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INTRODUCTION

History teaching in schools has sometimes 
been condemned as dull and irrelevant to life. This 
is not surprising when one recalls the weary round of 
talk (unrelieved by chalk) and of dictated notes to 
be learned and then tested. Such methods almost guar
antee boredom, particularly as much of the subject 
matter is incomprehensible to the young in the form 
in which it is presented. In no other subject, it 
seems, is there so much teaching and so little learn
ing. To those who are convinced that history has an 
essential place in the curriculum of a school, it seems 
vital that its inclusion be justified by successful 
teaching.^ This does not mean that standards should 
be lowered, or that entertainment should replace learn
ing. Indeed, it is vital that history should not be 
regarded as a soft option. It is the history teacher's 
task to experiment, to vary and adjust his methods to 
assure that the area to be covered is mapped, walked 
over, climbed and conquered. It's all too easy to

1 Incorporated Association of Assistant Masters 
in Secondary Schools, The Teaching of History (Eng
land: Cambridge University Press, 1965), pp. 1-8.
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make a period of history a no-man's land that no man 
cares about.

A child enters the world without knowledge of 
it. In the long run, what he can know and believe 
about the world depends on the attitude he learns to 
adopt toward it and toward himself. His early years 
are spent in exploring what the world contains, how 
he feels about what he discovers and how to cope with 
the small private sector which he occupies. Although 
rarely labeled as such, this exploration is education-- 
a set of personal experiences in which the child's 
senses and emotions are so completely fused with his 
intellect that he does not separate the knowledge that 
he possesses from the way he feels about it. Through 
the normal course of growing up in his culture, each 
child is taught what he is intended to know. His sense 
of identity and attitudes depend on the cultural back
ground in which they are developed. In order to learn, 
it is necessary to be able to relate new knowledge to 
something already known, and to look at the world from 
one's own point of view. This process necessarily nar
rows what the world looks like to a single perspective, 
thus distorting its reality. Only history can provide 
a truly comprehensive picture of the world as it is.
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Since it is the attitude taken toward the 
world which is decisive in what one learns to think 
and know about it, it is with the creation of atti
tudes that the teacher of history is unavoidably con
cerned. This does not mean agreement or disagreement 
with specific political, social or world views, but 
attitudes which support rational inquiry versus dogma 
and prejudice, independent thinking versus uncritical 
acceptance of social norms, tolerance towards opposing 
views versus ethnocentricism, the achievement of a 
large view of world society versus a parochial view of 
one's own.

In considering the past education of history 
teachers, it is important to remember that during the 
early years in school a student is totally immersed in 
"Everybody's American Culture", usually that of the 
white, middle class, and that school teachers are more 
likely to adopt current social and political norms than 
to challenge them. Public school teachers in America 
are regarded not as intellectual and social leaders, but 
as the carriers of the conventional wisdom under the 
direction of those elected and appointed officials who 
represent that wisdom. There is a sizable and convinc
ing body of research which confirms the fact that
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whatever else may be taught in the American public 
schools, one major effect of school attendance is to 
create an acceptance of the existing social order, of 
the American world view and its attendant national and 
international policies. A future history teacher has 
deliberately been taught to see the world and the world's 
affairs from an American point of view, from the point 
of view of one who accepts the ideal of American super
iority in the realms of political and social systemsJ 
It might be suggested that the history teacher has a 
much more demanding role to play than that of a poli
tical conservative, a jingoistic isolationist or a 
bridge builder between the past and present.2

It is not the purpose of this thesis to support 
a particular view of the nature of history. The very 
word 'history* has several senses in English. It 
could refer to the events of the past, to the actual 
happenings themselves. History could also mean a re
cord or account of these events. Finally, it could

1 Patrick John, Political Socialization of 
American Youth (Bloomington, Indiana: Indiana 
University Press, n.d.).
An opposing point of view can be read in James B.
Stroud. Psychology in Education (New York: Longmans. 
Green & Cbif 196$?, pT TO.------

^The Teaching of History, p. 4.
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refer to a discipline, a field of study that has 
developed a set of methods by which its practitioners 
can collect evidence of past events, evaluate that 
evidence and present a coherent and meaningful dis
cussion of it.I

A study of the meaning of history seems to 
suggest that an historian is concerned with attitudes 
and values, not only of the past, but, by projection, 
of the present and future. Attitudes and values are 
determinants of how people will act and react in their 
daily lives, and thus determine, to a great extent, the 
mental health of a society. History, therefore, is 
directly involved with human behavior. To teach his
tory successfully, one must take into account the pro
cesses whereby attitudes and values are transmitted, the 
needs of individuals and the science of human behavior.^ 
In this sense, a careful search for all possible signi
ficant information might well lead one to support the 
view of Robert J. Shafer. "The concepts and experi
mental data of modern psychology are of great value to

Ic.T. Onions, ed., The Oxford Dictionary of 
English Etymology (England: Oxford University Press, 
1967), p. 442.

^Edwin Fenton, The New Social Studies (New 
York: Holt, Rinehart and Winston, Inc., 1967), p. 17.
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historians."! It is towards a better understanding 
of the interrelationship of history and psychology 
that this thesis is concerned.

^Robert J. Shafer, ed., A Guide To Historical 
Method (Homewood, Illinois: The Dorsey Press, 1969), 
p. 7.



CHAPTER 1

WHAT IS HISTORY?

It seems impossible to arrive at a precise 
definition of history.^ Approaches to history and 
historical schools of the twentieth century seem to 
fall under one or more of the following descriptions.

l"What is history? This seemingly simple 
question is not easy to answer. It might be a rela
tively easy task to define mathematics, geography, or 
anthropology, but in the case of history, the problem 
is complicated. Many have tried their hand in formu
lating pithy definitions of history:

Benedetto Croce: 'All history is contemporary 
history.'

J.B. Bury: 'History is a science; no less, and 
no more.'

Jacob Burckhardt: 'History is contemplation based 
upon sources.'

Henry Adams: 'History is incoherent and immoral.'
G.J. Renier: 'History is the story of the experi

ences of men living in civilized societies.'
Samuel Eliot Morison: 'History is the Story of Man.'
R.G. Collingwood: 'All history is a history of 

thought.'
Arnold Toynbee: 'History is a search for light on 

the nature and destiny of man.'
Sir John Seeley: 'History is past politics.'
Leopold von Ranke: 'History is concerned with things 

as they really happened.'
Voltaire: 'History is the tricks we play on the dead.
Henry Ford: 'History is bunk.'
English historian: 'History is one damn thing after another.'"
Mark M. Krug, History and the Social Sciences 

(Waltham, Mass.: Blaisdell Publishing Co., 1967), pp. 3-4
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1) History is the study of what men have done, thought 
and said in the past. 2) History is biography--a work 
of the creative imagination in which the author attempts 
to recreate the life and thoughts of a particular man 
who actually lived at a certain time. 3) History is 
the study of man in his social aspects both past and 
present.1

Those historians who have tried to give a general 
account of what man has done, thought and said in the 
past, constitute what is called the narrative school 
of history. Their approach may seem to be excessively 
narrow and superficial, especially if they did not se
lect sufficiently from among a variety of human actions 
those qualities which are considered important. This 
general classification breaks further down into several 
schools. Political-institutional history recounts the 
most significant acts of men in government and law and 
contributes a codified source of attitudes and values. 
The school of intellectual history or history of ideas

Ifor the purposes of this study, I have adopted 
the summations of Norman F. Cantor and Richard 1. Schnei
der, How to Study History (New York: Thomas Y. Crowell 
Co., 1967), p. l77l supported by the opinions of Boyd C. 
Shafer, Historical Study in the West (New York: Apple- 
ton-Century-Crafts, 1968), p. 185 ff. Confer also: Hen
ry S. Commager, The Nature and Study of History (Colum
bus, Ohio: Charles E. Merrill Books, Inc., 1965), p. 15 ff.
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regards the development of higher thought and feeling 
(philosophy, art, literature, science) as the central 
concern of the historian, and in so doing, underlines 
attitudinal development. Economic historians focus on 
the way men have made a living and have controlled 
their physical environment and interpret these factors 
as the key to human thought and action, suggesting at 
the same time, deterministic roots for values. The 
school of cultural history examines the development of 
ideas in the totality of social, political and economic 
situations. The cultural historian is a generalist in 
his approach, save that he makes the movement of thought 
and feeling the prime focus of his narrative. For him, 
too, attitudes and values are paramount.

The biographical approach to history includes 
those who believe that the lives of men and women in 
the past can be explained in terms of modem psycho
logical theory. Others think we cannot psychoanalyze 
the dead, but have to understand men in the past largely 
in terms of the theories of motivation and personality 
that prevailed during the era in which they lived. Both 
groups are concerned with human behavior.

The third description identifies history with 
the social sciences and regards the past as a kind of
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laboratory for observing forms of social change that 
are relevant to present cultural problems. These 
historians are not interested in particular individuals, 
only in large groups or communities. They concentrate 
on explaining social change and the attitudes and values 
that accompany it.

It seems that the only universally acceptable 
definition of written classroom history has to be that 
history is what the history teacher makes of it! An 
historian obtains facts about the past and then judges 
their significance, meaning and importance. It is be
cause historians make judgments that they disagree.
These historical assessments involve attitudes about 
what is important and real in human affairs and that 
which is ephemeral and unreal.1

Teachers of history are aware that the starting 
point for historical reference is the recognition of 
the different uses of primary and secondary sources.
By definition, primary sources are the basic material 
that provide raw data and information for the historian. 
Primary sources are not only sources of data or fact, 
they also contain opinions or value judgments, and the

lEdwin Newman, The New Social Studies (New 
York: Holt, Rinehart and Winston, Inc., 1967), p. 20.
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historian who seeks to use a primary source as evidence 
must be aware of the attitudinal nature of all primary 
evidence and must evaluate it on this basis. Primary 
sources cannot simply be used; they must also be ex
plained and analyzed in terms of validity, accuracy and 
point of view.

Secondary sources are the works that contain 
the explanations or judgments on the primary material. 
Historical inference is a more complex, cumulative 
judgment on the relationships between facts. Given an 
historian who is methodical and fact oriented in his 
inferences, his judgment will be accepted as plausible 
and respectable.1

Since history uses everyday language, hypotheses 
must be continually re-examined as they are so open to 
the prejudices and slants created by personal conno
tations and informal usage. It is important in his
torical teaching to recognize what in one's own think
ing is inference rather than true fact, and to be honest 
with ourselves about constantly re-evaluating our judg
ments. The inferential relationships between facts 
are conditioned by assumptions about cause and effect

^Krug, History and the Social Sciences, pp.
98 ff.
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in history. To the extent that two historians will 
have different conceptions of significant causes, they 
will see different patterns of relationship between 
facts. "Historiography can be considered the study of 
historians' attitudes and values about men and society 
which condition their inferential judgments."! To sepa
rate fact from inference, to assess the validity of in
ferences, to derive meaning from secondary sources, a 
teacher has to think about history and read historical 
works historiographically. A teacher who knows that 
historians make judgments should be able to recognize 
the assumptions underlying the inferences that are made. 
History has no absolute authority.

Obviously, in history one must learn that the 
business of the historian is not that of a reporter.
The historian must establish relationships between 
facts and place them in some significant pattern and 
order. To do otherwise would be to subscribe to a naive 
belief that the historian can dispassionately separate 
himself from the events he is d e s c r i b i n g .2 Modern

^Norman F. Cantor and Richard 1. Schneider,
How to Study History (New York: Thomas Y. Crowell, 1967), p. 35.

2Wyndham H. Burston, Principles of History 
Teaching (London: Methuen & Co., Ltd., 1963). p. 11.
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psychology has taught us that every historian comes 
to his materials with a previous set of attitudes 
about what is important and what is not. The historian 
cannot tell us every fact that happened in the past; he 
invariably selects from a great number of events the 
ones he feels are important. A consensus on the re
lative importance of topics may be due to a similarity 
in training. To bewail the historian's bias is futile. 
One has to realize that it is the entry of the his
torian's mind into the remains of the past that creates 
significant relationships and establishes an ordered 
historical world that seems true, beautiful and rele
vant to ours.

In the light of these observations on the 
nature of history, the historian at any level, whether 
he be a student or a professor, has a threefold obli
gation: ̂

He must constantly attempt to improve upon 
the set of attitudes and values that he uses to 
make judgments about what is important and real 
in human life. He must constantly endeavor to 
study, reflect and add mature experience to his

^Cantor and Schneider, How to Study History.
p. 20.
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work, to advance from naive, irrational 
bias to a sophisticated understanding of the 
nature of the human mind and society.

He must ever increase his knowledge, quanti
tatively and qualitatively, of the data of the 
past.

He must apply his attitudes and values on 
the significant aspects of human life so as to 
make judgments and establish relationships between 
particular events.

To know the mere facts is not enough. One 
must know also that the development of an intelligent 
and well informed assumption about human behavior and 
culture is paramount in historical study, and that one 
must apply these assumptions in a creative and imagin
ative way so as to elucidate the 'how' and 'why' of 
historical change. This, to use Marc Bloch's term, is 
The Historian's Craft:1 in order to explain history, 
one must learn the tools of the craft and apply them.

Every man has a sense of history, a vision of 
the past, and a set of attitudes about the nature of 
society and the dynamics of social change. It would

^Marc Bloch, The Historian's Craft, trans. by 
Peter Putnam, (New York: Alfred A. Knopf, 1962).
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seem that anyone who reads the newspaper and makes a 
judgment, favorable or unfavorable, about an event 
that has been described is, in fact, an historian of 
his own time. In somewhat the same way, one is a his
torian when one thinks about the events of one's own 
life and analyses one's personal relationships to the 
physical and social environment and makes judgments 
about community, family and the liability of one's 
own ambitions and private goals.^

Obviously in academic historical study the 
scope will be much broader and will be carried out with 
information that is not so emotionally immediate. Yet 
there is a parallel between making sense out of one's 
own personal experience and making sense out of the 
collective experience of mankind. The latter judgment 
is heavily dependent upon the former. "History is about 
men and how they act in s o c i e t y . A s  one examines the 
traces that men of a bygone era have left behind them 
in the form of written records, one has to make use of 
facets of our own experiences to recreate in our

iHenry S. Commager, The Nature and Study of 
History (Columbus, Ohio: Charles E. Merrill Books, 
Inc., 1965), p. 15.

^Gustaf J. Renier, History. Its Purpose and 
Method (London: George Allen & Unwin, 1950), p. 16.
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imagination their thoughts and actions. The qualities 
of contemporary humanity and the dimensions of current 
society are inevitably the starting point for thinking 
about the function of past human society. Other things 
being equal, the best historian will be the one with 
the most varied and sophisticated personal experience 
of human conduct and social change.

The precipitous twentieth century decline of 
belief in an objective historical reality raises dis
turbing and fundamental questions on the attitudinal 
approach to history.^ Is it valid to exercise a moral 
judgment on the conduct of men in the past? If the 
historian does not discover an objective reality, how 
can he presume to judge past ages by any standard of 
moral value? To try to answer this question one must 
explain the nature of attitudes and values, not only 
as they pertain to the twentieth century, but as they 
have affected the human race in historical perspective. 
It would seem that psychology is the best ancilliary 
science in the pursuit of this quest, for it purports to 
explore, measure and tabulate attitudes and values that

^Boyd C. Shafer, Historical Study in the 
West (New York: Appleton-Century-Crafts, 1968), 
p. 24.
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condition human behavior.^
The difference between psychology and history 

seems to be mainly a matter of size and sample, for 
both are engaged primarily in the observation and 
interpretation of the human being. All history which 
attempts more than mere narrative involves generali
zations about individual and social psychology. The 
psychologist in the clinic or in the laboratory 
studies a smaller sample of history, more intensely, 
for a shorter time, and under conditions which he can 
in larger measure control. The historian works with 
grand experiments in social psychology--experiments 
which he did not devise and which can never be repeat
ed. Because the psychologist limits his study to a 
fragment of history, he has the advantage of being able 
to use more refined measures and statistical checks on 
reliability. Since psychological experiments can be 
set up to test controversial hypotheses, a science can 
be more readily developed even if the psychologist's 
fragment of history is too often abstracted from appro
priate context. The historian's advantage is that he

^David A. Dushkin, ed., Psychology Today 
(Del Mar, California: Communication, Research Machines, 
Inc., 1970 ), p. 3.
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is more apt to see the whole field of circumstances 
which serves as the background for the ensuing behavior. 
He is more likely than the psychologist to be aware of 
the forest; the psychologist is fortunate if his twigs 
turn out to belong to the same tree!

The regretable barriers which commonly separate 
the academic fields of history and psychology seem to 
have impoverished the latter more than they have ham
pered the former. Perhaps if psychologists had been 
wiser, they would have discovered many significant 
truths about human nature by an analysis of historic 
records of individual and societal actions. No doubt 
they would have wished for further data, especially on 
experiences in infancy and early childhood which the 
records fail to give, but each such need would point 
a way toward a more fruitful collaboration.

Historians had some reason to be sceptical of 
contributions from academic psychology. Psychologists 
have needed to free themselves from seriously limiting 
conceptions before they could work fruitfully with 
other scientists who were looking at real human beings 
in a real human world. It would seem also that they 
would have to abandon conditioned reflexes and fixed 
habits as essential units, recognizing what every
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layman knows from common sense, that human behavior 
is organized towards goals, not simply something to 
be played upon like a typewriter. A psychologist needs 
to discover that the behavior of men in groups or social 
institutions is not simply a repetition of tendencies 
which members may show as individuals.

Some of the errors the psychologists are try
ing to outgrow persist in common thoughts and habits 
which might be found in the writing of history. Each 
culture seems to have some kind of moral sense dictating 
that its institutions are essential and are to be seen 
as the final and perfect flower of the "will of God".I 
Teachers of history still seem to attribute war to 
man's eternal pugnacious instincts, marriage and family 
to monogomous instincts, churches to religious instincts, 
and, I suppose, science to the instinct of curiosity. 
Racial characteristics are too often regarded as ex
pressions of innate biological determinants despite 
the mounting evidence for striking transformation of 
these traits by change of social situations. Biographers 
can sometimes trace the family tree of a distinguished

^Goodwin Watson, "Some Interrelations of Psy
chology and History" in Caroline Ware, ed., The Cul
tural Approach to History (A.H.A., New York: Colum
bia University Press, 1940), p. 35 ff.
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individual with great care, but begin his life story 
at the age of 6 or 12, neglecting the formative impact 
of cultural heritage during the vitally important 
first few years of family relationships.

Motivation, as presented in the perspective of 
history, is often too simple and straight forward, re
flecting the psychology of the Age of Reason. Contrast 
and contradiction in personality still puzzles the 
biographer who has anticipated the consistent from the 
rational. Psychology has come, somewhat reluctantly, 
to recognize the enormous weight of irrational and 
intimately personal impulses in conduct. In history 
and biography, especially of public characters, the 
tendency is still strong to present 'good' reasons in
stead of 'real' reasons.

It is probable that if the historian could secure 
detailed data about the psychological dynamics of the 
men and women involved in any critical event, the re
sulting picture would be strikingly different from the 
one which is based upon their public acts and state
ments. The purpose of the public aspects of life is 
often to conceal, even from the actor himself, his private 
and personal motives. History that is not psychologic
ally critical seems likely to lend itself to the
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perpetuation of felicitous respectibility. Perhaps, 
indeed, that is one reason why we revere historians!

In seeking to make the teaching of history 
relevant to the student of today, both historians and 
psychologists have asked the question, "How well has 
the American system of education served the cause of 
democratic ideals?" Teachers of history profess to 
elucidate the origins and development of democracy in 
the American way of life.^ Without an affective 
approach to education, mere conceptual knowledge re
mains impersonal, academic and irrelevant.

A psychological approach to this issue would 
suggest that boys under authoritarian leadership quick
ly develop attitudes of resigned submission, or, in 
some cases, overt or disguised hostility.2 In groups 
under democratic leadership, in which all members co
operate in planning each step of the work, the records 
show less animosity and more friendliness, less boast
ing and more praise of others, less subjectivity and

^Fenton, The New Social Studies, p. 9.
2lhe pioneers in this kind of study were K.

Lewin, R. Lippitt and R.K. White. A comparative study 
is that of R. Lippitt, An Experimental Study of Author
itarian and Democratic Group Atmospheres (iowa City, 
Iowa: University of Iowa Press, 1939).
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more matter of fact comments. Historians can testify 
that when men who have been held in subjection break 
their bonds, the promises of freedom are not realized, 
and psychologists add that this is because the reaction 
of the dominated is themselves to dominate. Those who 
have learned helpless submission are better prepared to 
exercise tyranny than to co-operate in social inter- 
gration. Can history help us to understand the con
ditions under which this vicious circle of authorit
arianism succeeding itself can be broken and genuine 
democratic relationships be introduced? This question 
does not refer to the setting up of constitutions, 
parliaments, and elections which may or may not bring 
democracy. If the psychologist is right, attention 
should be turned to the actual power structure relation
ships rather than to the political machinery. A major 
problem for American democracy today could be that 
there are so few areas of our civilization in which 
democracy is in fact practiced, least of all, in the 
classroom.

History teachers in American secondary class
rooms fall under the discipline of the "Social Science 
Department". Academic disputes such as is history an 
art or a science have been summarily dismissed by the



local school board. History has to be taught by a 
Social Science Teacher, whose resume might well in
clude proficiency as a basketball coach! In Concepts 
and Structure in the New Social Science Curricula, a 
frequently used and authorative source for teachers of 
history, Herbert Feigl states:

The social scientists, like the natural scientists, strive to discover high-level theories which 
will explain many facts with a few simple concepts. 
An example is the common idea that much of history 
can be explained by the personalities and abilities 
of heroes. The Marxian view is almost the opposite- 
that certain social changes will occur when their 
time has come, and that people can always be found 
to fulfill the role of hero. I think the truth 
lies somewhere in the middle; key individuals 
occasionally have a remarkable influence on history, 
but broad social forces are also very important.

... One way to improve explanations for his
torical phenomena would be to use the terms of the 
various sciences, rather than historical terms.
I would look for the roles played in the historical 
process by economic, sociological, political and 
psychological factors.*

What is being suggested here is that American 
history in the schools purports to teach the existence 
of a democratic way of life in the United States.^ Yet

^Herbert Feigl, "Concepts and the Structure 
of Knowledge" in Concepts and Structure in the New 
Social Science Curricula, ed., Irving Morrissett 
(New York: Holt, Rinehart and Winston, Inc., 1967), 
pp. 19-20.

^Fenton, The New Social Studies, p. 11.
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the teaching of history in the high schools is basic
ally authoritarian. A psychological approach to such 
teaching would be to state clearly the teacher's atti
tudes and values, to recognize the needs of the in
dividuals in the class and to set up a learning experi
ence in which students can practice the principles they 
are being taught.



CHAPTER II

WHAT IS PSYCHOLOGY?

Success In presenting a definition of psy
chology has eluded the efforts of experts for over a 
century. The problem was, and still appears to be, 
one of consensus. As early as 1890, William James 
defined psychology as the science of mental life. 
Twenty years later, E.B. Tichener decided that a defi
nition of the subject matter of psychology was impos
sible. In another twenty years, however, J.B. Watson 
defined psychology as "the behavior of human beings". 
Sigmund Freud revived psychology as the science of men 
tal life. So it has gone on; visions and revisions of 
psychology evolving through many discoveries, many dis 
putes and little consensus down to this day in which 
psychologists are still disputing the basic conception 
of their field of inquiry.!

Prior to the 19th century, the study of human 
behavior was almost exclusively the province of theo
logians and philosophers. Sparked by the discoveries

^Dushkin, Psychology Today, p. 1.
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of Galileo, Isaac Newton, and the scientists who 
followed them, concern about man and his behavior began 
gradually to shift from the theologian to the scien
tist. Wilhelm Wundt (1838-1920) has generally been 
credited with the foundation of scientific psychology.
He published the general handbook of this new science 
and founded the first formal laboratory of psychology 
at Leipsig, Germany in 1879. By the 1950's, there 
were two major theories of psychology dominant in Ameri
can Universities. While there were numerous splinter 
groups, the majority of psychologists and behavioral 
scientists could trace their thinking to either Sigmund 
Freud or John B. Watson.1

Sigmund Freud advanced one of the most compre
hensive and influential theories of human behavior. Any 
one who reached adulthood prior to 1950 could not but 
be aware of how Freudian theory and practice dominated 
not only the specific field of psychotherapy, but also 
education, jurisprudence, religion, child raising, art, 
literature and, indeed, history.^ with the publication

^Charles H. Patterson, Theories of Counseling 
and Psychotherapy (New York: Harper & Row, 1966), p7 5

2Hobart Mowrer, Ethical Issues in Society 
(Baltimore, Md: Johns Hopkins University Press, 1966) 
p. 30.
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in 1900 of his first major work, The Interpretation of 
Dreams. Freud became both a controversial figure and 
a pioneer, dedicating himself to solving the problems 
of the mentally ill. A prolific writer, he altered 
his theories as he gained new data, but certain central 
ideas have remained relatively unchanged. He rejected 
not only the methods of theology, but the conclusions 
as well.

Greatly influenced by the work of Darwin, his 
startling premise was that man was the product of an 
accidental evolution. Living matter resulted from the 
action of cosmic forces upon inorganic matter. Man was 
an animal and only an animal. In his own words:

In the course of his development towards cul
ture, man acquired a dominating position over his 
fellow creatures in the animal kingdom. Not con
tent with his supremacy, however, he began to place 
a gulf between his nature and theirs. He denied 
the possession of reason to them, and to himself 
he attributed an immortal soul and made claims to 
divine descent which permitted him to annihilate 
the bond of community between him and the animal 
kingdom...We all know that, a little more than half 
a century ago, the researches of Charles Darwin, his 
collaborators, and predecessors put an end to this 
presumption on the part of man. Man is not a dif
ferent being from animals or superior to them; he 
himself originates in the animal race and is re
lated more closely to some of its members and more 
distantly to others.!

^Sigmund Freud, On Creativity and the Uncon
scious (New York: Harper & Row, 1958), p. 137.
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Throughout his career, Freud hoped to reduce 
human behavior to chemical and physical dimensions. His 
interests were the mentally disturbed; his laboratory, 
his mental patients. Freud had little interest in the 
social implications of his theory or of attitudes and 
values. He called attention to the unconscious mind 
and its influence on human behavior, comparing the 
mind to an iceberg, with the exposed tip, or conscious 
portion, a tiny fraction compared to the submerged or 
unconscious part.

Acquired from his animal origin were man's 
basic, genetic, and instinctual drives. These drives 
were categorized as the life instinct for survival and 
propagation. Freud's dictum was "the goal of all life 
is death."! These unconscious instincts, which he 
called the id, were powerful, antisocial and irrational. 
"The id knows no logic, it is impulsive and instinctual. 
Naturally, the id knew no values and had no attitudes. 
Freud believed that man was in constant conflict with 
himself and society. The virtuous person was one who

!fbtd., p. 190.
oSigmund Freud, "The Anxiety Neurosis," in 

Collected Papers Vol. I, (London: Hogarth Press, 1940), 
p. 138.
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repressed his impulses, while the sinful enjoyed them. 
Man's raw instincts were repressed by the artificially 
imposed attitudes and values of his society. This ac
quired veneer of responsibility, which Freud called 
super-ego, was interpreted and imposed on the child by 
his parents. The id and the super-ego were constantly 
at war with one another, and the resulting behavior came 
from man's ego, that part of his mind which combined 
the forces of the id and super-ego to determine action.

Freud held that the basic direction of man's 
life was generally determined at an early age (about 5 
years) although it did occasionally change. Moral be
havior, good behavior and selfish behavior was unnatural, 
but would occur when the individual learned to repress 
or redirect his id. Freud called this sublimation. 
Psychoanalysis is, then, the "dynamic conception which 
reduces mental life to the interplay of reciprocally 
urging and checking forces."^

Psychoanalytic history, as Donald Meyer has 
pointed out, is primarily "biography-centered history."2

^Calvin Hall and Gardner Lindzey, Theories of 
Personality (London: John Wiley & Sons, 1957), p. lfT.

^Donald Meyer, "Young Man Luther: A Study in 
Psychoanalysis and History," History and Theory I, No.3 (1961)
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Page Smith runs a critical eye over such biographies 
and concludes*

These vary in quality, depending primarily on the 
skill and insight of the authors. The worst are 
embarrassingly bad and reveal too clearly the dan
gers of applying a rather rigid and mechanical sys
tem to the problems of biography. The best repre
sent a triumph of the professional historian over 
the amateur psychoanalyst.!

William Langer's presidential address to the American
Historical Association,^ urged historians to embrace
the insights of psychoanalysis. He had no doubt that
modern psychology was bound to play a great role in
historical interpretations. Page Smith's rejoiner:
"Psychology has little to offer the historian.

A more understanding approach is to be found 
in the writings of Bruce Mazlish.^ While agreeing that 
"Freud's theories are almost always paradoxical and 
ambiguous, and often contradictory," and that "many 
of the specific explanations of various historical

!page Smith, The Historian and History 
(New York: Alfred A. Knopf, 1964), p. 124.

o^William Langer, "Address to the American 
Historical Association," cited by Page Smith, The 
Historian and History, p. 124.

^Page Smith, The Historian and History.
p. 120.

^Bruce Mazlish, Psychoanalysis and History 
(Englewood Cliffs, N.J.: Prentice Hall, 1963)
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events...are too pat, too devious and too tenuous, 
...yet we come away from reading him with the feeling 
that we have been given a revelation" which demands of 
the historian "a hard, earnest attention to detail... 
and a scientific method that is tentative, heuristic 
and creative."^

What might be called the second school in 
behavioral science is the work of those relating most 
closely to the theory of behaviorism. This general 
theory was formulated by John B. Watson just after the 
turn of the century. He endeavored to make the study 
of man as objective and scientific as possible--like 
Freud, he sought to reduce man's behavior to chemical 
and physical terms. Personality was seen as the sum 
of activities that could be discovered by actual ob
servation of behavior over a period long enough to 
produce reliable information. In other words, person
ality is but the end product of our habit system. A 
basic assumption is that there is no scientific basis 
for morality. Thus the position is one of moral and 
cultural relativism. Man is a flexible, malleable 
and passive victim of his environment, which determines

iBruce Mazlish, The Riddle of History (New 
York: Harper & Row, 1966), p. 425-426.
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his behavior.
B.F. Skinner, Harvard psychologist and 

present day advocate and leader in the behaviorist 
tradition, has gone on record saying, "The only 
differences I expect to see revealed between the be
havior of rats and man (aside from an enormous dif
ference in complexity) lies in the field of verbal 
behavior."^ Because of the belief in the essential 
similarity of man and animals, for reasons of conven
ience and objectivity, behaviorist psychologists have 
based much of their work on animal experimentation. 
Man's attitudes and values are only the result of 
associative learning, paralleling the learned response 
of animals. The only true measure of right and wrong 
is the survival of the culture, akin to the survival 
of the fittest in the animal kingdom.^

Allan G. Bogue, in a contribution to the 
"Journal of Contemporary History", gives an excellent 
overview of the position of behaviorism in historical 
study. He quotes Lee Benson:

By 1984, a significant proportion of American

^B.F. Skinner, cited by Floyd W. Matson, The 
Broken Imaae (New York: Doubleday, 1966), p. 79.

2Floyd W. Matson, The Broken Image, p. 85.
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historians will have accepted Buckle's two basic 
prepositions: 1) past human behavior can be studied
scientifically;,2) the main business of historians 
is to participate in the overall scholarly enter
prise of discovering and developing general laws 
of human behavior."?

Sociologists and political scientists both borrow quite 
freely from the psychologists. Social Psychology is 
an example of the close co-operation of these disciplines 
in the study of group dynamics. Bogue's own summation 
is that,

the methods and theories of the social science 
disciplines seem to promise much. If the behavior- 
alists retain the broad and critical knowledge of 
sources found among conventional political his
torians, their keen awareness of cultural and socio
economic differences at different times, and their 
willingness to search for alternative hypotheses, 
they may indeed contribute to a richer and more 
vital political history of the United States.2

In 1954, with the publication of his book, 
Motivation and Personality. Abraham Maslow appeared on 
the psychological scene as the 'third force'. Maslow 
was highly critical of Freud's concentration on the

Lee Benson, "Quantification, Scientific His
tory and Scholarly Innovation." American Historical 
Society Newsletter. (June, 1966), cited by Allan G. 
Bogue, Journal of Contemporary History. Voi. 2, No. 1 (1967), 2571

^Allan G. Bogue, "United States: The New 
Political History," cited by Walter Laqueurand George 
L. Mosse, ed., The New History (New York: Harper 
Torchbooks, 1966), p. 206.
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study of neurotic and psychotic individuals, and of 
the assumption that all higher forms of behavior were 
acquired, not natural to the human species. It was 
his contention that Freud reached his conclusions about 
human nature by observing the worst rather than the 
best of men. Positive aspects of human behavior, such 
as happiness, joy, contentment, peace of mind, satis
faction, fun, play, well being, elation and ecstacy 
had been ignored by scientists. Scientific emphasis 
had been placed on man's short comings, and little or 
no consideration had been given to his strengths and 
potential.

If one is preoccupied with the insane, the neurotic, 
the psychopath, the criminal, the sick, the feeble 
minded, one's hope for the human species becomes 
more and more modest, more and more scaled down, 
and one expects less and less from people. The 
study of the crippled, the stunted, the immature 
and unhealthy specimen can yield only crippled 
psychology and crippled philosophy. The study 
of self-actualizing people must be the basis for 
a more universal science of psychology.!

The behaviorists have relied heavily on animals 
in developing their data and seem to have singled out 
the use of pigeons and rats in particular, This was 
objectionable to Maslow because rats apparently have

^Abraham H. Maslow, Motivation and Personality 
(New York: Harper & Row, 1954), p. 20.
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few instincts other than physiological ones! This 
approach has also led to the assumption that instincts 
are powerful, uncontrollable, and unmodifiable. The 
behavioral scientists have believed that they must study 
man as an object--an object to be observed but not 
questioned. Subjective information, man's opinions 
about himself and of his feelings, desires, and wants, 
were to be ignored. Disagreeing with this approach, 
Maslow was convinced that we could learn a great deal 
more about human nature through consideration of the 
subjective as well as the objective. In fact, in his 
experience, the subjective approach was frequently more 
productive, and when it was ignored, much of human be
havior became meaningless.

Behavioral scientists cannot be value free. 
Emphasis on scientific techniques encourages psycholo
gists to be safe and sound rather than bold and daring, 
and convinces them that they are more objective than 
they actually are! Their conclusions become ethically 
neutral. Such scientists strive to avoid the important 
questions of attitudes and values--questions for which 
our society needs the answers. Maslow finds that moral 
and spiritual problems fall within the realm of nature, 
and considers it a part of science, not an opposing field.
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He states that science, in its role as a social 
institution and as a human enterprise, does have goals, 
ethics, morals, purposes, or in the simplest terms, 
values.^

Abraham Maslow's theory of human motivation 
can be applied to almost every aspect of individual and 
social life. He considered the following assumptions 
necessary for a sound psychological theory. The individ
ual is an integrated, organized whole. When a man is 
hungry, he is hungry all over; he himself wants food, 
not just his stomach. Most of the desires and drives 
in the individual are interrelated. A full understand
ing of motivation requires emphasis on the fundamental 
end or objective, rather than on the means taken to reach 
it. When studied on a broad, cross cultural basis, ends 
are far more universal than the various methods taken 
to achieve them. That is, while the methods vary great
ly among races and cultures, the ultimate goal seems to 
be identical. The human being is motivated by a number 
of basic needs which are species wide, apparently un
changing, and genetic or instinctual in origin. The 
needs are also psychological rather than purely

^Abraham H. Maslow, The Psychology of Science 
(New York: Harper & Row, 1966), p. 71.
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physiological. They are found in the nature of the 
human species, but they are weak, easily distorted, 
and overcome by incorrect learnings, habit, or tradi
tion, i.e,, by attitudes and values.^

The most basic, the most powerful, the most 
obvious of man's needs are his needs for physical sur
vival! his need for food, liquid, oxygen, sex, shelter 
and sleep. A person who is lacking food, self-esteem 
and love, will demand food first, and until this need 
is satisfied, will ignore or push all other needs into 
the background. "For a man who is extremely and dan
gerously hungry, no other interest exists but food."^
But what happens to man's desires when there is plenty 
of food? Maslow answers, "At once other needs emerge, 
and when these in turn are satisfied, again new and 
still higher needs emerge, and so on."3 Thus Maslow 
arrives at the conclusion that basic human needs are 
organized into a hierarchy of relative importance. He 
contends that throughout life, the human being is almost

^Abraham H. Maslow, "Self-Actualization" in 
Psychology of Personality, ed. by William S. Sahakian 
(Chicago: Rand McNally & Co., 1965), p. 346.

2Maslow, Motivation and Personality, p. 67.
^Ibid.. p. 69.
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always desiring something; he is a wanting animal 
and rarely reaches the stage of complete satisfaction 
except for short periods of time.^

Once the physiological needs are sufficiently 
satisfied, what Maslow describes as safety needs 
emerge. Since the safety needs are generally satis
fied in the healthy, normal adult in American society, 
they can best be understood by observing children.
Child psychologists and teachers have found that child
ren need a predictible world; a child prefers consist
ency, fairness, and a certain amount of routine. When 
these elements are absent, he becomes anxious and in
secure. Freedom within limits rather than total per
missiveness is preferred, necessary, in fact, for the 
development of well adjusted children according to 
Maslow.^

When the physiological and safety needs are 
met, new ones arise. Humans crave love and affec
tion and experience a deep need to belong. "Now 
the person will hunger for affectionate relations 
with people in general, namely for a place in his

llbid.. p. 72.
2^Abraham H. Maslow, Towards a Psychology of 

Being (New York: Van Nostrand, 1962), p. 15.
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group, and he will strive with great intensity to 
achieve this goal."l Love, as Maslow used the word, 
is not to be confused with sex, which can be studied 
as a purely physiological need. Ordinarily, sexual 
behavior is multi-determined, not only by sex drives, 
but by other needs, chief among which are love and 
affection. Maslow contends that the Freudian tendency 
to derive love from sex is a mistake. "Of course,
Freud is not alone in this error, it is shared by many 
less thoughtful citizens, but he may be taken as its 
most influential exponent in western civilization."2

Maslow found that people have two categories 
of esteem needs--self respect and esteem from other 
people. Self-esteem includes such needs as desires 
for confidence, competence, mastery, adequacy, achieve
ment, independence and freedom. Respect from others 
include such concepts as prestige, recognition, accept
ance, attention, status, reputation and appreciation.
The person who has adequate esteem is more confident 
and capable and, thus, more productive. However, when 
the self-esteem is inadequate, individuals have feelings

^Maslow, "Self-Actualization" in Psychology 
of Personality, p. 351.

2Maslow, Motivation and Personality, p. 76.
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of inferiority and helplessness which may result in 
discouragement and, possibly, deviant behavior.^

What a man can be, he must be. Identifi
cation of the psychological need for growth, develop
ment and utilization of potential--self-actualization-- 
is an important aspect of Maslow's theory of human 
motivation. He has also described this need as "desire 
to become more and more what one is, to become every- 
thing that one is capable of becoming." Maslow finds 
that the need for self-actualization generally emerges 
after a reasonable satisfaction of the love and esteem 
needs.

According to Maslow, a characteristic of 
mental health is curiosity. The following reasons 
are advanced for curiosity as a species wide character
istic:

Curiosity is frequently observed in the 
behavior of animals.

History supplies many examples of men seeking 
knowledge, even in the face of great danger--Gali- 
leo and Columbus for example.

llbid.. p. 104.
^Ibid., p. 105.
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Studies of psychologically mature individuals 
show that they are attracted to the mysterious, 
the unknown and the unexplained.

Children seem to be naturally curious. 
Satisfaction of curiosity is subjectively 

gratifying.
"This process has been phrased by some as the search 
for meaning. We shall then postulate a desire to under
stand, to systematize, to organize, to analyze, to look 
for relations and meanings, to construct a system of 
values."! In short, to follow the historian's craft.

Behavioral science has generally ignored the 
possibility that people have an instinctual need for 
beauty. Maslow found that, at least in some individ
uals, the need for beauty was very deep, and ugliness 
was actually sickening to them. He pointed out that 
aesthetic needs are related to one's self image. Those 
who are not made healthier by beauty are limited by 
low images of themselves. Maslow also observed that
the need for beauty is almost universally present

2in healthy children. He contends that evidence of 

\lbid., p. 117.
"-Frank G. Goble, The Psychology of Abraham 

Maslow (New York: Grossman Publishers, 1970), p. 43.
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impulses towards aesthetic needs are found in every 
culture and in every age as far back as the cave 
man--an historical judgment which might well be true!

Closely related to individual motivation are 
the environmental or social conditions in the society. 
Among the conditions prerequisite to basic need satis
faction, Maslow lists such conditions as freedom to 
speak, freedom to do what one wishes as long as no 
harm is done to others, freedom of inquiry, freedom to 
defend oneself, justice, honesty, fairness and order. 
Threats to these pre-conditions provoke a reaction 
from the individual similar to that caused by threats 
to the basic needs themselves.

These conditions are not ends in themselves, but 
they are almost so, since they are so closely re
lated to the basic needs, which are apparently 
the only end in themselves. These conditions 
are defended because without them, the basic 
satisfactions are quite impossible or, at least, 
severely endangered.1

They would seem to be prerequisites to the practice 
of democracy.

A suggestive tie-in to the field of history 
and the work of Maslow is given by David H. Fischer in 
his book, Historians' Fallacies:

^Ibid., p. 45.
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The work of Abraham Maslow and David McClelland 
might be particularly pertinent to historians' 
purposes and particularly valuable as a basis for 
rapport between psychology and history. Maslow 
and McClelland, if I understand them, have created 
a new synthesis of psychological thought, in which 
consciousness plays an ever larger role, though 
the importance of the unconscious is not repudiated 
This general tendency is apparent in the general 
transformation of 'instincts' to 'drives' to 
'motives'. As such, it brings psychological theory 
closer to the problems historians actually face in 
their work. A work such as David McClelland's 
The Achieving Society speaks directly to classic 
historiographical issues and suggests the possi
bility of a bridge between historical research 
and psychological theory. If these opportunities 
for a genuine interdisciplinary interaction can 
be exploited, then we may anticipate the refine
ment of motivational theory and motivational 
explanation by a union of psychology of history.!

The following distillation from the works of
Maslow and McClelland might be useful for a student
and teacher of history.

1. Motives are properly understood in terms of 
anticipatory goal states which are often physio 
logically associated in ways which we are only 
beginning to understand but which are never 
mere reflexes of biological or external stimuli

2. Only intelligent individual beings have motives 
not sub-intelligent beings, not things, not 
groups. There are, however, normative moti
vational patterns which some individuals share with others in some degree.

3. Motives have been learned differently in 
different times and places, so as to require 
conceptualization in developmental terms and 
in terms which respect the variability and 
mutability of particular cultural and physical

^David H. Fischer, Historians' Fallacies 
(New York: Harper & Row, 1970), p. 213.
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environments. Psychological normality and 
abnormality are themselves temporally and 
culturally relative ideas which must be lo
cated in time and space.4. Motives are usually pluralistic in both their 
number and their nature. Abraham Maslow 
writes, 'Typically, an act has more than one 
motive.' To this, one might add that it has 
motives of more than one kind.

5. Motivational pluralism must not, however, 
become an indiscriminate pluralism. There are 
what Maslow calls 'hierarchies of pre-potency' 
in motivation. There are many different levels 
of priority, intensity and specificity. More
over, in Maslow's words, 'The appearance of one 
need usually rests on the prior satisfaction of 
another, more preponderant need.'

6. Motive sets affect, and are affected by, an 
entire man and not some segment of his self, 
or some fragment of his social existence. If 
any part is singled out for special study, it 
always remains a part--not the whole.

7. An empirical understanding of normal motivation 
must be derived from the study of normal men.
The work of psychologists is diminished by its 
dependency upon the behavior of animals and 
undergraduates. The work of psychiatrists is narrowly based upon neurotic behavior, from 
which norms have been inaccurately extrapolated.

Fischer concludes by stating,
Bland as these statements may seem, they con
tradict many--perhaps most--historical inter
pretations. They cannot co-exist with Marxian 
historiography, or with classical Freudian theory, 
or with much conventional wisdom of academic history. 
Moreover, if they are correct, then interdis
ciplinary efforts in history and psychology would 
not take the form of mere consumption of psycho
logical insights by historians, but rather a 
flow of fact and theory in each direction, with mutual benefits accruing to both disciplines.^

I Ibid., p. 214. 
^Ibid., p. 215.
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The purpose of the study of psychology, 
whether in a professional or liberal arts course, 
should be to enrich the student's knowledge of the 
qualities and character of human nature. In this, the 
study of psychology is actually no different than the 
study of literature, philosophy, anthropology, or 
history.^ The idea that there is one kind of obliga
tory psychology which is necessary for a teacher to 
know before teaching, and another kind of psychology 
for a liberal arts student is as absurd as it is harm
ful. A quick glance at the contents of psychology 
textbooks used in the instruction of teachers seem 
to indicate that much of what is said is irrelevant 
or misleading.

The basis for the inclusion of the study of 
psychology for a teacher of history should be an 
examination of the external circumstances which 
stimulate specific mental developments, such as 
attitudes, emotional states, personality types or 
specific social characters.2 Psychology for the

^Winifred J. Cooke, Psychology for Everyman 
(London: Rupert Hart-Davis, 1966), p. 32.

?̂Zevedei Barbu, Problems of Historical 
Psychology (New York: Grove Press, Inc., 1960), 
p. 15.



46

historian is an ancillary science: to be relevant 
to the descriptions of history given in the first 
chapter, it must take into account the attitudes and 
values of various cultures, it must explain the needs 
of humanity, and it must recognize that 'normality' 
is a term subject to a variety of interpretations.

Aside from the question of relevance, the 
content of most psychology courses presented to the 
students who teach is too narrow in its treatment of 
human nature. It reduces human nature to a series of 
banal traits, measurable characteristics and scientific 
categories; it does so on the basis of a very narrow 
conception of humanity. Freudianism suffers from a 
hardening of the categories and "behavioristic psycho
logy is too dogmatic and r i g i d . C o u r s e s  in the Psy
chology of Adolescence, for example, have been known to 
be treated in terms of abstract age groups of Americans 
whose characteristics are measurable and definable--an 
approach which should appall the historian and make Maslow 
turn in his newly dug grave. The traits of an American 
adolescent may be useful knowledge for a teacher, but 
they do not define the human being's stage of development,

^Page Smith, The Historian and History,
p. 120
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if by human, we mean humanity, and not a local product! 
Norman Cantor^ calls for a course in psychology for 
students of history. Such a course would seem to 
require the resources of cross cultural psychological 
theory, with descriptive analyses from a variety of 
cultures. Maslow's theory claims to be species wide. 
While not denying the efficacy of some of the psycho
analytic and behavioral techniques in the practice of 
psychology, the 'third force' seems to be more pertinent 
in the understanding and teaching of history.

1Cantor and Schneider, How to Study History.
p. 136



CHAPTER III

ATTITUDES, NORMS AND VALUES

David Fischer's distillation of Maslow's
psychological theories and his suggestion that they
are important to historical interpretation infers that
there has to be "an empirical understanding of normal
motivation, derived from the study of normal men;" he
assures us that there are "normative motivational
patterns which some individuals share with others in
some degree."^ Motivation has been defined as an
energy change within the person which is characterized

2by affective arousal and anticipatory goal reactions. 
Motivation is a process within an individual; it cannot 
be observed, only inferred. It is concerned with the 
affective or feeling level of man and as such, is in
fluenced by his attitudes and values.

In asking why a man performs a particular 
action, we have to know the circumstances that surround 
the act and influence his decisions. Maslow suggests

Icf. Chapter II, p. 15.
2Frederick J. McDonald, Educational Psychology 

(Belmont, Calif.: Wadsworth Publishing Co., 1965), p. 374.
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that man is motivated, i.e. energized to act, by the 
presence of a hierarchy of basic needs. To meet them, 
men will act in different ways; some of the activities 
are loosely called 'normal' and others appear deviant.
To arrive at an understanding of 'normality' is extremely 
important, not only in dealing with students, but also 
in understanding historical figures and movements. Such 
understanding is equally significant when trying to 
fathom the intricacies of group behavior--the motiva
tional patterns of men--and has far reaching consequences 
for both the student and teacher of history.

How can one define normality in the face of 
the enormous, if not infinite, variety of possibilities 
in man, from oriental mysticism to occidental prag
matism, from sensuality to puritanism, from cerebration 
to vegetation, on through the many other dichotomies 
in human behavior? We may, for heuristic purposes, 
reduce the possible number of ways of thinking about 
normality to the magic number of three; for convenience, 
we can look at the statistical, the cultural and the 
trans-cultural conception of normality.

Briefly, the statistical view looks at an 
empirical reality and asks, 'what is?' and 'how fre
quent?'. The statistically normal is the average,
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the mid point in a range of variations, the arith
metic or other type of mean, of a range of scores.^
The cultural refers to what is expected or desired
by the standards of a particular way of life of people

2in a particular society or sub-society. The trans- 
cultural refers to some standard or ideal which is re
lated to human potentiality, based on the nature of 
human biology, of human social conditions, regardless 
of norms of actual statistical occurrence, or the dic
tates of any particular culture or sub-cultural tradition. 
These each need to be explained in some detail.

The simplest norm to describe and apply to 
any existing situation is the statistical norm. Its 
reference is what actually exists in some given, ob
served situation at a particular point in time and 
place. This norm is the average, in whatever mathe
matically statistical method the average happens to be 
computed. Statements such as the typical Nebraskan is 
very tax conscious and conservative, whether empirically 
true or not, is couched in the language of statistical

iHenry E. Garrett, Statistics in Psychology 
and Education (New York: David McKay Company, Inc., 1966), p. 87.

2Robert Endleman, Personality and Social 
Life (New York: Random House, Inc., 1967), p. 583.
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normality. Similarly, the average American who owns 
.58 of a house, 1.4 cars, and has 2.8 children, is a 
construct of statistical normality. The average or 
typical is something susceptable of mathematical com
putation.

America is famous for its addiction to statis
tical conceptions of normality. Perhaps this is a 
canard, for it is likely that all societies are con
cerned with people being 'very much like everybody 
else,' and the penalties for standing out from the 
crowd are proverbial. Needless to say, a valid state
ment of statistical normality--"the typical Italian 
is very emotional"--can be distinguised from a pre
judiced stereotype--"all Jews are crafty money-grubbers" 
only on the basis of meticulous and technically careful 
empirical research.

In the teaching of history, generalizations 
about national and regional characteristics refer to 
statistical normality. How the majority of people 
behave or think at a particular time and place, is a 
mathematically computable fact, involving a large 
representative sampling and projective tests.^ Yet,

^Helen M. Walker and J. Lev, Statistical 
Inference (New York: Henry Holt & Co71 1953), p. 11.
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without these preliminary investigations, teachers 
may presume to generalize on the authority of text
books or authors they happen to have read. Another 
use of statistical norms can be found in the manner 
in which a teacher employs the term 'unique'. With
out reference to the general and the recurrent, how 
can he know what is, in fact, unique?^ Uniqueness is 
statistical abnormality. Any form of behavior which 
is different from that of the majority, or the mode 
or trend of the society or group under consideration, 
is statistically abnormal. Abnormality in one society 
is normality in another. Even a person who over
conforms to certain norms of a culture may be considered 
abnormal for the group within which he lives. An 
obvious example is sainthood. Though easy to derive, 
statistically normality has to be used with caution* 
the statistically normal may deviate strongly from 
the ideals of a particular culture and may contain 
elements that are called pathological.^

^Robert Stover, The Nature of Historical 
Thinking (Chapel Hill, North Carolina: The Univer
sity of North Carolina Press, 1967), pp. 17-18.

2David Kennedy, "Key Issues in the Cross- 
Cultural Study of Mental Disorders," in Studying 
Personality Cross-Culturally, ed. by Bert Kaplan 
(New York: Harper and R o w , 1961), p. 334.
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The cultural conception of normality has a 
quite different point of reference; the norms or 
ideals of a particular culture or sub-culture. 
Behaviorally, the culturally normal can be described 
as the person who conforms to the norms of his society 
and to those of the particular sub-cultures in which 
he ordinarily moves and lives. This may be further 
specified as accepting the culturally prescribed goals 
of a particular society or sub-society, and the institu
tionally prescribed means for reaching these goals.^
This is exemplified by the proverbial American who 
seeks success by hard work, ability and a crafty sen
sitivity to available legitimate opportunities. The 
culturally normal in this sense, may or may not coin
cide with the statistically normal type. Research is 
necessary to determine whether and to what extent they 
do; in order to apply generalizations of normality, 
the teacher of history would have to conduct such 
research.

Another conception of the culturally normal 
is that of the adjusted personality. A Fundamentalist

^Robert F. Berkhoffer, Jr., A Behavioral 
Approach to Historical Analysis (New York: The 
Free Press, 1969), pp. 100-104.
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from the Midwest Bible Belt could face a tornado 
because he has a self-pleasing rationale of the dis
tribution of damage, death and disaster as the will 
of God. He acts in an adjusted manner, regardless 
of how irrational his reasoning. By contrast, a 
highly obedient and disciplined child in a Summer- 
hill school is not so adjusted. The psychopathic 
personality may be highly adjusted, thus culturally 
normal, in the role of a confidence man, while a 
hysterical neurotic may be highly maladjusted in a role 
of social welfare worker. From the cultural perspec
tive of normality, abnormality would consist of deviance, 
delinquency, failure, extreme over-conformism, inno- 
vationism, withdrawal or apathy, or any kind of mal
adjustment.

What is culturally normal or abnormal in a 
particular behavior can be determined only by refer
ence to the specific values, norms and ideals of a 
culture, sub-culture or even of a particular situation 
which is historically and cross-culturally variable.
This perspective points to the possibility that a 
historical character could be highly adjusted to one 
culture or one type of occupation and, in quick suc
cession, highly maladjusted to another sub-culture
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or situation within the brief span of his own life
time. In fact, one could say that that state of 
affairs is statistically normal in the conditions of 
our modem, pluralistic and fast changing society.^

Being culturally normal or abnormal has no 
necessary relationship to being statistically normal 
or abnormal, although frequently, in given empirical 
cases, the two may go hand in hand. In many cultures, 
being just like everyone else, i.e. statistically 
normal, may carry the stigma of cultural proscription 
for failing to live up to some culturally prescribed 
ideals. This double standard has distinct elements.
The error of coalescing them into a single concept 
could prevent one from searching out the complex 
relationships between the two in a given cultural 
situation, i.e. of making an historical judgment.

In the teaching of history, quantative measure-
2ment and methods can play an important part, but 

there are some aspects of history that do not lend 
themselves readily to statistical analysis. If one 
accepts the Freudian or Behavioralist school of

^Alvin Toffler, Future Shock (New York:
Random House, Inc., 1970), p. 161.

2Renier, History. Its Purpose and Method, p. 118.
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psychological Insight, it would seem natural to accept 
Thorndike's dicta that, "If a thing exists, it exists 
in some amount and if it exists in some amount, it 
can be measured."^ What seems to be missing from this 
aphorism is that whatever is measurable is measured 
only to some degree which is conditioned, in no small 
part, by the attitudes and values of the quantifier.
For a teacher to try to be non-judgmental in discussing 
cultural norms, to avoid stigmatizing some cultures 
as better or worse than others, is extremely difficult. 
Cultural normality is essentially relative and there
fore as a criterion of behavior it is without adequate 
standards. All cultural norms have, by the fact of 
their very existence and persistence, an intrinsic 
value distinctly their own. It seems almost impossible 
for a teacher of history at the high school level to 
be able to divorce quantative sampling from the realm 
of attitudes and values. Firstly, his sampling is 
influenced by the sources he uses. Secondly, he is 
inadequately trained to differentiate between statis
tical and cultural norms. This inadequacy does not

^E.L. Thorndike, cited by L.J. Cronbach, 
Essentials of Psychological Testing (New York:
Harper and Row, 1960), p. ivl
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rest solely with teachers. When Ruth Benedict writes 
that "the early Puritans of the American colonies 
would today appear as almost psychotic,"^ there is 
more than a hint that she is not reporting relative 
conceptions of normality, but is in fact, slipping 
into a kind of judgment--clearly an evaluative one-- 
which implies some transcending standards.

It would seem that one has to formulate a 
third perspective on normality that tries to find a 
way out of the morass of cultural non-judgmentalism 
and statistical anonymity to which cultural relativism 
leads. To do this, one must have some universal 
criteria according to which behavior, personalities 
and, ultimately, culture can be evaluated in a way 
that transcends both ethnocentrism and relativism.
Such a criteria, it seems, can be found only in terms 
of a psychological theory which transcends national 
boundaries and ethnic perspectives. This system of 
insight includes criteria which would recognize the 
social dilemmas facing man in every human society and 
emphasize man's universal needs which stem from the

Ruth Benedict, "Continuities and Discon
tinuities in Cultural Conditioning," Psychiatry. 
Vol. I (May, 1938), 161-167.
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nature of man, not only as a human animal, but as a 
being with the higher needs of esteem, aesthetic 
delight and a search for knowledge. The criterion 
of such normality would be, "Can a society or an 
individual in such a society, have the means to ful
fill the basic needs of human development which in
cludes the opportunity for self-actualization?" If 
it does, it is a 'good' society, if not, it is in 
some way inadequate.

Such a broad criterion still has overtones 
of an attitudinal approach, but less so than the 
frames of reference of either Freud or Watson.

After establishing three possible criteria 
for making evaluative judgments, it seems necessary 
to refer to the major types of learning. James M.
Sawrey and Charles W. Telford have identified three 
major categories; affective, cognitive and psycho
motor.1

The psycho-motive refers to a system of 
teaching children how to co-ordinate their muscular

7movements in the performance of various tasks. This

^James M. Sawrey and Charles W. Telford, Educa
tional Psychology (Boston: Allyn and Bacon, 1964), p. 95.

^Ibid., p. 97.
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form of learning has no direct correlation with the 
teaching of history.

The cognitive factor is an information process 
in which the learner acquires, organizes, interrelates 
and interprets the data of his experience. This 
process includes labeling, forming hypotheses, evalu
ating and applying rules of transformation.^ This type 
of learning seems to have a direct application to the 
four characteristics of history described by Robin G. 
Collingwood: history is scientific, it begins by
telling what it knows; history is humanistic, it asks 
questions about things done by men at determinate 
times in the past; history is rational, it bases its 
answers on grounds of evidence; history is self revela
tory, it exists to tell man what man is by what man 

2has done.
The third ingredient in the process of learn

ing is affective learning. This type of learning con
sists of responses--expressed as positive or negative 
feelings--acquired as one evaluates the meaning of an 
idea, object, person or event in terms of the maintenance

Ifbid., p. 95.
^Robin G. Collingwood, The Idea of History 

(New York: Oxford University Press, 1956), pp. 302 ff.



and enhancement of a view of oneself and the world. 
Affective learning is of particular interest because 
people are likely to respond to ideas, objects, per
sons and events as much by what they think and feel 
about them as what they know about them. Thus, affec
tive learning--in the form of tasks, preferences, 
attitudes and values--exerts a strong influence on 
behavior. Since attitudes and values are probably the 
most representative outcome of this type of learning, 
it is essential to discuss their nature and acquisition 

An attitude is a predisposition to react 
favorably or unfavorably towards events, ideas, objects 
persons or situations. Attitudes may be thought of 
as a kind of mental set which leads one to respond 
in terms of previously acquired feelings and thoughts.
A person who is inordinately in favor of a particular 
person, place or thing may be said to exhibit bias, 
while one who is inordinately against such objects 
may be said to be prejudiced.

Pity the poor history teacher! He is a 
victim of circumstances.

Is he a modern man? Then how will he ever really 
understand the medieval man? Is he a European; 
can he ever really do justice to the world of 
Asia and Africa or even of America? Is he a white 
man; can he really understand the colored peoples
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who constitute three quarters of the human race?
Is he a Christian; can he do justice to those he 
has learned to designate as pagans or heathens?*

The picture would not be quite so forbidding 
if a teacher were to understand the full implications 
of an attitudinal approach and be able to trace the 
origins of attitudes.

There is one bias, one prejudice, one obsession 
so pervasive and so powerful that it deserves 
special consideration: nationalism. History 
which should be the most cosmopolitan of studies, 
most catholic in its sympathies, most ecumenical 
in its interests, has, in the past century and a half, become an instrument of nationalism.2

One need not be afraid of bias and prejudice in his
torical writing as long as their origins are under
stood. It should be emphasized that nationalistic 
attitudes, as well as feelings and emotions are not 
innate, but learned. Attitudes are the evaluative 
meanings acquired and generalized by an individual's 
experiences with particular objects.

Gordon Allport has identified four ways in 
which such experiences are encountered. The first

^Henry S. Commager, The Nature and Study of 
History, p. 54.

2ibid., p. 55.
-^Gordon W. Allport, "Attitudes," in Carl 

Murchison, Handbook of Social Psychology (Worcester, 
Mass.: Clark University Press, 1935), pp. 810-812.



62

is through the integration of numerous specific 
responses of a similar type into a generalized 
response pattern. An attitude is seldom the result 
of a single experience; it is usually formed through 
the accretion of experience. Through such a process, 
an attitude becomes a residuum of many repeated pro
cesses of sensation, perception and feeling. Attitude 
formation through the integration of experiences is 
exemplified in the strong positive feelings that one 
develops towards one's country through countless 
exposures to patriotic practices in the home and class
room.

A second way attitudes are formed, according 
to Allport, is through the differentiations one makes 
in an original set of attitudes which have general 
positive or negative orientations. One acquires 
attitudes by differentiation, for example, when one's 
feelings and actions towards one's country reflect a 
growing awareness of individual differences among its 
citizens in place of a general attitude towards the 
country as a whole.

A third method that attitudes are acquired is 
through traumatic experience. The sudden loss of 
confidence in one's country precipitated by a great



63

political scandal at the highest level is an example 
of a traumatically induced attitude.

The fourth attitude forming process is through 
immitation of or identification with parents, teachers 
or friends. Allport suggests, "Even before he has an 
adequate background, a child may form many intense and 
lasting attitudes toward races and professions, towards 
religion and marriage, towards foreigners and nations 
and towards mores, morality and sin."^ The acquisition 
of ready made attitudes through identification with 
others frequently occurs unconsciously. This uncon
scious acceptance of our parents', teachers' and 
peers' attitudes, is probably related to our need to 
be loved and to belong. The importance of identifi
cation in this learning is clearly revealed in a study 
of prejudice among young children by Trager and Yarro.2 
They concluded that prejudices are learned through 
adopting adult values and behavior patterns and con
forming to adult expectations as part of the process 
of growing up. If one were to subscribe to Edwin

^Ibid.. p. 811.
^Helen G. Trager and Marian R. Yarrow, They 

Learn What They Live (New York: Harper and Row, 1952), 
pp. 347-352.
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Fenton's statement that the objective of Social 
Studies is the development of good citizens,^ it 
would seem that the adoption of adult attitudes, 
consciously taught in history, would play a major role 
in socializing children.

An individual acquires some kind of evaluative 
meaning from every experience, and through time, be
comes predisposed favorably or unfavorably towards a 
myriad of objects. Often, the meanings of his ex
periences produce in him two strongly held but in
compatible attitudes. An American may find that his 
strong positive attitudes towards freedom and individu
ality conflict with his positive attitude towards con
formity. His belief in competition and free enter
prise may conflict with his equally strong belief in 
brotherly love and adherence to a golden rule. His 
positive attitude towards equality of opportunity for 
all people may conflict with his attitude towards 
home and community.

In resolving such conflicts, the individual 
may seek to sustain those attitudes that are most 
important to him, or he may seek to compromise his

^Fenton, New Social Studies, p. 25.
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attitudes in order to make them compatible with one 
another. Part of the goal of successful teaching-- 
with a psychological background--is to resolve such 
conflicts. According to Festinger,^ a person ex
periences conflict when he perceives that alternative 
choices facing him are incompatible. Having to choose 
one alternative and reject the other produces disson
ance. The amount of dissonance that still exists after 
a decision has been made is directly proportionate to 
the inconsistency in his judgments. In order to re
duce such dissonance, an individual has to re-evaluate 
his attitudes and modify them to fit the choice he has 
made. He has to be made aware of as many alternatives 
as possible so that his judgments may be made without 
violence to his value system.

A value system arises from preferences for 
something cherished or desired. It is linked to one's 
satisfactional needs, one's realizations of goals and 
purposes, and the maintenance and enhancement of one's 
self concept. A value tends to permeate the signifi
cant aspects of a person's life and is marked by degree 
of personal commitment which emerges after a period

^Leon Festinger, Theory of Cognitive Disson
ance (Stanford, Calif.: Stanford University Press, 1957).
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of reflection. Values are organized in a hierarchy 
and are manifested in their consistency of behavior. 
Values, like attitudes, orient and prepare the individ
ual to respond to his environment in predetermined ways. 
It appears that tastes, attitudes and values all con
note preferences that are desired by the person. The 
principle difference is the greater intensity character
istic of values which leads to strong personal con
victions and involvement.^

Values are acquired in the same manner as 
attitudes. The most important way is through identi
fication with significant others. A person comes 
to perceive situations in the same way his model--a 
parent, a teacher or authentic hero--perceives them.
He experiences some of these same feelings in empathy 
with the model and adopts many of the same goals, 
attitudes and values. It is natural to identify with 
persons who satisfy one's affectional and dependency 
needs. For many children, their parents, older sib
lings, aunts, uncles, coaches or youth leaders may 
serve as models for identification. For some students, 
a teacher or peer may serve as their identification

McDonald, Educational Psychology, p. 374.
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object. Whoever the model may be, many of the student's 
values will be accepted ready made through this pro
cess of identification.

Values which are acquired through strong 
emotional ties with another person may conflict with 
other values held by the individual or may be found 
invalid when tested against reality. In order to avoid 
adopting invalid or inconsistent values, a person 
would have to check all values against his own ex
perience and against objective criteria, if available.
It can be suggested, therefore, that the development 
of a consistent system of values requires also the 
differentiation and reintegration of the meanings of 
one's experience. It is this need that confronts the 
late adolescent as he seeks to achieve the important 
developmental task of crystalizing a system of values 
and developing a philosophy of life.

America is one of the most pluralistic of 
societies in the world. Its population comes from 
every segment of the globe; its religions and political 
faiths span the entire spectrum. Diverse value systems 
accompany this pluralism and teachers of history are 
well advised not to tell their students that one set 
of values underlying diverse behaviors is correct for
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everyone. Instead, history should challenge the 
student to explore the implications of life in a 
pluristic society and help provide some kind of cri
teria with which he can evaluate his judgments of 
others.^

Being aware of the shortcomings of statistical 
and cultural normality as a standard by which to judge 
mankind should not blind the teacher to the importance 
of the process of enculturation. We are all creatures 
of culture--of the accummulated ways of mankind. With
out them, we cannot be human at all for they are em
bedded in our personalities. Each particular person
ality is seasoned by the specific culture in which it 
is nurtured. While some cultures may offer great scope 
for diversity, none is likely to approach the whole 
range of human potential. Teachers of history can 
reveal to students those cultural elements that are 
universal for all mankind, those which are commonly 
experienced in a particular society and those which 
are unique. Historians, in furnishing the vast tapes
try of variegated cultures interwoven into the fabric of 
the great epochs of civilization, have provided the

^Fenton, New Social Studies, p. 18.



teacher with the possibility of exposing a student's 
mind to the enormous range of potentialities in man. 
The laudible reticence of many teachers to make judg
ments on cultural behavior patterns might be attri
buted to a reaction to the plainly propagandist writ
ings of earlier authors who carried over their own 
value systems in judging other people and other times. 
It might also be due to the training in selectivity 
that a teacher has received.

What can be learned from a psychological 
approach to the teaching of history is the distinct 
possibility of formulating a criterion of normality 
that does not fall into the Freudian trap of elevating 
the biases of one particular cultural tradition into 
the eternals of mankind.^ A criterion which avoids 
the pitfalls both of statistical normality and cul
tural relativism and poses a universalist conception

^Professor Butterfield anticipated this need 
when he wrote, "The genesis of historical events lies 
in human beings. The real birth of ideas takes place 
in human brains, the real reason why things happen is 
that human beings have vitality. Peoples' thoughts, 
desires and actions produce events. It is men who 
make history--who really do things. All interpretations 
of history must be constructed in the light of this fact.

Herbert Butterfield, History and Human Rela
tions (New York: MacMillan & Co., 1952), pp. 66-67.
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of what is normal and abnormal is the only prospect 
that can unite the scientism of the social sciences 
with the humanism of the humanities and set man in 
all his potential as the measure of his culture. Such 
a basis would form a foundation for both historical 
analysis and a critique of the present social order; 
it would bring relevance to the classroom and purpose 
to the teaching of history.

This criterion, by their own admission, is 
to be found in the works of psychology's third force, 
in the writings of Allport, Maslow and Rogers.^ It 
is derived from a view of man that emphasizes his 
universal problems, problems steming from his needs 
and resulting in the social dilemmas that face him in 
every human society. How man passes through the horns 
of the dilemma and meets his needs is a legitimate study 
for historians, but an impossible one without knowledge 
of what those needs are and of the cultural ambiguities 
which surround them. No history teacher can hope to be 
effective in arriving at the behavioral objectives of 
social studies without some knowledge of how to deal

^Salvatore R. Maddi, Personality Theories: A Comparative Analysis (Homewood, 111.: The Dorsey 
Press, 1968), pp. 272-302.
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with substantive values.^ Can such knowledge be ob
tained without a clear understanding of man's needs, 
of his cultural background and of his attitudes and 
values? It would seem not.

Can psychology teach this background of human 
behavior without reference to history? One might sur
mise that if historians study man's collective past 
and psychologists study his individual past, the two 
disciplines must be related. Unfortunately, the class
ical analysis of individual psychology takes place, 
all too frequently, outside history, and much of the 
psychoanalytic work that specifically addresses itself 
towards gaining an understanding of history ends up
either ignoring or eliminating the very object of its

2study. It is equally unfortunate that the behavior- 
ists tend to see man as nothing but the historical 
product of his instinctual drives and study his coping 
behavior in terms of present circumstances. However, 
to the extent that both historians and psychologists 
study human behavior, they have a common concern and 
shared problems in handling their subject matter.

^Morrissett, Concepts and Structures, p. 67.
2Robert J. Lifton, History and Human Survival 

(New York: Random House, Inc., 1970), p. 291.
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This concern is all the more crucial when a psycho
logical theory is based not on instincts or conflicts, 
but on man's needs, particularly the need to belong, 
to be a member of a group and to be accepted by it. 
Group identity is a part of "man's remembered past," 
and to study it without historical reflection would 
be impossible.I To teach it without psychological 
insight would pose unsurmountable problems. For the 
teacher of history faced with a class of individuals, 
willy nilly formed into a group, the psychological 
implications are paramount. He is called upon to help
his students develope inquiry skills, attitudes and

2values and to acquire knowledge. To do so, a teacher 
must set himself three behavioral objectives. He 
must insure correct attitudes that underlie the social 
process of teaching in the classroom, he must demon
strate procedural values in his subject--e.g. the test 
of evidence--and he must examine substantive values 
in the light of a universal criterion of judgment; the 
third force alone claims to have such a criterion which

Ŝ. Ratner, "The Historian's Approach to 
Psychology," Journal of the History of Ideas. 2 (1941), pp. 95-109.

2Fenton, New Social Studies, p. 11.
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evaluates both individual and group behavior. All 
this must be done in a group setting.^ To paraphrase 
Alexander Pope, the problem of the study of mankind 
is man. Any help that psychology can give the teacher 
in developing the full potential of his students should 
not be ignored.

^Beryce W. MacLennan and Naomi Felsenfeld,
Group Counseling with Adolescents (New York: Columbia 
University Press, 1968), pp. 139 ff.



CHAPTER IV

PSYCHOLOGY AND THE TEACHING OF HISTORY

At the high school level, history is what 
the teacher makes of it. His selection of content 
and method of teaching will be conditioned by his 
attitudes, training and values. The third force in 
psychology suggests that a teacher should place the 
greatest emphasis on the development of a student's 
potential, particularly the potential to be human, to 
understand self and others, to achieve basic human 
needs and to grow toward self-actualization.^ Psy
chology offers to help a teacher reach this goal through 
his approach to both content and method.

Since teaching is not a mechanical but a 
human process which occurs in school situations that 
are sometimes far from ideal, and since the goals of 
teaching may be as varied as the composition of a 
school board, decisions about content and methodology are 
fraught with danger.

There is a great deal of controversy in American

^Goble, The Psychology of Abraham Maslow. 
pp. 63 ff.
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education today. Under debate is the place of history 
in a social science department. Mark M,Krug suggests 
that most historians today would agree with the state
ment that "the historian's supreme technical virtuo
sity lies in fusing the new method of social and psy
chological analysis with his traditional story telling 
function."I Carr is of the opinion that, "Social 
scientists and historians are all engaged in different 
branches of the same study: the study of man and his 
environment. The object of study is the same--to in
crease man's understanding of, and mastery over, his 
environment.Whether historians agree or not, the 
teacher at the high school level is not allowed the
luxury of debate. History teaching is part of a social

3studies program.
The National Council for Social Studies has 

emphasized in its publications that the ultimate goal 
of education is the development of desirable socio-civic

^Krug, History and the Social Sciences.
p. 42.

2Edward H. Carr, What is History? (New York: 
Alfred A. Knopf, 1962), p. ill.

3Dr. Norman Sorensen, Curriculum Director of 
Omaha Public Schools, informed the writer that all 
teachers of history in Nebraska State schools come 
under the Social Studies Department.
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behavior and the dedication of youth to a democratic 
society.^ How such goals were developed can be seen 
in Henry Commager's historical perspective of educa
tional aims.

From the beginning, education has had a very 
special, and a very heavy, task to perform.
Democracy could not work without an enlightened 
electorate. The various states and regions could 
not achieve unity without a sentiment of national
ism. The nation could not absorb tens of millions 
of immigrants from all parts of the globe without 
rapid and effective Americanization. Economic and 
social distinctions and privileges, severe enough 
to corrode democracy itself, had to be fought. To 
our schools went the momentous responsibility of 
inspiring people to pledge and hold allegiance to 
the historic principles of democracy, nationalism, Americanism, egalitarianism.2

The objectives of teaching history --attitudes 
and values, inquiry skills, the knowledge of selected 
content--can be shaped to include education for citizen
ship. A good citizen must hold appropriate attitudes 
and values: he should want to participate actively and 
responsibly in the political process. He should believe

^Lawrence Senesh, "Organizing a Curriculum 
Around Social Science Concepts," in Concepts and 
Structures in the New Social Science Curricula, ed. 
by Morrissett, p. 21.

2Henry S. Commager, "Our Schools Have Kept 
Us Free," in Views on American Schooling ed. by 
Lawrence D. Haskew and Jonathon C. McLendon (Chicago: 
Scott, Foresman & Co., 1961), pp. 128 ff.

^Cf. Chapter I, pp. 13-14.
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in the dignity of the individual and listen to all 
sides of an argument. He ought to have obtained the 
inquiry skills essential to analyze speeches and party 
platforms and to recognize generalizations which depart 
from facts. Finally, he should know about the growth 
and development of American political systems in order 
to play an effective role in politics.^

Meeting the objectives of his own field helps 
the history teacher accomodate himself to the primary 
aims of social studies: "The consideration of the 
individual's membership in a variety of groups--home, 
school, neighborhood, community, state, nation, the 
world--and the attributes required of both the individ
ual and the group, for effective living in a democracy."2 
An historian may demand much more, the teacher has to 
be satisfied with less.

The content of the courses to be taught is 
carefully circumscribed by the broader aims of the 
department, but within these limits, the teacher may 
have the latitude of selection. While it is true that

^Fenton. The New Social Studies, p. 25.
2Frank J. Estvan, Social Studies in a Changing 

World (New York: Harcourt, Brace and World, Inc., 1968) 
p. 35.
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school boards very often prescribe textbooks, a wise 
teacher knows that no one book satisfies the needs of 
every student. Content can be shaped and sources can 
be found which illustrate the basic needs of mankind 
so that the individual may set his own background in 
perspective, e.g., a study of parent-child relationships 
in the past would serve to highlight the safety and 
belonging needs described by Maslow.

Another criterion for selection is 'relevance'.! 
Content has to pertain to a student's apperception; he 
has the desire to know and understand, but he can only 
begin from what he knows now and proceed to the unknown.
In this sense, the content of a history course should 
help a student understand contemporary problems.

The last criterion for selection would stress 
the humanistic goals of history. It would take into 
account the aesthetic needs of the student and be part 
of the process of self-actualization--i.e.. help the 
student to become everything he is capable of. To ful
fill such needs, a person should know the heritage of 
his own society; he should study the cultures of ancient

^Etymologically, 'relevant' means 'pertaining to'. 
The content of a history lesson must pertain to both the 
purpose of the course and the needs of the students. 
Relevance has nothing to do with 'being up to date'.
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Greece, Elizabethan England and other cultural land
marks of the western world.^ Further, in the most 
optimistic reading of contemporary history, it can be 
said that we have reached a stage at which it has be
come necessary for the self-actualizing man to extend 
the dimensions of his loyalty to the entire human race; 
the concept of education itself must be one which lo
cates intellectual man in the entire universe. "To 
enjoy the luxury of defining one's nation, one's society, 
or one's self in terms of pride of ancestry, social 
superiority or power of destruction is not only supremely 
dangerous to the survival of the race, but intellectually 
and socially o b s o l e t e . E v e n  for the realization of 
good citizenship, world history is essential.

We may look for a training in democracy, but we can
not hope to find a true basis for it unless we take 
into account more than the history of our own coun
try. Much of the history of modern western society 
is the history, not of continuity, but of the dis
location of traditional values...a situation productive 
of tension because of the moral conflicts involved.3

^Fenton, The New Social Studies, p. 21.
^William McNeill, "World History in the Schools," 

in New Movements in the Study and Teaching of History ed. by Martin Ballard, (Bloomington, Indiana: Indiana Uni- 
versity Press, 1970), pp. 16-25.

3Robert Merton and Robert Nisbet, Contemporary 
Social Problems (New York: Harcourt, Brace and World, 
Inc., 1961), pp. 17-18.
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A transcultural view based on a species wide criterion 
of human needs could help both to understand and 
alleviate such tensions.

As part of a teacher's cultural heritage, one 
could expect him to subscribe to these goals of learn
ing:^ recognition of the dignity and worth of each 
individual; promotion of group welfare; belief in a 
rational process. The history teacher would have no 
difficulty in demonstrating, by rational process, how 
people can effectively participate in a democratic form 
of government. He would not be hard pressed to exemp
lify that freedom of speech facilitates public examination 
of ideas and actions. He might have some difficulty, 
however, expressing his belief in the dignity and worth 
of all individuals without an adequate appreciation of 
the diversity of cultures, and a realization of man's 
basic needs. The teacher of history needs criteria of 
evaluation that transcend his own attitudes and values 
and for this, psychology must come to his aid.

Group welfare is promoted by an appreciation 
of a nation's past, as well as by an understanding of 
group dynamics. Here, history and psychology go hand

^Norman Woelfel, Educational Goals for Americans 
(Washington, D.C.: Public Affairs Press. 1962), passim.



in hand in providing data from which a student can 
arrive at a reasonable judgment about life. History 
can teach the space-time perspective, evaluate authen
ticity of sources and recount the attitudes and values 
of times past. Psychology can help the student weigh 
values and judgments, to appreciate the attitudes of 
others and formulate those criteria by which sound 
evaluations are made. To try to realize the goals of 
teaching a democratic way of life without a practical 
group experience in a classroom setting is, at best, 
an academic exercise and, at worst, leaves the teacher 
a prey to the accusations of inconsistency and irrele
vance.

The classroom as a group situation is only
beginning to be explored in American Education.

Group forces, latent or active in every class, have 
either never been released or never been adequately 
understood. As a result, needless struggles take 
place between teachers and students and desirable 
learning goals are not realized.1

A group is not a simple aggragate of people, but a
dynamic entity; it is composed of a number of people
who come together for a common purpose and in order
to function, its members must communicate and interact

Ĉ. Gratton Kemp, Perspectives on the Group 
Process (Boston: Houghton Mifflin Co., 1970), p. 74.

81
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with one another.^
Teaching methods are as varied as the person

alities of the teachers, but a broad distinction would 
designate some as Directive and others as Non-Directive. 
The former render themselves the key to class action, 
remaining the focus of attention, keeping inter-class 
communication at a minimum, unless it be through them 
and reflective of their wishes. With interaction kept 
at a minimum, the use of the Directive method renders 
the transformation of an aggragate into a group--dynamic 
entity--impossible. The Non-Directive teachers have 
for their goals the personal needs of the individuals 
and social co-operation in the acquisition of k n o w l e d g e :^  

they provide the atmosphere in which groups can function.
To use group techniques in teaching, without 

the psychological insights of group dynamics, generally 
ends in frustration or chaos. Maslow has warned us 
that:

Closely related to the motivation of individuals 
are the environmental conditions. Conditions that 
are pre-requisite to basic need satisfaction are 
freedom to speak; freedom to act without causing

^MacLennan and Felsenfeld, Group Counseling 
with Adolescents, p. 8.

2Haskew and McLendon, Views on American 
Schooling, p. 53.
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injury to others; freedom to defend oneself, justice, 
honesty, fairness and order.1

For an adolescent, these freedoms must not only be
present but they must be seen to be present. In a
Non-Directive setting, it is possible to set up a group
learning situation in which democracy can be both
practised and preached!

It is not the overall aim of a social studies 
program, however, that prompts the suggestion that the 
group process be an integral part of the teaching of 
history, it is the basic need of adolescents to 'belong'. 
"Peer acceptance brings about self-esteem and a feeling 
of being safe, encourages curiosity and is a prelude 
to a discovery of beauty in persons, places and things."
A need so fundamental can form a basis for the teaching 
of that kind of history which Robert Stover has described 
as "a progressive revelation of what might be called the 
nature of man, or, more precisely, the way in which we, as 
human beings, look upon the world and our activities in it. ..3

Maslow, cited in Gobel, The Psychology of 
Abraham Maslow, p. 43.

2Maslow, Motivation and Personality, p. 71.
3Robert Stover, The Nature of Historical 

Thinking (Chapel Hill, North Carolina: The University 
of North Carolina Press, 1967), p. xiv.
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Selection of content and lesson plans required 
in a formal classroom setting are just as important in 
a group situation, but a teacher's preparation has even 
more basic requirements. There has to be an examination 
of his own attitudes and values in order to discover 
any inconsistencies.^ Much of a history teacher's 
work is concerned with affective learning. In the group 
process, his function is to help present his students 
with a value system, serve as a role model, help them
identify their goals and teach them how to keep to the

2task at hand. His activities will include helping the 
group establish its limits and structure, within which 
they can take maximum responsibility, assigning tasks, 
seeing to it that the ground rules are kept and evalu
ating the students' efforts.

Since a group is a dynamic entity which does 
not start fully developed, the teacher has to provide 
a climate for growth. The immediate environment will 
influence performance. The classroom setting should 
be one in which communication and interaction are 
facilitated. It is suggested that, wherever possible,

Icf. Chapter III, pp. 58 ff.
2MacLennan and Felsenfeld, Group Counseling 

with Adolescents, p. 23.
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the circular arrangement be employed. In large classes, 
the students should be divided into small groups for 
the amount of communication is directly proportionate 
to the number of its members.

After provision of a conducive physical setting-- 
which should not neglect such items as charts, pictures, 
maps and the other appurtenances of a good history class- 
room--the teacher's first task is the initiation of the 
group process. He cannot begin to function as a leader 
unless he is open and honest about the aims of the group. 
He should commence with an investigation into the atti
tudes and values of the class. He could, for example, 
introduce the subject matter by a presentation of 
source material. If the topic were the causes of the 
Civil War, he might present the views of Henry Wilson 
and Jefferson Davis. Here are two men with diametrically 
opposed convictions. How did they arrive at their 
opinions and what are the views of the group members?
This initial foray into the use of sources will pro
vide sufficient ground for an examination of attitudes 
and values, the student's as well as the subjects'.

For the group to endure, it must be able to 
hold its member's attention. An excellent stimulus 
for this is the use of a project which demands the
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co-operation of all. One such activity would be an 
inquiry into the views of some important Civil War 
historians. The teacher migh summarize some view-
points:^

James Ford Rhodes: Slavery is the single cause.
Charles Beard: An economic conflict between 

an agrarian South and an indust 
rially expanding North.

James G. Randall: The central cause, a blunder
ing generation.

Avery Craven: Civil War was not inevitable; 
it came because of the extreme 
pressures of Northern aboli
tionists and Southern fire- 
eaters.

Bernard De Voto: A moral struggle for the very 
soul of American democracy.

The project would require not only knowledge of the 
views, but knowledge of the writers' biography. In 
addition to imparting knowledge, the purpose of the 
project would be to encourage co-operation between the 
students and thus produce group cohesion. It should do 
more; each member would be given the opportunity of 
contributing to the discussion and his own views would 
be aired.

It is at this juncture that a teacher's

p. 194
Ixrug, History and the Social Sciences.
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knowledge of psychology becomes more important than 
his knowledge of history. The group has begun, the 
members, hopefully, are interested and active--they 
are communicating and interacting and there are signs 
of cohesion. That is too good to be true! Differences 
of opinion may lead to non-participation by some mem
bers; competition for attention or control is bound 
to arise; the students may assume roles--often to draw 
attention to themselves--the clown, the bully, the 
know-it-all, and individual resistance to group pressure 
can be destructive to the whole setting. The teacher 
has to be able to recognize resistance for what it 
really is. Some students resort to silence, others 
to argument or even fighting; there can be monopolizing 
or vacilating, demanding aid or over-eager helping, 
boasting or withholding--the list is almost endless. 
These are very natural defense mechanisms for an adoles
cent, evidence of his lack of security and immaturity.
It is here that the teacher must recognize the needs 
of each member, have the ability to draw them out into 
the open and resolve them. There are a variety of ways 
in which this can be done, but in the context of a his
tory lesson and with knowledge of how attitudes are 
formed, a history teacher could turn to the biographical
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approach. Historical figures also have their defense 
mechanisms; McClellan's love of display that hid his 
insecurity and Andrew Jackson's early immitation of 
Southern gentlemen to cover up his.^ It is important 
for young people to recognize that their emotional 
needs are shared by many and that their behavior is 
normal, even if at times objectionable!

In addition to individual non-co-operation, 
a teacher may find himself faced with group resistance 
in which students combine to employ verbal or non-ver
bal diversionary tactics. They can set up cliques, 
unite against the teacher in disruptive behavior or be 
incessantly irrelevant in their contributions. All 
this has to be expected, recognized and resolved. 
Resolution will be as multifaceted as the cause. In 
an historical context, and using the premise that atti
tudes can be changed in the same manner as they are 
formed, the teacher can exemplify classroom behavior 
by reference to group dynamics in the past. The belli
gérants in the Civil War were opposing groups. What 
were the discernible reasons for this opposition? Why 
did Congress appear to be so vehement in its opposition

^Edward Nicholas, The Hours and the Ages (New 
York: Kennikat Press, 1969), p. 128.
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to President Johnson's idea of Reconstruction? From 
the broader viewpoint of vested interest, idealism, 
personality conflicts or just plain ignorance, many 
practical lessons can be drawn.

It must be stressed that in a group process, 
it is not necessary to have a laissez faire situation 
in which the teacher is passive, indifferent and non- 
helpful and where the students are aggressive, non
productive and anarchic. On the contrary, the teacher 
has to be extremely attentive to the needs of all the 
students, listening to their contributions, observant 
of their behavior and ever ready with clarification 
and guidance. It is his goal to develop the potenti
alities of the students so that they may become more 
capable of self direction and free from over depen
dence on his own skills and insights. Yet, he recog
nizes that there are limitations to the method he 
employs, limits set by the nature of a classroom 
situation and by the personalities of himself and his 
students.

Not all teachers will be capable of utilizing 
group processes in the same way or with the same degree 
of success. What should be evident, however, is that 
the more one knows about the psychological dynamics of
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a class situation, the better chance one has of 
harnessing its latent forces into a cohesive, productive 
group. Recent evaluations of such teaching methods in
dicate that the students self perceptions change their 
behavior, that Non-Directive teaching makes plausible 
the growth of students towards their ideal-selves and 
that students try out their new roles in other situ
ations. As opposed to students in more directive class
rooms, these students learn more, show more objective 
attitudes towards others and demonstrate more insight. 
There is greater acceptance and respect for others 
following an experience in which the students themselves 
have been accepted and respected.^

History is particularly suited to the group 
method of instruction.

The value of history is, indeed, not scientific, but moral; by liberalizing the mind, by deepening 
the sympathies, by fortifying the will, it enables 
us to control, not society, but ourselves; it pre
pares us to live more humanely in the present, and 
to meet rather than to foretell, the f u t u r e .2

Carl Becker's grandiose ideals need not be the impossible

John D. McNeil, "Towards an Appreciation of 
Teaching Methods," National Journal of Education. 
(April, 1969), 38-45.

2Carl Becker, cited by Krug, History and the 
Social Sciences, p. 18.
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dream, if the training of the history teacher were 
to include more than rudimentary psychological in
sights.

Such training, it is suggested, should include 
a systematic study of human needs, not those of paroch
ial man, but of mankind. In studying human personality, 
a history teacher should be exposed to the uses and 
limitations of the methodology of the social sciences,! 
and have a good grasp of the concept of normality. He 
will appreciate that, in any society, the training of 
youth to behave in accordance with its culture is a 
vital part of self-perpetuation, but he will view with 
caution society's penchant for labeling as sick and 
deviant those who do not conform.

A study of both history and psychology should 
make a teacher keenly aware of the importance of the 
group process. The actualization of an individual's 
potential is hastened by the fulfillment of his need 
for self respect and affection which he can find in 
his 'group'. The study of group processes not only 
facilitates the transformation of a class into a dynamic

^Louis Gottschalk, ed., Generalization in 
the Writing of History (Chicago: University of Chicago 
Pressj 1963)7 pp. vi-viii.
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entity, it also provides insights into the behavior of 
historical subjects.

Group methods easily absorb all the refine
ments of teaching techniques,^ for they are based on 
reality, not the artificial setting of a classroom; 
life is the learning process. Using group dynamics, 
a teacher need not be afraid of a judgmental approach 
to his subject.

The concept of the reality world, and particularly 
of a group reality world, provides a sound explana
tion of why other men voluntarily embrace what we 
consider wrong. It is improper to demand that an 
historian be or pretend to be indifferent to tyranny,
corruption, slavery and similar behaviors--It is
highly proper that he recognize what seems to be slavery in his world, may, in another, appear to be security.2

Evaluation of such diversity will be all the easier 
with a sound grasp of the psychology of attitudes and 
values and the awareness of man's basic needs.

A psychological training will convince a 
history teacher that:

The safeguard against bias in history is not to 
indulge in useless resolutions to be free of bias, 
but rather to be able to explore one's preconceptions.

Ĥ. Perkins, Human Development and Learning.
pp. 582 ff.

2Warren B. Walsh, Perspectives and Patterns: Discourses on History (Syracuse, N.Y.: Syracuse Uni- 
versity Press, 1962), p. 100.
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to make them explicit, to consider alternatives 
and thus to multiply the number of hypotheses 
available for the apprehension of historical 
significance.1

In a psychological approach to the teaching of his
tory, the very first requirement is the recognition 
of one's own value system and of the attitudes that 
accompany it. These are to be tested against the 
criteria of basic human needs.

Acquaintance with this concept of trans- 
cultural normality, together with awareness of his
torical perspective, will urge the teacher to guide 
his group beyond the narrow goals of the social studies 
curricula towards better international understanding. 
The training of history teachers, according to Perkins, 
must take into account the practical problems that con
front the world today. In his preparation, the future 
teacher must be exposed to "the larger aspects of his
tory and the broader (global) interpretations out of

7which the deeper values of history may be drawn."
An intelligent teacher is aware that all history

^Morris R. Cohen, The Meaning of Human His
tory (La Salle, Illinois: Open Court Publishing Corp., 
1347), p. 80.

2Dexter Perkins and John L Snell, The Educa
tion of Historians in the United States (New York: 
McGraw-Hill Book Co., Inc., 1962), p. 4.



94

is in a sense contemporary history because every 
historian writes about the past from his own par
ticular point of view and values, and can and should 
use the differing interpretations of historians of 
past events to suggest to students alternate anal
yses of contemporary problems.I

Third force psychology, with its insistence that atti
tudes and values be measured against human needs, seems 
to present an added tool for the teacher's comprehen
sion and explanation of this diversity.

"Every society has its own characteristic 
toward the past. This time-bias is clearly reflected 
in the way society prepares its young for adulthood."2 
The school systems have their goals, with which his
torians may disagree, but the psychologist will quarrel 
with neither as long as basic human needs are recog
nized and met. The teacher of history is required to 
meld into a viable teaching method the wisdom of the 
past with the concerns of the present. How he can do 
so without the insights of psychology has not been 
explained. The attempt has been made to demonstrate 
that history, no matter how defined, can benefit from 
the investigations into human thought and behavior 
provided by the psychology of Abraham Maslow. If

iRrug, History and the Social Sciences, p. 36.
^Toffler, Future Shock, p. 354.
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history in the high schools is what the teacher makes 
of it, why should he not make it contributory to his 
students' self-actualization?

Suggestions have been made as to how a teacher 
of history in a high school social studies department 
can combine the educational aims of the third force 
with the goals of history, the needs of students and 
the requirements of his department. No claim has been 
made for psychology as the basis for all social sciences;! 
it is content to be an ancilliary discipline to studies 
concerned with human behavior. It is possible for a 
teacher of history to be successful without the aid 
of psychology--both possible and difficult. The hand
maiden is seldom recognized, but her absence is in
variably noticed.

"Social studies concerns itself with that por
tion of the social sciences used by the school for in
structional purposes. It can be viewed as an attempt 
to achieve a synthesis of what is known about human 
relationships.It cannot claim to teach everything 
about human behavior and social institutions. Never-

!karl P. Popper, The Poverty of Historicism 
(New York: Harper and Rowl 1961), pi 158.

^Estvan, Social Studies in a Changing World, p. 32.
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the-less, there is the expectation that a social 
studies program will include most of the key ideas of 
the major disciplines. Unfortunately, the very breadth 
of knowledge required is beyond the ken of the average 
teacher. What has been suggested in this paper is that 
"one of the most common and traditional school offerings 
in the social area, history, no longer serves to ex
plain fully (sic) man and his increasingly complex re
lationships in his rapidly changing world.

That history, with the added dimension of 
Maslow's psychological insight, would be in a better 
position to meet the goals of a social studies program, 
has been the burden of this thesis. Prior reference 
to psychology in social studies curricula has always 
been to the neo-Freudian or Behavioralist approach. 
Nowhere in the pertinent literature has the third 
school of psychology been acknowledged as a force that 
can integrate the fields of history and psychology 
and present solutions to the problems of interdisciplin
ary teaching. Maslow's theories are less than twenty 
years old, and their integration with historical

^Richard E. Gross and William V. Badger,
"Social Studies," in Encylopedia of Educational Re
search. ed. by Chester W. Harris (New York: MacMillan 
and Co., 1962), p. 1297,
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methodology has not yet been tried at the high school 
level. That such a fusion would be beneficial to 
teacher and student alike can only be demonstrated 
in practice, but, for the faint-hearted, experto crede! 
The rationale for such an approach has been presented, 
the application is in the hands of any teacher who 
considers that history can be a major force in the 
socialization and education of the young.



BIBLIOGRAPHICAL ESSAY

What Is History?
History may not be 'one damn thing after 

another' but a bibliography certainly is!
In trying to arrive at a consensus of how 

American historians approach their field of inquiry, 
four major sources were used. Two were comparative 
studies which contrasted the concepts of history 
in the United States with overviews of the same study 
in Europe. Trends in historical research and writing 
since World War II are outlined in The New History, 
Walter Laqueur and George L. Mosse, ed. The con
tributors on American historical study are J.H. Hexter
and A.G. Bogue. The former discusses a Statistical 

approach to historical data. While acknowledging the 
importance of such an application and its shortcomings 
in dealing with periods where statistical data are un
reliable, Hexter mak.es no mention of the limitations 
inherent in the concept of statistical normality as 
applied to a species wide view of human nature.

Bogue gives considerable space to the influence 
of the Social Science Research Council on the writing 
of history and is aware of the difficulty of finding
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adequate quantifiable data in historical research.
He outlines the work of several present day historians 
who subscribe to the Behaviorist school and suggests 
that their methods are full of promise. Nowhere, how
ever, does he recognize the existence of any third 
force psychologists or the part they might play in 
historical insight.

Boyd Shafer, the editor of Historical Study 
in the West, encapsulates the growth of American his
torical approaches in two chapters of this book. He 
suggests, following Gottschalk, that the profession 
has need for all kinds of historians, whether they be 
narrative, analytical, quantative, behavioral or nomo
thetic. He provides an excellent description of the 
background and training of historians in the United 
States, i*ut seems unwilling, or unable, to draw all the 
conclusions about the cultural limitations that follow 
from this analysis. He suggests that the very prag
matic nature of American culture and the failure of 
educational administrators to understand the value of 
research leave the historian in a poor bargaining 
position when dealing with school authorities. What 
he does not do is suggest the possibility of accomo
dation or compromise.
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Shafer's outline prompted the reading of 
Perkins and Snell, The Education of Historians in the 
United States. From the array of charts and graphs 
displayed by the authors, it was possible to gather 
that almost two-thirds of all history majors have 
never studied economics, half had never read psychology 
and a third, no philosophy. Inspite of recommendations 
that undergraduates be given a broad preparation in 
the social sciences, there is no suggestion that his
tory teachers in secondary schools be requested to 
learn anything about themselves or the students they 
are to teach.

It was more rewarding to read, How to Study 
History by Cantor and Schneider. After commiting the 
student to excellence and giving him an excursion into 
the sources and methodology of historical research, the 
authors spend a considerable time discussing the pre
paration he needs. Among other conclusions, any his
torian, no matter what his field, will need some grasp 
of the rudiments of psychology. History ultimately 
concerns people and what they have done; one cannot 
avoid interpretations that include consideration of the 
views on the nature of man that modern psychology has 
provided.
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What is Psychology?
Apart from using the works of Maslow, Allport 

and Rogers, quoted at length in the text, it seemed 
important to ascertain how other schools of psychology 
were viewed by the professional historians. A very 
negative point of view was presented by Page Smith in 
The Historian and History. It is his considered opinion 
that the inadequacies of scientific psychology make it 
inevitable that common sense plays a larger part in 
the diagnosis of facts than does psychology. After 
considering the works of the Freudian psychologists 
in the writing of history, Smith remains unimpressed, 
although he does suggest that, with a better knowledge 
of history, their works might have been more palatable.

From the point of view of a practising Psycho
historian, R. Lifton also acknowledges the limitations 
of the Behaviorists and Freudians in the writing of 
history. History and Human Survival, a book in which 
Lifton spells out what a Psycho-historian is, suffers 
from the very limitations the author professes to 
expose. He deliberately forces human behavior patterns 
into the categories of Freudian analysis, and emerges 
triumphantly pessimistic.

G. Renier, History: Its Purpose and Method.
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betrays a cautious optimism about the use of psy
chology in the understanding of history. He acknow
ledges that in judging human behavior, we sometimes 
begin with introspection that is at once unsystematic 
and prejudiced. A trained psychologist can help us 
avoid many pitfalls, but even such a resource is cul
turally neutralized by our own attitudes and values as 
well as by the cultural patterns of the psychologist.

The only reference that could be found that 
linked Maslow with history was in Fischer's chapter 
on "Fallacies of Motivation? in his Historians' Falla
cies. He does not presume to have the expertise to 
judge the correctness of Maslow's theories, but makes 
the suggestion that they could form the basis for an 
interdisciplinary flow of fact and theory which would 
benefit psychology and history alike. Most writings 
about these two disciplines seem to have suffered from 
over-generalizations. Neither psychologists nor his
torians can be classified rigorously into hard and 
fast schools, and both have the limitations imposed 
on them by their training and cultural backgrounds. 
Attitudes. Norms and Values.

In order to ascertain something about cultural 
background, it was necessary to inquire into the three
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divisions of normality and the attitudes and values 
that accompany them.

Allport's, The Person in Psychology, is a 
classical description of the acquisition of attitudes 
and values. He spends considerable time demonstrating 
how, from his contacts in the community and school, a 
child sees an extension of self which includes the 
objects, people, institutions, ideas, beliefs and 
values with which he is identified. It would be diffi
cult to disagree with his concepts and almost impossible 
to fault his impeccable research.

A most useful reference volume, that combines 
material usually found in books on child development, 
child psychology, adolescent psychology, educational 
psychology and the psychology of learning, is H. Perkins' 
Human Development and Learning. This work has ex
cellent chapters on the "Concept of Culture" and "Affec
tive Learning", as well as a great deal about learning 
theories and peer relationships. It is a critical 
analysis and presents a carefully documented chapter 
on "Teaching and the Educative Process," including 
references to cultural patterns of both student and 
teacher.

Robert Endleman, a confessed neo-Freudian,
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writes lucidly about Personality and Social Life.
He essays the difficult task of establishing cultural 
normality from a discussion of what constitutes norms 
of behavior among primitives and sophisticated western 
societies. His definition of what is 'accepted be
havior' by a descriptive comparison of different cul
tures is particularly well done and leads to another 
perspective in the teaching of history.

The World and the American Teacher by H. Taylor 
discusses the changes that have taken place in American 
society and the means that educators have taken to 
prepare their students to cope with their rapidly ex
panding world. A course in 'World History' is but one 
of the suggestions made, but it is fundamental in try
ing to arrive at a decision of transcultural normality. 
The author also suggests 'Area Studies', stressing the 
interrelation of the academic disciplines in exploring 
the history and characteristics of a given region of 
the world.
Psychology and the Teaching of History.

Interrelationship is the basis for the exis
tence of a Social Studies Department, and M. Krug, 
History and the Social Sciences, seems to be recognized 
as an authority on the subject. He is quoted freely
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in M. Ballard's transatlantic point of view. New 
Movements in the Study and Teaching of History, and 
The Teaching of History, published by the Association 
of Assistant Headmasters in English Secondary Schools. 
Krug is aware of the difference between history and 
the social sciences, but suggests how to narrow the 
gap and arrive at fruitful collaboration. As with 
many others, he seems to have no awareness of Maslow's 
existence!

Morrissett makes no apologies to historians 
in his Concepts and Structures in the New Social 
Science Curricula. For him, history is but part of 
the total pattern of educational practice, and his 
book--the proceedings of a conference on the social 
sciences--spends most of its space on Content, Processes 
and Values in the teaching of social studies. One of 
the participants at the conference was E. Fenton, whose 
own book, The New Social Studies, did much to allay 
the fears of historians by assuring them that history 
would not disappear into the quicksands of Social 
Studies. At the conference Fenton was careful to 
insure that history would remain pre-eminent in a 
Social Studies Department. These two contributions 
to social studies, while conforming to the general
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idea that history should be part of the socialization 
process of students, seem to take for granted that the 
teacher is adequately prepared to deal with the needs 
of his students.

In discussing how to meet an individual's 
needs in a classroom setting, Kemp, Perspectives on 
the Group Process, suggests that greater attention 
should be paid by teachers to the dynamics involved 
in interpersonal relations. He demonstrates how little 
is taught in educational psychology about group behavior 
and how beneficial such knowledge is to the harassed 
teacher. Supporting his conclusions, MacLennan and 
Felsenfeld, Group Counseling with Adolescents, stress 
the importance of peer acceptance and interaction 
among high school students, and enunciate the actual 
dynamics that occur in a classroom situation.

To proceed from an overview of the social 
studies program in a high school (Estvan: Social 
Studies in a Changing World) to an understanding of 
attitudes and values (McDonald: Educational Psychology) 
and on to an understanding of Maslow (Goble: The Psy
chology of Abraham Maslow), is a tortuous path. It 
is rendered more difficult when one reads Zevedei Barbu's 
Problems of Historical Psychology or investigates the
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answer to Mazlish's Riddle of History. One may try 
to follow R. J. Shafer's Guide to Historical Method, 
and read Commager's Nature and Study of History, but 
in the final analysis, the teacher of history in the 
high school is left to his own devices. Confidence 
in himself and in his ability to instruct his charges 
comes not from the number of books he has read, but 
from how he understands himself, his pupils and his 
subject. How he accomplishes this task may come 
from a realization that life, like bibliography, is 
'one damn thing after another,' and that in fulfilling 
his own potential, he can help the self-actualization 
of his students.
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