
Eoli ; ’ i
i e% ascrive a questa classe di documenti, i discorsi politici, i ritratti
personaggi 1l]usn_'1,'c perfino certi palazzi costruiti per testimoniare 1
potenza di una famiglia o di un regime ’
I doc i i ionali i
. umenti non intenzionali potranno essere invece tutti quei ritrova-
e e non possono essere fatti risalire ad alcuna intenzione politica
;) che rappresentano un «resto» accidentale, che ha il carattere della casuali,
co itati i .
g enr;e una forma abuanva_, un utensile, un oggetto ornamentale, e che

genere appartengono alla vita quotidiana (cfr. Landi, 1993, pp 543 544)

3 - - -

s G : - .

i, «E.L;l::)l&‘rob (ilil}lnlﬂocc:, nella prefazione all'edizione italiana del libro di M. Ferro

o nuo‘:];a Sta, in qualche modo, anche I'opzione di Marc Ferro, quando teorizza la nccessiti;

s L101‘1::1! spcr;m]::l::.lc, non ideologica, libera dai condizionamenti del potere capace
are la realta globalmente attraverso il confronto di * idi ,

Hrc alm i ‘segmenti di veritd verificabile’

studiati nelle loro connessioni e rapporti» (Solfaroli Camillocei, 1982, p. X) et
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1.3. Complessita dei processi conoscitivi

Va tenuto presente che per il bambino, la lettura di una fonte scritta,
ma anche di un’immagine, costituisce un’attivita complessa, che richiede una
serie di abilita specifiche: il saper osservare, il saper riconoscere, il saper
distinguere la differenza tra un dato e un'ipotesi, il saper analizzare, il saper
leggere, il saper consultare diversi testi per reperire le informazioni necessa-
rie, il saper confrontare, il saper selezionare le informazioni significative,
il saper scoprire i rapporti tra le informazioni, il saper attivare i processi
mentali di deduzione, di induzione, di abduzione e di inferenza, il saper
verbalizzare, il saper utilizzare cid che si & appreso in nuovi contesti.

L'insegnamento tradizionale della storia ha riposato a Jungo sulla sempli-
ficazione didattica di andare a ricercare, nel succedersi degli eventi, la causa
che ha prodotto un determinato effetto.

E importante che tale tipo di impostazione venga superato gia a partire
dalla scuola elementare, in modo tale che i bambini possano cogliere, al loro
primo contatto con gli eventi passati, P'insufficienza e il limite delle spiegazio-
ni monocausali.

L’individuazione di una pluralita di cause, e la loro complessa articolazio-
ne interna, l'opportunita di poter considerare la molteplicita delle variabili
coinvolte, il saper cogliere I'esistenza di diversi punti di vista in seno ad
un medesimo evento, oltre che a costituire un approccio epistemologicamente
corretto, porta con sé un interessante contenuto educativo: il bambino impara
ad esercitare un atteggiamento critico di fronte ad ogni interpretazione univo-
ca dei fatti, come pure dei fenomeni sociali a lui contemporanei.

Attraverso il lavoro di ricerca, il bambino arrivera poi a considerare
che gli stessi documenti forniscono dei frammenti estremamente parziali di
cio che in realth & avvenuto, ¢ rappresentano degli aspetti molto parziali
rispetto alle informazioni che vorremmo reperire.

Basti considerare che in molti casi gli stessi storici si sono trovati davan-
ti a grandi testimonianze del passato sulle quali non hanno potuto elaborare
delle interpretazioni esaustive, come ad esempio ¢ il caso delle piramidi,
dei monoliti di Stonange e delle grandi statue dell’isola di Pasqua.

Ecco allora che attraverso I'uso delle metodologie proprie della disciplina
storica, il lavoro sulle fonti, le osservazioni critiche sulle fonti stesse, il rileva-
mento degli indizi, il lavoro di confronto e di collegamento, & possibile rag-
giungere anche con i bambini della scuola primaria I'obiettivo dell’acquisizio-
ne di un metodo storico, la cui valenza formativa va ben oltre la memorizza-
zione, fine a se stessa, dei dati.

I bambini, una volta addestrati ad un modello scientifico di approccio
disciplinare, sapranno distinguere il «certo», dal «possibile» e dal «probabile».

Queste distinzioni di carattere epistemologico permetteranno agli alunni
di evitare di cadere facilmente nelle reti ideologiche delle conclusioni unilate-
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dai richizns del mit:ggc;tlm;a e c:‘lchmtwa, sapranno forse difendersi meglio
st b o e ac;matlsmo e del_ fondamen_talismo,
ie. che lascltng invece ad apprezzare lc interpretazioni flessibili ed aper-
i dicme spazio ad' ulteriori e sempre possibili ipotesi.
s S S o e e i
cochill l13}'odoﬂ:o di determinate esigenzz (;gflci::it:o-icisatll;dm el
Jag i e L it v
in quanto soffocherebbe il momento della a‘:ggl) et'a e i
dell’interesse, e andrebbe dunque a sca itopd 1l i deﬂ:.s. i
alunni. 1 solo fatto di presentare delle f ; ac? I i
dea molto chiara che la storia non & qu?l?gsg;néi :SEYUttUrate, e e
. gia fattor ma «da fares.
signifLifa Sizszza:gbg izco «b:s!oreo;;, da c'ui dcfiva il nome «storia, nc::'l
sy ccon.tare»,_ ensi «mvestlgarc» e «ricercarey.
possono prendere famiE;tgtégl:;ﬁal;:ml netitath o ﬁd.im‘magini i
Stcss‘; temPO_ROSSPno sviluppare le 13:::.“ ;.T;r;z?aﬁ;azé?:;ti?: R ne
i :r:gz:::itacg; :;?;:inere d.ubl?i, scoperte, r‘agiopamcnti, ipotesi, discus-
S l,:mm - : prec1saz1o‘m, li rencler? dei ricercatori appassionati.
delle storton B conec:m u?l cap;wolgjmento del.l'xdca stessa di «insegnamento
idetintto, To o dos ’chen:;?eo stesso ?'ella flgura docente chiede di essere
dove ad ogni alunno viene richi i E::ﬁczn o BIUPRD di ricerca,
e % At s ichiesto are il proprio contributo, I'insegnante
pre pilt come un «coordinatore» ed un «esperton.

2. Elementi metodologici coe i
; renti agli assunti della pedagogia in-
terculturale, che introducono delle novita rispetto al tes't)o mi?-:ls%eriale

Si i i
fiCan“m;‘:vcotire:tl:»l:ser? pa:ls;are t?ra 1111l rassegna alcune istanze metodologiche speci-
nterculturali, utili nell’elaborazione d i i i
; e del curricolo storico, cui i pro-
grammi del 1985 non hanno dato un esplicito rilievo. , ’

2.1. L'approccio pluralistico alle fonti

- e B

1 fL n;it;a g?eu:l fi:::xt ;éc;ng{ svlacr{lo guaIcosa d‘i gsolato, circoscritto e concluso,

D 4 D ek nol indagine oggettivizzante, che va benissimo per
A n per la storia.

La_ strategia metodologica di mettere a disposizione degli alunni dei do-

cumenti tra loro contrastanti, diventa un’operazione «scientificamente» con-

9 ‘OAILYIWHOLNI NIL3T089
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dotta e indubbiamente piti stimolante per I'interesse dei bambini. Essa per-
mette di sperimentare il concetto di «relativizzazione» delle «verita» storiche.

L’approccio pluralistico risulta coerente agli assunti della pedagogia inter-
culturale, nel momento in cui da agli alunni la possibilita di porre attenzione
alle voci discordi di differenti testimoni, aventi un diverso punto di vista,
in merito alla descrizione o alla valutazione di un medesimo fatto o personaggio.

Riteniamo che questo tipo di operazione possa avere un utile risvolto
formativo, in quanto fornisce lo stimolo alla discussione collettiva in classe,
e porta a considerare la veritd, nel nostro caso la verita storica, non tanto
come una conoscenza oggettiva, ma come un tipo di sapere che deve tener
presente ogni voce, ogni prospettiva.

Per la storiografia positivista le fonti e i documenti avevano rappresenta-
to una facile quanto illusoria garanzia di una metodologia scientifica. Lo
storico aveva la pretesa di poter narrare i fatti, cosl come erano avvenuti.

11 problema dell'obiettivita storica ¢ stato lungamente dibattuto. Le cor-
renti del relativismo storico del XX secolo, hanno condotto gli storici ad
interrogarsi nuovamente sui fondamenti epistemologici della loro disciplina.

Lo storico si pone certo come obiettivo la conoscenza dei «fatti», ma
questo obiettivo pud essere compromesso allorché egli si sottomette, ad esem-
pio, alle esigenze di una ideologia, di un regime politico, di un intento dema-
gogico.

In ordine alla tematica interculturale, possiamo affermare che le tesi
del relativismo storiografico, che negano la possibilita di una conoscenza sto-
rica «assoluta» e «definitiva», possono garantire la possibilita della riscoperta
delle storie «altre, quelle che la storiografia ufficiale non ha preso in conside-
razione, quelle dei vinti, quelle dei popoli scomparsi, che non hanno potuto
dare voce alla loro storia.

11 rischio pilt comune per I'insegnante che vuole utilizzare le fonti stori-
che, & costituito dunque dal presentare il «documento» come sinonimo di
«verita storicay.

Mettere a disposizione degli alunni una serie di documenti che presenti-
no anche versioni contrastanti, si dimostra quindi come un’operazione di
valore estremamente scientifico.

Essa permette di sviluppare negli alunni la capacita di relativizzare ogni
pretesa di «verita storica». Questo non significa disorientare il bambino. Oc-
corre superare il timore che egli si smarrisca nel ginepraio delle voci discordi,
per fargli di conseguenza comprendere il carattere complesso e poliedrico
dell'interpretazione degli eventi umani.

E quando si dovranno presentare agli alunni episodi di conflitti tra na-
zioni ed etnie, Ianalisi storica non potri semplicisticamente individuare i
torti e le ragioni, i vincitori o i vinti. Si dovranno invece mettere a fuoco
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le moltt.:phci variabili di tipo ideologico, economico politico, religioso, ch
hal:lno_ Innescato il determinarsi degli eventi. ’ e
. unSIatt::tt?; r:l almd termini, dj sviluppare nelle presenti e future generazio-
i ggiamento di umilta intellettuale, nel momento in cuj esse entrano
n ccAntatto con i fenomeni umani della storia.

L Wer;;;a::;sP questo tipo di percorso, gli alunni potrebbero percepire che
. 4 storica» puo certo pretendere un carattere di obiettivita. se si
i eventi alta_mente convenzionali, come la data di nascita di un ,

o Imcoron-aznone di un imperatore; ma la ricerca sui doc:umenE:iercs:oil
mterprf:taZ{onc, forniscono sempre una verita provvisoria, che pud ess
messa in d.lsc.ussione ogniqualvolta vengano portati alla l,uce nuovi el
€ nuove testimonianze.

; Li;é:j réilﬁzﬂ;;l;} e]acdzscussmne, il confronto tra le _tesi., il richiamo costante
el re conoscenze, oltre che ad essere in linea con una metodo-
ogia scientifica, ricoprono una funzione formativa di carattere interculturale

tratta
aggio,
a loro
ere ri-
cmenti

2.2. Classi multiculturali e presenza di quadri storico-culturali differenti

'.'1\'13_1 bambini provenienti da altre culture la comprensione dei contenuti
storici in genere a.vviene in modo parziale o distorto, e questo non deve
€ssere preso a motivo per una ipovalutazione del loro livello di intelligenza
» EE)W[:::!B’.]CHEC, .l’acces.so ai contenuti si rende pidt problematico nel casc;

ei I\?;?I:;:l chf: qqal{ la lingua ita].i.ana rappresenta la seconda lingua.

© confronti si rende necessaria da parte dell’insegnante una verifi-
ca costante deﬂ_’appropriata decodificazione linguistica.

y In prospettiva di una formazione interculturale viene inoltre richiesta
i 1:segrr;afantz una specifica competenza antropologica, intesa soprattutto co-
s Ep;pg ongfx 1ta conoscenza degli aspetti culturali dei Paesi da cui i bambini

il fatftc.) che gli insegnanti conoscano solo superficialmente il significat
delle tradizioni, delle pratiche, dei valori delle culture d’origine de I? alunniO
:{iel mf)dq stesso r:‘he 'taIi culture hanno di considerare la scuola, pug generart:
re;lu:.z;c:tlé rlv:zciy:;xflluer.ucatlve estremamente conflittuali, senza che ve ne sia una

No.n _é certo sufficiente che I'insegnante si limiti a prendere qualche
sommaria mf?rmazionc sull'area geografica di provenienza, sulla lingua parla-
ta dal’ bamb.mi, perché si realizzi una situazione intcrc,ulturalc. HRE

) Latt.eggmmento eurocentrico domina la nostra cultura proprio per il
chfftfsP (fhsmtcresse per i sistemi filosofici, per le visioni del mondop r
le visioni dell'uomo, per la letteratura, per I'arte e per tutto il comg;le[s}:o
delle f:apprcsenrazi‘oni simboliche, sviluppatesi al di fuori dell’Europa

L’insegnante, inteso ora come mediatore interculturale, deve saper -indi-
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viduare nel processo di integrazione fra i bam.bini d1 divcrsc‘ f.ul-ture, quaia.il
siano i valori, i comportamenti, le moc:‘aiiat.it1 di relazione farmlumLi e ps;to? a,i
; ; : : X o~ : e
ai quali sono disposti a rinunciare, e guali siano invece quegli a :
qua?i essi non possono rinunciare, in quanto verrebbero a destabilizzare in
maniera troppo conflittuale la loro identita [?crs?nale, e
E utile ricordare a questo proposito I'indicazione d&?ﬂ_ﬂ CM. n. 73 el
1994, relativa agli apporti che ciascuna disciplina pud offnr‘c alla progettuahﬁa
interculturale, laddove si prevede, per quanto :_lguarda I'insegnamento 'de a
storia, il superamento delle rigide impostazioni a carattere ctnocentrico o
eurocenttico °.

2.3, La formazione intercutfurale e le tesi «revisioniste»

Dal punto di vista intercultusale, I'insegnamento della storia non x}a inte-
so come un ultimo modello di utilizzazione pragmatica del passato, in unz1ﬁ-
ne di una sorta di considerazioni apologetiche sulle bur?ne r.fla’zwm tra i popoli.

Qualsiasi intenzionalita educativa non deve sca{firc minimamente la rigo-
rosita metodologica propria delle conoscenze ?'tor.xd?e, )

La proposta di coloso che suggeriscono di f:hmma.rc dall mscgnamantg
della storia le guerre, le atrocita, le accuse fr;im’nclde chc halnm contrappost
i popoli, equivarrebbe all'adozione di una pohtma} del sifenzio, che l;;;l corrt1
sponderebbe affatto ad una procedura metodologicamente corretta, dal punto

i vista storico.
. "gl:: alunni devono dungue conoscere la verita, anche se .al.)errfme_, sul
passato, per valutare le perdite inestimabili che i conflitti etnici e le guerre
i ista hanno causato, _
¢ C‘Eﬁﬁﬂ storica deve quindi affrontare le tematiche della violenza,
i a, della prevaricazione. '
o l:;:u;[mimmag' ini rei)aﬂvc ai crimini perpetrati da colui che fu chla.m_atq
«nemicos, andrebbero, in sede interculturale, compensate con documentaZfom_
riguardanti i crimini operati per mano della propria nazione, x{lellc nazioni
«alleaten, e tutte insieme indurrebbero ad una riflessione priva di argomenta-
nziose. ‘ .
zmmllt:r;gzramcmo degli atteggiamenti etnocentrici mon implica affatto chﬁ
Pentita degli eventi debba essere contraffatta, ma & l'atteggiamento con
quale noi «visitiamo» gli eventi, che deve essere radicalmente mutato.

¢ Cosi si lepge nella Circolare Ministeriale: «5i & _[...} ri;lev‘aso <he l’msagnni}[i::o t;leg:
storia deve riconoscere gli apporti e i valori autonomi delle d’we:s.e..cul.turc; t.":k:‘i ar;l e
rigide impostazioni a carattere etnocentrico o eurocentrico, per un aﬂahsn ob:.emva ]ruo Cofa
di incontro ¢ di scontro tra popoli e civiltin (Cfr. schedario di l&glslaz.l::me pcrdema sc:l_ '
materna ed elementare, C.M. n. 73 del 1994: Dialogo :}:terct_dmrale e convivenza :Cfg tg.
V'impegno progetiuale della scuola, al paragrafo: Discipline e intercultura, scheda n. 1.4.48.B).
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Dungque I'istanza interculturale pud trovare attuazione per il tramite del-
I'insegnamento della storia, solo attraverso la nostra concezione delle diversita
culturali e nazionali.

Un conto & guardare gli episodi della seconda guerra mondiale con gli
occhi del patriota, un conto & guardare gli stessi episodi con lo sguardo
di chi considera la guerra una modalita obsoleta di risoluzione dei conflitti.

Quindi & l'ottica attraverso la quale si vedono i fatti che diventa di
per sé formativa,

Non & quindi amputandola, attraverso i meccanismi della rimozione, né
edulcorandola, che si fara della storia uno strumento capace di servire I'ideale
della_comprensione tra i popoli.

E questo il caso ad esempio del dibattito, molto acceso oggi in Germa-
nia, circa I'insegnamento della storia dell’epoca hitleriana.

Secondo lo storico tedesco Ernst Nolte, il maggior esponente delle tesi |

del revisionismo, la colpa ossessiva del «passato» non dovrebbe pit pesare
sull'immagine negativa del loro Paese che le giovani generazioni subiscono.

Egli sostiene che le atrocita e i delitti dei nazisti andrebbero relativizza-
ti, in modo tale da recuperare un'immagine positiva per la nazione tedesca.

Sull'altro versante della disputa si trova il filosofo francofortese Jurgen
Habermas, il quale sostiene la tesi che in nome della veridicita della storia,
nulla va minimizzato. Egli mantiene la posizione di tenere ferma la «memoria
solidale» verso le vittime di un evento che rimane irreparabile.

Per superare questa impasse, I'atteggiamento da lui auspicato, non & tan-
to quello della «rimozione» o dell’«oblion, quanto quello di portare argomenti
a favore della formazione di un’«identita post-nazionale» 7.

CArLA PELLUCCI

? In risposta agli intellecruali tedeschi che affermano la necessith di un rinnovamento
dell'identitd collettiva che possa rivalutare il rispetto per la propria nazione e riproporre un
elementare patriottismo, J. Habermas scrive: «I2 cosl che si giunge a motivare il ‘conferimento
di senso’ compensatorio, che la storiografia deve fornire agli sradicati dal processo di moderniz-
zazione. L'appiglio identificarorio alla storia nazionale richiede perd una relativizzazione del
significato dell'epoca nazista, caratterizzata negativamente: a tal fine non & pit sufficiente

mettere tra parentesi quel periodo, bisogna togliere il senso di colpa che su esso gravay (Haber-
mas, 1987, p. 104).
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