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CONCEPTIONS OF WORLD HISTORY IN THE WORLD 
HISTORY PROGRAMMES OF CANADIAN SECONDARY 

SCHOOLS: A SURVEY AND APPRAISAL 

ABSTRACT 

A programme of h i s t o r i c a l study known as 
"world h i s t o r y " i s part of the s o c i a l studies 
offerings of almost a l l the Canadian provinces. The 
purpose of t h i s inquiry i s to examine and evaluate 
the conceptions of world h i s t o r y embodied i n these 
programmes. 

Authorized textbooks and p r o v i n c i a l Department 
of Education curriculum b u l l e t i n s are the two p r i n c i 
pal sources which are examined and analyzed i n order 
to discover the organization and scope of the pro
grammes, and the inte r p r e t a t i o n s they embody. 

The recent views of English-speaking h i s t o r i e s 
on the problem of defining and wr i t i n g world h i s t o r y 
are examined as a basis for evaluation 

The conceptions of.world hi s t o r y are sum
marized and evaluated i n terms of i n t e r p r e t a t i o n and 
world perspective. Conclusions are drawn as to the 
basic weaknesses of present approaches to the formula
t i o n of world hi s t o r y programmes, and some suggestions 
are offered as to the d i r e c t i o n to be followed i f 
v i a b l e programmes are to be introduced. 
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CONCEPTIONS OF WORLD HISTORY IN THE WORLD HISTORY 

PROGRAMMES OF CANADIAN SECONDARY SCHOOLS: 

A SURVEY AND APPRAISAL 

i i 

Chairman: Professor F. Henry Johnson 

A programme of his t o r i c a l study known as "world, history" i s 

taught i n the secondary schools of a l l but one of the Canadian provinces. 

The purpose of this study was to discover and evaluate the conceptions of 

world history i n these programmes. 

Programmes were f i r s t considered i n terms of interpretation. 

Authorised textbooks and relevant provincial Department of Education 

bulletins were examined and analyzed i n order to discover the interpre

tation in. each programme. These were summarized under three headings-

Catholic histories, "progress" histories, and histories of limited i n 

terpretation—and were evaluated i n terms of their fairness, balance, 

and the degree to which they were considered to be i n touch with recent 

trends i n hi s t o r i c a l thought and scholarship. I t was concluded that the 

Catholic and "progress" histories are so biased as to be distorted, and 

that only those of limited interpretation present well-balanced accounts. 

Programmes were then considered i n the light of their world 

perspective. A study of programme revisions i n the 1960*s showed a trend 

towards a history of more universal scope than the traditional history of 

western c i v i l i z a t i o n . An analysis of a l l the programmes at present i n 

force revealed a continuum ranging from histories almost exclusively 

European to histories of universal scope. However, i n a l l the programmes, 



i i i 
whatever the geographical scope, the emphasis on Europe i s central, and 

the perspective i s European. This results from the fact that the transi

tion from European to world history has been attempted by adding non-

western history to a central structure of European. 

As a basis for the evaluation of this aspect of the programmes, 

the recent views of English-speaking historians who have interested them

selves i n the problem of defining and writing world history were examined. 

While no general agreement was found to exist as to how i t should be 

construed and written, there was unanimous agreement that i t i s not an 

aggregation or juxtaposition of histories; on the contrary, i t should 

show the interconnection of events throughout the world. 

It was concluded that the attempt to make the transition from 

European to world history by means of a process of addition of non-

western to European history runs counter to the thought of historians 

interested i n universal history; that i t results either i n a history 

which might be defined as "Europe and Its Relations'1 or i n a compilation, 

neither of which i s world history; and that the introduction of more 

material into an already generalized survey results i n a higher degree 

of generalization, a consequent loss of h i s t o r i c a l truth, and pedagogical 

d i f f i c u l t i e s arising from the inevitable increase i n the level of 

abstractions. I t i s necessary f o r curriculum-makers i n this f i e l d to 

make the distinction between European history and world history as 

different f i e l d s of study. I f the schools undertake to provide the 

students with an introduction to the present world i n the light of i t s 

historical development, the study of world history i s implied. Recent 



approaches, based on the false assumption that world history can be 

achieved by adding non-western to European history, must be abandoned, 

and replaced by histories which provide a global perspective. 
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CHAPTER I 

INTRODUCTION 

There i s , i n the secondary school c u r r i c u l a of the provinces 

across Canada, a programme generally known as "world history. 1 1 This 

programme i s not easy to define since i t varies from one province to 

another, but there are at least two common elements. Every programme 

deals with the history of western c i v i l i z a t i o n from some early time t o 

the present or f a i r l y recent past; and each includes something of the 

history of other c i v i l i z a t i o n s . 
1 

Since world history i s taught i n every province but one , and f o r 

either two or three years, t h i s means that i t i s taught to thousands of 

students each year. And from t h i s point of view alone, i t i s obviously 

an important part of the curriculum. But i t i s important i n another 

sense. Each programme presents a view of the past and of the develop

ment of the present out of the past which, i f accepted by the student, 

conditions h i s view of the present by providing a framework of fa c t s , 

ideas, and b e l i e f s about the past by means of which the present and the 

emerging future can be interpreted. For many students, perhaps the 

great majority, i t i s the only systematic study of the human past, 

broadly viewed, that they w i l l encounter i n t h e i r whole l i f e . The 

majority do not go on to further formal education, and of those who do, 

many do not pursue the study of history. In t h i s sense, then, the 

Alberta i s the only exception. See Chapter I I I . 
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schools have a monopoly i n the f i e l d of presenting students with "an 

idea of the past.™ Of course, people garner information about the past 

from many sources—books and newspapers, arguments and discussions, 

radio and t e l e v i s i o n programmes, and so f o r t h — b u t much of i t i s frag

mentary and needs f i t t i n g i n to a h i s t o r i c a l framework. The world 

histo r y programme provides such a framework, and i f successfully taught, 

i t plays an important part i n influencing attitudes and actions not 

only at the time, but l a t e r on i n l i f e . 

Recognition of the power of history to mould thought and influence 

attitudes i s universal, and can be seen i n i t s many uses: i n i t s 

systematic use for purposes of indoctrination i n t o t a l i t a r i a n states; 

i n fostering and nourishing an emerging nationalism; i n achieving 

national unity i n time of war, to mention but a few. The h i s t o r i e s 

that are used i n these circumstances may be la r g e l y mythical, f o r noth

ing i s easier than to pervert hi s t o r y . Their accuracy and truthfulness, 

however, bear no r e l a t i o n to t h e i r effectiveness i n influencing thought 

and f e e l i n g . The fact that they provide an explanation of the past i s 

the important thing. 

Not only do schools have a v i r t u a l monopoly i n the business of 

presenting large numbers of students with "an idea of the past"; f o r 

many students the world history they study i s "the idea of the past," 

not merely an interpretation, but the truth about the past. Therefore, 

i t i s important that the interpretation to which they are exposed be 

not a myth but a f a i r representation of past r e a l i t y . The importance 

of the world history programme i s indisputable, and the problem of 
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formulating programmes i s a d i f f i c u l t one. 

The word "problem™ i s used advisedly, for there does, indeed, seem 

to be a fundamental problem which has not yet been resolved i n determining 

the content of the programmes. The indeterminacy of the sit u a t i o n i s r e 

flec t e d i n the amount of revision work which has been undertaken i n the 
2 

recent past, and which i s continuing i n the present. In Canada, three 

provinces revised t h e i r programmes i n 1962: one introduced a new pro

gramme i n 1965; four provinces are at present revis i n g t h e i r programmes; 

one plans to make revisions i n the near future. Those which are being 

revised are not of long standing, the oldest dating o r i g i n a l l y from the 

la t e 194-0' s; two were revised as recently as 1956 and 1958. Furthermore, 

uncertainty i s indicated by the wide var i a t i o n i n the content of re

visions which are being adopted for use i n the schools. 

That t h i s i s not a uniquely Canadian problem i s borne out by the 

amount of experiment i n t h i s f i e l d i n the United States where a world 

history course has for many years been offered at the Grade X l e v e l . 

The kinds of new programmes devised i n the United States show even more 

d i v e r s i t y than i n Canada, and there i s a greater dis p o s i t i o n to experi

ment with new patterns of content and organization i n order to solve 

the problem of world history i n school. 

Repeated change, experiment with new approaches, the lack of 

fundamental agreement present a picture of i n s t a b i l i t y which i s an 

^Recent developments are examined i n d e t a i l i n Chapter XV, 
"Trends of Change.B 
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i n d i c a t i o n of a deep-seated and intractable problem i n t h i s area of the 

curriculum. 

B a s i c a l l y , the problem springs from the central purpose for which 

world history programmes are taught. History can be taught for many 

reasons, but there i s a central emphasis, as an examination of e x i s t i n g 
3 

statements of objectives reveals, on the teaching of world history as 

a means of introducing the student to the world i n which he l i v e s , of 

providing an understanding of the present i n the l i g h t of i t s h i s t o r i c a l 

development. This i s not to say that t h i s i s either a good or a bad 

central purpose; i t i s merely to state a fact the importance of which 

i s that as the meaning of "the present" or "the world i n which he l i v e s " 

changes s i g n i f i c a n t l y , so what i s taught i n the world history programme 

must also change. What has, i n f a c t , happened i s that the changes i n the 

world picture since World War I I have s a t i s f i e d the great majority of 

curriculum-makers that a study of the history of western c i v i l i z a t i o n , 

the t r a d i t i o n a l content, i s no longer adequate as an introduction to the 

present world. Accordingly, there has been a movement i n the d i r e c t i o n 

of a study which provides a broader world perspective. This i s the crux 

of the problem. For while there has been v i r t u a l unanimity as to the 

need of the broader view, as i s witnessed by e x i s t i n g programmes, none 

of which i s r e s t r i c t e d to a study of western c i v i l i z a t i o n , there i s a 

wide d i s p a r i t y of opinion as to how t h i s broader perspective should 

For statements of objectives f o r existing programmes see 
Appendix A. 
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be provided. 

L o g i c a l l y , i f i t i s agreed that the world today i s s i g n i f i c a n t l y 

interdependent, that i t i s one community, not necessarily for co-opera

t i o n , but i n the sense that events i n one part of the world have impor

tance f o r the whole, then a universal history i s implied as an introduc

t i o n to the present. And i t i s i n the direc t i o n of u n i v e r s a l i t y that 

world history programmes have been moving. But faced with the problem 

of selecting from the h i s t o r i e s of a l l cultures, or even the world's 

major c i v i l i z a t i o n s , those elements which could be put together to 

provide a programme universal i n scope yet s t i l l pedagogically manageable, 

the schools have found themselves having to deal with questions to which 

there seemed to be no satisfactory answers. Should a l l c i v i l i z a t i o n s be 

studied? I f so, how can t h i s be done without over-generalization to the 

degree that renders the course useless i n the classroom? Should some 

c i v i l i z a t i o n s be selected f o r study? I f so, which ones, and on what 

grounds? What weight and emphasis should be given to various c i v i l i z a 

tions? Should the history of western c i v i l i z a t i o n provide the central 

structure, or does such a Europe-centred history imply an emphasis and 

perspective which denies a universal viewpoint? In f i n e , by adopting as 

the central purpose, the introduction of the student to "the present," 

to "the world i n which he l i v e s , " the schools have found themselves, 

whether conscious of i t or not, i n the very heart of the problem of 

universal h i s t o r y . 

The p r i n c i p a l purpose of t h i s study i s to examine the problem of 

formulating world history programmes as i t i s reflected i n the ex i s t i n g 
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world history programmes of Canadian secondary schools at the present 

time. The basic question that w i l l be asked i n examining world hist o r y 

programmes w i l l be: what i s the world perspective that t h i s programme 

offers, and to what extent i s t h i s a reasonable correlate of the world 

perspective implied i n the objectives of the programme? 

But t h i s i s to consider i n d i v i d u a l programmes only i n the l i g h t of 

t h e i r own objectives. At a deeper l e v e l , i t remains to consider the 

programmes i n terms of a theory or conception of world history. Such a 

theory i s derived from the writings of contemporary historians who have 

interested themselves i n the problem of defining world history. While 

there i s by no means unanimity among these thinkers, there i s substantial 

agreement on certain points; notably, and very important, as w i l l become 

evident, on what world history i s not. For i t appears that, at bottom, 

the d i f f i c u l t i e s i n devising world history programmes, stem from a basic 

th e o r e t i c a l weakness, that i s , an assumption that world history i s to be 

achieved by adding to a central structure of European history elements 

from the h i s t o r i e s of other cultures or c i v i l i z a t i o n s . 

There i s another aspect to t h i s problem besides that of world 

perspective. This i s the question of interpretation. Each history 

offers not only a perspective, but also an explanation. Both, i n combina

t i o n , present the student with a philosophy of history, an idea of how 

things happened i n the past, and how the present developed out of the 

past. Different interpretations provide different explanations of change, 

and thus influence our general outlook on the world. The question to be 

asked here i s : what kind of an interpretation does t h i s programme off e r , 
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and how v a l i d i s i t ? 

The method of the study i s : 

1 . To discover the conception of world hist o r y i n each programme, 
to examine i t s relationship to the stated objectiveg and 
to assess the extent to which i t can serve to r e a l i z e the 
objectives. 

2 . To summarize the programmes i n terms of the interpretation they 
embody. 

3. To compare each programme revised since I960 with the programme 
i t replaced i n order to discover the changes i n the conception 
of world history the revised programme embodies. Also, by 
examining changes i n a l l programmes, to discover whether there 
are any common trends. 

U» To examine the recent writings on world history by English-
speaking historians as a basis f o r an evaluation of ex i s t i n g 
programmes. 

5. An evaluation of the conceptions of world history i n exi s t i n g 
programmes i n terms of: 

(a) interpretation 
(b) world perspective 

together with some suggestions of the di r e c t i o n to be followed 
i f viable world history programmes are to be introduced. 

The study i s accordingly organized i n three parts: 

Part I (Chapters II-XV) i s devoted to an analysis of the exi s t i n g 
programmes and recent revisions. The programme of each 
province i s f i r s t analyzed i n terms of i t s scope and 
interpretation, and considered i n the l i g h t of i t s own 
objectives. A l l the programmes are then c l a s s i f i e d 
according to the kind of interpretation they embody. 
F i n a l l y , the revisions of the 1 9 6 0 ' s are examined, 
summarized and compared. 

Part I I (Chapter XVI) i s an examination of the views of recent 
or contemporary historians on the subject of world 
history. I t includes a consideration of t h e i r thoughts 
on the need for world history as well as of t h e i r ideas 
as to how i t may be defined and written. From t h i s 
discussion certain ideas emerge which are d i r e c t l y 
relevant to the problem of formulating world history 
programmes f o r schools. These ideas are applied i n 
the evaluation of the programmes i n Part I I I . 
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Part I I I (Chapters XVII and XVIII) i s an evaluation of current 

programmes i n world history i n terms of the c r i t e r i a 
stated above, and a summary of the conclusions about 
the formulation of world hist o r y programmes to be 
drawn from the study. 

The scope of the inquiry i s thus l i m i t e d to an examination and 

appraisal of the conceptions of world history embodied i n current pro

grammes as these are reflected i n textbooks and o f f i c i a l publications. 

I t i s not concerned, except i n c i d e n t a l l y , with questions of methodology, 

nor i s i t , i n any sense, a study of actual classroom practice. 

The inquiry i t s e l f i s l i m i t e d by the materials on which i t i s 

based. These are, besides the publications of the Departments of 

Education and prescribed textbooks, communications from departmental 

o f f i c i a l s and members of rev i s i o n committees, and other books and 

materials having a bearing on the problem. Conceptions of world history 

and inferences about change are drawn from an examination of these 

materials. 

I t i s recognized that, i n some instances, substantial changes i n 

content and emphasis are made by teachers which res u l t i n s i g n i f i c a n t 

modifications of perspective and interpretation. Nevertheless, i t i s 

maintained that an analysis based on the texts and programme outlines 

may provide a useful indication of the view of the past to which many 

students are introduced. 

The study has a two-fold j u s t i f i c a t i o n . In the f i r s t place, i t 

may be of immediate p r a c t i c a l value to revision committees. I t i s 

customary for revision work to be done by committees whose members, at 

the same time, carry a normal load of work as teachers, administrators, 



9 
or professional historians. This leaves them with l i t t l e opportunity to-

become aware of what i s being done outside t h e i r own province. This study 

provides a re a d i l y accessible body of information which could be of value 

to them i n t h e i r task. Moreover, the study points to f a u l t s i n some of 

the programmes which might be worthy of the attention of revision commit

tees and other interested persons. Secondly, and of greater importance, 

the study i s an attempt to analyze and c l a r i f y the problem of formulating 

world history programmes; that i s , i t seeks to explain the nature of the 

problem, how i t developed, and how i t may be resolved. In short, i n 

describing and evaluating e x i s t i n g programmes, i t attempts to penetrate 

to the core of the deeper problem of providing world history programmes. 



CHAPTER I I 

BRITISH COLUMBIA 

World history i s taught i n B r i t i s h Columbia schools i n Grades 

V I I , X, and X l / X I I . Grade VII i s an elementary school grade, and the 

Grade VII course does not properly come within the scope of t h i s study. 

But since the courses i n world history are planned as a series, and the 

courses i n Grades X and Xl/XII have a d i r e c t connection with the Grade 

VII course, i t seems proper to mention i t . 

The world history courses are: 

Social Studies 7 (Grade V I I ) : "Our Beginnings" 
So c i a l Studies 20 (Grade X): "Man's Progress i n the Modern Age." 
History 91 (Grade XI or X I I ) : "Modern World History" 

The theme of the Grade VII course i s "the ancient o r i g i n s of our 

modern world"; i t s scope i s "the story of man's progress from p r e h i s t o r i c 

time to the early beginning on the North American Continent."* The pre

scribed textbook i s The Ancient and Medieval World by Rogers, Adams and 
2 

Brown. The content and point of view of t h i s book i s examined elsewhere. 

This i s the only course i n ancient and mediaeval history. 

The Grade X course (Social Studies 20), "Man's Progress i n the 

Modern Age" i s a history from 1500 to the present day. This i s a required 

Department of Education b u l l e t i n : Junior and High School Social 
Studies, 1958, p. 31. 

2 See the chapter on the world history programme i n Saskatchewan. 



course f o r a l l students i n Grade X. History 91» "Modern World History" 

i s an advanced elective course i n the f i e l d of modern world history 

which i s offered i n either Grade XI or Grade XII. 

The Grade X Course 

The textbook f o r the course i s : Our World; Renaissance to Modern 
3 

Times by P i a t t and Drummond. Although an attempt has been made to r e 

l a t e the text and course as closely as possible, the two are not i d e n t i 

c a l , since the text contains more material than i s considered necessary 

f o r the average Grade X class. Teachers are assisted i n the selection 

of materials from the text by page references i n the Department b u l l e t i n . 

SCOPE AND ORGANIZATION 

The course i s organized i n seven units as follows: 

Unit I . Crossing the Bridge to Modern Times 5 weeks 
Unit I I . The Struggle f o r Democracy 7 weeks 
Unit I I I . Nationalism Unites Peoples and Disrupts 3 weeks 

Empires 
Unit IV. Imperialism and New Empires 3 weeks 
Unit V. Taking Stock of Some Peaceful Progress 3 weeks 
Unit VI. Progress Threatened by Two World Wars 8 weeks 
Unit V I I . Our Times 4 weeks 

The theme of Unit I i s "the t r a n s i t i o n from medieval to modern 

times."'' The study of the Renaissance, the Age of Discovery, the Com-

3 
N. P i a t t and M. J . Drummond, Our World: Renaissance to Modern 

Times (Toronto: Ryerson Press, c. Canada, 1956). 
Department of Education b u l l e t i n , o£. c i t . , pp. 69-76. I b i d . 

p. 68. 
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mercial Revolution, and the Reformation i s undertaken—"with one idea i n 

mind; namely, to i l l u s t r a t e how man's outlook on l i f e was changed."^ The 

idea i s emphasized that "other worldliness" was dominant i n the middle 

ages, and that " t h i s type of thinking stressed that man could do l i t t l e 
7 

about changing the world or h i s place i n i t . " L i f e on earth was impor

tant only so f a r as i t was a preparation f o r the "other world." The c u l 

t u r a l , s c i e n t i f i c , economic and r e l i g i o u s changes which began about 1500 

l e d eventually to our modern world. 

"Modern times," says the text, 
means more than a time period. I t i s an attitude of mind also. 
I t s s p i r i t i s optimism, a b e l i e f that man can b u i l d a better world, 
as opposed to pessimism, the b e l i e f that man i s doomed. The attitude 
of modern times i s s c i e n t i f i c , not superstitious. I t holds a l l so
ciety responsible f o r helping the sick, the poor, and the oppressed. 
I t recognizes the r i g h t of an i n d i v i d u a l to improve himself without 
being bound by the rules of a caste system. I t stresses education 
fo r a l l . I t i s the freedom of the i n d i v i d u a l to speak f o r himself 
instead of having church and state speak for him. . . . I t i s the 
pleasure of l i v i n g comfortably here on earth, and not only looking 
forward to a better l i f e i n heaven. I t i s an allegiance to one's 
nation rather than to a feudal l o r d , and a b e l i e f that one can be 
a good c i t i z e n of the world as w e l l as of h i s country. I t i s a recog
n i t i o n that no one race, n a t i o n a l i t y , or r e l i g i o n has a monopoly on 
the talents that benefit a l l mankind. . . . 

I n t h i s period of t r a n s i t i o n to modern times, the mediaeval point 
of view and the modern point of view were i n constant c o n f l i c t . ! ;~. . 
I n f a c t , even today serious differences frequently a r i s e between the 
mediaeval-minded and those who have the s p i r i t of modern times.® 

Unit I I i s the story of the struggle to achieve democratic r i g h t s . 

I b i d . , p. 68. I b i d . , p. 69. 

'piatt and Drummond, o£. c i t . , Introduction. 
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"The theme should be the idea that these were won only by e f f o r t , struggle, 
9 

and s a c r i f i c e . " Gains made were the r e s u l t s of revolutions, which were 
10 

not only p o l i t i c a l , but also economic and s o c i a l . After consideration 

of the meaning of the term "democracy" as a form of government and as a 

way of l i f e which seeks to express the i d e a l of the worth of each i n d i 

v i d u a l regardless of race, colour, class or creed, the American, French 

and I n d u s t r i a l Revolutions are studied; and an assessment i s made of the 

contribution of each to "democratic advance."** The u n i t closes with a 

section on the r e s p o n s i b i l i t y and p r i v i l e g e s of the i n d i v i d u a l i n a 

democratic society, the purpose of which " i s to develop an appreciation 
of personal r e s p o n s i b i l i t y f o r maintaining and advancing the gains that 

..12 
have been made." 

Unit I I I takes nationalism as i t s central theme. The u n i t has 

three main purposes: " f i r s t , to explain what nationalism i s ; second, to 

show how i t has been an active force i n history not only i n Europe, but 

also i n the Americas, i n Asia, and i n A f r i c a ; and, t h i r d , to see how 
13 

nationalism influences our world of today." Selections are made from 

the history of South America to i l l u s t r a t e "the story of nationalism"; 

the influence of nationalism i n Europe after 1815 i s traced i n the h i s 

tory of Germany, I t a l y , Austria and Turkey; and i n the twentieth century 

i n Asia and A f r i c a . A summary of the u n i t aims to bring out "the two-
department b u l l e t i n , p. 70. 1 0 I b i d . 1 1 I b i d . 

1 2 I b i d . . p. 71. 1 3 I b i d . 
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f o l d aspect of nationalism, as a natural, reasonable, and constructive 
14 

s p i r i t , and as an aggressive, destructive, and dangerous force." 

Unit IV has as i t s aim "to show how imperialism caused the de

velopment of new empires and the westernization of many parts of the 

world. "*"' Imperialism i s defined, and the reasons f o r the development 

of imperialism i n the nineteenth century are studied. The empire-building 

a c t i v i t i e s of the .European nations and the westward movement i n the United 

States are then traced. Problems of imperialism i n today's world are d i s 

cussed: these include Russian expansion and the dis s o l u t i o n of the c o l o n i a l 

empires of European states. 

The purpose of Unit V i s "to show how man has made progress i n 

things of the mind and s p i r i t , " that, " i n spite of wars, revolutions, and 

economic cycles, scholars and a r t i s t s have been busy adding to man's store 

of knowledge, guiding h i s search f o r truth and r e f i n i n g h i s taste f o r 

beauty i n form, sound, and colour."*^ The meaning of classicism, romanti

cism, and realism i n the arts and l e t t e r s i s explained and exemplified i n 

the works of great a r t i s t s , w r i t e r s , composers and philosophers. A sec

t i o n i s devoted to the developments i n science from the Renaissance to 

the present time. 
The central theme of Unit VI i s "the search f o r peace and security 

i n the f i r s t h a l f of the twentieth century and the problems and d i f f i c u l -
17 

t i e s man encountered i n t h i s search." The purpose i s directed toward 
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"giving the student a background or frame of reference f o r understanding 
18 

present-day problems i n world a f f a i r s . " The u n i t begins with a con

sideration of the fundamental causes of war i n the twentieth century: 

intensive nationalism, mi l i t a r i s m , imperialism, international anarchy, 

and secret diplomacy. The u n i t i s then developed under the following 

headings: 

1. World War I 

2. The search f o r peace and security after World War I—through 
the League of Nations, regional agreements, and attempts at 
disarmament. 

3. Economic depressions tested democracies i n the West. 
4. Dictatorships challenged democracy—a Communist dictatorship i n 

Russia, a Fascist dictatorship i n I t a l y , a Nazi dictatorship i n 
Germany. 

5. Nationalism and imperialism i n the East complicate the search f o r 

peace and s e c u r i t y — I n d i a , Japan, China, the Middle East. 

6. World War I I . 

7. Assessing progress i n the search f o r peace and security. 

The l a s t u n i t , e n t i t l e d "Our Times," deals with "major world 

events and problems since the end of World War I I . " Two topics f o r study 

are the United Nations, and the Cold War, but teachers are encouraged to 

add to and modify the u n i t i n the l i g h t of international developments. 

Suggested additional topics include co l o n i a l problems, nuclear power, and 

automation. 
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The scope of the course i n time i s , then, from about 1500 to the 

present: geographically, i t expands from a European to a global scale. 

EMPHASIS AND INTERPRETATION 

Emphasis i s placed on more recent developments. Apart from the 

f i r s t u n i t , which deals mainly with events of the sixteenth century, the 

course focuses attention on the l a s t two centuries. The topics around 

which the course i s organized—democracy, nationalism, imperialism, 

progress i n the arts and sciences—are treated chronologically. The f i n a l 

two units give a world-wide view of the twentieth century. The emphasis, 

however, i s on Europe and the west. The selection of democracy, nation

alism, and imperialism as p r i n c i p a l topics around which the course i s 

organized makes t h i s inevitable since these ideas and forces originated 

i n western c i v i l i z a t i o n and t h e i r influence has radiated from i t . 

By the same token, the choice of these three ideas gives the 

course a p o l i t i c a l emphasis. The u n i t on democracy provides the oppor

tunity f o r an account of the American and French Revolutions; that on 

nationalism f o r German and I t a l i a n u n i f i c a t i o n , and the disintegration of 

the Hapsburg and Ottoman Empires; that on imperialism f o r the nineteenth 

century expansion of Europe and the United States, and the effects of ex

pansion on international r e l a t i o n s . Unit VI, "Progress Threatened by Two 

World Wars, 1914 to 1945," i s a study of p o l i t i c a l developments and i n t e r 

national r e l a t i o n s i n the twentieth century. However, other aspects are 

treated. The I n d u s t r i a l Revolution i s examined i n i t s s o c i a l as w e l l as 
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i t s p o l i t i c a l implications. Unit V i s devoted solely to "progress" i n 

the sphere of a r t , l i t e r a t u r e , and science. The s o c i a l changes brought 

about as a r e s u l t of the Great Depression are mentioned, as well as i t s 

p o l i t i c a l effects. But the emphasis, taking the course as a whole, i s 

mainly p o l i t i c a l . 

The interpretation embodied i n the history i s a buoyantly optimis

t i c view of history as progress. The textbook states i t simply i n the 

Introduction: 11. . . i n the l a s t two hundred, years, mankind has made 

more p o l i t i c a l , s o c i a l , and s c i e n t i f i c progress than i n the whole history 
1 9 

of c i v i l i z a t i o n before." The period from c. 1500 to c. 1750 i s re

garded as a time of comparatively l i t t l e change: "Picture an imaginary 

sleepyhead who f e l l asleep i n Europe i n 1500 and did not wake up u n t i l 
1750. Would he have found l i v i n g conditions very much changed? Probably 

20 

not." The period i s regarded as an age of t r a n s i t i o n between the medi

aeval and the modern world. 

A contrast i s drawn between the middle ages and modern times. The 

middle ages i s portrayed as an age of "other-worldliness," superstition, 

and changelessness. Modern times i s synonymous with science and progress. 

These points of view were i n constant c o n f l i c t , and to some extent, s t i l l 

are today f o r "even today serious differences frequently a r i s e between the 
21 

mediaeval minded and those who have the s p i r i t of modern times." 
P i a t t and Drummond, op_. c i t . , Introduction, "Ushering i n Modern 

Times." 
20T,., 21,.., I b i d . I b i d . 
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P o l i t i c a l , s o c i a l , and s c i e n t i f i c progress i n the l a s t two hundred 

years was mentioned above: s c i e n t i f i c progress speaks f o r i t s e l f . P o l i t 

i c a l progress i s to be seen i n the extension of p o l i t i c a l r i g h t s to a 

greater number of people and nations. I t i s traced through the re v o l t o f 

the Netherlands against Spain, the Puritan and Glorious Revolutions i n 

England, the American Revolution and the French Revolution. P o l i t i c a l 

progress i s a part of general s o c i a l progress, f o r with the extension of 

p o l i t i c a l r i g h t s , the i n d i v i d u a l person, especially of the lower orders 

of society, was increasingly regarded as having worth and dignity. P o l i t 

i c a l democracy i s the prelude to so c i a l and economic democracy. 

The text adopts a broad interpretation of the meaning of democracy. 

Rights of almost any kind are equated with democracy—the extension of 

education to a l l , r e l i g i o u s freedom, women's r i g h t s , the welfare of the 

sick, poor and insane, progress i n the treatment of criminals, and so on. 

This may be i m p l i c i t i n the idea of democracy as a way of l i f e "which 
22 

seeks to express a great i d e a l , the i d e a l of the worth of each person." 
But i t tends to become rid i c u l o u s when i t gives r i s e to such statements 

i n the text as: 

For thousands of years, teachers whipped t h e i r pupils even 
for t r i v i a l reasons, 

and 

Pupils were seldom given a choice of subjects. They were forced to 
memorize subject matter instead of being encouraged to think. . . . 

'Department B u l l e t i n , p. 70 . 
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The modern teacher i s not a dictator who str i k e s h i s pupils i n 
order to force them to memorize subject matter. The modern 
classroom i s a place where pupils work together democratically 
under the teacher's guidance.^3 

Having traced the struggle f o r women's suffrage, the text concludes: 

However, women have not yet won complete equality with men 
i n the eyes of the law. Moreover, many s t i l l consider females 
i n f e r i o r to males. There are, even today, those who mutter 
against women drivers, who would hesitate to go to a woman .̂ 
doctor, and who resent having a female supervisor i n business. 

Democracy becomes a st i c k with which to beat the past and g l o r i f y 

the present. I t i s a term which covers everything that i s good and 

j u s t — a n d modern. 

There i s a tendency to oversimplify the complexity of h i s t o r i c a l 

development and to d i s t o r t the view of the past by considering events i n 

terms of democracy and progress, and t h e i r opposites, autocracy and re

action or obscurantism. Thus: ". . . i t was undemocratic of Hammurabi's 

Code to punish nobles l e s s severely than ordinary people for committing 

the same offence. But i t was democratic to show concern f o r widows and 

orphans." Here, the f a l l a c y i s i n judging the actions of a past age 

i n terms of the values of the present time, and of a pa r t i c u l a r form of 

society at the present time. A similar u n h i s t o r i c a l statement i s made 

i n reference to Henry I I of England: "As we have learned, an autocratic 

mediaeval English King, Henry I I , gave a great boost to modern democracy 

by i n i t i a t i n g England's system of common law and t r i a l by jury." The 

^ P l a t t and Drummond, op_. c i t . , p. 152. ^ I b i d . 
25 26 

I b i d . . p. 87. I b i d . . p. 88. 
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truth i n t h i s statement, which surely i s that the common law and the 

jury system—but not t r i a l by jury — h a d t h e i r beginnings i n the time of 

Henry, i s distorted by the way i n which i t i s stated. The terms "auto

c r a t i c " and "democracy" are used u n h i s t o r i c a l l y . Henry I I was not an 

autocratic mediaeval king; he was a twelfth century English King, being 

a King i n the manner of a twelfth century English King. He did not give 

a "boost" to modern democracy from any but our point of view; the provi 

sions which he made for assizes and j u r i e s , to be understood properly, 

need to be considered i n the circumstances of the time. 

The dichotomous autocratic-democratic, reactionary-progressive, 

s u p e r s t i t i o u s - s c i e n t i f i c approach provides a too-simplified view of the 

past. And history passes over from knowledge to propaganda when t h i s 

approach i s used i n the writing of history. The authors of the textbook 

seem to be aware of t h i s danger when they state: 

Some writers use history for e v i l purposes. They twist the 
facts so as to s t i r up hatred for peoples of other races, other 
r e l i g i o n s , or other n a t i o n a l i t i e s . In f a c t , i t i s sometimes d i f 
f i c u l t even f o r an honest writer of history not to be biased by 
his background. Furthermore, world history i s so f u l l of facts 
that every h i s t o r i a n must make a selection of what seems most 
important. The true h i s t o r i a n seeks the truth despite a l l obstacles. 

What they might have added i s that i t i s equally i l l e g i t i m a t e to use h i s 

tory f o r good purposes, or any purpose, i f i t means "bending" the fa c t s . 

The nature of the purpose i s i r r e l e v a n t . They are correct when they 

state that the historian's function i s to seek the truth. But t h e i r 

I b i d . , Introduction 
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approach to the writing of history indicates that either they do not seek 

to do t h i s , or, that i f they do, they have such powerful preconceptions 

as to be b l i n d to the truth. 

To return to the matter of p o l i t i c a l and s o c i a l progress. In a 

broader sense, i t can mean the improvement of conditions not only within 

communities, but i n the re l a t i o n s amongst them: hence springs one of the 

d i f f i c u l t i e s of a view of hi s t o r y as progress. I t i s d i f f i c u l t to bring 

examples to bear witness to progress i n international r e l a t i o n s . One can 

point to many t h i n g s — t h e A t l a n t i c Charter, the Declaration of Human Rights, 

the work of the United Nations Organization and i t s agencies, and so f o r t h . 

But these examples of international co-operation and a higher l e v e l of 

human aspiration are not proof of advance. They may be interpreted as 

examples of the response of the nations to the necessities of a desperate 

si t u a t i o n . And certainly the Two World Wars, the Cold War, and the mass 

k i l l i n g which are hallmarks of the twentieth century present grave d i f f i 

c u l t i e s to the acceptance of a rather naive view of progress as i s em

bodied i n the statement that " i n the l a s t two hundred years, mankind has 

made more p o l i t i c a l , s o c i a l and s c i e n t i f i c progress than i n the whole 
28 

history of c i v i l i z a t i o n before." 

The course and the text meet t h i s d i f f i c u l t y by accepting the 

facts of war and destruction, and construing the present world s i t u a t i o n 

as one i n which progress i s threatened by war. The theme now changes 

I b i d . , Introduction 
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from progress to the search f o r peace and security, and the p o s s i b i l i t y 

of progress. The optimism i s retained, but not the certitude of progress. 

The f i n a l page i n the text i s headed by a question, not an assertion. 
2 9 

"The Future: 'A Golden Age of Peace and Progress? , M In t h i s 

f i n a l summing-up, progress i s not asserted, but the p o s s i b i l i t y of pro

gress i s : 
And what of the future of the entire world? Gloomy prophets are 

a l l around us. Many predict that atomic and hydrogen bombs w i l l 
destroy c i v i l i z a t i o n . Some warn that wholesale starvation faces the 
world. . . . Ours i s not the only era i n which there have been 
gloomy prophets. As we have seen, world c i v i l i z a t i o n has had i t s 
ups and downs. Nevertheless, the general d i r e c t i o n has been upward. 
Let's look again at the record: from cold barren caves to the com
f o r t s of the modern home; from smoke signals to the telephone; from 
crude nature worship to the high s p i r i t u a l and moral values of our 
great r e l i g i o n s ; from barter to banking; from the mumbo-jumbo of a 
witch doctor to modern medical science; from the primitive t r i b e to 
the United Nations . . . . 

A simple solution i s offered to the problems of c i v i l i z a t i o n i n distress: 

Perhaps the best way to prevent our c i v i l i z a t i o n from dying i s to 
make more people f e e l that they benefit from i t . Never has i t been 
easier to spread c i v i l i z a t i o n than today. Why? Because at no other 
time has i t been possible to produce and d i s t r i b u t e such a wide 
variety of goods i n such large quantities. No other period has had 
the radio, motion pictures, t e l e v i s i o n , and so many schools, l i b r a r 
i e s , and newspapers. Are we going to use our superior means of 
production, transportation, and communication for suicide or progress?-^ 

The interpretation i s one i n which world history i s viewed from a 

western viewpoint. The bulk of the content i s European histo r y , and par

t i c u l a r l y , since there i s such an emphasis on the growth of democracy, 

2 9 

I b i d . . p. 469. 
3 0 I b i d . 
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western European history. The non-western world enters the picture as 

i t i s impinged on by the west. India and China are v i r t u a l l y ignored 

u n t i l western expansion brings them into contact with Europe and the 

west. The main stream of history i s the growth of western c i v i l i z a t i o n . 

Even after they enter the h i s t o r y , non-western societies appear small be

side the west, and they are treated only insofar as t h e i r r e l a t i o n s with 

the west are important. I t i s not surprising to f i n d i n the course that 

recent developments i n the Far East are treated i n Unit VI under the 

heading: "Nationalism and Imperialism i n the East Complicate the Search 

for Peace and Security." Indeed, the study of recent world developments 

i s from a western viewpoint, the underlying question being i n effect: 

How are we i n the west affected? 

History 21 

History 91 i s an elective course i n the history of the nineteenth 

and twentieth centuries. I t i s offered i n Grade XI or Grade XII. " I t 

i s intended to provide a challenging opportunity to study at an advanced 

l e v e l the major trends and events which have shaped the course of l a t e r 

modern history and have provided the world with i t s most serious current 

problems.""^ 

The prescribed texts for the course are: "The Later Modern World," 
32 

and "The Twentieth Century and the Contemporary World," by C. F. Strong. 

31 
Department of Education b u l l e t i n : Secondary School Social Studies, I960, p. 114. 

32 C. F. Strong, The Later Modern World (Toronto: Clarke, Irwin, 
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These are intended to be used primarily as references. 

Two course outlines are set out i n the department b u l l e t i n . One 

known as Plan A i s based on a "problem approach"; the other, Plan B, i s 

organized chronologically. 

Plan A. Plan A i s organized i n eleven topics, each of which i s 

subdivided into questions or problems dealing with important aspects of 

the main topic. In the words of the b u l l e t i n : 

The problems l i s t e d have been chosen to represent the more common 
problems of the world today and to give coverage to most of the 
regions of the world. The task of the students i s to seek the cause 
of these problems and study and analyze facts and evidence which bear 
on the problems. In t h i s way, students should gain a better under
standing of the theories and movements which are shaping the course 
of the world today.33 

The eleven topics i n the course outline are: 

I . B r i t a i n , an Evolving Democracy i n a Changing World 
I I . The United States of America and I t s "Democratic 

Experiment" 
I I I . France, Traditional Centre of Western Europe 
IV. Germany, Storm-centre of the European Powers 
V. Europe, "Balkanized" or "United"? 

VI. The Soviet Union and the Communist Experiment 
VII. The Far East, One-third of the World's Peoples 

V I I I . The Afro-Asian Countries 
IX. L a t i n America, Democracy by Evolution or by Revolution? 
X. The Commonwealth, "Something New under the Sun" 

XI. World i n Transition 

Three examples might be given of the way i n which these topics are 

developed: 

3 weeks 
3 weeks 

3 weeks 
3 weeks 
3 weeks 
3 weeks 
3 weeks 
3 weeks 
2 weeks 
3 weeks 
5 weeks 

1958); The Twentieth Century and the Contemporary World (Toronto: Clarke, 
Irwin, 1958TI 

33 
Secondary School Social Studies, pp. 114-115. 
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Unit I : B r i t a i n , an Evolving Democracy i n a Changing World 

1. How can B r i t a i n maintain her economic po s i t i o n i n t e r n a l l y and 
externally? 

2. To what extent i s the B r i t i s h system of democracy s t i l l a 
useful pattern for the nations of the world? 

3. I s B r i t a i n ' s welfare programme a pattern f o r the free world 
to follow? 

4 . What changes appear to be necessary i n B r i t a i n ' s foreign 
policy i n view of the present world situation? 

Unit VI: The Soviet Union and the Communist Experiment 

1 . How has the Communist experiment changed Russia, and to what 
extent has Communism changed to su i t Russian national 
chara ct er i s t i c s ? 

2. How democratic i s the Soviet system of government? 
3. To what extent has Communism furthered or changed Russia's 

international aims? 
4 . To what extent i s the challenge of Communism being met? 

Unit VII: The Far East. One-Third of the World's Peoples 

1 . Can China maintain i t s new-found sense of independence and unity? 
2. To what extent does Communism appear to be solving China's s o c i a l 

and economic problems? 
3. Are adjustments needed i n the attitude of Western nations toward 

China? 
4 . What are the major problems facing Japan? How has she attempted 

to solve these problems? 

Geographically, the course i s global i n scope. I t does attempt to 

give coverage to most of the regions of the world. 

The scope i n time cannot be stated. This would depend on the way 

i n which the topics are treated. I t would be possible to treat some of 

them h i s t o r i c a l l y by tracing development. However, the way i n which the 

sub-topics are stated implies, i n many cases, no necessary h i s t o r i c a l ap

proach, and to attempt to treat some of the topics h i s t o r i c a l l y would be 
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impossible, or irr e l e v a n t at best. The question: "Is B r i t a i n ' s welfare 

programme a pattern for the free world to follow?" does not require an 

answer with a h i s t o r i c a l dimension. I t can be answered by finding r e 

sponses to questions such as: What i s B r i t a i n ' s welfare programme? What 

are i t s advantages and disadvantages? Do the former outweigh the l a t t e r ? 

Are conditions i n other democracies such that the advantages of a similar 

programme would outweigh the disadvantages? 

This i s not necessarily a course i n history at a l l . I t can be 

made h i s t o r i c a l , but as outlined, i t i s more accurately defined as a 

course i n contemporary world problems. I t lacks the unity of a narrative 

or interpretation which a h i s t o r i c a l treatment would require. The f i n a l 

u n i t i s an attempt to provide a focus f o r the course and to give i t a 

unity: 

This u n i t should include a drawing together of the major aspects 
of the course. The suggestions which follow should not be taken 
as indicating the complete treatment required f o r t h i s u n i t . 
They merely suggest a few of the l e s s obvious points f o r study. 

34 
Topics and questions suggested for study include: 

1. Compare and contrast the p o l i t i c a l problems faced by the League 
of Nations and the United Nations i n performing t h e i r 
functions. 

2. What factors are promoting international co-operation i n 
economic matters? 

3. To what extent have the nations of the world co-operated i n 
s c i e n t i f i c , c u l t u r a l and s o c i a l matters, and what successes 
and f a i l u r e s have been experienced? 

4. In what way are the various regional pacts and a l l i a n c e s an 
obstacle to the aims and work of the United Nations? In 
what ways a benefit? 

5» How can the apparent c o n f l i c t between nationalism and i n t e r 
nationalism be resolved? 

^ I b i d . , p. 120. 
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To bring into one focus the topics and sub-topics of the course 

i s obviously extremely d i f f i c u l t . I t does not seem possible that ques

tions such as those outlined above can perform t h i s unifying function. 

They are important and int e r e s t i n g questions but t h e i r integrating 

potential i s no greater than that of the questions and topics i n the res t 

of the course. Furthermore, they are not h i s t o r i c a l questions. S p e c i f i 

c a l l y , of the f i v e questions, above, only numbers 1 and 3 need h i s t o r i c a l 

treatment, and t h i s i s i n terms of the very recent past. A history course 

which has as i t s main purpose the study of major trends and events i n 

l a t e r modern history must be concerned with change i n time, and not only 

with the problems which are the end-product of the processes of change. 

This course s a c r i f i c e s the p r i n c i p l e of development, the study of change, 

to the i n t e r e s t i n present problems. Thus, though i t i s interesting and 

stimulating, i t does not provide a picture of the workings of the complex 

forces of change, the movement of world hist o r y , i n l a t e r modern times. 

In the attempt to achieve a global perspective and i n i t s preoccupation 

with the present, i t f a i l s to be history. 

Plan B. Plan B i s based on a topical-chronological approach. I t 

i s organized into 11 units as follows: 

I . Preview—a b r i e f survey of some of the major events of 1 week 
the eighteenth and early nineteenth centuries i n 
Europe 

I I . Major Forces Influencing the Nineteenth and Twentieth 1-2 weeks 
Century World (Nationalism, Democracy, Industrialism, 
Imperialism, Militarism) 

I I I . Reaction vs. Liberalism (1815-1850) 3-4 weeks 
IV. The Rise of Industrialism and Socialism 2-3 weeks 
V. Major Developments (1850-1914) 3 weeks 
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(Developments i n B r i t a i n , France, and U.S.A., Nation
alism i n Europe, Revival of imperialism) 

VI. Cultural Developments of the Nineteenth Century 1 week 
( S c i e n t i f i c and a r t i s t i c developments, and t h e i r 
influence on d a i l y l i v i n g ) 

VII. Rise of M i l i t a r i s m and the F i r s t World War 2 weeks 
V I I I . The Period between the Two World Wars 5 weeks 

(Internationalism and the search for security; 
National states between the wars, t o t a l i t a r i a n 
and democratic 

IX. The Second World War 2 weeks 
X. The World since 1945 7 weeks 

(The United Nations; expansion of communism; 
the search f o r security against communism; 
attempts at European u n i f i c a t i o n ; growing 
nationalism i n A f r i c a and Asia; the Cold War) 

XI. Current World Problems 4 weeks 

The scope of the course i n time i s the nineteenth and twentieth 

centuries; geographically " i t includes a l l areas of the world i n which 

events have taken place, or are taking place, which a f f e c t the world as 

a whole." 3 5 

In the suggested time allotment, there i s s l i g h t l y more emphasis 

on the twentieth century. Out of a t o t a l available time of 32 weeks, 

14 weeks are devoted to the period up to and including World War I , and 

18 weeks to the period since 1918. Eleven weeks out of the 34, approxi

mately one-third of the whole time, are used to study the period since 

1945. 

The main emphasis i s on the history of Europe and the west. The 

f i r s t eight units of the course, that i s the f i r s t 21 weeks of study, 

or approximately two-thirds of the a l l o t t e d time, are devoted almost 
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exclusively to European history. There are some references to the 

growth of nationalism i n the New World between 1815 and 1850, develop

ments i n the United States between 1850 and 1939» developments i n the 

B r i t i s h Empire and Commonwealth, the "new imperialism," and the r i s e of 

to t a l i t a r i a n i s m i n Japan. But the main emphasis i s on events and move

ments i n Europe—the study of nationalism and l i b e r a l i s m to 1850, the 

r i s e of industrialism and socialism, European c u l t u r a l developments, the 

causes of and movement to World War I , the period between the World Wars. 

With the Second World War, the course broadens out, and, as i t s 

t i t l e suggests, Unit X, "The World since 1945," takes a much wider view, 

dealing with such topics as the United Nations, the expansion of communism, 

the Cold War, and the r i s e of nationalism i n A f r i c a and Asia. 

The history has a p o l i t i c a l core. I t traces the chief p o l i t i c a l 

developments i n Europe and the west i n the nineteenth and twentieth 

centuries, both the i n t e r n a l development of the p r i n c i p a l states and the 

relationships between them. The major forces influencing the nineteenth 

and twentieth centuries are stated i n the o f f i c i a l course outline to be 

nationalism, democracy, industrialism, imperialism, and mi l i t a r i s m , which 

implies a predominantly p o l i t i c a l approach. However, s o c i a l , economic 

and c u l t u r a l aspects are not neglected. Industrialism i s studied i n i t s 

r e l a t i o n to imperialism, s o c i a l and p o l i t i c a l reform, the r i s e of socialism, 

and the a r t s . L i t e r a t u r e and the arts are treated i n some d e t a i l . Develop

ments i n science are traced and the effects of s c i e n t i f i c advance on s o c i a l , 

p o l i t i c a l , and r e l i g i o u s thought are treated i n considerable d e t a i l . Thus, 
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s o c i a l , economic and c u l t u r a l developments are treated as well as p o l i t i 

c a l ; and not i n separate channels, i s o l a t e d one from the other, but i n 

t h e i r relationships. 

The history has no one theme. "History," says the t e x t , " i s a 

continuous process of development and change. . . . Looking back into 

h i s t o r y , we can discern d i s t i n c t i v e features that seem to make one cen

tury d i f f e r e n t from the next or we can follow developments i n human 
36 

a c t i v i t y that we l i k e to c a l l progress." The features which the text 

discerns and the patterns i t traces do not necessarily imply progress. 

The author examines h i s t o r i c a l development minutely, and makes generali

zations caref u l l y . Moreover, he i s perhaps too aware of the subjective 

element i n h i s t o r i e s , of the f a c t that each history i s somebody's i n t e r 

pretation of the past, to be dogmatic i n presenting a history f o r students 

i n school: 
I f we t r i e d to examine everything that happened i n a p a r t i c u l a r 

century we should become hopelessly l o s t : but by selecting what now 
appear as the most important events we bring some order to our study 
of history. But what are the most important events? This i s ob
v i o u s l y a matter of i n d i v i d u a l choice. What i s chosen depends on 
each man's interpretation of events i n h i s t o r y , what purpose and 
pattern he sees i n them. Consequently historians often disagree. . . . 

Students are warned of the l i m i t a t i o n of t h i s text: 

Sometimes i t i s only by studying several d i f f e r e n t points of view 
that we ourselves can get a proper understanding of h i s t o r i c a l events. 
In t h i s book there i s not enough space for more than one point of 
view to be included, and so, i n reading i t , remember that i t i s not 

The Early Modern World, p. 1 1 . - " i b i d . , p. 1 2 . 
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i n i t s e l f the b e - a l l and end-all of the h i s t o r i c a l period with which 
i t deals.38 

There i s , therefore, a tentative approach to interpretation. 

Students are reminded that various interpretations of a set of events are 

possible, as for instance, i n t h i s summary of a comparison between the 

nineteenth and twentieth centuries: 

There are, of course, many other comparisons that can be made 
between the nineteenth and the twentieth centuries. The r e s u l t s 
may be interpreted as marking the progress of mankind towards a 
better l i f e or as defining the r i s e and f a l l of a p a r t i c u l a r period 
i n the history of c i v i l i z a t i o n . But, however we inte r p r e t the 
events we have studied, i t must at l e a s t be admitted that knowledge 
of history i s necessary to an understanding of the modern world, for 
the developments and changes that a f f e c t us today are always rooted 
i n the past.39 

The purpose of the author then seems to be, having decided on the 

events and developments he considers important enough to be included i n 

h i s h i s t o r y , to trace, describe and narrate without of f e r i n g large 

generalizations. Interpretation i s tentative and kept to a minimum. Or 

as i n the passage quoted above, a choice of interpretation i s indicated, 

and the student i s free to come to h i s own conclusions as to the meaning 

of events. 

The idea of world history on which the course i s based i s defined 

by the author of the text. Although, i n our own times, almost any spot 

on earth may become the scene of events of world-wide importance, the 

x^estern world s t i l l dominates t h i s wider stage, since from i t springs 

'ibid. 3 9 I b i d . . p. 382. 
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" . . . both the strongest force f o r unity and the most powerful d i v i s i v e 
40 

forces i n the contemporary world." The world i s divided by the antag-
41 

onism between "the Communist and non-Communist forms of Western culture." 

I t has been given a degree of unity by the spread of western science and 

technology, and western economic and p o l i t i c a l i n s t i t u t i o n s to the non-

European peoples. Therefore, t h i s history i s ". . . mainly about the 

recent history of the Western World, but especially about those events 
and developments i n the West which have significance today for peoples 

42 
everywhere." I t does not attempt "to portray the various non-European 
cultures which, while absorbing Western ways, are at the same time help-

43 
ing to shape our common future." Thus the histo r y of the west i s the 

centrepiece of t h i s world history. 
THE PROGRAMME AND ITS OBJECTIVES 

The programme as a whole, indeed, has the history of the west as 

i t s central theme. The Grade VII course i s a histo r y of the genesis and 

growth of European c i v i l i z a t i o n . The Grade X course and History 91 trace 

the development of western c i v i l i z a t i o n i n the modern age, and i t s impact 

on the rest of the world's societies. Though the interpretations they 

offer are d i f f e r e n t — t h e Grade X course viewing history as a progressive 

40 
C. F. Strong, The Modern World, (Toronto: Clarke, Irwin, 1962), 

p. 14. 
41 I b i d . Z f 2Tbid., pp. 14-15. ^ b i d . . p. 15. 
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development towards a more r a t i o n a l and democratic world while the History 

91 course i s a study of change which i s not necessarily progressive—the 

conception of world history i s e s s e n t i a l l y the same. European histo r y i s 

the mainstream. For the author of the Grade XI te x t , the h i s t o r i e s of 

non-western societies are not omitted because they are unimportant, but 

for reasons of space. The complex story of western c i v i l i z a t i o n has to be 

compressed into a b r i e f account already. To add to i t the h i s t o r i e s of 

other cultures would present an impossible problem. 

The chief objective of the programme i s to provide the student with 

a "clearer understanding of the world i n which we l i v e through a study of 
44 

the background and genesis of many present-day problems." The importance 

of the impact of Europe and the west on the r e s t of the world i n the modern 

era, and i t s consequent importance i n the generation of many important 

present-day probelms i s undeniable. Therefore, a hist o r y of the west, 

broadly conceited, as i n the History 91 course, can contribute to an 

understanding of the present. I t can lead the student to " r e a l i z e the 

interdependence of the peoples of the world" (Objective # 3)» "comprehend 

the f u t i l i t y and danger of modern wars" (Objective #4), and "appreciate 

the attempts at co-operation among nations i n various spheres of a c t i v i t y . " 

(Objective # 5) 

Objective # 2 raises some d i f f i c u l t i e s . I t i s to "gain some under

standing of why nations and peoples act as they do." In order for t h i s 
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aim to be r e a l i z e d , some study of various cultures i s needed. But the 

history i n the programme i s s p e c i f i c a l l y r e s t r i c t e d i n scope i n such a 

way as to exclude the non-western cultures. Therefore, while i t may lead 

to an understanding of why the nations and people of the west act as they 

do, i t cannot give much in s i g h t into the attitudes of others. 



CHAPTER I I I 

ALBERTA 

History i s not taught as a separate subject i n the High Schools 

of Alberta. Therefore, there i s no world history or general history 

course i n Alberta of the kind that exists i n the other provinces. Ele

ments of h i s t o r i c a l knowledge are used i n the Social Studies courses, but 

they are used i n conjunction with information and ideas from the s o c i a l 

sciences i n a special way, and with a special purpose which i s explained 

i n the o f f i c i a l guide: 

The d i s t i n c t i o n between history and the contemporary s o c i a l 
sciences i s of the greatest significance i n organizing and teaching 
the s o c i a l studies. The fa c t that history alone i s unable to ex
p l a i n the contemporary world was the basic cause for the emergence of 
the s o c i a l studies f i e l d , with i t s broadened in t e r e s t and current 
a p p l i c a b i l i t y . The course, therefore, while i t absorbs the time and 
much of the subject matter formerly a l l o t t e d to histo r y , geography, 
c i v i c s , sociology and economics, does not l i m i t i t s e l f i n each part, 
d i v i s i o n or u n i t to the content of any one of them. The outlook i s 
esse n t i a l l y broad and exploratory, and the course i s made up of a 
series of correlated units of study rather than conducted as a r i g i d 
sequence of lessons . . . . The nature of the study of each of the 
units i s planned to be more than geographical and more than h i s t o r i c a l . 

The content of each u n i t 

i s to be used to develop and f i x i n the minds of the students a 
small number of major understandings or generalizations . . . 
which, i f the course i s properly conducted, w i l l be permanently 
retained by the student to form a s o l i d foundation f o r further 
growth i n s o c i a l understanding.^ 

Senior High School Curriculum Guide for Social Studies 10, 20, 30; 
Department of Education, 1955> p» 6. 

^ I b i d . , p. 7. 
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I t i s i n the l i g h t of t h i s point of view that one must look at the 

h i s t o r i c a l elements i n the programme. In the Junior High School the 

courses are: 

Grade VII Development of Canadian Culture 
Grade VIII Canada, the Commonwealth and Her Neighbours 
Grade IX Canada i n the Western World 

The h i s t o r i c a l content of these courses i s "the history of Canada ( d i s 

covery, exploration, and settlement) i n some d e t a i l , with l e s s extensive 

study of the Americas; and the growth of p o l i t i c a l i n s t i t u t i o n s i n 
3 

B r i t a i n and Canada." 

More general history i s included i n the Senior High School 

courses: 
The Grade X course contains a mandatory fifteen-week u n i t (Three) 

e n t i t l e d "Our Heritage From the Past,"• and an optional four-week 
u n i t , " L i f e i n the Middle Ages." 

Grade XI Modern Background of Canadian C i v i l i z a t i o n 
Grade XII Canada i n the Modern World 

Grade X (S o c i a l Studies 10) 

Unit Three, "Our Heritage from the Past," i s divided into three 

parts. The purpose of the u n i t 

i s to provide a glimpse of what has gone before i n the story of 
mankind, a sort of summary or overview, so that we may better 
understand what we are today. Since we are concerned c h i e f l y with 
Western man, we confine the survey to those areas of early c i v i l i 
zation which affect us most d i r e c t l y , that i s , the cradle of 

Interim Senior High School Curriculum Guide for Social Studies 
10, 20, and 30 for 1964-5, p. 6. 

4 
This course was introduced i n 1964, and has no t i t l e i n the 

Curriculum Guide. 
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Western c i v i l i z a t i o n . - 7 

The three parts are: 

I . From the Beginning to the Greeks 3 weeks 
The beginnings of mankind, tentative theories. 
Some examples of early c i v i l i z a t i o n s (Mesopotamia, 
Egypt, Phoenicia, the Hebrews, Persia). 
The heritage from the early c i v i l i z a t i o n s , with emphasis 
on the developmental nature of society over a long period. 

I I . The Greeks 6 weeks 
History of the Greeks from the formative period to the 
r i s e of Macedonia. 
Everyday l i f e i n Periclean Athens. 
The heritage from Greece, with emphasis on the importance 
of ideas and the worth of man. 

I I I . The Romans 6 weeks 
History of Rome from early times to the decline of 
the Empire. 
Everyday l i f e i n Rome, at the end of the Republic, and 
at the height of the Empire. 
The heritage from Rome, with emphasis on order and 
organization. 

Unit Four (Elective A), " L i f e i n the Middle Ages," (suggested time 

four weeks) i s recommended f o r students who anticipate taking Social 

Studies 20. The purpose i s "to consider the t r a n s i t i o n a l period from the 

f a l l of Rome to the Renaissance with respect to p o l i t i c a l , economic, and 

cu l t u r a l influence on society."^ I t s three sections are: 

I . P o l i t i c a l Organization 

I I . Economic Features of the Middle Ages 

I I I . The Cultural Pattern of L i f e i n the Middle Ages 

5 I b i d . , p. 14. 6 I b i d . , p. 17. 
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Grade XI (Social Studies 20) 

Grade XII (Social Studies 30) 

In each of these years the course includes s i x unit - t o p i c s . 

In Unit I each geographic background may be taken as an example of 
a way or ways i n which the s o c i a l and economic development of a 
people has been or i s influenced by physical surroundings. Natural 
resources and resultant standards of l i v i n g are related to the 
student's impressions from contemporary and current events studies. 
Reading materials are consulted from a t o p i c a l rather than from a 
chronological standpoint. In Unit I I an economic viewpoint pre
v a i l s as the narrative accounts i n the several reference books 
concerning trade, commerce and t r a v e l are examined. In Unit I I I , 
the h i s t o r i c a l element becomes more prominent, and w i l l suggest 
present-day applications of the conclusions reached about the 
s o c i a l environment of peoples i n other times. Unit IV i s both 
h i s t o r i c a l and p o l i t i c a l , Unit V and VT s o c i o l o g i c a l i n the main 
but a l l three combine, i n the general understandings to be sought, 
d e f i n i t e conclusions from a l l f i v e of the s o c i a l sciences. 

The unit-topics for Grade XI, "Modern Background of C i v i l i z a t i o n s , " 

are: 

I . The Expansion of Habitable and Productive Areas since the 
Beginning of the Modern Age 

1. S c i e n t i f i c Thinking i n Geography i n the Renaissance 
Period 

2 . The Geography of Discovery and Colonization 
3 . The Effect of Exploration and Early Colonization upon 

the Parent C i v i l i z a t i o n 
4. Present Day D i s t r i b u t i o n of Population Contrasted with 

that at the Beginning of the Modern Period 
5. The Application to a Modern Situation of the Concepts 

Learned i n t h i s Unit 

I I . The Effect of Science on our Economic L i f e 
1. The D i s t i n c t i v e I n d u s t r i a l Character of Modern 

C i v i l i z a t i o n 
2 . The Application of Science to Industry 
3 . The Economic P r i n c i p l e s of Modern Production and 

D i s t r i b u t i o n 
4. Application to a Modern Situation of the Concepts 

Learned i n t h i s Unit 
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I I I . The Rise of Nationalism: The Expansion of European Empires 
1. The Formation of Nation-States at the Beginning of 

the Modern Age (England, France, Spain) 
2. Imperial Expansion and Colonial R i v a l r y (Economic 

Factors) (Spain, Great B r i t a i n , France) 
3 . The Concepts of Nationalism and Liberalism (Great 

B r i t a i n , France, America) 
4. Imperial Aspirations i n the Late 19th Century 
5. The Application to a Modern Situation of the Concepts 

Learned i n t h i s Unit 

IV. The Development of Parliamentary Government i n B r i t a i n and i n 
Canada: A Comparison with the Constitution of the United 
States 

V. Social Enlightenment and Reform 
1. Social Problems i n England P r i o r to the I n d u s t r i a l 

Revolution: Remedies Attempted 
2. Social Conditions Resulting from the I n d u s t r i a l 

Revolution 
3 . Enlightenment and Social Improvement 
4. The Assumption of Responsibility f o r So c i a l Reform by 

the State 

VI. The Background of Canadian Cultural and Religious Development 
1. A D e f i n i t i o n of Culture: Examples 
2. The S p i r i t of the Renaissance 
3 . The Reformation 
k. Features of Cultural and Religious L i f e i n B r i t a i n and 

Other Countries 
5. Features of Canadian and Cultural L i f e 

The Grade XII (Social Studies 30) course, "Canada i n the Modern 

World," i s organized as follows: 

I . The Influence of Geography on the Development of Canada 

I I . Canada and International Trade 

I I I . The Search f o r Security i n the Twentieth Century 
1. The Dawn of the Twentieth Century 
2. European Democracies and Dictatorship 
3 . The Search for Peace i n a Divided World 



IV. Nationalism and the Modern World 
1. The Advance of Canadian Nationalism 
2. Nationalism i n the B r i t i s h Empire and Commonwealth 
3. Recent Expression of Nationalism 

V. The Canadian C i t i z e n and His Governments 
1. The Development of Municipal Government i n Canada 
2. The Features and Functions of Municipal and School 

Corporations 
3. Some Problems of Municipal Government 
4. Some Problems of the Senior Governments 

I t can thus be seen that the use of history i n t h i s programme i s 

highly functional; that i s , elements of h i s t o r i c a l knowledge are selected 

and brought to bear on sp e c i f i c topics, or problems. Together with 

knowledge from geography, c i v i c s , sociology and economics, these elements 

are used "to explain the contemporary world." They are scattered through

out the courses so that, for the most part, h i s t o r i c a l continuity i s l o s t . 

This i s perhaps in e v i t a b l e , given the point of view on which the programme 

i s based which aims to explain the contemporary world and which finds the 

h i s t o r i c a l approach, by i t s e l f , unable to achieve t h i s aim. 

This i s not a programme i n history i n which continuity and develop

ment are traced by the study of events and personalities. I t i s not a 

general or world history course, although i t contains many of the h i s 

t o r i c a l elements which go to make up a world history course. The world 

history course, tracing a process of change through time, has continuity 

and an organic unity which i s implied i n the study of change through con

crete instances. I t s prime purpose i s to show how change came about and 

also to illuminate not only the present, which i s the r e s u l t of t h i s pro

cess of change, but the past as w e l l . The purpose of t h i s programme i s to 
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explain the present, not primarily the process by which the present came 

into existence. As Johnson says; 

History that traces development inevitably includes facts 
not d i r e c t l y related to the present. I t s fundamental question i s 
not what matters now but what mattered then. I t s primary mission 
i s to exhibit l i f e as i t was and to show what the things were that 
shaped past l i v i n g . . . . In tracing development, textbooks written 
by scholars aim at organic continuity; the functional approach 
l i m i t s development to special phases d i r e c t l y suggested by the 
present and treats them separately, assuming f o r each a s e l f -
sufficiency that renders unnecessary any general exploration of 
the past.7 

This programme i s based on such a functional approach. Elements 

of h i s t o r i c a l knowledge are introduced as the rationale of the course 

requires t h e i r introduction, not as are required by the needs of h i s 

t o r i c a l continuity. Thus i t i s not a study of world history any more 

than i t i s a course i n geography, economics, sociology or p o l i t i c a l 

science. 

Henry Johnson, Teaching of History i n Elementary and Secondary  
Schools (rev. edition; New Yorks Macmillan, 1940), p. 121. 



CHAPTER IV 

SASKATCHEWAN 

The world history course i n Saskatchewan i s a three-year 

sequence i n Grades IX, X and XI. The Grade IX course deals with ancient 

and medieval history; the Grade X course with the period from the Ren

aissance to 1848; the Grade XI course with the period from 1848 to the 

present time. Thus, i n three years, the student i s presented with a 

history which extends from e a r l i e s t man to the contemporary world. 

Provision i s made for increasing depth i n treatment as the grade 

l e v e l r i s e s , so that the content i n grade XI i s appreciably more de

t a i l e d than that i n the grade IX course, which i s much broader i n scope. 

In other words, modern history i s studied more intensively than ancient 

and medieval. Two years are devoted to the period since 1500 compared 

with one for the period up to 1500. One of these years deals with the 

l a s t hundred years (from 1848 to the present time). 

The textbooks authorized for the use of the students are: 

Grade IX The Ancient and Medieval World, by Rogers, Adams, and 
Brown^ ? 

Grade X The Early Modern World, by C. F. Strong 
Grade XI The Modern World, by C. F. Strong 3 

L. B. Rogers, F. Adams, W. Brown, The Ancient and Medieval World 
(Toronto: Clarke, Irwin, c. Canada, 1949). 

2 
C. F. Strong, The Early Modern World (Toronto: Clarke, Irwin, 1961). < 

3 
-T. F. Strong, The Modern World (Toronto: Clarke, Irwin, I962). 



There i s a close correspondence between the texts and the course 

outlines as l a i d out i n the o f f i c i a l b u l l e t i n of the Department of 

Education. 

The Grade IX Course 

SCOPE AND ORGANIZATION 

The Grade IX course, Ancient and Medieval History, consists of 

s i x major topics: 

I . Early Beginnings 3 weeks 
(The Earth before the Time of Man, Early Man, 
Early Man i n North America, Races and Languages of 
Mankind) 

I I . The Cradles of C i v i l i z a t i o n 8-9 weeks 
(The Effect of Geography upon Early C i v i l i z a t i o n s , 
Egypt, the F e r t i l e Crescent) 

I I I . Grecian C i v i l i z a t i o n 8-9 weeks 

IV. Roman C i v i l i z a t i o n 8 weeks 

V. The Religions of Mankind 2 weeks 

VI. Medieval C i v i l i z a t i o n i n Europe 4 weeks 

The course i s designed 

to provide the means whereby students can learn of the ori g i n s of 
society i n the early ages of primitive man, and study the general 
development of our culture to the end of the Middle Ages. I rt i s 
important f o r students to see how a va r i e t y of factors, including 

Program of Studies f o r the High School: Social Studies: Grade 9> 
Grade 10, Grade 11; Department of Education, Government of the Province 
of Saskatchewan. 
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geography and economics, have influenced the course of human 
history.5 

This emphasis on the development of western c i v i l i z a t i o n f i t s i n 

with the statement of the broad function of the whole sequence which i s 

to provide a group of Canadian young people with an understanding 
of the development of a c i v i l i z a t i o n of which they are a part and 
some impressions of other cultures both contemporary and past. For 
t h i s reason, the courses have been organized around the c i v i l i z a t i o n 
which developed i n B r i t a i n and Western Europe and which has spread 
to t h i s continent. At the same time the course also provides f o r 
some study of the jnajority of peoples of Asia and A f r i c a . " 

In t h i s course, the only part which i s not concerned purely with 

the development of western c i v i l i z a t i o n i s Unit V, the Religions of Man

kind. This b r i e f u n i t sketches the history and b e l i e f s of Hinduism, 

Buddhism, Confucianism, Taoism, and Shintoism, Mohammedanism, and Chris

t i a n i t y . The section on Mohammedanism mentions i n a few words the Moor

i s h expansion i n North A f r i c a , the Battle of Tours, and the Moorish c i v i 

l i z a t i o n i n Spain. This un i t seems to have no relationship to the re s t 

of the course. The reason f o r i t s i n c l u s i o n given i n the text i s that 

the history of the world's different r e l i g i o n s has often affected 
the history of the nations themselves. So we s h a l l want to learn 
something about the di f f e r e n t great r e l i g i o n s i n our study of the 
ancient world.' 

This i s not very meaningful i n view of the f a c t that the c i v i l i 

zations of India and China do not form part of the course at a l l , and 

Islam i s mentioned but b r i e f l y . 

I b i d . , Grade 9, p. 9. I b i d . . p. 5. I b i d . , p. 221. 
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The pattern of the course i s not unusual, except that medieval 

Europe receives rather b r i e f treatment. One quarter of the time for the 

course i s spent on Greece, one quarter on Rome, one quarter on the other 

ancient c i v i l i z a t i o n s , and one eighth on medieval c i v i l i z a t i o n i n Europe. 

This i s a history, not so much of Europe as of western c i v i l i z a t i o n . 

The story of central and eastern Europe does not enter into i t . The 

Byzantine empire, and i t s relationship to the development of c i v i l i z a t i o n 

i n Europe, does not form part of t h i s history. 

I t i s a history of c i v i l i z a t i o n , or rather of a number of societies 

each of which i s traced from i t s r i s e to i t s f a l l , and each of which i s 

assessed i n terms of i t s contribution to the development of c i v i l i z a t i o n . 

Thus part two of Unit I I I , Grecian C i v i l i z a t i o n , which i s e n t i t l e d "The 

Growth of Greek C i v i l i z a t i o n and I t s Contribution to Modern Society," 

deals with: Crete; r i s e of the c i t y states (Sparta, Athens); c o l o n i a l ex

pansion; repulse of the Persians; the Golden Age of Athens and i t s out

standing thinkers; the Empire of Alexander the Great; Greece's contribu

t i o n to c i v i l i z a t i o n ; language, l i t e r a t u r e , drama, a r t , architecture, 

philosophy, science, mathematics, and physical culture. Rome i s simi

l a r l y treated, as the t i t l e of Chapter 7 i n the section on Rome i n the 
9 

text suggests: "Rome Passed on the Torch of C i v i l i z a t i o n . " 

I b i d . , p. 12. 
I 
Rogers, Adams, Brown, op_. ext., p. 208. 



EMPHASIS AND INTERPRETATION 

The history traces the evolution of c i v i l i z a t i o n : "To follow the 

t r a i l of c i v i l i z a t i o n , from the dawn of i n t e l l i g e n c e i n the minds of the 

f i r s t man, to the present accomplishments of mankind, that i s the purpose 
10 

of t h i s book." In t h i s process each society makes i t s contribution 
which i s added to man's c u l t u r a l heritage. 

Perhaps you w i l l learn f i r s t the strange story of early man, 
and how he l i v e d i n the days when he f i r s t moved upon the earth. 
Then you w i l l read of the ancient peoples of the Egyptians, the 
nations which inhabited the Tigris-Euphrates v a l l e y , the Hebrews, 
the Phoenicians and the Greeks, and of th e i r contributions to 
c i v i l i z a t i o n . You w i l l see how the Romans gathered together and 
made t h e i r own the contributions of a l l these peoples, then on to 
the new nations which sprang up i n Europe after the f a l l of the 
Roman Empire. You w i l l learn how l i f e and learning slowed down 
during the Middle Ages only to awaken again i n the days of the 
r e v i v a l of l e a r n i n g . ^ 

The development of c i v i l i z a t i o n , i t s progress, then i s cumulative. 

There are periods when the process i s slow, and periods when i t accel

erates: 

You w i l l r e c a l l that there was such a time (of rapid change) 
i n Greece i n her Golden Age. Such progress was not true of 
the feudal world. Now ( i n the Renaissance) we came to.a time 
when, once again, the tempo of l i f e speeded up . . . . 

But whether progress i s r a p i d or slow, i t i s continuous and, 

seemingly, inevitable: "You should keep i n mind that there are no sharp 
1 

breaks i n the history of man's progress. One thing leads to another." 

1 0 I b i d . , p. v. 1 : L I b i d . 1 2 I b i d . , p. 294. l 3 I b i d . . p. 296. 



The h i s t o r i c a l process i s cumulative, for 

a great and simple truth that history t e l l s us i s that nothing i s 
ever l o s t . Each c u l t u r a l group has made some contribution to the 
r i s e of c i v i l i z a t i o n , and our way of l i f e , and our c i v i l i z a t i o n i s 
the sum t o t a l of a l l the culture and c i v i l i z a t i o n s that ever existed. ^ 

Thus, we who l i v e today stand at the end of a process of c u l t u r a l accre

t i o n . History i s the development of c i v i l i z a t i o n i n a desirable d i r e c t i o n , 

towards a higher l e v e l of c i v i l i z a t i o n . And just as we enjoy the f r u i t s 

of t h i s process, so we have a duty to cherish, preserve, augment, and pass 

i t on. I n t h i s process 

t h i s country, i n i t s turn, i s the i n h e r i t o r of a l l the knowledge 
and a l l the c i v i l i z a t i o n and culture of a l l the nations that have 
existed. And y o u — i n Canada i n t h i s twentieth century are the 
heir of a l l the thoughts and a l l . t h e acts of the men and women who 
inhabited t h i s earth before you. 

There i s an almost inevitable tendency i n history of t h i s kind 

to see the past through the eyes of the present, and not i n i t s own terms, 

and thereby to d i s t o r t the past. I f we see the middle ages through 

twentieth century eyes, i t i s d i f f i c u l t not to judge i t by our values and 

standards and thereby to misunderstand i t s l i f e . I f we stand at the end 

of a long process of progress through the development and accumulation of 

culture, i t i s d i f f i c u l t to avoid seeing the past as i n f e r i o r , since a l 

though i t made i t s contribution to progress, i t was at a lower l e v e l of 

development than our present c i v i l i z a t i o n . Therefore, i t i s easy to be 

condescending to the past, to d i s t o r t and misunderstand i t , and thereby 

1 4 I b i d . , p. x v i i i . 15lbid., p. x i x . 
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to misunderstand the present as wel l . Referring to people of former 

times the text says: "Yet the people who were forced to get along with-
16 

out telephones, and movies, and radios, did not have too bad a time." 

Surely t h i s i s an u n h i s t o r i c a l and misleading way of regarding 

the past, from which we can learn nothing but of our superiority to the 

people of the past. 

There i s a certain q u a l i t y of i n e v i t a b i l i t y about human progress 

i n t h i s history. Progress may be slowed down i n certain periods, speeded 

up i n others, but i t i s always taking place. Nor i s i t merely change; i t 

i s change i n a desirable d i r e c t i o n . That i s , by invention and the accretion 

of c u l t u r a l elements provided by successive c i v i l i z a t i o n s , the conditions 

of human existence are improved. I t i s an optimistic view of the past, 

and of the present which has evolved from i t i n a process of continuous 

development. As the text has i t : 
The world we l i v e i n i s a very wonderful place. We wish to 

speak to a f r i e n d whose home i s ha l f way across the c i t y ; we pick up 
a phone, d i a l a number, and i n a matter of seconds we are ta l k i n g 
with him. Above our heads f l y giant airplanes, carrying passengers, 
f r e i g h t , and mail which i n a few hours w i l l be on the opposite side 
of the continent. When we press a button our homes are flooded with 
l i g h t ; we turn a switch and heat fo r cooking i s there at once. The 
turn of another switch f i l l s our homes with music being played hun
dreds of miles away, perhaps i n another country. Many homes have 
now, and most soon w i l l have t e l e v i s i o n sets through which, on small 
screens, the actions of players on a basketball f i e l d miles away are 
shown seconds a f t e r the action takes place. I f we wish to go on a 
journey, great steam-driven engines, or automobiles are waiting to 
rush us across the country at six t y miles an hour, or more. ? 
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From the non-material point of view, the picture i s just as bright. As 

c i t i z e n s of a democracy, we enjoy p r i v i l e g e s , such as the "rig h t to elect 

the governments which w i l l conduct our a f f a i r s , " the ri g h t s of t r i a l by 

jury, free speech, a free press, freedom of r e l i g i o u s conscience, and the 

r i g h t to an education. 

Not a l l people at a l l times have enjoyed these p r i v i l e g e s ; not 
a l l people even i n our own time enjoy them. That we have them i s 
the r e s u l t of a long series of ideas and experiments and sometimes 
bloody struggles i n which l i v e s were l o s t , on the part of many men, 
i n many nations, at many periods of the story of our world. 

A strand of the theme i s the growth of democracy. Here again, there 

i s a tendency to look at the past through the eyes of the present. Thus 

the Peasants 1 Revolt i n England i s interpreted as the struggle of the 

common people for t h e i r r i g h t s and freedoms: 

The peasant r e v o l t was a complete f a i l u r e . Yet i t was a sign 
of a ferment for freedom that was at work among the common people, 
and that was to become more active i n the following centuries. The 
re v o l t reminded those i n power that the common people could be 
dangerously strong against the r u l e r s , and that they would continue 
to demand t h e i r r i g h t s . 2 ^ 

Although t h i s r e v o l t was put down, the oppressed peasants were 
beginning to i n s i s t on a better l i f e . 2 1 

This i s to ascribe our own aspirations and way of thought to the 

English peasant of the 14th century. I t i s to assume that because we 

think that the peasant was oppressed and i l l - u s e d , that the peasant 

thought so, too; that, therefore, he thought i n terms of h i s freedom 

and h i s r i g h t s . These are doubtful assumptions to make. Ideas about 

18. I b i d . , p. x i x . 19-I b i d . , p. x i x . 20-I b i d . , p. 285. 21-Ibid, 
286. ;•> P« 



50 

freedom and r i g h t s d i d not become part of the consciousness of men i n 

Europe to any appreciable degree u n t i l the 16th century; and then i t was 

not the peasants who fought f o r these ideas, but a l i m i t e d number of men 

mainly of the middle class; the common people d i d not become p o l i t i c a l l y 

important u n t i l l a t e r . Freedom was not something there to be achieved; 

i t was something that was defined as i t was achieved, i n the course of 

history. 

This approach to history leads to anachronisms: 

During the Middle Ages there were not many people i n the upper 
classes who thought much about what happened to the peasant, 
though h i s hard work provided a l l t h e i r needs and luxuries a l i k e . 
I n feudal times there was no consideration given to equality or 
freedom from want.^ 

These statements may or may not be true. The point i s that they 

are meaningless because they are anachronistic, since they imply judgments 

about feudal society i n terms of values derived from our own. 

To t r y to think of the Middle Ages i n terms of equality or freedom 

from want i s to erect barriers to understanding. The purpose of such 

statements seems to be to establish that the common people were oppressed 

and exploited by powerful and s e l f i s h feudal l o r d s , and that on both sides, 

there was a consciousness of t h i s oppression and exploitation. This i s how 

such a s i t u a t i o n might appear to us, i f i t existed today, but i t i s highly 

doubtful i f i t appeared so to any but a t i n y minority l i v i n g at the time. 

Their world-view was v a s t l y d i f f e r e n t from ours, and the purpose of h i s -
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t o r i c a l study i s to arrive at some understanding of that world-view. 

To sum up, t h i s course i s a study of the development of western 

European c i v i l i z a t i o n to the beginning of the modern era interpreted i n 

terms of a rather naive l i b e r a l democratic idea of progress. 

The Grade X and Grade XI Courses 

The Grade X course covers the history of western c i v i l i z a t i o n 

from the Renaissance period to the revolutions of 1848. The course 

follows closely the text. The course outline consists of seven major 

SCOPE AND ORGANIZATION 

topicsS 

I . The Renaissance and the Modern World 3 
(origins of the Renaissance, Renaissance Art, Science; 
Age of Discovery) 

3 weeks 

I I . The Revolution i n the Christian Church and Con
temporary Developments i n England 
(Reformation, Counter-Reformation, Religion and 
P o l i t i c s i n Western Europe, Social and I n t e l 
l e c t u a l Developments i n England) 

6 weeks 

I I I . The Bourbons and the Stuarts 
(Thirty Years 1 1 War, the Puritan Revolution, English 
P o l i c y i n England and Scotland, France under Louis 
XIV, European expansion overseas) 

7 weeks 

IV. The Building of Empires 
(Rise of Russia, Growth of Austria and Prussia, 
B r i t a i n and France i n the Seven Years' War) 

3 weeks 

V. Social and I n t e l l e c t u a l Developments of the l ? t h 
and 18th Centuries 
(Social L i f e i n England, Progress of the Arts, the 
Advance of Science) 

2 weeks 
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VT. The Age of Revolution 8 weeks 
( i n d u s t r i a l Revolution, American Revolution, 
French Revolution and Napoleon, Revolt of Spanish 
American colonies, further Development i n Industry 
and Agriculture) 

VII. Revolutions on the Continent and Reforms i n Great 4 weeks 
B r i t a i n 
(Greek Independence) 

I t i s important f o r students to understand the broad underlying 
forces which influenced European c i v i l i z a t i o n during t h i s period, 
and to see how a v a r i e t y of factors such as geography, economics, 
i n t e r n a l c o n f l i c t , and s t r i f e with other powers affected the devel
opment of national states. Of great significance, too, i s a know
ledge of the outstanding leaders, who through t h e i r dedication to 
a cause, were instrumental:'in changing men's minds to new courses of 
acti o n . 2 3 

The Grade XI course completes the sequence bringing the story 

from the mid-nineteenth century up to the present day. Thus, the 

whole of the l a s t year i s devoted to the study of the l a s t hundred years, 

compared with the whole of ancient and medieval history i n the f i r s t year, 

and the period of some three to four hundred years i n the second year. 

Two reasons are given f o r the decision to give r e l a t i v e l y more time to 

the immediate past. The f i r s t one i s that although 

contemporary Western society i s the product of a development 
stretching back to ancient Palestine, Greece and Rome, and to 
appreciate i t s most important and enduring q u a l i t i e s one must 
study i t i n that perspective . . . i t s immediate condition, i t s 
current problems, dangers and opportunities grow out of events of 
the more recent past, and i t i s natural and proper to examine 
these events more closely with a view to gaining i n s i g h t , into the 
sit u a t i o n i n which we f i n d ourselves today. 2^ 

p. 8. 
23 

Program of Studies f o r the High School: Social Studies, Grade X, 

24 
Strong, The Modern World, p. 13 . 
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The second i s that the scope of the history of "Western C i v i l i z a t i o n " 

has been broadened by the f a c t that the Western powers drew the rest of 

the world into t h e i r p o l i t i c a l and economic o r b i t . 

So i t i s that any history of the West i n the l a s t hundred years 
necessarily expands more and more nearly to the dimensions of 
world history. At the point where t h i s book takes up the story, 
Europe i s s t i l l the stage on which the most s i g n i f i c a n t events 
unfold. Where i t breaks o f f , i n our own times, almost any spot 
on earth may become the scene of world-wide importance.^5 

Thus whereas the Grade X course i s almost solely a history of 

western c i v i l i z a t i o n , the Grade XI course, while mainly concerned with 

developments i n the western world, also embraces the influence of the 

West on the rest of the world. 

There are s i x major topics: 

I . Nationalism i n the Nineteenth Century 6 weeks 
(Un i f i c a t i o n of I t a l y and Germany; the Third 
French Republic; Russia, Austria and the Balkans; 
Nationalism and Sectionalism i n the United States; 
the Growth of Self-Government i n the B r i t i s h Empire) 

I I . European P o l i t i c a l Developments and Imperialism i n the 6 weeks 
Nineteenth Century 
(Industrialism and the New Imperialism; P o l i t i c a l 
and Social Reform i n B r i t a i n ; England and Ireland; the 
German Empire; French Domestic and Foreign P o l i c i e s , 
1871-1894; Europe and America; Imperialism i n A f r i c a 
and the Far East; the B r i t i s h Empire, 1900-1914) 

I I I . Social and I n t e l l e c t u a l Developments of the Nineteenth 1 week 
Century 
(The Arts; Science and Society) 

IV. The F i r s t World War and I t s Aftermath 7 weeks 

2 5 l b i d . , p. 5. 
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(The War; Peace Treaties and the League of Nations; the 
Defeated Peoples After the War; Post-War Developments i n 
B r i t a i n , the United States, and the Far East; the Effect 
of the F i r s t World War on Social Conditions) 

V. New Approaches to Government and the Second World Wa] 
(Soviet Russia; Fascist I t a l y ; Nazi Germany; the 
Spread of Authoritarianism; the "New Deal" i n the 
United States; the Far East; Prelude to the Second 
World War; the War) 

VI. The Problem of Peace and the World since 194-5 
(The United Nations Organization; Post-War 
Settlements; Expansion of Soviet Power i n Europe 
and Asia; the United States and the Western World; 
Post-War B r i t a i n ; the Colonial Revolution and the 
Retreat from Asia and A f r i c a ; the Middle East; the 
Korean War; the Re-Arming of Germany; the Progress 
Science and Technology) 

EMPHASIS AND INTERPRETATION 

"The s o c i a l studies courses which are outlined i n the following 

pages r e f l e c t the twentieth century approach to histo r y which takes into 

consideration r e l a t e d geographic, p o l i t i c a l , economic, and s o c i a l f a c t s , " 

says the introduction to the course. This i s a f a i r description of the 

history i n Grades X and XI. The history has a p o l i t i c a l core, i n that 

the greatest emphasis i s given to the i n t e r n a l p o l i t i c a l development of 

the major west European states, the United States, and the Commonwealth 

countries, and to the r e l a t i o n s between the states. However, t h i s core 

i s supplemented by sections on s o c i a l , economic and i n t e l l e c t u a l develop

ments. In Grade X, the textbook has chapters on "Wealth and Poverty i n 

26 I b i d . 

7 weeks 

7 weeks 

of 
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Elizabethan England," "The Age of Shakespeare," "Social L i f e i n 18th 

Century England," "Achievement i n the Arts," and "The Advance of 

Science." In Grade XI, there are chapters on " P o l i t i c a l and Social 

Reform i n B r i t a i n , " " B r i t a i n i n the Late V i c t o r i a n Age," "The Arts i n 

the Nineteenth Century," "Science and Society," "The F i r s t World War and 

Social Change," " B r i t a i n and the Welfare State," and "Science and C i v i l i 

zation. " 

Thus, although, p o l i t i c a l emphasis i s primary, t h i s i s not a 

narrowly p o l i t i c a l history. The relationship of s o c i a l , economic, and 

i n t e l l e c t u a l aspects of l i f e are not neglected, and pa r t i c u l a r attention 

i s given to the growth of science, i t s application to industry, and the 

so c i a l effects of t h i s process. 

In contradistinction to the Grade IX text, the texts for Grades 

X and XI have no single underlying theme. History, i t i s stated, i s a 
27 

continuous process of development and change. In order to make sense 
of the past, the h i s t o r i a n must select "what now appear as the most im-

. 28 
portant events." The decision about what are the most important 
events i s a matter of i n d i v i d u a l choice. "What i s chosen depends on 

each man's interpretation of events i n hist o r y , what purpose and pattern 
29 

he sees i n them." The purpose and pattern which the author of these 

texts sees cer t a i n l y does not consist of a simple l i n e of progressive 

Strong, The Early Modern World, p. 11. 
28 T 1 . , 29T, . , 
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development. Rather, each age i s faced with problems, dangers and 

opportunities which are the legacy of the past. The way i n which problems 

are faced, dangers averted, and opportunities r e a l i z e d or l o s t , constitutes 

change, but not necessarily progress. Progress i s p o s s i b l e — i n s c i e n t i f i c 

knowledge, f o r example, or i n economic production. But progress i s not 

thought of i n general terms—as the progress of c i v i l i z a t i o n , an upward 

trend i n the whole of human l i f e . 

The meaning of progress i s l i m i t e d to advance i n some p a r t i c u l a r 

aspect of l i f e , and progress i n one aspect may lead to the creation of 

problems i n others. S c i e n t i f i c advance represents progress, but not i n 

an unlimited sense, for though i t has broadened man's understanding of 

nature and increased h i s control over i t , i t has raised problems. I t has 

helped to corrode r e l i g i o u s b e l i e f ; i n i t s application to industry, i t has 

created problems i n human re l a t i o n s ; and, applied to warfare, i t has, i n 

our time, raised the fundamental question of the survival of the human 

race. 

In short, t h i s interpretation does not reduce the complexity of 

h i s t o r i c a l events to a s i m p l i s t i c formula, whereby a l l change i s con

strued as progress. The reader i s reminded that an interpretation i s a 

matter of what meaning the h i s t o r i a n sees i n the past, and that, therefore, 

there must be room for discussion and diff e r e n t interpretations. Such a 

point of view lends i t s e l f to a tentative approach to generalization about 

the events of the past. The student i s advised of the l i m i t a t i o n s of one 

interpretation: 
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Sometimes i t i s only by studying several d i f f e r e n t points of 
view that we ourselves can get a proper understanding of h i s t o r i c a l 
events. In t h i s book there i s not enough space for more than one 
point of view to be included, and so, i n reading i t , remember that 
i t contains only one interpretation of events and i s not i n i t s e l f 
the b e - a l l and end-all of the h i s t o r i c a l period with which i t deals. 

THE PROGRAMME AND ITS OBJECTIVES 

The programme as a whole, that i s , the courses i n Grades IX, X, 

and XI, covers the development of western c i v i l i z a t i o n from i t s beginnings 

to the present time. "Contemporary Western society," i t i s said, " i s the 

product of a development stretching back to ancient Palestine, Greece, 

and Rome, and to appreciate i t s most important and enduring q u a l i t i e s one 

must study i t i n that perspective." However, the most intensive treatment 

i s given to the history of the l a s t century, not only because t h i s period, 

immediately preceding our own has special relevance to current problems, 

but also because i n t h i s period, the scope of the story has widened enor

mously as the Western world drew the rest of the world into i t s p o l i t i c a l 

and economic system. . 

Even that part of Asia which kept i t s independence was forced, 
at gun point, to open i t s doors to Western traders, promoters and 
missionaries. Western science and technology, Western economic and 
p o l i t i c a l i n s t i t u t i o n s , Western dress, and even European languages 
spread widely into other parts of the world. At l e a s t so f a r as i t s 
material culture was concerned, Western c i v i l i z a t i o n was on the way 
to becoming world-wide, a development which continues s t i l l , at a 
quickening pace. So i t i s that any history of the West i n the l a s t 
hundred years necessarily expands more and more nearly to the 
dimensions of world hi s t o r y . * 

3°Ibid. 3 1The Modern World, p. 14. 
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The Grade XI course i s a history of the West, but because the 
32 

"Western world s t i l l dominates t h i s wider stage," the recent history 
of the West i s a major part of world history. The course i s 

mainly about the recent history of the Western world, but 
especially about those events and developments i n the West which 
have significance today f o r peoples everywhere. I t shows how the 
West has, by the road of imperialism, imposed on the r e s t of the 
world something of i t s own image.33 

Since i t necessarily compresses a very complete story into a b r i e f space, 

" i t does not attempt to portray the various non-European cultures which, 

while absorbing Western ways, are at the same time helping to shape our 
34 

common future." 

While the h i s t o r i c a l view of the programme broadens from Europe, 

to western c i v i l i z a t i o n , and f i n a l l y to the whole world, the viewpoint 

remains European. 

There are two p r i n c i p a l objectives stated f o r t h i s programme. 

One i s what might be c a l l e d the heritage objective: 
Each generation of Canadian youth £says the Department b u l l e t i n ) 
f a l l s heir to a great heritage, a heritage which includes a high 
degree of c u l t u r a l development, a high standard of l i v i n g , and a 
p o l i t i c a l system which promotes personal freedom . . . . Our 
heritage i s the work of mankind through the ages. As such, i t i s 
for them to cherish, to augment, and to pass on. 

The broad function of the high school s o c i a l studies i s to 
provide a group of Canadian young people with an understanding of 
the development of a c i v i l i z a t i o n of which they are a part and some 
impressions of other cultures both contemporary and past. For t h i s 
reason, the courses have been organized around the c i v i l i z a t i o n 

3 2 I b i d . 3 3 I b i d . 

Program of Studies for the High School: Social Studies, Grade 
X, 1961, p. 5. 
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which developed i n B r i t a i n and Western Europe and which has 
spread to t h i s continent. At the same time the course also provides 

for some study of the 'majority peoples' of Asia and Africa.35 

This objective i s r e a l i z a b l e through the courses, since they 

trace the development of western c i v i l i z a t i o n and i t s impact on the 

rest of the world. 

The second objective i s broader: 
The s o c i a l studies should provide a body of sound fac t u a l 

knowledge and awaken a consciousness for the chronological 
sequences of events i n human history. Together these should 
promote an understanding of how the present has grown out of 

This objective i s not so cl e a r l y attainable through t h i s programme. 

To be sure, the courses do trace "how the present has grown out of the 

past," but they do i t from a European or Western point of vieV. The 

"human history" mentioned i s Western history, and i t i s i n t h i s l i g h t 

that students w i l l understand the development of the present. The Grade 

XI text, which i s most concerned with history on the world l e v e l , 

s p e c i f i c a l l y r e s t r i c t s i t s scope. The book 

shows how the West has, by the means of imperialism, imposed on 
the rest of the world, something of i t s own image. Here i s 
matter enough to explain the length of t h i s book. You may 
imagine, then, what i t s size would be i f i t were to attempt to 
trace also the many other strands which, for any pa r t i c u l a r people, 
make up the f u l l f a b r i c of thei r history . . . ; i t does not 
attempt to portray the various non-European cultures which, while 
absorbing VJestern ways, are at the same time helping to shape our 
common future.37 

35. I b i d . 36. I b i d . 
37, The Modern World, p. 15 . 
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In other words, because the author considers that to t e l l the 

whole story, i t would be necessary to trace the h i s t o r i e s of non-Western 

soc i e t i e s , and since t h i s would be v i r t u a l l y impossible f o r reasons of 

space, he writes about "the recent history of the Western world, but 

especially about those events and developments i n the West which have 
op 

significance f o r peoples elsewhere." That i s , an understanding of how 

the present has grown out of the past i s presented through a history of 

the impact of the West on the non-Western societies. I f t h i s view of 

the meaning of world history i s accepted, i f as the text asserts the 
39 

recent history of the West i s a major part of World history, then the 

objective may be taken as r e a l i z a b l e . I f , on the other hand, the view 

i s taken that Western history and world history are not to be equated 

thus, the p o s s i b i l i t y of the objective being r e a l i z e d i s i n dispute. 

'Ibid. 3 9 I b i d . , p. 14. 



CHAPTER V 

MANITOBA 

The programme i n general history i n Manitoba extends over three 

years. The Grade VII course i s a history of ancient and medieval times, 

with a f i n a l chapter added to the o r i g i n a l text e n t i t l e d "Modern Times," 

the theme of which i s "the part played by B r i t a i n i n the making of the 
1 

modern world." In Grade IX the h i s t o r i c a l development of selected 

nations i s traced from e a r l i e s t times to the present. The Grade XII 

course i s a detailed study of the p o l i t i c a l , development of Europe since 

1500; the f i n a l topic of t h i s course adopts a wider view, dealing with 

world p o l i t i c a l developments i n the twentieth century. 
The Grade VII Course 

SCOPE AND ORGANIZATION 

c 

The text f o r the Grade VII course i s Builders of the Old World. 

The Department of Education b u l l e t i n does not recommend the omission of 

any parts of the text; i t i s therefore assumed that the whole of i t i s 

studied and that the text comprises the course. The text i s organized i n 

nine units as follows: 

Junior High Grades; Social Studies, Guidance, 1961, p. 40. 

Gertrude Hartman, Lucy S. Saunders, Allan Nevins and F. E. 
Tinkler, Builders of the Old. World (revised edition; Toronto: Copp 
Clark, 19575^ 
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Unit I Days before History 
Unit I I The Land of the Pharaohs 
Unit I I I Early Nations i n Southwest Asia 
Unit IV Greek C i t i e s of Long Ago 
Unit V Rome Wins and Loses an Empire 
Unit VI Wandering Tribes Become Nations 
Unit VII New Ways of Living 
Unit VIII Foundations of Freedom 
Unit IX Modern Times 

The course thus follows a f a m i l i a r pattern—the e a r l i e s t l i f e of 

man, c i v i l i z a t i o n i n ancient Egypt and the F e r t i l e Crescent, Greece, 

Rome, the Middle Ages i n Europe. Unit VIII, Foundations of Freedom, 

focuses on the beginnings of p o l i t i c a l and c i v i l l i b e r t i e s i n England: 

the introduction of the jury system, Magna Carta, the f i r s t parliaments, 

the beginnings of p o l i t i c a l consciousness among "the people" as they 

" l a i d the foundations of democracy and began building the representative 
3 

government which was to make them a nation of free people." The f i n a l 

u n i t , "Modern Times," which has been added to the o r i g i n a l text, traces 

i n some eighty pages the history of B r i t a i n from 1500 to the present 

time. Topics dealt with are the Renaissance, the Reformation, the age 

of exploration, the influence of B r i t i s h science and invention on modern 

l i v i n g , the agrarian and. i n d u s t r i a l revolutions, the humanitarian move

ment, King vs. Parliament, overseas expansion .and the growth of Empire 

and Commonwealth. 

Each unit i s divided into about twelve or f i f t e e n parts each of 

3 I b i d . , p. 325« 
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which i s an essay of one or two pages on some aspect of the t o p i c — 

the influence of geography, social and religious customs, p o l i t i c a l and 

economic practices, a biographical sketch of a famous personage, etc. 

Imaginary conversations and speeches are freely used i n the manner of 

Thucydides, and numerous quotations from contemporary sources are sprin

kled throughout the book. Except for the l a s t unit, the text contains 

almost no dates. 

An example of the approach i s the unit on Greece. I t consists of 

fi f t e e n topics which give a well-rounded, i f somewhat idealized picture 

of Greek civilizations 

The City-States of Hellas 
Greek Houses and Farms 
Growing up i n Sparta and Athens 
The Gods of the Greeks 
The Olympic Games 
The Tale of Troy 
F i r s t Steps i n Democracy 
The Greeks Defend Their Freedom 
The Athenians at Marathon 
The Spartans at Thermopylae 
The Wooden Walls Save Athens 
The Golden Age of Pericles 
Lovers of Wisdom 
Greece Loses Her Freedom 
The Gifts of Greece to Ci v i l i z a t i o n 

The later Middle Ages i s pictured through a similar series of 

snapshots of l i f e i n i t s various aspects} 

In a Medieval Castle 
Learning to Be a Knight 
Feasting and Revelry 
Hunting and Hawking 
A Tournament 
Serfs and Nobles 
How the Land was Divided 
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How the Peasants Lived 
Holy Men Help the People 
Making Books i n a Monastery 
The Good Sir Francis 
Men Follow the Sign of the Cross 
In a Medieval Town 
The Cathedral Builders 
Butcher, Baker and Candlestick-Maker 
Markets and Fairs 
The Towns Win Their Liberty 
Traders East 
Kings and Towns Unite Against the Nobles 

EMPHASIS AND INTERPRETATION 

As the t i t l e s of these topics suggest, the emphasis i s mainly 

on social history. The aim seems to be to provide the children with a 

view of the l i f e of societies at various times i n a series of cross-

sectional or "patch" studies. This i s true of the f i r s t seven units. 

The longitudinal threads are the growth of c i v i l i z a t i o n and of freedom. 

The motif of the growth of freedom becomes dominant i n the l a s t two 

units, and the emphasis shifts from the portrayal of l i f e through cross-

sectional studies to a narrative depicting the r i s e of democracy and the 

growth of individual l i b e r t y . "This history," writes Nevins i n the 

Introduction, 

stresses the common experience of mankind and treats history as 
a continuous onward movement, showing how the world of Caesar 
grew from the world of the Sumerians, and that of Charles Martel 
and St. Francis from the world of Caesar • • • • The upward 
struggle this book records did not end with the discovery of the 
New World. The effort of men to achieve f u l l e r l i b e r t y gives each 
ris i n g generation new tasks to perform. I t i s the hope of the 
authors of Builders of the Old World that i t w i l l equip i t s 
readers with a sense of their place i n the long caravan of humanity, 
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and inspire them to assume the responsibilities that w i l l f a l l to 
them i n a world that i s growing more and more u n i f i e d . 4 

Unfortunately, i n their attempt to trace "the effort of men to 

achieve f u l l e r l i b e r t y , " the authors f a l l victim to the errors of dis

tortion. Unit VXU, "Foundations of Freedom," i s an account of English 

history i n the twelfth, thirteenth and fourteenth centuries i n terms of 

the struggle of the "people" to achieve freedom. I t suffers from over

simplification. We are t o l d that before the thirteenth century, "Kings 

and nobles had ruled exactly as they wished,"5 but that "with a p a r l i a 

ment made up of their representatives the people of England gained the 

power to make the laws for their own welfare," that "through representa-
6 

tive government the people gained power to rule their own l i v e s ; " 
"during the Middle Ages," i t i s stated, "the plain people of England 

7 
slowly gained p o l i t i c a l l i b e r t y . " 

The l a s t unit, the added chapter, takes a generally similar point 

of view. The Middle Ages i s regarded somewhat d i f f e r e n t l y — a s a time of 

ignorance and superstition—but the general theme i s similar, the pro

gressive realization of freedom and a better l i f e for more people: 

"The mind and heart of mankind are not content to remain long i n 

ignorance and bondage. Man's mind i s always seeking after new knowledge 

and his heart i s always desiring freedom." So, the Middle Ages gave 

Ibid., p. v i . Ibid., p. 324. 

'ibid. 7 I b i d . , p. 325. 
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place to a new age i n which "the people were beginning to think for them

selves," and "were beginning to believe that each individual should be 
8 

free to think as he wished and to act as he thought best." Curiosity 

and the desire for l i b e r t y provide the driving force towards progress i n 

science and invention, and i n the growth of democracy. The common people 

benefit i n increased well-being and a greater share i n government. 

Inevitably, the past suffers i n comparison with the present as 

contemporary values are imported unhistorically into the past. In 1750, 

for example, homes were "without telephones, radios, TV sets, and electric 

l i g h t s — o n l y smelly, smoky tallow candles; homes without refrigerators, or 
9 

cupboards f u l l of canned and packaged foods;" and, at that time, one 

would hesitate to go out into the street, especially after d a r k — " i f the 

narrow, muddy road could be called a s t r e e t " — f o r fear of attack by 

thieves. "However, there was l i t t l e reason for going out—no movies, no 

bowling alleys, no skating rinks, In fact no places of amusement except 

possibly a very few theatres i n great c i t i e s l i k e London."*^ 

The past appears vastly inferior to the present In such a com

parison, and the way In which the comparison i s made precludes any op

portunity for a proper understanding of the past. I t also prevents the 

student from attaining an understanding of his own age and provides In

stead a view of the present which can only foster complacency and feelings 

of superiority. 
8 I b i d . . p. 335. 9 I b i d . . p. 355. 1 0 I b i d . . p. 356. 
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Th© central p o l i t i c a l theme i s the growth of the freedom of the 

people, as they achieved p o l i t i c a l rights and established a system of 

democratic government i n a conflict with the kings which lasted from the 

thirteenth century to the eighteenth. Here the preoccupation with de

mocracy and the rights of the individual leads to a one-sided and dis

torted interpretation as these values are projected anachronistically 

into the thirteenth, fourteenth, fifteenth, and sixteenth centuries. 

The Grade IX Course 

SCOPE AND ORGANIZATION 

The textbook for the course i s Story of Nations (Manitoba 

edition),** a United States text revised for use i n Canadian schools. 

I t i s organized into twelve parts: 

Part I. The French People Established a Nation, and Spread the 
Ideas of Liberty, Equality, and Fraternity. 

Part I I . The Netherlands and Belgium were Wrested from Ruthless 
Foes and a Hungry Sea. 

Part I II. Spain and Portugal Became Powers, then Gave Way to 
Other Nations. 

Part IV. The Leaders of Italy Sought the Grandeur that was Rome. 
Part V. The Germans Built a Strong Nation and Tried to Conquer 

the World. 
Part VI. Scandinavia i s the Home of Three Hardy Nations. 
Part VII. A Shifting Belt of Buffer States Extends from the 

Baltic to the Mediterranean. 
Part VIII. The Peoples of Russia Awakened to the P o s s i b i l i t i e s 

of their Vast Land. 

**Lester B. Rogers, Fay Adams and Walter Brown, Story of  
Nations (Toronto: Clarke, Irwin). 
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Part . IX. Ancient China i s Struggling to Become a Modern Nation. 
Part X. Japan Became a World Power and Set Out to Dominate the 

Orient. 
Part XI. The American Nations, Their Welfare, and Their 

Destinies are Closely Interwoven. 
Part XII. Devastating Wars Have Made I t Necessary to Face World 

Problems Real i s t i c a l l y . 

Details of the course are given i n the Department of Education bulletin: 

Course: The text w i l l be studied In f u l l except as below: 
Part VI. Geography only. 
Part VII. Geography only. 
Part XI. General geography of Latin America plus the detailed 

study of Mexico and either Brazil or Argentina. 
Part XII. In the study of the two World Wars, only causes and 

effects are necessary." 

The scope of the course, In time, i s from the earliest beginnings 

of the nations to the present time. The "Story of France," for example, 

begins with Cromagnon man, while the "Story of the Low Countries" begins 

with Caesar's subjugation of the Belgae. Geographically, the scope i s 

global. While the emphasis Is on western Europe, Russia, China, Japan, 

and Latin America are studied. 

The basis of selection of the nations Included i n the course Is 

stated i n the Introduction to the text: 

Story of Nations i s necessarily selective . . . . Within one 
book i t would obviously not be possible to t e l l the stories of a l l 
the nations or groups, or even the complete story of any one great 
people. 

Story of Nations employs the method of careful selection. Only 
large national groups are discussed i n detail, and here are i n 
cluded only those events and names which are needed to show how our 

l 2 I b i d . . p. 40. 
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13 modern world came into being. 

The purpose of the authors In producing the text i s 

to t e l l the stories of the nations with which Canada has had to 
deal and with whom we must learn to get on . • • today, whether we 
l i k e i t or not, we must understand world conditions, for they are 
bound to affect us . . . . I f we are to l i v e successfully i n our 
own country, which i s so much a part of the world, we must under
stand how conditions i n the rest of the world have come about. 

The course i s organized i n the form of a series of hi s t o r i c a l 

sketches of selected nations or groups of nations, with a f i n a l unit 

which attempts to draw the threads together i n a description of the world 

situation which has developed i n the twentieth century. Each sketch 

follows a similar pattern of developments f i r s t a section on the geography 

of the country and i t s influence on the history of the nation; then a gen* 

eralized narrative of the history of the nation, mainly p o l i t i c a l i n 

emphasis; f i n a l l y , a concluding section on the special contributions of 

the society to the progress of c i v i l i z a t i o n , or to learning or the arts, 

or a discussion of some special quality or characteristic of the society. 

Thus: 

Architects, Painters, and Writers of Spain and Portugal Have 
Added Colour to C i v i l i z a t i o n . 5 ^ 

16 
Modern Italians Have Contributed to Science and Music. 

17 
L i f e i n Japan i s a Strange Mixture of Old and New. 

l 3 I b i d . . p. x i i . ^ I b i d . . p. x i i . 

l 5JMd.» p. 71. l 6 I b i d . . p. 105. l 7 I b i d . . p. 291. 
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Th« course i s not so much a history as a congeries of miniature 

histories placed side by side within the covers of the same book* The 

obvious danger i n this form of organization i s lack of unity or integra

tion* To some extent, there i s mention i n each story of the relations of 

that particular nation with others, and a degree of integration i s there

by achieved. Thus, i n the story of France, Britain and Germany come i n 

for mention, and i n the story of Spain, the relations of Spain with the 

Netherlands, Britain, Germany and Italy are touched upon. The deficiency 

i s obviously evident to the authors, since integration i s attempted i n 

two other ways. In the f i n a l unit, the relationships of the European -

nations i n the modern age are rapidly surveyed—in four pages of the text. 

The two World Wars are then dealt with, and the problems of our time are 

explained i n terms of the search for security. 

A second device i s a series of time lines which are cumulative. 

The f i r s t time-line i s the one on French history, the second i s on 

French, history and that of the Low Countries. Each successive chapter 

adds another part, so that eventually a time l i n e i s b u i l t up which 

shows major events i n France, the Low Countries, Spain, Italy, Scandi

navia, Russia, and Germany from 1500 to the present time. 

EMPHASIS AND INTERPRETATION 

Since the basis of organization i s the nation, the histories are 

mainly p o l i t i c a l i n emphasis, although social and economic aspects of 

each nation's l i f e receive attention i n the f i r s t section, and cultural 
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aspects i n the l a s t one. 

The treatment of the history of each nation i s highly generalized. 

Thus, the history of France from Cromagnon man to the Fourth Republic 

i s covered i n some twenty-five pages of the text; Germany from Caesar to 

Hitler i n nineteen pages: Russia from pre-Christian times to the death of 

Stalin also i n nineteen pages. Many of the generalizations are therefore 

so broad as to be either meaningless or hi s t o r i c a l l y unsound. What, for 

instance, i s a Grade IX student to make of this paragraph which i s by no 

means atypical? 

During most of the history of the Third Republic, the middle 
class or bourgeoisie, had the most influence i n the government of 
France. They were democratic and nationalistic i n their ideals; 
but i n their desire for national prosperity they paid considerable 
attention to the wishes of the bankers and capitalists. The 
foreign policy of France i n the 20th century was influenced by two 
strong forces—nationalism and imperialism. 

I t i s d i f f i c u l t to fi n d an interpretation i n these generalized 

narratives. I f there i s a theme which underlies them a l l , i t i s the 

idea of the progress of c i v i l i z a t i o n . "To follow the t r a i l of c i v i l i 

zation from the dawn of intelligence i n the mind of primitive man to 

the present accomplishments of mankind i s nothing less than high 
19 

adventure." Each nation has contributed something to the fund of 

human achievement. Intertwined with the idea of progress are the ideas 

of l i b e r t y and democracy. Even though man's progress along the path of 

Ibid., p. 32. Ibid., p. x. 
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c i v i l i z a t i o n has been hindered by human jealousies and misunderstandings, 

man i s impelled forward by these ideals. Even i n the l i g h t of the World 

Wars, the tone of optimism remains: 

An exciting and sorry tale i t i s . Yet i t i s one that we must 
understand i f our own democratic way of l i f e i s to continue for 
long. I t i s a record of jealousies, of war, of clashes of ideas 
about human rights and kinds of government, and of the culmination 
of a l l these things i n World War I and World War I I . But the story 
Is not a l l sordid. We shall see the constant l i g h t of democracy 
and the love of l i b e r t y i n the heart of men; we shall observe the 
efforts of the peacemakers and their reasonable hopes for the 
future; and we shall mark the tremendous advances made by modern 
man i n science, education, and the art of living.2® 

The Grade XII Course 

This course i s entitled "Modern C i v i l i z a t i o n . n The prescribed 
21 

textbook i s History of Western Ci v i l i z a t i o n since 1500. The course 

outline as l a i d out i n the Department's Programme of Studies does not 

coincide with that of the text. 

SCOPE AND ORGANIZATION 

The course i s organized into eleven topics: 

Topic I. P o l i t i c a l Ideas and Institutions i n Europe at the 
Beginning of the 16th Century 
A. Brief Introduction—The Medieval Unity of Europe 
B. The New Monarchies 
C. Charles V and the Hapsburgs 

Ibid., p. x i l . 
21 

Carleton J . H. Hayes, Marshall W. Baldwin and Charles W. Cole, 
History of Western C i v i l i z a t i o n since 1500 (New York: Maendllan, 1962). 

22Programme of Studies, Senior High Schools, 1963-64, pp. 38-44. 
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Topic U . The Religions Upheaval of the 16th Century 
A. Universality of the Medieval Church 
B. The Protestant Reformation 
C. The Catholic or Counter-Reformation 

Topic I I I . Absolutism 
A. I t s Successes: 1. France 2. Russia 3* Prussia 
B. I t s Failures: 1. The Butch Republic 2. England 

Topic IV. Balance of Power and Colonial Rivalry i n the 18th 
Century 

Topic V. The French Revolution and Napoleon 
A. Background and Early Course 
B. Napoleon!s;Military Dictatorship 

Topic VI. Conservative Reaction and the Re-Settlement of Europe 
A. Congress of Vienna 
B. The Concert of Europe (Events of the 1820*8) 
C. The Industrial Transformation of Europe 
D. Charles X's reactionary aims and Ordinances— 

the M J u l y Revolution"—"The Citizen King" 
E. The Events of 1848 
F. The Situation i n 1852 i n France, Austria, and Italy 

Topic VII. Liberalism and Nationalism after 1852 
A. France—the Second Empire 
B. I t a l i a n Unification, Nationalism, and Liberalism 
C. German Unification—Nationalism without Liberalism 
D. Nationalism as a Disruptive Force 
E. Russia 

Topic VIII. International P o l i t i c s to 1907 
Topic IX. The War of 1914-1918 and the Search for Peace 

A. Germany's Challenge to the Entente 
B. The War 
C. Peace Settlements 
D. League of Nations 
E. The Promise of the Twenties 

Topic X. The Rise of Totalitarian Dictatorships 
A. Communist Russia 
B. Fascist I t a l y 
C. Nazi Germany 

Topic XI. The War of 1930-1945 
A. Totalitarian Aggression 
B. The Struggle (World War II) 
C. In Search of Peace 
D. Cleavage between East and West 

Despite the t i t l e , Modern Ci v i l i z a t i o n , this i s not a history of 

modern c i v i l i z a t i o n , nor yet of western c i v i l i z a t i o n . I t i s a rather 
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severely p o l i t i c a l and diplomatic history of Europe. The United States 

barely appears. The Bri t i s h Empire and Commonwealth i s not mentioned 

i n the outline. European exploration and expansion i n the sixteenth and 

seventeenth centuries i s not included. The "New Imperialism" of the late 

nineteenth century i s similarly omitted; Topic VIII. where one would 

expect to f i n d i t under the heading "International P o l i t i c s to 1907»" 

i s developed through six sub-topics: 

1. The Three Emperors' League—the Congress of Berlin 
2. The Dual Alliance 
3. The Three Emperors* Alliance 
4. The Reinsurance Treaty 
5. The lapse of the Bismarck system, and the end of France's 

isolation 

6. The Triple Entente, 1904-7 

The course broadens out i n the l a s t topics "The War of 1930-

1945," which includes treatment of the Sino-Japanese War, the Second 

World War, the United Nations, Nato, the Colombo Plan, and the "cleavage 

between East and West." In effect, i n this f i n a l topic, the course 

substitutes a world view for a European view. 

EMPHASIS AND INTERPRETATION 

The course i s almost exclusively p o l i t i c a l and diplomatic h i s 

tory. The l a t t e r half of the seventeenth century i s interpreted i n terms 

of absolutism, i t s successes and failures, the eighteenth century i n terms 

of the balance of power and the French Revolution, the nineteenth century 

i n terms of liberalism and nationalism, with a section devoted to the 

industrial transformation of Europe. The text i s much broader i n i t s 
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treatment, including chapters on such topics as: cultural trends i n the 

sixteenth century, reli g i o n and the Enlightenment, Romanticism, and 

sci e n t i f i c progress, the impact of science and technology on society i n 

the nineteenth and twentieth centuries, aspects of contemporary c i v i l i 

zation, rel i g i o n and art i n an age of confusion and change, etc. How

ever, none of these aspects i s included i n the outline of the course 

which hews to a "past p o l i t i c s " l i n e . Thus the students are introduced 

to WindischgraVtz, J e l l a c i c and Schwarzenburg, but not, as far as one can 

determine, to Darwin, Spencer, Pasteur, or Mendel. 

Moreover, this i s the past p o l i t i c s of Europe. Only i n the f i n a l 

topic i s a wider view taken, and here the emphasis i s s t i l l p o l i t i c a l : 

the second World War, the search for peace, the "world threat of communism." 

There i s no mention of such problems as the changes i n Africa and Asia, 

over-population, the impact of science and technology on world relation

ships, which are important, not only i n themselves, but also because they 

make more complex the problem of the relations between the communist and 

"free" worlds. The course, i n fine, presents a narrow view of the past 

and a restricted view of the present. 

THE PROGRAMME AND ITS OBJECTIVES 

The programme f a l l s between two stools so far as the attainment 

of i t s objectives i s concerned. The main purpose of the "Modern C i v i l i 

zation" course i s stated as being "to give the student a knowledge of the 

growth and relationships of nations that w i l l assist him i n understanding 
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2 3 the modern world i n which he l i v e s . " What the course does, i n fact, 

provide for the student i s a study of the p o l i t i c a l development and the 

relationships of European nations since 1500, which may well assist him 

i n understanding how modern Europe emerged, but which lacks the breadth 

necessary to provide him with an understanding of the world i n which he 

l i v e s . The perspective i s too European, and the emphasis i s too p o l i t i c a l . 

The Grade IX Course, on the other hand, while i t has broader geographical 

scope, suffers from the fact that i t traces the growth of nations without 

satisfactorily showing the relationships amongst them. Thus, a knowledge 

of the movement of world history which the stated purpose of the course 

requires i s not obtainable from either course—the Grade XII course because 

i t i s not concerned with events on a world scale, the Grade IX course be

cause i t traces the development of individual nations i n relative i s o l a 

tion from one another. 

2 3 I b i d . . p. 38 



CHAPTER VI 

ONTARIO 

Ontario has two programmes of world history. There i s a one-year 

course entitled "The Development of Modern Ci v i l i z a t i o n " which i s manda

tory for a l l students i n the Four-Tear Programme, and a two-year sequence 

entitled "World History" for students i n the Five-Tear Programme. The 

Four-Tear Programme i s designed to meet the needs of students who w i l l 

enter business or industry on graduation at the end of Grade XII. The 

Five-Tear Programme i s designed to lead to further education. 

I. SCOPE AND ORGANIZATION 

Grade XI. Four-Tear Programmes "The Development of Modern Ci v i l i z a t i o n " 

This course was introduced on an experimental basis i n September 

1964. I t represents an ambitious attempt to present a survey of history 

i n one year, and i t must have presented those who formulated i t with 

d i f f i c u l t problems of selection and emphasis. The statement of objectives 

reveals an uncertainty as to whether this i s a course i n world history or 

the history of western c i v i l i z a t i o n . "Inevitably," i t says, "Europe domi-
2 

nates a story of the development of western c i v i l i z a t i o n . " A l i t t l e 

l a t e r , however, i t i s stated that "an awareness of the relevance of world 

cf. Curriculum Circular RP-9 

^Ibld.. p. 1. 
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history to the pupil's world may be disclosed to him by frequent refer-

ences to contemporary events . • . The course outline reveals that i t 

i s a compromise; i t i s essentially a history of western c i v i l i z a t i o n , with 

here and there a reference to Asiatic c i v i l i z a t i o n s : "Although some effort 

has been made to consider the emergence of Asiatic countries to world 

prominence, the entire continents of Africa, the Americas and Australia 

have, of necessity, been either slighted or omitted." 
5 

The course i s organized as follows: y 

Pre-Historic Man 
River Civilizations (the Indus, Yangtze, Nile and Mesopotamia) 
Hellenic C i v i l i z a t i o n  
The Roman World 
Religions of the Near and Far East  
The Christian Church i n Western Europe  
The Break-down of Feudal Society  
The Renaissance 
The Reformation and the Counter-Reformation 
The Rise of the Nation States and the Beginning of Wholesale Trade 
The Age of Reason and Science 
The French Revolution and Napoleon 
The Industrial Revolution 
Liberalism 
Nationalism 
Imperialism 
China and Japan 
World Wars. Communism and Social Democracy 

Two new textbooks have been prepared for this course. Both treat 

^Ibid. 4 I b i d . 5 I b i d . . pp. 2-4. 

^They are: Blanche E. Snell et a l . , Patterns i n Time (Toronto: 
Dent, 1964); and D. W. L. Earl, Roots of the PresentTToronto: Pitman, 
1964). 
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history as the study of cultural transitions rather than i n terms of the 

view of history as progress and advancement. 

This course i s essentially the same i n i t s conception of world 

history as the Five-Year Programme. Therefore, the comments to be made 

on the Five-Year Programme w i l l apply to i t . 

The Five-Year Programme:"World History" 

This programme i s i n two parts with the division between them at 

approximately 1500 A.D. Part I i s taught i n Grade XI and Part II i n 

Grade XII. 

PART It ANCIENT HISTORY 

I. The Nations of the Eastern Mediterranean World 
A. The threshold of history 
B. The dawn of c i v i l i z a t i o n i n two great river valleys 

(c. 4000 B.C.—c. 500 B.C.) 
C. The dawn of c i v i l i z a t i o n i n India and China 

(c. 4000 B.C.) 
I I . Greece 

A. The Aegean World (c. 36OO B.C.—c. 1000 B.C.) 
B. Greek ways of l i v i n g and thinking (c. 1000 B.C.— 

c. 500 B.C.) 
C. The triumph of Greek freedom i n the struggle with 

Persian despotism 
D. The Golden Age of Athens 
E. The Peloponnesian War—Greek against Greek 
F. The conquests of Alexander the Great and the 

Hellenization of the East 
H I . Rome 

A. The settlement of Italy (c. 2000 B.C.—c. 600 B.C.) 
B. The reign of law and order i n Italy under Rome 
C. The spread of Roman power i n the Mediterranean 

world 
D. The decline of Roman morale i n public and private 

l i f e 
E. The l a s t years of the Republic 
F. The Roman Empire 
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PART I: MEDIEVAL HISTORY 

I. Transition to the Medieval World 
A. Causes of the internal decay of the Roman Empire 
B. The disintegration of the Roman Empire 
C. Development of the Roman Church i n the West 

II . The Medieval World (c. 600 to c. 1300) 
A. The struggle for reconstruction of society and 

government 
B. Medieval c i v i l i z a t i o n at i t s height (12th and 13th 

centuries) 
III. The Transition to Modern Times (14th, 15th centuries)— 

the period of the Renaissance 
A. The decline of feudalism 
B. Empire and papacy 
C. The beginnings of the modern world 
D. The religious upheaval 

PART II: MODERN HISTORY 

I. The Modem World from 1500 to 1763 
A. Absolute and limited monarchy 
B. Commercial and colonial r i v a l r y 
C. Science, rationalism and the belief i n progress 

I I . The World from I763 to 1850 
A. The era of the French Revolution 
B. The r i s e of liberalism and nationalism to 1850 

H I . The World from 1850 to 1919 
A. The changes i n industry and communication from the 

middle of the nineteenth century to the F i r s t 
World War 

B. The spread of liberalism and nationalism to 1914 
C. The F i r s t World War, 1914-1918 

IV. The World from 1919 to 1945 
A. Experiments i n internationalism 
B. The Americas since 1914 
C. Recent economic and social trends 
D. Totalitarian Experiments 
E. Developments i n China 
F. Immediate causes and events of the Second World War 

V. The World Since 1945 
A. The Atomic Age 
B. The United Nations 
C. Changes i n Asia and Africa 
D. Democracy vs. Communism 
E. Democracy, our way of thought and l i f e 
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As i n the Four-Year Programme, there i s a choice of textbooks. 

For Grade U the authorized textbooks as given i n the Department of Edu-
7 

cation circular are: 
Fishwick et a l . : The Foundations of the West (Clarke, Irwin) 
Lavender et a l . : A Thousand Ages Trev. edition; McGraw-Hill) 
Trueman: The Enduring Past (rev. edition; Ryerson) 

For Grade XII: 

Reid, Mclnnist Our Modern World (rev. edition; Dent) 
Richards, Cruiokshank: The Modern Age (rev. edition; Longmans) 

Latitude i n the treatment of course content i s implied i n the 

statement i n the curriculum bulletin: 

I f a teacher wishes to analyse a topic i n some detail, setting 
aside four to six weeks for a thorough investigation by his 
pupils of a l l available references and theories, he should plan 
his year's work accordingly. 

A measure of uniformity i s ensured since ". . . a l l major themes 

should be studied to provide the continuity necessary for a course i n 

•World History.'" 9 

The scope of the programme i n time i s from prehistoric man to the 

present time. Geographically i t i s global. In the early stages the his

tory includes the ancient river valley c i v i l i z a t i o n s of the Nile, T i g r i s -

Euphrates, Indus, and Yellow River, then the focus narrows to Greece, 

Rome and medieval Europe, and f i n a l l y broadens out again to global pro-

Circular 14, 1965. 

^Curriculum S.9, 1962, p. 5. 

^Ibid. 
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portions with the expansion of Europe. 

I I . EMPHASIS AND INTERPRETATION 

One year i s given over to the period up to 1500 A.D., and one 

year to the period from 1500 to the present. A recent revision of the 

programme added 11 a survey of events from 1945 to the present and a 

treatment of the cultures of India and China," 1 0 with a view to creating 

"a better understanding of the place that these areas now hold and the 
11 

influence they are l i k e l y to exert i n the modern world." "On account 

of the ever-increasing number and complexity of events i n the history of 

recent years, the length of time that can be given to earlier events i n 
12 

man's history must be curtailed." Thus there i s an increased emphasis 

on the present, with an accompanying broadening of view. These are the 

changes whereby a course i n Ancient, Medieval and Modern History has 

been transformed into a course i n World History. 

The transition i s thus easily made, but i n spite of the change 

i n the t i t l e of the course, the history remains predominantly European. 

India and China disappear after the introductory unit i n Grade XI which 

describes the dawn of c i v i l i z a t i o n i n the river valleys. India re-

emerges i n the introductory unit i n Grade XII with the Anglo-French con

f l i c t of the seventeenth and eighteenth centuries, and China a century 
1 0 I b i d . . p. 4 . 1 1 I b i d . 1^Ebld. 
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l a t e r . I t i s i n the f i n a l unit of the Grade XII course, "The World 

Since 1945»" that the history becomes truly global. 

The aspects of history which are emphasized vary with the period. 

The parts dealing with Greece, Rome and medieval Europe are histories 

of c i v i l i z a t i o n , embracing many a c t i v i t i e s — p o l i t i c a l , social, economic, 

religious, a r t i s t i c and intellectual. Thus, there i s a section entitled 

"Greek Ways of Living and Thinking (c. 1000 B.C.-c. 500 B.C.)," and 

another on "The Golden Age of Athens." Both attempted to give a rounded 

picture of a way of l i f e . There i s similar treatment of the early Repub

l i c a n period and of the imperial age of Rome, and of the High Middle Ages. 

In the modern period, with which the Grade XII course i s concerned, 

the emphasis i s much more p o l i t i c a l , although by no means exclusively so. 

The r i s e of national monarchies, their conflicts i n Europe and overseas, 

liberalism and nationalism i n the nineteenth century, the causes and 

events of the World Wars, and democracy versus communism, are some of the 

principal themes. Within this framework, some attention i s given to i n t e l 

lectual, social and economic history. One section i s devoted to the r i s e 

of science, rationalism and the belief i n progress, another to the r i s e 

and spread of industrialism up to World War I, and a th i r d to social and 

economic trends i n the twentieth century with particular reference to de

velopments i n power, transport and communication, and industry, and the 

problems arising out of these developments. 

This programme presents a view of world history from a European, 

or western, standpoint. The l i n e of development which i t traces runs 
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from the anoient river valley c i v i l i z a t i o n s , through Greece and Rome to 

medieval Europe, thence to modern Europe, and, through i t s expansion to 

the whole world i n the twentieth century. I t i s the traditional history 

of Europe, broadened at one end to include the Indus and Yellow river 

c i v i l i z a t i o n s , and at the other, to encompass the world. Between these 

extremities i s a study of the development of European c i v i l i z a t i o n from 

the Greeks to the end of the nineteenth century, with a p o l i t i c a l empha

sis i n the period between 1500 and 1900. 

One d i f f i c u l t y i n attempting to make the s h i f t from a European 

history to a world history by a process of addition i s i l l u s t r a t e d i n 

the treatment of India and China i n the Grade H I course. These cultures 

are b r i e f l y described—a short hi s t o r i c a l sketch, religion, social struc

ture, literature and art. These surveys do not form an integral part of 

the history, but appear for what they are—appendages tacked on to a 

European history. Moreover, the treatment i s cursory. In one textbook,*-

for example, India and China each merits three pages compared with double 

the amount for Germany under Bismarck and four times the amount for the 

career of Napoleon Bonaparte. 

This European emphasis shows i n other ways. The introduction to 

the Grade XI course i n the Department bulletin, referring to the develop

ment of early civili z a t i o n s makes the rather startling assertion that 

man " . . . gradually . . . i n his religious thinking . . . attained the 

<J. H. Stewart Reid and Edgar Mclnnis, Our Modern World (rev. 
edition; Toronto* Dent, 1963), pp. 483-489. 
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conception of one God and to the Hebrew writers the world s t i l l turns 
14 

for the most exalted expression of religious thought*" A tendency to 

equate the world with western c i v i l i z a t i o n appears i n the same bulletin 

i n a p o l i t i c a l reference: "The Russian Empire collapsed i n the war and 

emerged through revolution as the Soviet State with i t s challenge of 

communism to world society." 1 5 While to the nations of the West, the 

U.S.S.R. has appeared as a challenge, this i s by no means true for the 

rest of the world. For many i n the non-Western world. Russian communism 

has appeared less of a threat than as an example of how their economic 

problems might be solved. To these people, the threat to world society 

comes not from the U.S.S.R. and communism alone, but rather from the 

p o l i t i c a l and ideological conflict between the U.S.S.R. and the United 

States, and the poss i b i l i t y of nuclear war. 

I t i s d i f f i c u l t to make generalizations about the interpretation 

the history i n this programme embodies. The framework of essentials 

l a i d down by the Department as a minimum requirement does shape the 

course to some extent i n that i t determines what themes, periods, and 

civ i l i z a t i o n s are included for study and which are not. And to this ex

tent, the general shape and structure of the history i s defined by the 

Department. But where there i s opportunity on the part of the teacher to 

Curriculum S .9, 1962, p. 6. 

'ibid., p. 24. 
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exercise his professional judgment, i n selecting parts of the course for 

special emphasis, and i n making a choice among a number of authorized 

textbooks, each of which has a different range of emphases, i t i s d i f 

f i c u l t to generalize. So far as interpretation Is concerned, the text

books have one thing i n common: they are not organized about a single 

theme or principle such as, for example, the idea of man's progress. The 

goal of each seems to be, as one text claims, "to write a f a i r , interest-
16 

ing, and, above a l l , responsible history"; that i s , to write a history 

which attempts to discover and relate the truth about the past, not to 

use the past to support some preconceived notion or belief. 

III. THE PROGRAMME AND ITS OBJECTIVES 

The aims of teaching history are l a i d out together for Grades 
1 7 

XI, XII, and Grade XIII. ' The Grade XIII course i s entitled, 

"Canada and the Modern World," and consists of three parts: Part I, 

Colonial Beginnings i n North America; Part I I , The United States of 

America; and Part I I I , Canada, 1796-to the present. There are six alms 
stated. The f i r s t one i s * 

To give an understanding of the sources and development of 
European and other ci v i l i z a t i o n s i n order that the pupil may not 
only appreciate our debt to the past but may better comprehend the 
world i n which he now l i v e s . 

D. Fishwick, B. Wilkinson, and J . C. Cairns, The Foundations 
of the West (Toronto* Clarke, Irwin, 1963), p. i x . 

^Curriculum S .9, I962, p. 3. 
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The key words in this statement are "and other civilizations." 

It may be conceded that this programme may give the student an under

standing of European civilization since i t i s , in the main, a history of 

European civilization. But, as the official outline clearly shows, and 

a study of the textbooks confirms, the attention devoted to "other 

civilizations" i s extremely limited and superficial. The student i s 

made aware that they exist, and they have an ancient tradition. He i s 

also made aware, in the final unit, that the problems of importance today 

are problems of world-wide significance, and that these civilizations 

are involved in them in a significant way. However, the programme does 

not include material which could give an understanding of the development 

of these civilizations. This would require a history of these civiliza

tions, and this the programme does not provide. Thus the aim, as stated, 

cannot be achieved. 

The second aim indicates the extent to which the emphasis and 

perspective of the programme are European, or western: 

To indicate to the pupil that the crowning achievement in 
this long evolution of institutions and ideas i s to be found 
in the creation of democracy with i t s ideals of social equality 
and of government. 

The implication here i s that, since democracy i s the crowning 

achievement of history, and since this i s an achievement of the West, 

then western civilization i s superior to other civilizations. Such a 

view of history militates against the understanding of other c i v i l i 

zations implied in the f i r s t objective. 

The fourth aim i s : 



88 

To lead the pupil to realize the growing interdependence 
of nations and peoples i n the modern age. and so to appreciate 
the need of a s p i r i t of tolerance, neighbourliness and 
cooperation. 

This aim i s realizable. The f i n a l unit, "The World Since 1945" 

i s designed to bring out the interdependent nature of the modern world. 



CHAPTER VII 

QUEBEC (PROTESTANT) 

World history i s taught i n the Protestant schools of Quebec i n 

Grades VIII, IX and XI. The course i n Grade VIII i s a history of the 

ancient and medieval world; i n Grade IX the histories of selected nations 

are studied; i n Grade XI the subject i s modern history since 1763. 

Each course i s outlined i n terms of the authorised textbook. The 

textbooks are: 

Grade VIII The Ancient and Medieval World 1 

Grade IX The Story of Modern Nations? 
Grade XI The Modern Age3 

The Grade VIII Course 

This history v i r t u a l l y begins with the Hebrews and Phoenicians, 

since the f i r s t parts of the text which deal with the story of early man 

and with the ancient c i v i l i z a t i o n s of Egypt and Mesopotamia, are assigned 

for general reading only. 

The course consists, i n effect, of the remaining six parts of the 

textbook, which are: 

t e s t e r B. Rogers, Fay Adams, and Walker Brown, The Ancient and  
Medieval World (Toronto: Clarke, Irwin, c. Canada, 194957" 

^Fay Adams et a l . , The Story of Modern Nations (Toronto: Clarke, 
Irwin, c. Canada, 1958). 

^Denis Richards and J . E. Cruickshank, The Modern Age (Toronto: 
Longmans, c. 1955)* 

4 
1963 Supplement to the Handbook for Teachers, p. 22. 
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Part Four: The Hebrews and Phoenicians Made New Contributions to 
World Progress 

Part Five: Learning} Art and Citizenship Brought Glory to Greece 
Part Six: The Romans Organized a Vast Empire 
Part Seven: The Faith of Mankind i s Expressed i n Many Religions 

(Christianity. Islam. Hinduism. Buddhism) 
Part Eight: Chivalry, Serfdom and the Church Characterized the 

Feudal World 
Part Nine: The Medieval World Awakened: The Renaissance and the 

Reformation 

The nature of the content and interpretation i n this text i s 

examined i n greater detail as part of the world history programme i n 

Saskatchewan. 

The Grade IX Course 

SCOPE AND ORGANIZATION 

The textbook, The Story of Modern Nations, i s organized i n 

twelve parts. Eleven parts treat the histories of individual nations or 

nations closely related geographically (e.g. the Low Countries); the 

f i n a l part deals with the World Wars and the problem of achieving peace. 

The organization i s as follows: 

Part One: The French People Established a Nation and Spread the 
Ideas of Liberty, Equality and Fraternity 

Part Two: The Netherlands and Belgium Were Wrested from Ruthless 
Foes and a Hungry Sea 

Part Three: Spain and Portugal Became Great Powers, Then Gave Way 
to Other Nations 

Part Four: The Leaders of Italy Sought the Grandeur that was Rome 
Part Five: The Germans B u i l t a Strong Nation and Tried to Conquer 

the World 
Part Six: The Peoples of Russia Awakened to the P o s s i b i l i t i e s of 

their Vast Land 
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Part Seven: Ancient China i s Straggling to Become a Modern Nation 
Part Eight: Japan Became a World Power and Set Out to Dominate the 

Orient 
Part Nine: The Br i t i s h Peoples B u i l t an Empire and Spread Ideas of 

Self-Government 
Part Ten: A Nation Dedicated to L i f e . Liberty and the Pursuit of 

Happiness 
Part Eleven: Dominion from Sea to Sea 
Part Twelve: Devastating Wars Have Made I t Necessary to Face World 

Problems Realistically 

From this text, "the minimum assignment consists of Part One 

(France), Nine (Great Britain) and Ten (the United States) with f i v e 

other parts or with three other parts i f Part Eleven (Canada) i s included. 

Since there i s a choice among the nations to be studied, i t i s 

possible for the course to be entirely a study of western history. I f 

the teacher chooses, the course may include China and Japan. India 

appears i n the part on Great Britain, which i s mandatory. 

The course i s unusual i n the choice of the nation or "the people" 

as the organizing principle. The history of each nation i s traced with 

the minimum of reference to i t s relations with other nations. Thus, i n 

effect, the course consists of a series of separate and p a r a l l e l , but r e l 

atively unrelated national histories. The jus t i f i c a t i o n for this mode of 

organization i s given i n the parent book from which this course i s ab

stracted:^ 

When Storv of Nations appeared i n i t s f i r s t version, i t s organi-

52>id. 

^Lester B. Rogers, Fay Adams, and Walker Brown, Story of Nations 
(New York: Henry Holt, 1952), p. i v . 
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zation broke sharply away from the traditional topical organization 
of most high-school world histories designed for the one-year course* 
Pupils using the textbook found they could read the story of each na
tion as a continuous narrative. I f they wanted to follow one nation's 
history, they were no longer forced to turn to the index and make 
notes of page references, then laboriously pick up a b i t here and a 
b i t there i n an attempt to piece together the story of any one 
country. 

Years of teaching had convinced us that the average pupil i n the 
early years of high school had d i f f i c u l t i e s enough with the facts 
and meanings of world history without scrambling the stories and 
breaking up the continuity of events. 

The story of each nation has a similar pattern of development. 

Each begins with a geographical background. This i s followed by a short, 

highly generalized sketch of the nation's history from the earliest times 

to the present. Finally, there i s a section on the unique qualities of 

the nation's culture or on the contribution that the nation has made to 

c i v i l i z a t i o n . Thus, the pattern for the section on France i s as follows} 

T i t l e : The French People Established a Nation and Spread the Ideas 
of Liberty, Equality, and Fraternity 

1. The Geography of Their Land Has Influenced the Story of 
the French 

2. The French Formed a Nation and Their Monarchs Became 
Supreme 

3. The S p i r i t of France Broke Forth i n Revolution and the 
People Struggled for Liberty 

4. French Artists, Scientists and Philosophers Have Made 
France a Centre of Modern Culture 

The disadvantage of this form of organization i s that, while i t 

undoubtedly does make i t easy for the student to trace the story of each 

nation as a continuous narrative, i t makes i t d i f f i c u l t for him to per

ceive the broad movements i n European or world history. The national 

stories are seen separately, but not i n their relationships. Thus, move-
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ments and forces such as the Renaissance, the Reformation, liberalism, 

nationalism, industrialism and imperialism are viewed, not i n broad 

International perspective, but from a series of national viewpoints* The 

American Revolution and the French Revolution are treated mainly i n the 

stories of the American and French people respectively, but the inter

national significance of these events i s not brought out. The course i s 

an aggregate of separate national biographies, not a European or a world 

history* 

An attempt i s made to overcome the lack of unity inherent i n this 

approach* Two methods are used* F i r s t l y , the book contains a series of 

time lines which are cumulative. Thus, i n Part One, there i s a time l i n e 

of French history, i n Part Two, a time l i n e for France and the Low 

Countries, i n Part Three, a time l i n e for France, the Low Countries, and 

Spain and Portugal. This device can be used to demonstrate the concur

rence of events i n the several countries. A second method i s the use of 

a f i n a l section which traces rapidly the growth of nationalism, industrial

ism and imperialism, and surveys the events, leading through the World Wars 

to the present world situation. However, this f i n a l section i s not a re

quired unit of study, and i t i s therefore possible to have a course which 

does not contain this f i n a l unifying section. 

EMPHASIS AND INTERPRETATION 

Interpretation i s related to the organization of the course. The 

section on each nation represents an attempt to understand that nation 
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through a knowledge of i t s ". . . national inheritance, . . . geographic 

environment, • . • resources, • • • legitimate aspirations, • • . and 
7 

contributions to c i v i l i z a t i o n . 1 " In the case of the democracies, his

tory i s interpreted as the growth of p o l i t i c a l freedom* I t i s presented 

as the struggle of the common man to achieve his democratic rights, which 

are regarded as being i n existence and merely waiting to be realized. 

Thus of Magna Carta i t i s said: " I t did not permit the common man to 

have a voice i n government. His rights and responsibilities i n govern-
Q 

ment were s t i l l to be recognized." The meaning of the term "common man" 

i s l e f t vague. In the quotation above, i t seems to mean every man, but 

on the next page, this does not seem to be the case. Referring to the 

f i r s t English parliament, the text says: "Thus some of the middle classes 

were given a voice i n the government . . . . The common man was winning 

his rights." The terms "the people" and "democracy" are used anachro-

n i s t i c a l l y . Thus, we read that, i n the fourteenth and fifteenth cen

turies, " . . . the barons disregarded democratic processes i n government 
9 

to b u i l d up their own power against the kings." And, referring to the 

Wars of the Roses: "Xou may wonder why the people stood for a l l this 

s t r i f e . " 1 0 Henry I I , i t i s asserted, "• • • made the kingship important 

i n the eyes of the people." 1 1 In a Whig interpretation of this kind, i t 
Rogers, Adams, and Walker, Story of Nations, p. v. 

*Adams et a l . , The Story of Modern Nations, p. 288. 

'ibid., p. 290. 1 0 I b i d . l i I b l d . . p. 285. 
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i s not surprising to f i n d that " . . . democracy took a step backward 
12 

under Cromwell"; that "• • .by 1700 democratic government had really 
begun for England";*-* that " . . . during the nineteenth century the 

14 

struggle for the rights of the common man continued"; and that, looking 

back from the end of the nineteenth century, i t could be seen that " . . . 

great p o l i t i c a l reforms had been accomplished down through the centuries 

since the Battle of Hastings i n 1066. The people had won a hard fight 

for their ri g h t f u l representation under a limited monarchy."*-' 

The history of France receives similar treatment. I t i s i n two 

main parts: the formation of the nation, and the struggle of the French 

people for li b e r t y . In the part entitled, "The S p i r i t of France Broke 

Forth i n Revolution and the People Struggled for Liberty,"*** French his

tory i s portrayed as the struggle of the people for freedom. The Revolu

tion i s explained as the response of the mass of the people to oppression, 

-an interpretation proved false as long ago as 1856 by de Tocqueville i n 

The- Old Regime and the French Revolution: 
The costly grandeur of Versailles was, however, only a veneer 

of elegance covering the hardship and poverty endured by the major
i t y of the people. The oppression they suffered and the rebellious 
feelings i t aroused l e d to a bloody revolution that changed the 
entire course of the history of France. 1 7 

In the nineteenth century, " . . . the French people continued to 
18 

strive for the right to govern themselves." 

1 2 I b i d . , p. 298. 1 3 I b i d . . p. 300. *^Ibid.. p. 304. 

1 5 I b i d . . p. 305. i 6 I b i d . . p. 20. * 7 I b i d . 1 8 I b i d . . p. 30. 
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The idea of "the people" as an entity conscious of i t s rights, 

and therefore a p o l i t i c a l force, enters momentarily into the history of 

Russia. Dealing with conditions i n the period immediately after Waterloo, 

the text declares that " . . . the government i t s e l f had become reaction

ary. There was a widening gap between what the Russian people had and 
19 

what they were determined to win for themselves." In the main, how

ever, the history of Russia i s written i n accordance with the idea that 

". • .we must . . . try to see Russia i n the l i g h t of her history rather 
20 

than to make comparisons with ourselves." 

Each nation has i t s own motif by means of which i t s growth and 

development are traced, the purpose being to bring the student to a 
21 

" . . . sympathetic understanding of other people" through a knowledge 

of their history and culture: "Our students i n high school must understand 

what makes other nations 'tick 1—what makes them think and act as they do." 

I f there i s an underlying theme, i t i s the idea of the progress of 

c i v i l i z a t i o n to which a l l these peoples have made their contribution i n 

one way or another—whether i n the realm of arts, l e t t e r s , science, philos

ophy, government, or technology. Each nation, i n i t s own distinctive way, 

has made some contribution to the progress of mankind. An auxiliary theme 

i s the progressive improvement i n the l i f e of the common man. Forces 
1 9 I b i d . . p. 181. ^ I b i d . . p. 192. 
21 

Rogers, Adams, and Walker, Story of Nations, p. v. 
2 2 I b i d . 
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which have retarded or blocked progress are twofold: f i r s t l y , inter

national r i v a l r i e s which have l e d to wars; and, secondly, forces of re

action and oppression which have denied the common man his rights. 

History culminates i n a situation today i n which the people of these na

tions are faced with the problem of war which must be solved i f progress 

i s to continue. 

The Grade XI Course 

The text for the Grade XI course i s The Modern Age. The 

Department's Guidance Syllabus states: 

The Grade XI examination w i l l be based on the entire book. 
The following outline indicates which parts require more detailed 
study and which may be dealt with more generally. I t should be 
clearly understood that the pupils' general knowledge of the parti 
not assigned for special study w i l l be tested on the examination.' 

The text i t s e l f states: 

. . . Teachers w i l l f i n d that there i s more material i n 
this text than can be dealt with i n one year. From topics i n 
the Course of Study, intensive and extensive assignments may be 
made from The Modern Age. 35 

-'Denis Richards and J . E. Cruickshank, The Modern Age 
(Toronto: Longmans, e. 1955)* 

Oil 
Department of Education, Quebec: Guidance Syllabus i n History, 

Grade XI, n.d., mimeographed. 

^Richards and Cruickshank, op. c i t . . p. i i i . 
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SCOPE AND ORGANIZATION 

The scope of the history i n time i s from 1500 A.D. to the present, 

with the main emphasis on the nineteenth and twentieth centuries. The 

contents of the text are arranged i n twenty-four chapters as follows: 

A: Development of Monarchy i n Europe, 1500-1760 
B: Colonial Expansion and Conflict, I5OO-I763 
1: The Growth of New Ideas 
2: Causes of the French Revolution 
3: Progress of the French Revolution, 1789-1795 
4: The Revolutionary Wars and the Career of Napoleon, 1793-1815 
5: The Congress System, 1815-1830 
6: France, 1815-1871 
7: The Metternich Period i n Germany, and the Austrian Empire, 

1815-1851 
8: The Unification of Italy, 1815-1870 
9: Bismarck and the Unification of Germany, I85I-I87I 

10: Great Britain, 1760-1954 
11: The Growth of the United States 
12: The Eastern Question, 1815-1878 
13: China and Japan to 1954 
14: Russia and Poland, 1789-1914 
15: The German Empire and the Third French Republic, 1871-1907 
16: The Balkans and the Approach to the F i r s t World War, 1900-1914 
17. The F i r s t World War and the Peace Settlement, 1914-1932 
18: The Development of the Bri t i s h Commonwealth 
19: Social and Economic Developments since 1850 
20: Totalitarianism 
21: Causes and Events of World War II 
22: The Period Since 1945 

Of these twenty-four chapters, only the f i v e which deal with the 

growth of the United States, China and Japan, the growth of the Common

wealth, the causes and events of World War I I , and the world since 1945 

are not concerned exclusively with events i n Europe. The remaining 

^ seventeen deal ; not so much with western c i v i l i z a t i o n as with Europe i n 
the nineteenth and twentieth centuries since attention i s given to 
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Russia, Austria, the Balkans, and the Near Eastern question. 

EMPHASIS AND INTERPRETATION 

I t i s mainly a p o l i t i c a l and diplomatic history. One chapter i s 

devoted to intellectual matters; that i s Chapter 1, which has two parts, 

one of which i s concerned with the beginnings of modern science and the 

other with the Enlightenment. Five chapters, (chapters 10, 19, 20, 21, 

22), are either wholly or i n part devoted to social and economic develop

ments. For the rest, the topics are p o l i t i c a l and diplomatic. These are 

treated i n considerable detail. Thus, i n Chapter 12, "The Eastern Ques

tion, 1815-1878," there i s a detailed account of the causes, events and 

results of the Crimean War and developments i n the Balkans to the Congress 

of Berlin. The degree of detail i s i l l u s t r a t e d by the fact that among the 

names that enter into this account are those of Lord Raglan, Marshal St. 

Arnaud, Stratford de Redcliffe, Todleben, Milos Obrenovic, Alexander 

Karageorgovic and Prince Charles of Hohenzollern. Six pages are devoted 

to the Crimean War and a further six to the a f f a i r s of the Balkans i n the 

mid-nineteenth century. Similarly, Bismarck's work i n German unification 

and his domestic and foreign policies between 1871 and 1890 are treated 

i n detail, taking some twenty-five pages of the text. 

While there i s such emphasis on the p o l i t i c a l development of 

European states and the relation between, them, there i s relatively l i t t l e 

attention paid to other aspects. One chapter of about twenty-eight pages 

traces social and economic developments since 1850—industrialization, the 
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r i s e of labour unions, social reforms, and socialism. This i s about the 

same space as that given to Bismarck. Apart from the account of the 

beginnings of modern science i n Chapter 1, there i s l i t t l e on the history 

of science, nothing of the work of Dalton, Mendeleev, Einstein, the 

Curies, Darwin or Pavlov. Nor i s there any reference to the history of 

the arts or of thought. Thus, the student meets Polignac, but not Hugo, 

Sir Samuel Romilly but not Lord Tennyson, Stein and Hardenburg but not 

Goethe, or Hegel, or Beethoven. In spite of the claim that the text i s 
26 

a history of western c i v i l i z a t i o n , the fact i s that i t i s for the most 

part a rather narrowly p o l i t i c a l history of Europe i n the nineteenth and 

twentieth centuries. 

The f i n a l chapter i n the book, "The Period Since 19^5»" exemplifies 

the d i f f i c u l t y of deciding what to select for inclusion i n a world history 

course. The chapter represents the attempt to make a transition from a 

European to a global perspective. I t contains nine sections: 
1. The Atomic Age 
2. The United Nations 
3. The Non-Political Work of the United Nations Organization 
k. Democracy vs. Communism 
5. The Middle East 
6. Asia To-day 
7. The C i v i l i z a t i o n of India 
8. The C i v i l i z a t i o n of China 
9. Democracy—Our Way of L i f e 

Obviously, not a l l of these topics, perhaps not any, can be treated i n 

2 6 I b i d . , p. 549. 
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any depth in a chapter of forty-three pages* The chapter i s journalism 

rather than history, since i t merely presents topics of current interest 

and importance as an aggregation, without providing a structure which a 

history should supply* It indicates the problem involved in defining any 

course which has, as i t s purpose, to introduce the student to the present 

world; that i s , the question of what world history is* The answer given, 

in this instance, i s that i t i s European history with a transition after 

1945 to a global viewpoint* But i t i s not a good answer* It i s doubtful 

whether the claims made for the text are justifiable, in view of the super

f i c i a l nature of the account of the period since 194-5, when i t promises 

to • • provide the basis for f u l l and intelligent discussion of a l l 
27 

the topics of Modern World History." 

This history reveals no dominant pattern of development. The 

selection of topics for treatment i s mainly political and, for the most 

part, i n European history* Within the framework of this selection, there 

i s no single broad theme. The history i s narrative rather than interpre

tative. Where generalizations are made, they are confined to particular 

historical movements or episodes, and there i s no attempt to reveal large-

scale patterns or movements, or to detect the direction of events. 

The Grade XI course selects parts of this text for more detailed 

study. Two complete chapters, on the causes of the French Revolution and 

the unification of Germany, are assigned for special study. The chapter 

Ibid., p. i l l . 
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on the United States i s similarly treated, except for a brief section 

entitled. "The Industrial Age." Other topics selected for special empha

sis include: the reasons for the r i s e and decline of Napoleon Bonaparte, 

and an account of his achievements; the Industrial Revolution; the 

growth of democracy, and the r i s e of the Labour Party i n Britain; a 

sketch of Chinese history since the Revolution of 1911* and of Japanese 

history since 186?. 

THE PROGRAMME AS A WHOLE 

The programmes of several provinces have a unity which derives 

from the fact that the same text i s used for the whole programme or, i n 

other cases, that the programme i s planned as a sequence. This programme 

has no such unity. There i s overlapping from one year to another i n the 

content of the courses. The Grade VIII and IX courses have evidently 

been planned as a complete sequence for the benefit of students who 

leave school before Grade XI. 

Unity i s also lacking i n the interpretation embodied i n the 

courses. The Grade VIII and IX courses present history as a reoord of 

progress, with a particular emphasis on the achievement of p o l i t i c a l 

rights, whereas the Grade XI course i s a detailed narrative which eschews 

interpretation of this kind. 

The emphasis i s European, although i n each course there i s some 

non-western history, particularly i n the Grade IX course i n which the 

history of India, China and Japan may appear. The Grade VIII course i s 
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v i r t u a l l y the traditional ancient and medieval European history, with a 

unit on the world* s religions added to i t * The Grade XI course includes 

the non-western world as i t i s impinged on by the West together with the 

very brief descriptions of the culture of India and China, and the survey 

of world problems i n the l a s t unit of the course* 

No objectives are stated for the programme. 



CHAPTER V m 

QUEBEC (FRENCH.CATHOLIC) 

This i s a three-year programme. Two textbooks are used: 

L 'Heritage du Vieux Monde and Le Monde Moderns. Les Ameriaues et l e 

Canada,* both by Gerard Filteau. The headings i n the programme of 

study and the textbooks are identical. In addition, the text contains 

a table of the chapters for study i n each month* I t i s assumed, there

fore, that the texts represent the course of study, and since they bear 

the stamp of the censor, i t i s also assumed that they are closely f o l 

lowed* 

SCOPE AND ORGANIZATION 

The scope, i n time, of the three-year series of courses, i s from 

the earliest times of man to the present; geographically i t i s centred i n 

Europe and the Americas, although Africa and Asia enter the story from 

time to time, and world problems are considered b r i e f l y i n the concluding 

section. The narrative begins with prehistoric man, proceeds to Egypt 

and the Middle East, thence to Greece, Rome and medieval Europe; European 

expansion broadens the canvas to include the Americas, and eventually, i n 

the twentieth century, the whole world. Thus, while this history has a 

Gerard Filteau, L'Heritage du Vieux Monde (Quebec. Centre de 
Psychologie et de Pedagogie, 1956), and Le Monde. Moderne. Les Ameriques 
et l e Canada (Quebec! Centre de Psychologie et de Pedagogie, 1957). 
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world perspective i n the l a s t part, i t i s for the most part a history of 

western Europe and i t s expansion into the Americas. Central and eastern 

Europe are barely mentioned; Russian history from the establishment of 

Novgorod to the time of Peter the Great, and Polish history are dealt 

with i n a page each; Austria i s mentioned i n the context of the Triple 

Alliance and the settlement of Europe after the F i r s t World War. 

L 1 Heritage da Vieux Monde i s the text for Grades VUI and IX. 

The Grade VIII course covers the period from the dawn of c i v i l i z a t i o n 

to the Crusades. In Grade IX the story i s continued to about 1600. Le  

Monde Moderne, Les Ameriques et Le Canada i s the text for Grade X; i t 

deals with the period from 1600 to the present. 

The courses are organized as follows: 

L 1 Heritage da Vieux Monde 

Grade VIII 

1st Part The Dawn of Ci v i l i z a t i o n 
Chapter 1. Prehistoric Man 

2. The F i r s t Civilizations Egypt—The Orient 
2nd Part L i f e i n Greece 

3* Greece: the country, the people 
4. Greek expansion 

3rd Part L i f e i n Rome 
5. The Beginnings of Rome and the Republic 
6. The Roman Empire 

4th Part The Establishment of Christianity 
7. The Beginnings of Christianity 
8. The Barbarians 
9. The Menace of Islam 

5th Part Feudalism 
10. Charlemagne 
11. The Feudal System 
12. The Church i n Feudal Times 
13. The Crusades 
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Grade IX 

6th Part The Birth of Modern Europe 
14. England 
15« The Kingdom of France 
16. The 100 Years 1 War 
17* Spain and Portugal 
18. Germany and Italy 

7th Part C i v i l i z a t i o n i n the Middle Ages 
19* The Christian L i f e 
20. Education and culture 
21. Urban L i f e , trade and crafts 

8th Part The End of the Middle Ages to the Beginning of Modern Times 
22. The Misfortune of the Church 
23. The Renaissance 
24. The Protestant Revolt 
25. The Awakening of the Catholic S p i r i t 
26. The Wars of Religion and the Catholic Renaissance i n 

France 

Grade X 

Le Monde Moderne. Les Amerioues et l e Canada 

1st Part The Discoveries—Spain i n America 
Chapter 1. The Discovery of the East 

2. America 
3* The Spanish Conquest 
4. America under Spanish Rule 
5. The Effects of the Discoveries 

2nd Part England i n Europe and America 
6. The Evolution of England 
7* The English Colonies 

3rd Part France i n Europe and America 
8. The Century of Louis XIV 
9* The French Colonies 

4th Part Franco-Britain Rivalry i n Europe and America 
10. The Anglo-French Wars 
11. The American Revolution 

5th Part The End of a World 
12. The Revolutionary S p i r i t 
13* The Revolution i n France and Europe 

6th Part The Post-Revolutionary World 
14. The New Europe 
15* The Emancipation of Latin America 
16. A Giant i n Growth: the United States 
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The C i v i l i z a t i o n of the 19th Century 
17* The Machine Age and the Industrial Revolution 
18. The Social Problems of the 19th Century 
19. The L i f e of the S p i r i t 

Modern Imperialism 
20. The Empires 
21. The Br i t i s h Empire 

Imperialism and the Struggle for World Hegemony 
22. International Chaos and the War of 1914 
23. The Totalitarian States 
24. Democracy and Dictators 

On a World Scale 
25. The Actual P o l i t i c a l World 
26. The Problems of C i v i l i z a t i o n 

EMPHASIS AND INTERPRETATION 

There i s a heavy concentration of emphasis on ancient and 

medieval history, particularly on the l a t t e r . Two years out of three 

are devoted to the period ending about 1600. Some idea of the balance 

of the history may be gained by a comparison of the time allotted to 

certain topics. Two and a half months are given to the topic of 

"Feudalism," and a similar time to a description of " C i v i l i z a t i o n i n the 

Middle Ages;" "The Establishment of Christianity" receives two months. 

Compared with this, the following groups of topics receive one month each: 

1; The Growth of the United States i n the Nineteenth Century 
The Machine Age and the Age of the Industrial Revolution 
The Social Problems of the Nineteenth Century 

2. International Chaos and the War of 1914 
The Totalitarian States 
Democracies and Dictators 

The courses i n Grades V I H and IX are purely European history. 

The Grade X course shifts the perspective f i r s t to Europe and i t s ex-

7th Part 

8th Part 

9th Part 

10th Part 
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pansion i n North and South America, later to the "new imperialism" 

of the nineteenth century, and f i n a l l y to the world since the Second 

World War. 

The core of the history i s religious, and the theme i s the 

growth of a Christian c i v i l i z a t i o n . At the centre i s the Church of 

Rome. There are three stages i n this history—the ancient world, the 

world of medieval Europe, and the modern world. The ancient world i s 

preparatory to the coming of Christ; the middle ages sees the growth 

and realization of a Christian c i v i l i z a t i o n ; i n the modern period, the 

influence of the Church has declined, c i v i l i z a t i o n has made material but 

not moral progress, and i n the modern world the Church offers mankind a 

solution to i t s problems. 

In this interpretation, the birth of Christ i s the pivotal event 

of history: 

There follows the capital event of history, the b i r t h of Christ 
and the establishment of Christianity. We shall see how the 
Church transformed the world, creating a c i v i l i z a t i o n new and far 
superior to any the world had known t i l l then, how i t overcame 
innumerable obstacles i n order to maintain i t , to perfect i t , and 
pass i t on to us. 

Before the coming of Christ, history lacks a moral dimension 

because men have not the Christian example to follow, or because men 

do not understand God's purposes. Although man from the beginning 

appears as a religious being, "the memories that Adam transmitted to 

.teau, L'Heritage dn Vieux Monde. Preface, 
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his descendants became quickly confused." and man, i n his ignorance, 

confused God with the v i s i b l e proofs of his existence. Only the Hebrews 

succeeded i n conserving the divine revelation. Thus, while the ancient 

ci v i l i z a t i o n s of pre-Christian times made contributions to the progress 

of c i v i l i z a t i o n , they lacked the moral and spir i t u a l qualities which 

could only come with Christianity. The Phoenicians spread knowledge, 

but "sensual, perfidious, deceitful, helped greatly to corrupt the morals 

of the peoples they vis i t e d . " ^ Of the Greeks i t i s said: 

The Greeks believed i n a future l i f e , i n a paradise, the 
ELysian f i e l d s , and i n a h e l l , Tartary. Their paradise was 
easy to attain. Such a religion could not be the source of great 
moral virtues; also, morals, simple and honest enough i n the be
ginning, became corrupt, and, i n time,.Greece was a school of 
vice which poisoned the ancient world. 

Despite their faults and weaknesses, the Greeks, however, 
thanks to their genius, succeeded i n creating a very great 
c i v i l i z a t i o n , the greatest i n the ancient world. Too exclu
sively materialistic, a r t i s t i c , and intellectual, i t yet lacked 
moral greatness. Christianity alone w i l l be able to correct 
this weakness and make of i t a work truly complete.7 

The coming of Christ alters the whole l i f e of mankind, giving 

to i t the moral dimension previously lacking: 

Up to this point, we have studied history before the coming 
of Christianity. We have seen man l e f t to his own powers 
accomplish important progress i n the material and intellectual 
order, but succeeding only i n building a world without moral 
greatness, from which charity and justice were absent. . . . 
At the moment when the Roman Empire reached the height of i t s 
power was born i n Bethlehem He who was to change completely the 

Ibid., p. 22. Ibid. 

'ibid.. p. 38. 6Ibid« 7 I b l d . . p. 58. 
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l i f e of humanity. The bi r t h of Jesus Christ constitutes the 
capital event of history. Since then, his teachings and those 
of his Church have governed the l i f e of men." 

In the ruins of the Roman Empire, the Church w i l l reveal i t s e l f 

as the only force representing order and hope. " I t w i l l assume with 

decision and firmness the immense task of converting and c i v i l i z i n g the 
9 

new peoples and of leading Europe to the truth." 

In the l i g h t of these statements, the emphasis given to the 

Middle Ages i s understandable, for i n this period, Christian c i v i l i z a t i o n 

grew and flourished; and i n this process the Church was the spiritual 

and p o l i t i c a l guide. "The influence of religion was revealed everywhere."*0 

The desire to know God better l e d to the establishment of schools 

and universities, the flourishing of monasteries and nunneries; the 

f a i t h of the people was affirmed i n the construction of superb cathedrals. 

In the towns "a new kind of l i f e was born of the organization of the 

corporations which attempted to put into practice the teachings of r e l i -
11 

gion i n respect of justice and charity." "The Church, after having 
humanized Europe, gave i t a particularly b r i l l i a n t c i v i l i z a t i o n i n the 

12 
twelfth and the thirteenth centuries," a c i v i l i z a t i o n "impregnated with 

13 
Catholicism." J 

The end of the Middle Ages coincided with a decline i n the i n . 

fluence of the Church: 

8 9 10 
Ibid., p. 109. Ibid. Ibid., p. 289. 

1 1 I b i d . 1 2 I b i d . . p. 3^5. 1 3 I b i d . . p. 291. 
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The momentary weakness of ecclesiastical authority provoked 
unfortunate reactions which resulted i n a c r i s i s , i n open revolt, 
and i n the foundation of new churches. The Christian unity of 
Europe was shattered.^ 

The decline of the Church's influence did not halt the march of 

material and intellectual progress. A new form of c i v i l i z a t i o n was born, 

lacking i n the Christian s p i r i t , but presenting, nevertheless, b r i l l i a n t 

aspects. In the religious conflicts of this time, the French people 

affirmed their wish to remain loyal to the true f a i t h and knew a renewal 

of f a i t h , an event which had a special significance for the history of 

Canadat 

I t i s i n this epoch of Catholic renaissance that the foundation 
of New France takes place. This providential circumstance explains 
the religious and apostolic character which i s revealed throughout 
our history. 15 

Out of the Renaissance came two destructive forces, "that of free 

thought i n the world of l e t t e r s , and that of free enjoyment i n high 
16 

society." Protestantism lent i t s weight to the "free thinkers." The 

philosophers, the Encyclopaedists, and the Freemasons devoted their 

efforts to the destruction of Christianity and the overthrow of the social 

and p o l i t i c a l order i n France. Voltaire typifies these forces: 
Voltaire was the most complete incarnation of the i r r e l i g i o n 

of the eighteenth century. To French corruption and f r i v o l i t y , he 
added the hateful fanaticism that he had gone to learn i n England, 
i n the school of the deists of that country. . • • For nearly a 
century, he l e d the campaign (against Christianity) with a s p i r i t 

14 15 
Ibid., p. 345. Ibid. 

^ F i l t e a u , Le Monde Moderne. p. 247. 
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of i rreligious proselytism the rancour of which i s disconcerting, 
and he was, according to the expression of a great modern poet, the 
missionary of the devil to the men of his time. He i s scarcely 
read now, but his s p i r i t has remained as the e v i l genius of the 
modern world, and s t i l l today, the Christian cannot look at his 
hideous mask without a feeling of fear and horror. 1 7 

With the suppression of the Jesuits due to the efforts of 

freemasons and philosophers, the principal force capable of keeping these 

forces i n check was removed, and 

a society which had already learned to doubt everything, which 
had ceased to believe i n the Christian ideal, received with 
enthusiasm the new gospel, destined to bring, i t thought, 
universal happiness.*° 

Since the end of the Middle Ages, history i s resolved into a 

struggle between two opposing sets of forces: the Church and "free 

thinkers," Christianity and atheism, f a i t h and scepticism; moral virtue 

and materialism, orthodoxy and error, true and false prophets. The 

Middle Ages was the period i n which men most nearly attained the Christian 

ideal of l i f e , when the principles of justice and charity guided conduct. 

"The world has become more and more materialist and has thought to f i n d 

happiness i n well-being, satisfaction of the appetites and of i t s egoism."' 

The moral problems of our times 

are the gravest and are at the source of a l l the others. The 
dechristianization of society i s above a l l responsible. The 
nineteenth century, taken up with admiration of i t s e l f following 
the triumphs of science, t r i e d to i n s t a l l a new religion, that 
of progress. 

17. 
Ibid., p. 250. 

> 

Ibid., p. 499. 

18. 
Ibid., p. 253. 

19. 20. Ibid. 
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The solution to our problems resides i n moral reform, i n the regeneration 

of morals. 

Pius XI has affirmed i t i n a great encyclical: i t i s the 
Christian s p i r i t alone which can regenerate society and return 
to i t the active virtue which i t has l o s t since knowledge has been 
separated from morality. The Christian s p i r i t alone can effectively 
remedy the excessive.preoccupation with perishable things, the 
origin of a l l vices. 

A l l the problems of our t i m e — p o l i t i c a l , social, economic—"can f i n d 
22 

their solution i n the practice of justice and charity." 

The great threat today to our c i v i l i z a t i o n i s communism. "For 

Marx and his disciples, there exists but one reality: matter, of which 
23 

society i s but an evolved form." The communist system i s 
more than a negation of religions; i t constitutes a religion, that 
of matter. I t even proposes a pseudo-redemption of humanity by 
international revolutions destined to bring about the reign on 
earth of an illu s o r y paradise of justice, equality, and brotherhood 
i n work. 2 4 

The dazzling promises of communism have seduced crowds made 
unhappy by the abuses of economic liberalism, and deprived of 
strength by the religious and moral neglect i n which they are 
plunged. 25 

I t i s necessary for our world 

to choose between the communist ideology and the Christian 
ideal to resolve economic, social and moral d i f f i c u l t i e s . No 
nation can any longer isolate i t s e l f and claim to l i v e i t s l i f e 
without taking account of the others. One solution only i s 
possible, that indicated by Pius XII: return to the principles of 
Christianity, both within states and i n the relations between 
states. Moreover, the Church, by i t s secular action, has demon-

21 Ibid., p. 499. 2 2 I b i d . . p. 498. 
2"? 2k 2$ 
^Ibid.. p. 493. Ibid., p. 494. Ibid., p. 495. 
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strated that i t constitutes the sure guide, the only true guide, 
against which the forces of e v i l w i l l not know how to prevail. 2° 

The problems of our c i v i l i z a t i o n can be simply solved i f we practise the 

virtues of justice and charity. 

The text concludes with a l i s t of the Popes since 1846. and 

a short account of the work and ideas of each. The f i n a l word i s a 

statement of the strength, the authority and the mission of the Church: 

The Church of our days constitutes the highest moral authority. 
. . . I t knows how to meet the needs of man. . . . Its past action 
i s the guarantee of the future and of i t s unceasing v i t a l i t y . Even 
i n the dark and d i f f i c u l t days through which humanity travels, the 
Church constitutes the lighthouse which shows i t the sure way. To
day, more than ever, we can have f u l l trust i n the words of Christ: 
'Thou art Peter, and on this rock, I w i l l build my Church: the 
gates of Hell shall not prevail against Her.' 2 7 

The interpretation of the h i s t o r i c a l process i s moral and 

religious. The birth of Christ, i t i s claimed,:} i s the "capital event" 

of history. Man's past i s explained and judged i n terms of the degree 

to which the Christian ideals of charity and justice are realized under 

the guidance of the Church of Rome. Thus, the history i s a eulogy of the 

Middle Ages, a period i n which western c i v i l i z a t i o n most nearly achieved 

the Christian ideal; pre-Christian c i v i l i z a t i o n s are necessarily deficient 

i n the moral dimension, and are therefore incomplete; i n modern times, 

c i v i l i z a t i o n has declined, i n a sense, because of the r i s e of scepticism, 

this-worldliness, and materialism, and a corresponding neglect of the 

virtues of charity and justice. 

Ibid., p. 499. Ibid., p. 504. 
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The borderline between B i b l i c a l statement and hi s t o r i c a l fact, 

between sacred and secular history i s blurred. The story of Adam and Ere, 

of Noah, and of the Divine revelation to Noah are treated as facts: 

In our Sacred History, we learned how God created our f i r s t 
relatives, Adam and Eve, and how, because of their sin, they 
were driven from the earthly Paradise and condemned, likewise 
their posterity, to work, sickness, and death. We also learned 
that the descendants of Noah were dispersed across the face of 
the earth. 

A l l these facts we know because God, much la t e r , revealed them 
to Moses • • . .2° 

Joan of Arc i s stated as having, i n fact, encountered the 

Archangel Michael and as having heard the voices of Saint Catherine and 

Saint Margaret. 

One i s inclined to question the va l i d i t y of some judgments, 

which seem designed to f i t a point of view rather than to express his

t o r i c a l truth. Were the Phoenicians, as i s stated, "perfidious, sensual, 

deceitful, and corrupters of the morals of the peoples they visited?" 

And was the Greek c i v i l i z a t i o n lacking i n moral greatness? Voltaire and 

the Encyclopaedists respectively are condemned for their views i n such 

terms as: "the e v i l genius of the modern world," "hypocrites," "partisans 
29 

of impiety," and i t i s asserted that they struck at religious belief, 
30 

"the foundation of social and moral l i f e , " but no examples of their 

ideas are given to support these judgments. They are condemned, as i t 

Filteau, L*Heritage du Vieux Monde, p. 13* 

'ibid., p. 250. 3°Ibid.. p. 251. 
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were, without t r i a l , as the enemies of relig i o n and the Church, and 

therefore, of mankind. 

This i s an over-simplified view of history—good versus e v i l , the 

Church and the true f a i t h versus unbelief and materialism. I t i s a 

dogma rather than a balanced hi s t o r i c a l interpretation. The diagnosis 

of our times—that the world's problems can be solved by a return to the 

practice of charity and justice—provides the opportunity to over-simplify 

the h i s t o r i c a l process by ignoring the complex interplay of social, 

economic, p o l i t i c a l , and intellectual factors i n history. 

The world perspective i s that of Western c i v i l i z a t i o n — t h e growth 

of a Christian c i v i l i z a t i o n i n western Europe and i t s expansion into the 

Americas. The indigenous societies of the Americas—civilized, semi-

c i v i l i z e d , and barbarian—are studied at some length, as an introduction 

to the history of the Americas after the ar r i v a l of Europeans. The story 

of the Spanish effort i n Central and South America i s treated i n some 

detail (about 30 pages of the text) and i n a manner very sympathetic to 

Spain, as can be seen from the claim that "the c i v i l i z i n g work of Spain 

i n America constitutes the greatest success i n history after that of the 
31 

Roman Empire." French and English colonial history receive equally 

detailed treatment. The l a s t part of Le Monde Moderne—"On a World 

Scale"—adopts a global perspective, and deals with the period since the 

Second World War very generally, largely i n terms of the choice before 

Filteau, Le Monde Moderne. p. 80 
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the world between communism and the Christian ideal. 

OBJECTIVES 

The objectives of the whole history programme i.e . the three 

years of world history, i n Grades VIII, IX, and X plus the Grade XI 

course, "French Catholic C i v i l i z a t i o n i n Canada," are: 

1. To open horizons on the origin and development of c i v i l i z a t i o n 
and on the contribution of different peoples. 

2. To indicate the preponderant role of the Church i n the building 
of our c i v i l i z a t i o n . 

3. To establish a basis for the understanding of our contemporary 
world and particularly of the p o l i t i c a l , social and religious 
institutions i n the midst of which we l i v e . 

4. To develop c l a r i t y of thought and a c r i t i c a l sense. 

5. To contribute to moral growth i n developing a social sense, 

a sense of human solidarity, love of the Church.32 

Of these objectives, the second i s the one most f u l l y attainable 

by these courses i n world history, for i t i s the central theme of this 

history to demonstrate the v i t a l part played by the Church i n the 

development of Western c i v i l i z a t i o n . Indeed, i n the preoccupation with 

this purpose, the history emphasizes the role of the Church to such a 

degree as to preclude the attainment of the third objective—-the estab

lishment of a basis for the understanding of our modern world. The 

struggle between the Church and Christian ideals on the one hand, and the 

•Programme D1 Etudes des Eooles Secondaires. 1963, P« 201. 
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persons, i n s t i t u t i o n s , and ideas, which represent e v i l or error, on the 

other, becomes i n the contemporary world the c o n f l i c t between Roman 

Catholic C h r i s t i a n i t y and communism. This i s to over-simplify the world 

s i t u a t i o n , and to mislead the student as to the complexity of the con- • 

temporary world and i t s problems. Moreover, the reli g i o u s and moral 

emphasis leads to an underplaying of the importance of such factors as 

science and technology i n the making of the modern world. I t i s s i g n i f i 

cant that Saint Joan has four pages of the text devoted to her, while 

Newton i s not mentioned, and that God's revelation to Moses i s accepted 

as h i s t o r i c a l fact while evolution i s described as a "badly established 
33 

s c i e n t i f i c hypothesis." 
The f i r s t objective, l i t e r a l l y interpreted, cannot be attained 

through the content of the programme, which i s for nine hundred pages 

of the text the history of one c i v i l i z a t i o n , Western Christian c i v i l i 

zation, and only i n the l a s t twenty takes a wider view of the meaning 

of c i v i l i z a t i o n , and of the history of c i v i l i z a t i o n . "For several 

thousand years," says the text, "the West ignored India. I t i s only 
with the conquests of Alexander that t h i s country makes i t s entry into 

34 

history." Thus, history i s pre-empted by the West; and, accordingly, 

the f i r s t objective should be amended to read: "the o r i g i n and develop

ment of Western c i v i l i z a t i o n . " 

o o 34 - ^ F i l t e a u , Le Monde Moderne, p. 382. " I b i d . , p. 16. 



CHAPTER IX 

QUEBEC (ENGLISH CATHOLIC) 

The world history programme i n the English Catholic high schools 

of Quebec consists of two courses. The course i n F i r s t Year High i s 

ancient and medieval history: the course i n Fourth Year High, Modern 

History I , i s a survey of modern world history from the Renaissance to 

the outbreak of World War I . 
Both the courses are outlined i n the o f f i c i a l course of study i n 

1 

terms of the text. Speaking of the f i r s t year course, the course of 

study says that teachers "have but to implement the purpose of the text

book." 2 

F i r s t Year High 

SCOPE AND ORGANIZATION 

The scope, i n time, i s from the e a r l i e s t beginnings down to the 

l a t e r Middle Ages. Beginning with Adam and Eve, the story of man's h i s 

tory i s traced through pre h i s t o r i c times, the ancient c i v i l i z a t i o n s of 

the Middle East, Greece and Rome to medieval Europe and the origins of 

the European nations. 

Course of Study f o r the English Catholic High Schools, 1963, 
pp. 78, 84. 

2 I b i d . , p. 79. 
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The course i s organized i n seven units which are i d e n t i c a l to the 

f i r s t seven units of the text. The text i s a United States book, approv 

by the censor, and bearing the stamp of the Bishop of Chicago. I t i s by 

Goebel, Quigley, and O'Laughlin and i s e n t i t l e d Our Old World Background, 

The organization of the course i s as follows: 

Unit I . The Dawn of History 
Before History Became a Study—Clues, the Stone Age, the 
G i f t of F i r e , Early Government—the Clan or Tribe, the 
Age of Metals, Invention of Writing. 
The Ancient East—The regions inhabited by the various 
peoples mentioned, t h e i r p o l i t i c a l and r e l i g i o u s organi
zations, evidences of t h e i r c u l t u r a l progress which can 
s t i l l be seen and the contributions which have come down 
to us. 

Unit I I . L i f e Among the Greeks 
The Greeks—Their land, people, c i t y states, education, 
democratic government, r e l i g i o n , wars with Persia, t h e i r 
c u l t u r e — a r t , l i t e r a t u r e , the drama, oratory; Alexander 
and his empire. 

Unit I I I . L i f e Among the Romans 
The Romans—Their country, l i f e among them, orig i n s of 
th e i r culture, t h e i r r e l i g i o n , meaning of republic, 
classes, character of people, the empire, destruction of 
Carthage, conquest of Greece, decline of the R e p u b l i c — 
causes; r i s e of Caesar; Augustus—the Golden Age of Rome 
Our debt to Rome—Greek culture, architecture and engi
neering, language and l i t e r a t u r e , law and government. 

Unit IV. The Triumph of C h r i s t i a n i t y 
B i r t h of Chri s t , the Apostles, persecutions, martyrs, 
growth of the Church, Constantine and the Edict of Milan 
(313 A.D.); Council of Nicea (325 A.D.)—Nicene Creed, 
Division of the E m p i r e — i t s weaknesses; barbarian i n 
vasions, f a l l of Western Roman Empire, survival of the 

3 
Edmund J . Goebel, Thomas J . Quigley, John E. O'Laughlin, Our  

Old World Background (River Forest, I l l i n o i s : Laidlaw Brothers, 1959). 
Course of Study, p. 80. 
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Church. 
The Moslem Threat—Mohammed-Moslem f a i t h , Mohammedan 
Conquests—Defeat by Charles Martel at Tours i n 732 ; 
contributions to our c i v i l i z a t i o n . 
The Conversion of Europe—Mission of the Church—to found 
a Christian c i v i l i z a t i o n ; the Monks—their monasteries, 
r u l e schools, Gregory the Great; conversion of the European 
nations. Achievements of the Missionaries—by the year 
1000 p r a c t i c a l l y a l l Europe converted. 

Unit V. The Feudal Period 
Origin of the Feudal System; 
The Franks—Clovis, Pepin, the Papal States; Charlemagne— 
his conquests, coronation as "Emperor of the Romans" 
(800 A.D.), h i s government, h i s work for education, h i s 
piety, h i s death and the d i v i s i o n of h i s empire. 
Feudalism—Lords and Vassals, homage, castles and l i f e 
i n them; l i f e i n feudal times—the page, the squire, 
tournaments; the s e r f s — t h e i r r i g h t s and duties, t h e i r 
homes, clothing and food, amusements, c u l t i v a t i o n , 
feudal community. 
The Church and F e u d a l i s m — P o l i t i c a l and s p i r i t u a l 
leadership of the Church; the Work of the Church— 
Chivalry; contribution to c i v i l i z a t i o n — m o n a s t e r i e s , 
schools, manuscripts, etc. 

Unit VI. Early England 

Unit VII. New Nations on the Continent 
France—Early kings, Capetians, St. Louis, Hundred 
Years* War—St. Joan of Arc, her v i c t o r y at Orleans 
(1428), her martyrdom, r e s u l t s of the war. 
Spain—The Moors, Ferdinand and I s a b e l l a , defeat of the 
Moors at Grenada (14-92). 
P o r t u g a l — O r i g i n of the Kingdom of. 
Germany and I t a l y — T h e Holy Roman Empire; the Investiture 
struggle—Gregory VII and Henry IV, Concordat of Worms; 
Frederick Barbarossa, loss of I t a l y . 

EMPHASIS AND INTERPRETATION 

" I t i s hardly necessary to state," says the course of study, "that 

a Catholic System of Education, the Christian and Catholic concept 
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should permeate and v i v i f y a l l History Teaching.""' I t goes on to state 

that no h i s t o r i c a l view of mankind i s either complete or true i f i t 

f a i l s to recognize man's o r i g i n as a di v i n e l y created being, h i s f a l l e n 

nature, h i s redemption and hi s eternal destiny.^ The most decisive event 

throughout a l l h i s t o r y , according to the text, was the b i r t h of Christ; and 

among the important developments was the r i s e and growth of the Catholic 

Church. "Pupils are helped i n t h i s book to appreciate the vast contribu-
7 

t i o n made by the Church to the advance of c i v i l i z a t i o n . " World history 

properly taught should imbue pupils with a sense of pride i n t h e i r Catholic 

heritage.^ 

These statements provide the key to the interpretation offered i n 

t h i s history. In the evolution of Western c i v i l i z a t i o n , the r o l e of 

Ch r i s t i a n i t y and the Catholic church i s central. The Catholic Church 

survived both the persecutions of the Romans and the onslaughts of the 

barbarians. I t then "turned i t s attention to a great and glorious mis-
9 

sion, which was to convert and c i v i l i z e the peoples of Europe." Thus the 

l i f e of Christ and the beginnings of the Church are dealt with i n some de

t a i l and much emphasis i s given to the conversion of Europe to C h r i s t i a n i t y 

after the f a l l of the Roman Empire. The migration of the barbarian t r i b e s 

I b i d . , p. 79 . I b i d . 
r 

Goebel _et a l . , op_. c i t . , p. 5« 

Course of Study, p. 7 9 . 
i Goebel et a l . , OJD. c i t . , p. 136. 
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threatened the very l i f e of the Church, but at the same time, i t provided 

an opportunity: 

. . . just as the Church had survived the Roman persecutions, 
so the Church survived the invasions. The Church now had the 
opportunity to create a c i v i l i z a t i o n founded on Christian ideas.10 

In t h i s work the monks played an important part. The text out

l i n e s the l i f e and work of St. Anthony, St. B a s i l , and St. Benedict. I t 

also deals at some length with the missionaries and t h e i r work—the con

version of the Franks by St. Remigius, and of the I r i s h by St. Pat r i c k , 

the missions of St. Columba and St. Columban, St. G a l l , St. Augustine, 

St. Aida, St. Boniface, St. Ansgar, St. V i r g i l , St. Stephen of Hungary, 

Saints C y r i l and Methodius, St. Olga and St. Vladimir. Thus the Church 

became "the teacher and adviser of a l l Europe; and i t l e d the peoples of 

Europe—Roman and Celt, Teuton and S l a v — i n t o the great Catholic c i v i l i z a -
11 

t i o n of the Middle Ages." Moreover, i t "helped feudalism to grow and 
12 

develop i n the proper way." By introducing the ideas of chivalry, the 
Church was able to make the methods of warfare milder, and " i t was the 

Church that taught the knights the ideals of tr u t h , honor, purity and 
13 

l o y a l t y . " Warfare was r e s t r i c t e d under the Peace of God, which f o r 

bade knights from f i g h t i n g i n the v i c i n i t y of churches, monasteries, or 

other sacred places, and under the Truce of God which forbade f i g h t i n g 

on certain days of the year. The Church enforced these rules by the 

10. I b i d . , p. 171. 11. I b i d . , p. 243. 
13-I b i d . , p. 247. 
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threat of excommunication. 

F i r s t established i n order to c i v i l i z e the barbarian t r i b e s , the 

monasteries spread throughout Europe, and grew i n size. Their work 

broadened; the monks preserved learning, established schools, pioneered 
14 

i n improving agriculture, cared for the sick and poor. 

The Church also helped to unify England. The unity of the Church 

r e s u l t i n g from the Synod of Whitby 
. . . helped to bring national unity. At Church councils men 
from a l l the various kingdoms came together . . . prejudices were 
broken down . . . and when people throughout England came to have 
the same r e l i g i o u s b e l i e f s and to have the same Church rules and 
customs, i t was easier to unite them under one government. 15 

In France, "with the help of the Church, a new l i n e of kings gradually 

subdued the nobles," and "St. Joan of Arc l e d her people to v i c t o r y 

against England." Under Ferdinand and I s a b e l l a , the Moors were f i n a l l y 

driven out of Spain and "the people of Spain were now able to develop 

t h e i r country into a great Catholic nation."*^ 

A strong patriotism developed i n the various countries of 
Europe. Yet they were united by the Church and shared a great 
adventure. . . . The Crusades . . . brought about many changes 
i n Europe. Upon these changes much of the modern world was b u i l t . 1 7 

Thus, i n t h i s interpretation, the Church played the central r o l e 

i n the creation of medieval c i v i l i z a t i o n — c o n v e r t i n g the barbarian t r i b e s 

to C h r i s t i a n i t y , counteracting the violence of feudal l i f e while fostering 

14. I b i d . , p. 250. 15. I b i d . . p. 278. 16. I b i d . , p. 347. 

17 I b i d . , p. 320. 
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the ideals of chivalry, unifying individual nations and at the same 

time uniting the nations, preserving learning, educating the young, and 

caring for the sick and needy. 

It i s difficult to exaggerate the extent to which the Church and 

the Catholic faith enter into this history and colour the interpretation. 

The influence of the Church on European civilization is particularly 

emphasized by the detailed treatment given to the lives of the saints, 

the organization of the Church, the influence of the Church on kings and 

emperors, and l i f e in the monasteries. 

The history i s further coloured by the way in which i t incorporates 

as historical fact items which are not universally accepted as such. The 

very f i r s t words of the text are of this, sort: 

In your Bible history you learned how God created our f i r s t 
parents, Adam and Eve. You know that because they sinned against 
God, they were driven from the Garden of Eden. You also learned 
that when the descendants of Noe attempted to build the Tower of 
Babel, they were dispersed to various parts of the earth. 

A l l this was revealed by God to Moses at a later time, for in 
very early days probably no one could write.^ 

Referring to the ancient peoples and their contributions to the growth 

of civilization, the text says: 

The Hebrews, who lived in the midst of these other peoples, 
alone preserved the belief in one true God. To them God made 
the promise that He would send a Messias, who would redeem man 
from the effects of sin.*9 

In this way, the borderline between sacred and secular history 

Ibid.. p. 11. Ibid.. p. 12. 
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i s crossed and recrossed. History and dogma are fused as the following 

description of man's early development clearly shows: 

Man also drew pictures on the cave walls, and many of these 
may s t i l l be seen today. This is the earliest attempt at art. 
Later, pictures were used as an early form of writing. 

This ability of early man to draw and paint should be no 
surprise, because he had many gifts which animals do not have. 
As you know, man i s made 'to the image and likeness of God.' 
Even after Adam and Eve disobeyed God and were driven from the 
Garden of Eden, man did not lose a l l these gifts. Slowly—very 
slowly—man began to make improvements in his struggle to live 
without fear of his surroundings.20 

The l i f e of Christ i s treated in a similar manner. To the generally 

accepted facts of the place and time of his birth, l i f e and death are 

added items from the dogma of the Church: 

He was nailed to a cross and suffered death. But three days 
later, on the f i r s t Easter, He arose from the dead, giving final 
proof that He was God. 

For forty days He remained on earth, preparing the apostles 
and disciples for the task of spreading his teachings to the 
whole world. Then He ascended into heaven. But before He lef t , 
He had promised that He would send the Holy Ghost to guide His 
followers, and to remain with them forever.21 

Other miracles are incorporated into the narrative, including 

the appearance in the sky of a cross to the Emperor Constantine before 

the Battle of Milvian in 312 A.D., and Joan of Arc's vision of St. 

Michael and her messages from St. Catherine and St. Margaret. 

Thus the course i s an amalgam of historical facts and Church dogma, 

making i t more in the nature of a creed than a history. This lends the 

whole book a strongly inspirational tone, which i s accentuated by the 

Ibid.. p. 14. Ibid.. pp. 138-139. 
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stories of the r e l i g i o u s devotion of saints, missionaries, and martyrs. 

Fourth Year High 

SCOPE AND ORGANIZATION 

This course i s described i n the o f f i c i a l course of study as "a 

survey of Modern World History," which i s "general, covering but the 

main features; i t does not c a l l for a detailed study of p a r t i c u l a r 

countries. Great B r i t a i n and France, countries with which our own His-
22 

tory i s intimately connected are covered more f u l l y than others." The 

survey begins with a b r i e f account of the Renaissance and a more detailed 

study of the Reformation and counter-Reformation. I t then traces the 

growth of France, B r i t a i n , Germany, I t a l y , Spain, Russia, China and Japan 

from the e a r l i e s t times to about 1914, giving greatest emphasis to the 

modern period. Unlike most other world history courses, i t carries the 

story only up to the outbreak of the F i r s t World War. 

As i n the case of the F i r s t Year High course, t h i s course i s 
23 

stated i n terms of the textbook, World History for a Better World. 
Unit VII. The Culture of the Middle Ages 

Chapter 2. Humanism Changes Man's Perspective 
Unit V I I I . The Rise of National States 

The Story i n B r i e f 
Chapter 1. Church and State Compete for Power 

22 
Course of Study, p. 84. 

2 3 W i l l i a m L. Neff and Mabel G. Planer, World History for a Better World (Milwaukee: Bruce, 1958). ' ,r  
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Chapter 2. The Protestant Revolt Affects the Status Quo 
Chapter 3» The Catholic Reaction Limits the Spread of 

Protestantism 

Unit IX. From Frankland to Third Republic i n France 
The Story i n B r i e f 
Chapter 1. France Becomes a National State 
Chapter 2. Revolution Overthrows the Ancient Regime 
Chapter 3. Reaction Follows Revolution 
Chapter 4. The Third Republic Brings a New Order 
Chapter 5« France Makes Contributions i n Culture and 

Science 

Unit X. Expansion of England from a Small Nation to a Great  
Empire 
Chapter 1. B r i t a i n I s United Under a Monarchy 
Chapter 2. Absolutism Reigns i n Tudor England 
Chapter 3» Parliament Wins i n a Struggle With the 

Stuart Kings 
Chapter 4. The Hanoverian Kings Become Involved i n 

Many Wars 
Chapter 5» The I n d u s t r i a l Revolution Changes B r i t a i n 
Chapter 6. B r i t a i n Builds an Empire 
Chapter ?. Great B r i t a i n Makes Contributions i n Culture 

and Science 

Unit XI. The Growth of Germany, Austria, and I t a l y out of the  
Holy Roman Empire 
The Story i n Br i e f 
Chapter 1. The Holy Roman Empire Develops Into the 

German Conference 
Chapter 2. Germany I s United Around Prussia 
Chapter 3» Germany Makes Contributions i n Culture and 

Science 
Chapter 4. I t a l y Also Grows Out of the Holy Roman 

Empire 
Chapter 5» Modern I t a l y Makes Contributions i n Culture 

and Science 

Unit XII. Spain 1s Rise and Bid for a Place i n the Sun 
The Story i n B r i e f *~ 
Chapter 1. Romans, Moors, and Christians Occupy Spain 
Chapter 2. Nations Vie for Spanish Power 
Chapter 3« Spain Discovers and Explores the Western 

Hemisphere 
Chapter 4. Spain Makes Contributions i n Culture 
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Unit X I I I . The Rise of Czarist Russia 
The Story i n B r i e f 
Chapter 1. Neighbors Thwart the Ambitious Russians 
Chapter 2. The Czars Rule Russia 
Chapter J>. Russia Makes Contributions i n Culture 

Unit XIV. Oriental Nations i n a Modern World 
The Story i n B r i e f " 
Chapter 1. Early China Has a D i s t i n c t Culture 
Chapter 2. Occidentals Discover China 
Chapter J. Japan Becomes a Modern Nation 

EMPHASIS AND INTERPRETATION 

This history has a purpose and a theme. World History f o r a 

Better World 

was written to prepare youth to take i t s place i n a world wherein 
human ri g h t s are respected. The world has t r u l y become i n t e r 
dependent. . . . What happens even i n a very remote place frequently 
affects the whole world; therefore, conditions w i l l become better 
when the majority of the people, including p o t e n t i a l c i t i z e n s , have 
a better understanding of those who traveled before them on the road 
to c i v i l i z a t i o n . These people have at times traveled together peace
f u l l y for the betterment of a l l ; but a l l too often, because of greed 
and jealousy, they have engaged i n t e r r i b l e wars, thus halting c i v i l i 
zation. 24 

25 
The theme i s "man's long struggle for human r i g h t s . " Human r i g h t s 

are defined as "those r i g h t s which are based on the natural law: a law 

natural to men because i t was written by God i n the hearts of men and 
26 

men's reason can know i t through r e f l e c t i o n . " The natural law i s 

universal and immutable, and since i t was not made by l e g i s l a t o r s , no 

state may take i t away. " I t i s the law that places man above the state; 
24 2^ 2 6 

I b i d . , p. v i i . -''Ibid., p. x v i i . I b i d . , p. x v i i . 
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i t gives us l i f e , l i b e r t y , and possessions; i t embodies a l l those r i g h t s 

and r e s p o n s i b i l i t e s which man must observe to carry out i t s precept: 'do 
2? 

good and avoid e v i l . " 1 

Human ri g h t s were f i r s t expressed i n the Ten Commandments. Plato 

and A r i s t o t l e handed down the concept of a universal and immutable law; 

l a t e r t h i s concept was stated by Cicero. In Christ's teaching a new 

s p i r i t of equality and brotherly love was born. 
To a government based on such teaching, human ri g h t s could have 
r e a l meaning. Since that day man has been struggling for those 
r i g h t s , which he has come to recognize, though slowly, through 
experience, s e l f - r e f l e c t i o n , and the awakening of h i s moral con
s c i e n c e . ^ 

History i s the record of man's achievements and f a i l u r e s i n the 

r e a l i z a t i o n of human r i g h t s . Early Christians suffered martyrdom for t h e i r 

f a i t h and th e i r martyrdom caused C h r i s t i a n i t y to spread more rapidly. When 

the barbarians invaded the Roman Empire, they quickly assimilated, the c u l -
29 

ture of the West, including the Christian r e l i g i o n . Feudalism, "taught 

a l l respect for contract"; "everyone had h i s place i n society which he 

accepted and which i n p r i n c i p l e was guaranteed by contract." Kings were 

expected to follow Christian teaching and observe the natural law; t h e i r 

subjects were not bound to obey unjust laws. 
By the beginning of the thirteenth century some people had become 
s u f f i c i e n t l y aware of th e i r r i g h t s to force King John of England 
to sign Magna Charta. I t was also i n t h i s century that Thomas 
Aquinas prepared h i s Summa Theologica which was a complete ex-
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30 planation of man's r e l a t i o n to h i s fellow man and to God. 

When kings began to head the churches as well as the states, absolutism 

took on a new meaning. People were taught that they must obey r u l e r s 

even though they were unjust. In a l l countries, Catholic as well as 

Protestant, absolutism took on t h i s new meaning; human ri g h t s were f o r -
31 

gotten. By the seventeenth century absolutism was again challenged. 

The idea of human ri g h t s found expression i n the writings of Bellarmine, 

Locke, and Jefferson. I t became "the basis f o r the parliamentary system 

i n England," was incorporated into the Declaration of Independence of the 

United States, the B i l l of Rights, and the French Declaration of the 
32 

Rights of Man and the C i t i z e n . 

World War I made i t evident that "to avoid future, wars one nation 

must have respect for the ri g h t s of another nation, just as one in d i v i d u a l 

must respect the rig h t s and dignity of another i n d i v i d u a l . " Woodrow 

Wilson embodied t h i s idea i n h i s Fourteen Points; Franklin Roosevelt ex

pressed "the idea of human r i g h t s between nations" i n h i s Four Freedoms; 
33 

and the same idea was expressed i n the A t l a n t i c Charter. I t was accepted 
on a world-wide basis when the General Assenbly of the United Nations 

34 

adopted the Universal Declaration of Human Rights. 

This interpretation of history i s a version of the doctrine of 

progress. As the text points out, i t i s "the story of man, h i s f a i l u r e s 

as well as h i s achievements. I t i s the story of h i s long, u p h i l l climb 
30. I b i d . , p. x i x . 31 I b i d . , p. xx. 3 2Ibid. 
33. I b i d . , p. x x i . 34. I b i d . , p. 793 . 
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35 to present-day c i v i l i z a t i o n . " I t i s the struggle f o r and progressive 

r e a l i z a t i o n of freedom: "the observance of human rig h t s based on the 

natural law—no more, no l e s s . " And the natural law i s "the unwritten 

law, known from r i g h t reason, which embodies those ri g h t s to which a l l , 

without exception, are e n t i t l e d . " The natural law i s universal and 

unchanging. I t i s the basic truth without which freedom loses i t s true 

meaning and becomes license. 

The sophists of ancient Greece believed that there was no such 
thing as truth; whatever appears to be true i s true, they said. 
Machiavelli (1469-1527) i n h i s book The Prince argued that the end 
j u s t i f i e s the means. In more recent times American philosophers 
have embraced pragmatism. This too holds that there are no basic 
truths, that truth can be tested only by i t s consequences, and 
what works i s good. 37 

From history we can lear n "not only how man came to recognize 

his essential dignity, but also to learn something of h i s obligations i f 
38 

he i s to maintain i t . " " I n t e l l e c t u a l l y honest students must eventually 
recognize that there are God-given human ri g h t s based on the natural law; 

that such r i g h t s are universal and i n the l i g h t of the time factor are 
39 

eternal." Once the basic idea of human dignity and of man's inalienable 

ri g h t s i s t r u l y understood, "we w i l l view with greater concern selfishness, 

greed, l u s t for power, and unwillingness to l i v e according to Christian 

p r i n c i p l e s . " ^ 

The application of the theme of human r i g h t s based on natural law 

3 5 I b i d . . p. 2 . 3 6 I b i d . . p. 792 . 3 7 I b i d . . p. 791. 
3 8 I b i d . , p. 4. 3 9 I b i d . , p. 6. ^ I b i d . . p. 4. 
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to the writing of t h i s history leads to the condemnation by the authors 

of those ideas and practices which c o n f l i c t with the expression of 

natural law. The history thus has a high moral tone. Absolutism i s con

t r a r y to l i b e r t y as an expression of natural law, and i s therefore con

demned. The margins of the pages contain a running commentary on the 

narrative indicating the state of human righ t s at a p a r t i c u l a r time. For 

example, the u n i t on Czarist Russia contains these marginal comments: 
41 

"Peter the Great did not recognize 'one law f o r a l l . ' " Alexander I I I 
42 

(1881-1894): "Natural law not recognized." Under Nicholas I I (1894-
43 

191? ) : "Finns l o s t human r i g h t s . " Socialism, too, i s regarded un-

favourably. Under the Third Republic, "socialism threatened France." 

Having explained the meaning of socialism, the text puts forward a "More 

Democratic View": 
There i s a large body of people who do not believe i n socialism, 

yet they hold that workingmen have not been treated f a i r l y . They 
think that a system should be adopted whereby workers would have a 
share i n management and a part of the p r o f i t s . This does not mean 
that the industries are to be handed over to the government or to 
the workers; for businessmen who organize industry and r i s k t h e i r 
money i n business enterprises, and thereby provide employment for 
many people, are e n t i t l e d to a f a i r return on t h e i r investments. 
Furthermore businessmen, because of t h e i r t r a i n i n g and experience, 
should be better q u a l i f i e d to manage business than are the workers.45 

Certain thinkers, whose views are considered i r r e l i g i o u s or 

m a t e r i a l i s t i c , or i n some way c o n f l i c t with natural law are condemned. 

44. I b i d . . p. 357. ^ I b i d . , p. 401. 

1 
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Machiavelli was "the product of an age that was setting aside r e l i g i o n 
46 

and dropping to a low state of morality." The teaching of Rousseau, 

was "largely responsible f o r the t e r r i b l e events during the French 

Revolution" since "absolute power was merely transferred from the king 
47 

to the people (general w i l l ) , and whatever the people w i l l e d was r i g h t . " 
The philosophies of Hegel and Nietszche are "contrary to our idea of 

48 
human r i g h t s , " Hegel because he stated that the i n d i v i d u a l , when 

occasion demands, must be s a c r i f i c e d f o r the good of the whole, and 

Nietszche because of h i s anti-democratic and an t i - C h r i s t i a n b e l i e f s . 
Marx i s condemned since "out of t h i s philosophy developed modern Com-

49 
munism." 

What are "human rights"? The text defines them as "our c i v i l and 

r e l i g i o u s l i b e r t i e s , and . . . our property r i g h t s . " 5 0 "Because each 

in d i v i d u a l i s sacred, he has certain inalienable r i g h t s which Democracy 

guarantees by law." These include freedom of r e l i g i o n , the r u l e of law, 

freedom to seek tr u t h and to secure accurate information, freedom of 

speech, of assembly, of the press and radio, freedom to form voluntary 

organizations, the r i g h t to free elections and government by the repre

sentatives of the electors, the r i g h t to own property, the r i g h t of 
51 

contract and c o l l e c t i v e bargaining. 
The study of history shows the r e a l i z a t i o n of these r i g h t s and 

46 U7 US 

I b i d . , p. 250. 'ibid.. p. 314. I b i d . , p. 480. 
^ I b i d . 5°Ibid., p. 3. 5 1 I b i d . . pp. 6 5 6 - 6 5 7 . 
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l i b e r t i e s by an increasing number of people. 

We t a l k i n our time of our c i v i l and r e l i g i o u s l i b e r t i e s and of our 
property r i g h t s as though man had always had them. As we study h i s 
tory we learn that both these assumptions are f a l s e . There have been 
times when people held that might was r i g h t . Kings claimed to rul e 
by divine r i g h t . They were i n time overthrown by the n o b i l i t y , and 
government was i n the form of an o l i g a r c h y — r u l e by the few. F i n a l l y 
the concept became acceptable to a growing number of men that there 
are human ri g h t s such as ' l i f e , l i b e r t y and the pursuit of happiness, 
which are inalienable or God-given r i g h t s which one man may not take 
from another. Governmental constitutions do not give these r i g h t s , 
they merely guarantee them.52 

The study of history thus shows us how we came to enjoy our r i g h t s 

and l i b e r t i e s , and from i t we can learn something of our obligations i f 

we are to maintain them. 

I t i s not surprising, therefore, to f i n d that t h i s history i s 

mainly p o l i t i c a l i n emphasis as i t traces the ef f o r t s of "the people" to 

achieve t h e i r "God-given r i g h t s . " I t i s also history written i n terms of 

in d i v i d u a l s . "In studying hist o r y , we might think of the p o l i t i c a l 

leaders as the main characters, sometimes noble, but a l l too often i g 

noble." The noble ones are those who, l i k e Louis IX of France, was 

"guided by the p r i n c i p l e s of equity and j u s t i c e , . . . who recognized the 
53 

natural law and respected human r i g h t s " ; the ignoble were such as King 
5k 

John who "completely disregarded the r i g h t s of his people." 

I t i s , i n addition, a history of the growth of c i v i l i z a t i o n — 

"Looking back from our vantage point i n the twentieth century, we see man 

slowly, so very slowly, breaking the f e t t e r s that bound him p h y s i c a l l y , 

5 2 I b i d . , p. 3. 5 3 I b i d . . p. 298. 5 ^ I b i d . , p. 367. 
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mentally, and even moral l y . 1 , 5 5 Men produced works of a r t , developed 

systems of thought, and learned how to control some of the forces of 

nature. This part of human a c t i v i t y i s treated separately from the 

p o l i t i c a l . The l a s t section of the history of each nation, with the ex

ception of China and Japan, i s devoted to a summary of the nation's con

t r i b u t i o n i n science, or culture, or both. These are, for the most part, 

l i s t s of names of famous writers, a r t i s t s , or s c i e n t i s t s , with comments 

on certain outstanding individuals. In the Chapter e n t i t l e d "Great 

B r i t a i n Makes Contributions i n Science and Culture," for example, there 

are b r i e f comments on S i r Thomas More, S i r Francis Bacon and Shakespeare 

followed by t h i s paragraph: 

Other noted English writers are: Milton, famous for Paradise Lost: 
John Locke, f o r Treatise on C i v i l Government; Robert Burns, for The  
Cotter 1s Saturday Night and many l y r i c poems; S i r Walter Scott, for 
The Lady of the Lake, Ivanhoe, and many others; Charles Dickens, for 
Oliver Twist, David Copperfield, and others; Robert Louis Stevenson, 
for Treasure Island; Rudyard K i p l i n g , f o r The Jungle Book and Kim.56 

Similar comments are made under the heading of "Music," and, under 

"Science," b r i e f paragraphs are written about Bacon, Newton, Faraday, and 

Darwin, but i n no case i s there any attempt to r e l a t e these in d i v i d u a l s 

to the times i n which they l i v e d . 

As with most h i s t o r i e s which "look back from our vantage point i n 

the twentieth century," there i s a tendency to judge the past i n terms of 

present values. "One who wishes to understand history," says the text 

5 5 I b i d . , p. 2. 5 6 I b i d . . p. 436. 
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i t s e l f , "must develop h i s t o r i c a l mindedness: the a b i l i t y to understand the 

inner nature of an e v e n t — a l l the factors that caused i t to happen." Yet 

t h i s i s what t h i s history s i g n a l l y f a i l s to do. The commitment to the 

use of the idea of "human r i g h t s " i n the treatment of events i n a l l 

periods and places d i s t o r t s and misleads. I t leads to such statements, 

again to take an example from B r i t i s h history as: "Though the English 

people were the f i r s t to r e j e c t autocracy, they have moved only slowly 

towards democracy" and, " U n t i l the Reform Acts of the nineteenth century, 
57 

England was a r i s t o c r a t i c — n o t democratic," both of which are not so 

much true or untrue as meaningless. Or to the summary of "Democracy i n 

England," which i s f u l l of misconcQnceptions which derive from an im

p l i c i t comparison with American democracy: 
Some people hold that B r i t a i n ' s system i s the most democratic 

possible, but there are dangers i n i t . There i s no protection for 
the i n d i v i d u a l or f o r minority groups. The w i l l of the people 
represented i n the House of Commons i s supreme. There i s no check 
by a second house; there i s no veto; and there i s no Supreme Court 
to which an i n d i v i d u a l may appeal i f he f e e l s oppressed. Parliament 
could vote i t s continuance i n o f f i c e and become a 'dictatorship of 
the p r o l e t a r i a t . 

• 58 

The application of the concept to the history of Russia and 

Germany gives o f f moral heat but does not contribute to h i s t o r i c a l il

lumination. The actions of autocratic r u l e r s are not to be understood 

i n the degree to which they repressed or advanced the cause of human 

ri g h t s . 

' i b i d . , p. 402. 5 8 I b i d . . p. 407. 
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Although heavily European i n emphasis, the course has a global 

scope. Unit XIV (China and Japan) occupies twelve pages of the text. 

India, Canada, Au s t r a l i a and South A f r i c a are a l l dealt with b r i e f l y i n 
59 

a chapter on the B r i t i s h Empire. The notable omission i s the United 

States, save for reference to the American Revolution i n the units on 

B r i t a i n and France. 

THE PROGRAMME AND ITS OBJECTIVES 

The general purpose of t h i s two-year programme i n world history 
60 

i s to prepare the p u p i l for h i s r o l e as a c i t i z e n and member of society. 

In order that the i n d i v i d u a l may be able to play h is proper part as a 

c i t i z e n , he must have an i n t e l l i g e n t appreciation of the society into 

which he i s born. A casual knowledge of actual i n s t i t u t i o n s i s not suf

f i c i e n t . ^ 
Since these i n s t i t u t i o n s are not present-day growths but are the 
r e s u l t of a long progressive evolution, beginning with the e a r l i e s t 
times, he should be acquainted with the process of t h i s evolution. 
He must learn that i t was not confined to any one period or to 
one p a r t i c u l a r region or race; that modern c i v i l i z a t i o n i s a com
posite of the contributions made by p r a c t i c a l l y a l l countries and 
a l l races. He must know whence these contributions came and thus 
be f a m i l i a r with the o r i g i n and growth of the s o c i a l organizations 
which surround him. 

The emphasis on the contributions of " p r a c t i c a l l y a l l countries 

and a l l races" would seem to imply a very broad view of hist o r y , a 

universal history. But, i n f a c t , modern c i v i l i z a t i o n means modern 

59 I b i d . , Unit X, Chapter 6 , p. 410 f f . 

^Course of Study, p. 78. ^ I b i d . 
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Western c i v i l i z a t i o n , and the history i s e s s e n t i a l l y a history of 

European c i v i l i z a t i o n . This i s inevitable when i t i s accepted that " i n 

a Catholic System of Education, the Christian and Catholic concept of 

history should permeate and v i v i f y a l l History Teaching," that "no h i s 

t o r i c a l view of mankind i s either complete or true i f i t f a i l s to recog

nize man's o r i g i n as a d i v i n e l y created being, his f a l l e n nature, h i s 

redemption, and his eternal destiny," and that "the most important event 
6 2 

throughout a l l history was the b i r t h of Christ." 

The s p e c i f i c objectives are set out for the course i n F i r s t Year 

High. They are not specified i n the case of the course i n Fourth Year 

High, but the same objectives would seem to apply i n the Fourth Year as 

i n the F i r s t Year course. The main objectives are: 
1. To enable our pupils to have a clearer understanding of own modern 

c i v i l i z a t i o n [sic} by giving them a knowledge of the o r i g i n and 
development of our i n s t i t u t i o n s , and of the contributions made 
to our c i v i l i z a t i o n by various peoples i n ancient and mediaeval 
times; 

2 . To emphasize the part played by the Catholic Church i n ancient 
and mediaeval times and i t s glorious contribution to our present 
c i v i l i z a t i o n and culture: 

3. To l a y a mental foundation for the study of Modern World History 
and for a more comprehensive study of the History of Canada.°3 

These objectives are concerned with the development of "our 

c i v i l i z a t i o n , " that i s , European c i v i l i z a t i o n , and with the Catholic 

heritage as an important part of that development. The history i n the 

6 3 I b i d . 
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world history programme i s primarily European. In the f i r s t year course 

i t i s wholly so, and i n the fourth year course, i t i s almost e n t i r e l y so. 

The f i n a l u n i t — o n China and J a p a n — i s an appendage to what i s e s s e n t i a l l y 

a history of the major European nations. The text reveals the essential 

viewpoint i n the introductory statement to t h i s u n i t : 

So f a r we have made no study of the Far East: China and Japan. 
This does not mean that they were unheard of u n t i l l a t e i n history 
or that t h e i r people were u n c i v i l i z e d or not worthy of study. China 
has a very o l d c i v i l i z a t i o n , perhaps older than any other. The 
Far East, however, played l i t t l e part i n world history u n t i l modern 
times, when Europeans found the i r way to that area. Consequently, 
there was l i t t l e reason to study these lands e a r l i e r i n t h i s course.0^" 

The greatest gap i s the v i r t u a l omission of the history of the 

United S t a t e s — a deficiency which does not seem to be made up i n the h i s 

tory courses for the second and t h i r d years (English medieval history and 

Canadian history, respectively). This may be because the text i s a United 

States book, and i t s authors would therefore take for granted that United 

States history would be taught somewhere else i n the programme. 

Whether the programme contributes to a "clear understanding" of 

our modern c i v i l i z a t i o n s depends on the acceptability to the reader of the 

interpretation i t embodies. And t h i s i n turn depends upon the degree to 

which the emphasis on the part played by the Church i n the development of 

western c i v i l i z a t i o n i s acceptable. Many would c r i t i c i z e the history as 

being hopelessly one-sided i n i t s interpretation, subordinating a l l con

siderations to the hypothesis that C h r i s t i a n i t y and the Church have 

Neff and Planer, OJD. c i t . , p. 559* 
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played a central r o l e i n the history of European c i v i l i z a t i o n . In f a c t , 

i n the achievement of the second objective, i t could be argued, the 

programme cannot properly achieve i t s f i r s t ; that, i n emphasizing the con

t r i b u t i o n of the Catholic Church, the course obscures the influence of 

other f a c t o r s — s o c i a l , economic, p o l i t i c a l and c u l t u r a l — i n the develop

ment of c i v i l i z a t i o n i n Europe, and that t h i s emphasis or bias i s carried 

to the point at which i t ceases to be history and becomes dogma. 

I t must be concluded that the second objective i s achievable through 

t h i s programme, for the central emphasis i s on the v i t a l contribution of 

the Church to the development of Western c i v i l i z a t i o n , and that the f i r s t 

objective i s r e a l i z a b l e or not according to the view taken of what con

s t i t u t e s "a clearer understanding" of our modern c i v i l i z a t i o n ; whether, 

i n short, one i s prepared to accept the premises, stated above, on which 

the history i s based, and the treatment of the facts based on those 

premises. 



CHAPTER X 

NEW BRUNSWICK 

The world history programme i s a three-year sequence i n Grades 

X, XI, and XII. For English-speaking students, the textbook i s World 

History by Smith, Muzzey, and Lloyd.* For French-speaking students, 

there are two texts: L*Heritage du Vieux Monde and Le Monde Moderne, Les 

Ameriques et l e Canada, both by Gerard F i l t e a u . The programme for 

English-speaking students i s examined here. The programme for French-
2 

speaking students i s examined elsewhere. 

SCOPE AND ORGANIZATION 

The course content i s outlined i n the Programme of Studies for 
3 

High Schools as follows: 
Grade X World History, Smith, Muzzey, and Lloyd (revised 

edition) Parts I-IV, Pages 1 -189 . 
Grade XI Parts V-VI, Pages 190 -369 . 
Grade XII Pages 370 to end of text (p. 748). 

An examination of the text reveals the following organizations of 
it-content: 

Emma P. Smith, David S. Muzzey, and Minnie Lloyd, World History: 
The Struggle for C i v i l i z a t i o n (revised edition; Toronto: Ginn & Company, 
n.d.J. 

2See Chapter V I I I . 
3 

^Outline of Programme of Studies f o r High Schools, 1963-1964, p. 34. 
4 
Smith, Muzzey, and Lloyd, OJD. c i t . , VI-VII. 
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Grade X Part I The Foundations of C i v i l i z a t i o n 

Chapter 
I . Man's E a r l i e s t Discoveries and Inventions 

What C i v i l i z a t i o n I s 
How Our Remote Ancestors Lived 
L i f e i n the Long Stone Age 

Part I I E a r l i e s t C i v i l i z a t i o n s 

I I . What the Egyptians Accomplished 
I I I . C i v i l i z a t i o n s of Western Asia 

Part I I I The Great C i v i l i z a t i o n s of Greece and Rome 

IV. How the Greeks Lived and Governed Themselves 
V. What the Greeks Gave to C i v i l i z a t i o n 

VI. How Rome Became the F i r s t Great Capital i n the West 
VII. Roman C i v i l i z a t i o n and I t s Influence on the West 

Part IV The Middle Ages 

VII I . How Barbarians Invaded the Empire 
IX. How C h r i s t i a n i t y Became the Religion of Europe 
X. How Feudalism Developed i n Medieval Europe 

XI. Germany and France i n the Middle Ages 
XII. Building a National Government i n England 

XI I I . The Crusades Bring East and West Together 
XIV. How the Growth of Medieval Towns Promoted Progress 

Grade XI Part V Beginnings of the Modern World 

XV. How Europe Regained the Past and Made New Progress 
XVI. Beginnings of our Modern National States 

XVII. The Breakup of the Medieval Church 
XVIII. How Religion was Added to the Causes of War i n the 16th Century 

XIX. France under Her Grand Monarch, Louis XIV 
XX. The Making of Modern England 

XXI. The Rise of Russia, Austria, and Prussia as Great Powers 
XXII. How European Nations Sought Their Fortunes Overseas 

XXIII. The Eighteenth C entury: the Threshold of our Own Times 

Part VI The Struggle f o r Democracy 

XXIV. The French Revolution and I t s Meaning 
XXV. Napoleon Bonaparte, Master of Europe 

XXVI. The Congress of Vienna Fastens the Old Regime on Europe 
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Chapter 
XXVII. Growth of the Revolutionary S p i r i t i n Europe (1815-1848) 

XXVIII. The Coming of Machinery Changes the World 

Grade XII Part VII The Growth of Nationalism and Imperialism 

XXIX. Germany and I t a l y Become National States 
XXX. The German Empire and the Third French Republic 

XXXI. The B r i t i s h Empire i n the Nineteenth Century 
XXXII. How the Romanovs Ruled Russia 

XXXIII. How Europeans Came to Control a Large Part of the Earth! 
Imperialism 

XXXIV. Rapid Progress of the Nineteenth Century 

Part VIII The F i r s t World War 

XXXV. The Coming of the F i r s t World War 
XXXVI. The F i r s t World War 

XXXVII. The Making of the Peace Settlements 

Part IX Europe and the Treaty of V e r s a i l l e s 

XXXVIII. The Reconstruction of Europe 
XXXIX. Problems L e f t by the F i r s t World War 

XL. B r i t a i n and France after the War 
XLI. Revolutionary Governments i n Russia, I t a l y , and Spain 

XLII. The Rise of T o t a l i t a r i a n Powers 
XLIII. The Coming of the Second World War 

Part X The Second World War 

XLIV. Europe F a l l s under the Nazi Terror 
XLV. A Global War 

XLVI. The Beginning of the End 
XLVII. Victory at Last 

Part XI The Age of Atomic Power 

XLVIII. The Never-Ending Search for Peace 
XLIX. Turmoil i n Asia 

A part of the history programme i s the study of current a f f a i r s . 

A l l students writing Departmental Examinations i n either English 
or French w i l l be expected to know some of the current history 



145 

K 
including the a c t i v i t i e s of United Nations, UNESCO, NATO, etc. 

In both history programmes, only the important phases of the 
Second World War should be emphasized. 

Examine with the pupils the d r i f t of the world into the camps 
since 1945. Outline i n p a r t i c u l a r the attempts of the United 
Nations to deal with the si t u a t i o n . Outline the acts of aggression 
of Russia and her s a t e l l i t e s . The action of the United Nations i n 
dealing with the trouble spots i n various parts of the world should 
be noted.° 

The scope, i n time, i s from e a r l i e s t man to the present. Geo

graphically, i t i s global, but with the emphasis on Europe. The narrative 

traces the history of c i v i l i z a t i o n s i n Egypt and i n Western Asia, thence 

v i a Crete, Greece and Rome, to medieval and modern Europe. The expansion 

of Europe broadens the history so that i t includes the Americas, India, 

A u s t r a l i a , New Zealand, China, Japan and A f r i c a . 

The part of the history to be studied i n Grade X i s from f i r s t • 

beginnings to the end of the Middle Ages. Of t h i s period, the text 

devotes about one-third of i t s pages to Greece and Rome, about two-

f i f t h s to the Middle Ages, and the remainder to a discussion of the 

meaning of c i v i l i z a t i o n , some comments on p r e h i s t o r i c man, and the h i s 

tory of the early c i v i l i z a t i o n s i n the N i l e Valley and Western Asia. 

In Grade XI the period studied i s from 1500 to 1848. Grade XII 

covers the l a s t hundred years, about one-third being devoted to the 

second hal f of the nineteenth century, and the remaining two-thirds to 

the twentieth century. The Grade XII course takes up one-half of the 
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pages of the text. 

EMPHASIS AND INTERPRETATION 

The emphasis i s predominantly on western Europe. The growth 

and expansion of European c i v i l i z a t i o n i s the central theme. The h i s 

tory of other parts of the world i s included when i t i s relevant to t h i s 

theme. The Byzantine Empire enters b r i e f l y into the narrative with the 

f a l l of Rome, the Crusades, and the capture of Constantinople. The r i s e 

and spread of Islam i s mentioned. Russia enters i n the eighteenth cen

tury, introduced by a b r i e f sketch of i t s development from the time of 

the incursion of the Slavs into central and south-east Europe, but xtfith 

no mention of Russian expansion into central Asia i n the sixteenth and 

seventeenth centuries. The Americas, India, China, Japan, A f r i c a , 

A u s t r a l i a and New Zealand appear i n the context of European expansion. 

As t h i s i s a history of c i v i l i z a t i o n — t h e s u b t i t l e of the text i s 

"The Struggle for C i v i l i z a t i o n " — t h e history i s necessarily broad i n the 

treatment of the past. I t has a p o l i t i c a l core, as the authors of the 

text recognize: 

. . . i t has been necessary to say a good deal about governments 
and wars. The government i s the framework within which people 
l i v e together . . . . The struggle between men and nations f o r 
wealth, land and power has gone on since e a r l i e s t times. A true 
account of the past must necessarily include features which have 
had such an important influence on man's history.' 
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However, i f p o l i t i c a l and m i l i t a r y events must be included as a 

necessary part of a history of c i v i l i z a t i o n , they are not the most im

portant, f o r 

these things are only a part of the story. Governments have 
proved f l e e t i n g and wars indecisive. Boundaries have constantly 
shift e d back and f o r t h across the map. Kings and diplomats who 
have s a c r i f i c e d the l i v e s of t h e i r people i n bloody wars have 
vanished and l e f t no mark. As H. G. Wells so aptly describes them, 
•They were no more than a number of troublesome . . . schoolboys 
playing about and doing tra n s i t o r y mischief amid the accumulating 
materials upon the s i t e of a great building whose nature they d i d 
not understand.' I t was not these mischief-makers who were the 
r e a l makers of history. Rather i t was the man i n workshop and 
laboratory who gathered the materials and molded the great house 
of our c i v i l i z a t i o n i n which mankind was to dwell." 

While those responsible for wars held back the advance of c i v i l i z a t i o n , 

those who have worked with brain and hand have contributed to i t s prog

ress: 

In a l l times there have been some people who were very busy 
i n one way or another. I t i s to them that we owe what we have 
today, f o r the i d l e merely used and enjoyed what others provided. 
I t i s the workers who have been the makers of c i v i l i z a t i o n . - ^ 

Thus, i f i t i s necessary to "say a good deal about governments 

and wars," i t i s even more important to record something of the l i v e s 

and achievements of those who have made t h e i r contribution to the 

growth of c i v i l i z a t i o n . 

Therefore t h i s history deals not only with p o l i t i c s and wars, but 

with science, a r t , invention, l i t e r a t u r e , and thought, and a l l the other 

ways i n which people have contributed to the advance of c i v i l i z a t i o n . 

8 9 I b i d . , p. 488. I b i d . , p. J. 
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This i s done more thoroughly i n the parts devoted to ancient and 

medieval history. In studying the Greeks more than ha l f the pages are 

devoted to non - p o l i t i c a l aspects of l i f e — d o m e s t i c l i f e , education, 

poetry, drama, science, medicine, philosophy, architecture and sculpture. 

In the case of Rome, more emphasis i s given to p o l i t i c a l and m i l i t a r y 

history, but other aspects of l i f e are not neglected—education, Roman 

houses, l i t e r a t u r e , science, architecture, roads, Roman law, and r e l i 

gion. The Middle Ages are portrayed i n the round: the l i f e of noble and 

peasant, l i f e i n the towns, the character of medieval business, architec

ture, thought and learning, etc. 

Beyond t h i s period, the history tends to become more p o l i t i c a l i n 

emphasis. Part V, "Beginnings of the Modern World," concentrates on the 

r i s e of nation-states and the beginnings of colonial expansion. Two 

chapters of the nine i n t h i s part describe the c i v i l i z a t i o n of the time; 

one describes the growth of vernacular l i t e r a t u r e , the nature of medieval 

science, schools and u n i v e r s i t i e s , the r e v i v a l of learning, and the begin

nings of modern science; the other portrays l i f e and thought i n the 

eighteenth century with p a r t i c u l a r reference to the Enlightenment and to 

so c i a l structure i n western Europe. Treatment of the nineteenth century 

i s l a r g e l y p o l i t i c a l , with one chapter devoted to the I n d u s t r i a l Revolu

t i o n and i t s effects on the l i f e and work of the people, and a further 
10 

one which describes the "rapid progress of the nineteenth century," 

I b i d . , p. 487 . 
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l a r g e l y i n terms of the application of science to human a f f a i r s . There 

i s no similar attempt to give a rounded picture of l i f e i n the twentieth 

century which i s treated i n purely p o l i t i c a l and m i l i t a r y terms. 

Regarded as a whole, the history attempts to portray l i f e i n each 

c i v i l i z a t i o n or a g e — p o l i t i c a l , s o c i a l , economic, i n t e l l e c t u a l , a r t i s t i c — 

with p o l i t i c a l h istory as a core. The only exception to t h i s , as i n d i 

cated above, i s the history of the twentieth century most of which i s 

concerned with the World Wars and international r e l a t i o n s . Each c i v i l i 

zation or age i s assessed for i t s contribution to the growth of c i v i l i 

zation. 

The s u b t i t l e of the text, "The Struggle for C i v i l i z a t i o n , " carries 

the clue to the interpretation of the past which i s embodied i n the text. 

The past i s to be seen as an upward struggle to achieve an ever higher 

degree of c i v i l i z a t i o n : 

We c a l l t h i s account of world history the Struggle for C i v i l i 
zation because as we look back over the past we f i n d that man 
through the ages has been engaged i n a long, hard f i g h t — a f i g h t 
to b u i l d up c i v i l i z a t i o n and a f i g h t to preserve i t . In spite of 
a l l setbacks, however, he has gone forward. 1 1 

C i v i l i z a t i o n i s "our way of l i f e , . . . a l l the things we have and make 
12 

and do, and that we know and believe; i t i s our world." I t i s ever 

growing, and changing. In some countries i t has progressed further than 

i n others. I t i s more advanced, for example i n Great B r i t a i n or the 
13 

United States than i n Central A f r i c a or the South Sea Islands. The 
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advance of c i v i l i z a t i o n i s a cumulative and evolutionary process. Man's 

progress from savagery to c i v i l i z a t i o n was very slow at f i r s t , but 

each new discovery and invention added something on which to b u i l d 
and made the next step possible. Thus, as time went on, c i v i l i z a t i o n 
slowly accumulated. The more men learned, and. the better the tools 
they made, the faster they could go forward. I n modern times, with 
the invention of machinery and the discoveries of science, c i v i l i 
zation has progressed at a rate never before known i n the history 
of man.^ 

However, the progress of c i v i l i z a t i o n has not been steady and 

unbroken. Through the ages men have suffered much from war; what some 

have b u i l t , others have destroyed. Yet, even when great c i v i l i z a t i o n s 

were overwhelmed by barbarian conquerors, and i t seemed that what had so 

far been gained would be forever l o s t , some part has always survived, and 

furnished a foundation on which l a t e r generations could b u i l d . "In spite 

of a l l disasters, c i v i l i z a t i o n has gone forward to ever greater heights."' 

Progress i s the key to history, as each new generation builds 

on i t s inheritance, and c i v i l i z a t i o n evolves into higher forms. The 

heroes of history are not the kings, warriors, and diplomats, but those 

who worked to add to the accumulation of human achievement into which 

"have gone countless hours of study, experimenting, and t o i l — t h e work of 

brain and hands." In a l l times, there have been some people "who were 

very busy i n one way or another." I t i s to them that we owe what we 

have today "for the i d l e merely used and enjoyed what others have pro-
16 

vided. I t i s the workers who have been the makers of c i v i l i z a t i o n . " 
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The story of progress i s the story of man's mastery of nature and him

s e l f through knowledge and understanding. 

C i v i l i z a t i o n i s , then, a story of mastery. To p r i m i t i v e men 
nature was an enemy. Driven by hunger, cold, and storms, he be
l i e v e d that the earth was f i l l e d with e v i l s p i r i t s who sought to 
harm him. Gradually he began to discover nature's secrets and 
understand her ways. Later he learned to d i r e c t her forces. 
Nature was then no longer h i s enemy, but h i s f r i e n d and helper. 
Slowly at f i r s t , but with ever-growing success, he spread h i s 
control over the world around him. As we follow his progress 
through the long years to the present time, we see how he con
quered the problem of hunger and cold, how he overcame distance, 
how he pushed into the unknown and discovered a l l parts of the 
globe, how he trained his mind through education and conquered 
fear through knowledge, how he ruled his s p i r i t through r e l i g i o n s . ' 

This interpretation of the past provides a guide to r i g h t conduct 

i n the future. The present generation owes a debt to previous genera

tions for i t s c u l t u r a l heritage. What has been won by the work of hand 

and brain must be likewise preserved and improved. How the world of 

tomorrow w i l l be d i f f e r e n t from the world of today w i l l depend on what 

we do with our inheritance. 

I f we guard i t and improve i t , tomorrow's world w i l l be better 
than our own. Only i f we 'carry on' s h a l l we be worthy of the 
men who have worked and suffered and died to achieve the things 
we enjoy today.^ 

Yet i t i s an optimistic view of the past, and, by implication, of the 

future. The setbacks which c i v i l i z a t i o n has suffered have been only 

p a r t i a l and temporary. The surge forward and upward has always been 

resumed. Moreover, not only i s history a record of progress, i t i s a 
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record of increasingly rapid progress to which there would seem to be no 

l i m i t . 

In the nineteenth century, however, men made such s t a r t l i n g 
discoveries that, within a hundred years, greater progress was 
achieved than i n the whole period since the days of the Roman 
Empire. Thus we may say that c i v i l i z a t i o n i s continuous, that i t i s 
also changing, and that, owing to the increase of knowledge i n the 
nineteenth and twentieth centuries, future progress may be possible 
at a speed undreamed of i n the past.^-9 

I t was the s c i e n t i s t s and inventors, who, i n Ithe nineteenth 
century, began to give men a new heaven and a new ea r t h — a new 
world of material comfort, a new power and energy to perform 
t h e i r work, a new knowledge of nature, and a new understanding of 
man.2^ 

This optimistic view of history as progress i s the theme of the 

text i n a l l periods up to the twentieth century. The history of each 

age i s written i n terms of the contribution i t has made to the advance 

of c i v i l i z a t i o n . In one age, progress i s rapid, as i n the nineteenth 

century; i n another,—the Middle Ages, for i n s t a n c e — i t i s slow. But 

always there i s progress—freedom of the in d i v i d u a l grows as democracy 

develops, r e l i g i o u s t o l e r a t i o n i s won, science increases man's control 

over the environment and technology improves his material well-being. 

The history of the twentieth century, however, i s not written i n these 

terms. I f there i s a theme for the twentieth century, i t i s the search 

for security i n a dangerous and troubled world. After the reading of 

history as progress, i n which the nineteenth century represents the 

apogee, i t i s d i f f i c u l t to explain the events of the twentieth century. 

'ibid., p. 48?. 2°Ibid., p. 488. 
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The text offers a simple, but not very convincing, explanation: 

Progress F a i l s to Prevent War 

The twentieth century opened with bright prospects. Never 
before had men reached so high a l e v e l of i n t e l l e c t u a l and 
material achievement. Never was the outlook more promising for 
continued prosperity and progress. The advance i n science and 
technical s k i l l during the nineteenth century had transformed 
the world and given man a new power over the forces of nature. 
Material comforts undreamed of a hundred years e a r l i e r were now 
being brought to the masses of the people, and freedom of r e l i g i o n , 
of speech, and of the press was enjoyed i n many lands . . . . Yet 
a l l the knowledge that had been gained d i d not prevent the ' c i v i 
l i z e d 1 nations of the earth from entering into mortal combat. The 
very science and technology that helped man to improve his world, 
also enabled him to devise weapons that now threatened to destroy 
him. For a l l h is mastery over physical things, he had not learned 
to conquer h i m s e l f — h i s love of power and his greed of gain. 1 

The history of the twentieth century i s written as a chronicle of 

wars and crises i n international r e l a t i o n s , a s t r i k i n g contrast to the 

interpretation given to the nineteenth century. The l a s t u n i t , "The Age 

of Atomic Power," i s v i r t u a l l y an account of the Cold War written from 

the point of view of the West seeking to r e s i s t the encroachments of 

expanding communism, and to f i n d security and peace. At t h i s stage, the 

account i s l e s s history than partisan journalism. There i s a d i s c o n t i 

nuity between t h i s l a s t part and the previous parts of the history. The 

theme of progress disappears. There i s no explanation of the movement 

of events i n our time, save i n terms of the c o n f l i c t between communism 

and the "Free World." The relationship of the twentieth century to the 

nineteenth i s not explained—why, i f there were such progress i n the 

I b i d . , p. 506. 
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nineteenth century, the twentieth century should be a time of chaos and 

destruction—except i n terms of man's "love of power and greed of gain." 

History, which has been progress throughout i t s course now resolves i t 

s e l f into a series of crises. The continuity and meaning of history are 

l o s t at about the turn of the century. 

Despite i t s t i t l e , World History i s a history of Western c i v i l i 

zation, i t s development and progress, and i t s influence on other socie

t i e s and c i v i l i z a t i o n s i n the course of i t s development. The p r i n c i p a l 

purpose seems to be to demonstrate to the student how the c u l t u r a l h e r i t 

age to which he i s heir has evolved. In t h i s purpose, the idea of prog

ress i s used as the central theme. One danger of t h i s approach to h i s 

t o r i c a l interpretation i s that of looking at the past through the eyes of 

the present and of trying to understand i t through the use of ideas and 

values which are not appropriate to i t . This history i s not free of such 

tendencies. During 'JThe Feudal Age," we are t o l d , "there was l i t t l e prog-
, 2 2 

ress i n Europe." The text then proceeds to describe l i f e on a medieval 

manor: 
L i f e on a medieval manor must have been at best monotonous. 

The peasants saw the same people and the same things year after 
year, and thought much the same thoughts. L i t t l e that was new 
could come into t h e i r l i v e s , since there were no newspapers or 
magazines i n those days, much le s s radios or telephones, to bring 
news of a distant world within t h e i r reach. There was no prospect 
of improvement, and l i f e went on pretty much the same from genera
t i o n to generation. 23 

2 2 I b i d . , p. 1?0. 2 3 I b i d . , p. 1?1. 
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The past here i s but "the present wr i t small." 

I f the emphasis on progress re s u l t s i n anachronistic his t o r y , 

i t also leads to an interpretation which lacks balance and perspective. 

For example, i n the treatment of the nineteenth century, the facts are 

selected and arranged i n such a way as to demonstrate progress. The 

r e s u l t i s that the events of the twentieth century are v i r t u a l l y un

explained, since the interpretation of the nineteenth century precludes 

an appraisal which would explain the genesis of the problems of the 

twentieth century. Thus, discoveries i n science, the application of 

technology to industry, the spread of l i t e r a c y , the improvement i n 

transportation and communications are a l l regarded as being completely 

good, and there i s l i t t l e consideration of the problems to which they 

give r i s e . 

THE PROGRAMME AND ITS OBJECTIVES 

There i s no formal statement of objectives for the programme. 

However, i n the o f f i c i a l Programme of Studies, there i s an exhortation 

to teachers of history: 

Every e f f o r t should be made to further inculcate and strengthen 
b e l i e f i n our way of l i f e and form of government despite t h e i r 
known imperfections, so that our young people w i l l thoroughly 
understand and appreciate what they must defend i n the years to 
come. 

This programme i n world history should meet the requirement of 

inculcating and strengthening b e l i e f i n the western t r a d i t i o n and 



democracy. I t i s a history of the development of western c i v i l i z a t i o n 

written from a democratic and progressive point of view. 



CHAPTER XI 

NOVA SCOTIA 

The world history programme i n Nova Sootia i s a two-year sequence 

i n Grades X and XI. A United States te x t , designed f o r use i n a one-year 

programme, i s used i n both Grades X and XI. The f i r s t 26? pages of The 
. . . 1 , n • Record of Mankind are used i n Grade X; pages 268 to 713 i n Grade XI. 

However, the statement of purpose, course content and teaching techniques 

are l a i d out i n d e t a i l i n the Department of Education's teaching guide, 

Social Sciences, Grades X-XII. 

SCOPE AND ORGANIZATION 

The scope of the programme, i n time, i s from the e a r l i e s t begin

nings to the present; geographically, i t i s global. The Grade X course 

i s described i n the teaching guide as including: 

1. a b r i e f study of pre-historic man and primitive societies; 
2. a general survey of the ancient c i v i l i z a t i o n of the Near East; 
3. a more detailed study of the Hellenic (Graeco-Roman) c i v i l i z a t i o n ; 
4. an account of the origins and growth of Western c i v i l i z a t i o n ; 

Mohammedan c i v i l i z a t i o n , and of the Orthodox Christian c i v i l i z a 
t i o n down to 1500. 

The d i v i s i o n of the f i e l d at 1500 i s an arbitrary one, but i t has 
the merit of marking the d i v i s i o n i n time between two different 
phases i n the development of Western c i v i l i z a t i o n . 

A. Wesley Roehm, Morris R. Ruske, Hutton Webster, and Edgar B. 
Wesley, The Record of Mankind (Toronto: Copp Clark, c. 1949). 

0 . . . Social Sciences, Grades 10-12; A Teaching Guide; Department of 
Education, Halifax, 1958, p. 13• 
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The Grade XI course includes: 

1. A study of Western c i v i l i z a t i o n i n the modern age; i t s extension 
into the Americas and Austr a l i a ; i t s intrusion into A f r i c a and 
Asia; i t s i n t e r n a l p o l i t i c a l history; i t s arts and science, etc. 

2. A study of the Mohammedan, Hindu, the Far Eastern and the 
Orthodox Christian c i v i l i z a t i o n i n the modern age; t h i s should be 
largely descriptive and interpretative. 

3« The int e r - r e l a t i o n s of the f i v e c i v i l i z a t i o n s with one another; 
most important w i l l be the impact of Western c i v i l i z a t i o n on 
each of the other four contemporary c i v i l i z a t i o n s . 

The Grade 11 course i s essenti a l l y a study of the f i v e c i v i l i z a 
tions that have existed side by side i n the world during the modern 
period. The salient feature of the period i s the dominance achieved 
by Western c i v i l i z a t i o n , due i n the f i r s t instance to the use of 
gunpowder i n war, and then to the development of s c i e n t i f i c tech
niques and t h e i r application i n industry and i n war.-^ 

The courses are organized into topics with a suggested time to 

be assigned to each topic or group of topics. 

Grade X 

2 weeks 
Topic 1. Primitive Societies 

4 weeks 
Topic 2. The Egyptian C i v i l i z a t i o n 
Topic 3. The Sumerian (Babylonian) C i v i l i z a t i o n 
Topic 4. The Syriac C i v i l i z a t i o n 

5 weeks 
Topic 5- The Minoan C i v i l i z a t i o n 
Topic 6. The Graeco-Roman C i v i l i z a t i o n — P a r t I 

5 weeks 
Topic 7. The Graeco-Roman C i v i l i z a t i o n — P a r t I I 

5 weeks 
Topic 8. The Beginnings of Three New C i v i l i z a t i o n s 

(Orthodox Christian, Roman Church, Mohammedanism) 
9 weeks 

Topic 9 . Western C i v i l i z a t i o n i n the Later Middle Ages 

Ib i d . 
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Grade XI 

Part I. Western C i v i l i s a t i o n from 1500 to 1763 
3 weeks 

Topic 1. The Religious C r i s i s i n Western C i v i l i z a t i o n 
Topic 2. Absolute Monarchies 
Topic 3* P o l i t i c a l Development i n England 

3 weeks 
Topic 4. Geographical Expansion of Western C i v i l i z a t i o n 

Part I I . Western C i v i l i z a t i o n from 1763 to 1870 
2 weeks 

Topic 5* P o l i t i c a l Upheaval (American and French Revolutions) 
3 weeks 

Topic 6. Liberalism and Nationalism i n the Western World 
4 weeks 

Topic 7* Scientific Advance and the Revolution i n Industrial 
Techniques 

Part I I I . Western C i v i l i z a t i o n after 1870 
5 weeks 

Topic 8. Western C i v i l i z a t i o n Abroad i n the World 
Topic 9* New Knowledge and i t s Application i n Men's Affairs 

if weeks 
Topic 10. The Two Great Wars i n Western C i v i l i z a t i o n 
Topic 11. Democracy and Communism 

Part IV. World C i v i l i z a t i o n and World Government 
2 weeks 

Topic 12. The Four Non-Western Civilizations 
(Far-East—China, Japan—Hindu, Mohammedan, Orthodox 

Christian) 
4 weeks 

Topic 13« World Government 

EMPHASIS AND INTERPRETATION 

The conception of world history which this programme embodies 

depends on the view of the meaning of history that the authors of the 

text hold. History, to them, i s "the story of how things came to be what 

they are"; i t i s the "story of men l i v i n g together and making communities." 



160 

History, i n short, i s "the record of what men have thought and said and 

done in building today's civilization." Since civilization develops 

only when men live in co-operating groups, the story of civilization 

must deal with group l i f e . Individuals enter the story only because 

they are important members of their groups. Just as biography describes 

the l i f e of individuals, so history describes the l i f e of social groups 

such as churches, armies, states or countries, trading companies, and 

villages* "History, then, i s the record of human beings living in 

groups, rather than the account of the lives of individuals. ""* Formerly, 

history was largely concerned with kings, monarchies, constitutions, 

laws, diplomacy, and wars. Although these are important aspects of l i f e , 

they are by no means the whole story. History today deals with the en

tire l i f e of a people: their houses, furniture, clothing, and food; the 

occupations they followed; their schools; the beliefs and superstitions 

they held; the amusements and festivals they enjoyed; the inventions 

and discoveries they made. "Whatever i s interesting or important in the 

l i f e of a people comes within the scope of history."** 

The history of civilization i s "the story of the development of 

culture as'it grew and spread from land to land." Culture consists of: 

material things, such as tools, houses, roads, machines and books; 

institutions, such as laws, governments, and churches; and ideas, such 

Roehm et al . , op., cit., p. i . 
5Ibid. ^bid., p. 2 . 
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as democracy, truth, immortality. A people's culture arises and grows 

from three sources: inheritance, cultural interchange and invention. 

Cultural inheritance—consisting of such things as language, writing, 

customs, i n s t i t u t i o n s — i s what our predecessors have accomplished and 

passed on to us. To this each generation adds i t s own contributions. 

Cultural interchange i s the process of receiving ways of doing things 

from people outside one's own group. Among c i v i l i z e d men cultural inter

change i s promoted by means of trade, travel, and communication. Invention 

i s a term applied to " a l l improvements i n culture." The invention "may 

be an improved method of performing any activity, whether i t i s work, 

play, war, government, the education of the young, or the care of the 

sick." 7 

World history i s , then, the story of the development of c i v i l i z a 

tion, or more correctly, of c i v i l i z a t i o n s and the relations between them. 

The teaching guide accepts Toynbee's view that "a c i v i l i z a t i o n i s a 

social entity that constitutes i n i t s e l f an i n t e l l i g i b l e f i e l d of his-
Q 

toxical study" and which, though containing within i t elements of 

Infinite diversity, has arisen as the result of h i s t o r i c a l forces that 

operate throughout i t s entire fabric, and i s therefore unique, and i n 

essentials self-contained. I t can be studied as a unit. 
World history, therefore, should distinguish between (1) the 

internal history of a given c i v i l i z a t i o n : different stages i n i t s 
development, p o l i t i c a l and social institutions peculiar to i t * i t s 

7 I b i d . . p. 4 . 
Q 
Social Sciences. Grades 10-12. p. 15. 
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distinctive art forms, i t s religious and philosophic thought; and 
(2) the relations between a given c i v i l i z a t i o n and (a) other c i v i l i 
zations that co-exist with i t i n time, and (b) ci v i l i z a t i o n s that 
have preceded i t i n time and do not now exist as 'going concerns.'° 

The authors of the text claim to have written a universal history. 

Their viewpoint i s best expressed by Leoomte du Nouy i n a statement which 

they have taken as their thesis: 

The only history which makes any sense i s universal history. Out
side of certain purely l o c a l facts, generally without great importance, 
nothing takes place i n a country which i s not linked to the events un
folding i n bordering or distant countries. The economic, p o l i t i c a l , 
military l i f e of a nation i s conditioned by that of i t s neighbours. 
The plant which represents i t s history grows i t s roots a l l around. 
They are sometimes strong, sometimes tenuous, and innumerable. Inter
communications force each country to participate unconsciously i n the 
activity of a l l the others. This i s truer i n our day than a century 
ago, and w i l l be s t i l l more marked i n the future. An inextricable 
network of veins and arteries, i n v i s i b l e from the exterior, renders 
a l l nations solidary with the whole. To isolate a r b i t r a r i l y the 
history of one country i s equivalent to sectioning these veins 
which are thus transformed into unexplainable stumps.10 

They have sought to weave the threads of world history into a meaningful 

pattern, one that makes sense and leaves no "unexplainable stumps" by 

laying emphasis upon the growing interdependence of peoples and nations 

i n a w>rld of vanishing distances. 1* 

The pattern of universal history that emerges has Western c i v i l i 

zation at i t s centre. The Grade X course traces the course of the 

ancient ci v i l i z a t i o n s of the Nile Valley and the Middle East, of Greece 

and Rome and culminates with Western c i v i l i z a t i o n i n the Middle Ages. The 

Ibid. 
) 11 Roehm et a l . , Foreword. Ibid. 
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beginnings of the Islamic and Orthodox Christian c i v i l i z a t i o n s are noted. 

But they are merely noted; detailed treatment i s reserved for Western 

c i v i l i z a t i o n . The Grade XI course has several major themes: the internal 

development of Western c i v i l i z a t i o n ; the expansion of Europe and the im

pact of Western c i v i l i z a t i o n on the cultures of Asia and Africa, at f i r s t 

dominating them p o l i t i c a l l y , and eventually being compelled to abdicate 

p o l i t i c a l control; the emergence of a world situation i n which some form 

of world government i s necessary. The salient feature of the period 

since about 1500 i s "the dominance achieved by Western c i v i l i z a t i o n , due 

i n the f i r s t instance to the use of gunpowder i n war, and then to the 

development of s c i e n t i f i c techniques and their application i n industry 

and war." 

The text i t s e l f uses the Western periodization of Ancient. 

Medieval, and Modern. Ancient history, i t states, begins with Oriental 

peoples, who were the f i r s t to develop the arts of c i v i l i z a t i o n . I t 

deals next with the Greeks and ends with the Ho mans, who b u i l t up an 

empire "including much of the c i v i l i z e d world." Medieval history i s 

"chiefly concerned with the peoples of eastern and western Europe." 

Modern history i s the story of the l a s t f i v e hundred years and now em

braces almost a l l mankind. I t i s no longer a history of Asia or of 

Europe but of the world. 1 3 This method of periodization i s meaningful 

Social Sciences. Grades 10-12. p. 14. 
l3Roehm et a l . , p. 17. 
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only i n a Western context, and the definition of ancient and medieval 

history places obvious emphasis on European history. 

I f this i s universal history, therefore, i t i s universal history 

written from a western viewpoint. What makes i t more than a history of 

Western c i v i l i z a t i o n i s the introduction of material from the history of 

the Mohammedan, Hindu, the Far Eastern and Orthodox Christian c i v i l i z a 

tions, and an attempt to show the relations of these c i v i l i z a t i o n s with 

Western c i v i l i z a t i o n . I t needs to be emphasized, however, that the 

treatment of these ci v i l i z a t i o n s i s very limited. Topic 8 i n the Grade 

X course has for i t s subject: "The Beginnings of Three New Civilizations" 

— t h e Orthodox Christian, Islam, and Western c i v i l i z a t i o n . Both the text 

and the course outline show that the f i r s t two receive much less detailed 

treatment than the l a s t . In the course outline, of the eight sub-headings 

under this topic, one i s devoted to Byzantine c i v i l i z a t i o n , one to the 

r i s e of Islam, and the remaining six to Western c i v i l i z a t i o n — t h e Roman 

Church, the empire of Charlemagne, the Norse invasions, feudalism, Saxon 
I k 

England and the Norman Conquest, and the relations of Church and State. 

The text devotes two pages to the Byzantine Empire and i t s culture, and 

fiv e to the ri s e of Islam. The remaining six sub-headings merit some 
15 

seventeen pages. Topic 9 goes on to deal with the subject of Western 

c i v i l i z a t i o n i n the later Middle Ages i n which the only reference to 

other ci v i l i z a t i o n s i s the expulsion of the Moors from Spain. 

Social Sciences. Grades 10-12, p. 29. 

'Roehm et a l . , p. 130 f f . 
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The four non-Western civ i l i z a t i o n s are again treated towards the 

end of the programme (Grade XI, Topic 12). The time allotted to them, 

however, makes i t plain that they can receive only summary treatment. To 

make even a nodding acquaintance with them i n the suggested time of two 

weeks presents a d i f f i c u l t problem. To teach i n the half week allotted 

the following concepts about Hindu c i v i l i z a t i o n i n any meaningful way 

i s impossible: "the Hindu religion; influence of Buddhism; general survey 

of Indian history, institutions and culture; the B r i t i s h Raj; the Republic 
16 

of India." Certainly the purpose of giving the students "some insight 

into ways of l i f e that d i f f e r basically from those of the c i v i l i z a t i o n i n 

which he l i v e s " cannot be achieved. 

The programme i s , i n i t s main thrust and emphasis a history of 

the genesis and development of Western c i v i l i z a t i o n . The references to 

other c i v i l i z a t i o n s are subsidiary to this main theme. This i s a different 

conception of world history from that of "the inter-relationships of c i v i 

l i z a t i o n s " or "the study of f i v e c i v i l i z a t i o n s of the modern period." I t 

i s rather the study of one c i v i l i z a t i o n , i t s growth and i t s impact on 

other societies with which i t s expansion has brought i t into contact. 

Within this framework, what i s the interpretation of the h i s t o r i c a l 

process? F i r s t l y , there i s an attempt to go beyond the idea of history 

as a p o l i t i c a l narrative "largely concerned with kings, monarchies, 

constitutions, laws, diplomacy and wars" and to treat history as the 

Social Sciences. Grades 10-12. p. 41. 
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development of cultures. Secondly, there i s no single underlying theme. 

Despite the Toyribeean terminology used i n the course of study, the pat

terns and regularities revealed i n this interpretation are not similar to 

those which Toyribee finds. The ancient ci v i l i z a t i o n s are a l l treated 

similarly: f i r s t , a consideration of the physical environment and i t s 

influence on l i f e i n the area concerned, be i t the Nile Valley, the 

Fe r t i l e Crescent, Crete, Greece, or Rome; second, an account of p o l i t i c a l , 

social, economic, and cultural history; l a s t l y , a summary of the dis

tinctive achievements of the c i v i l i z a t i o n . Thus, Greek c i v i l i z a t i o n i s 

treated under the following heads: 

(a 
(b 
(c 
(d! 
(e 
( f 
(g 

(h 
(1 

(k 

Geography of the Mediterranean and Black Sea Areas 
The Barbarian Greeks 
The Period of Colonization 
The Greek City-states; p o l i t i c a l development 
The Persian Wars 
Athenian Democracy 
The Great Failure of the Greeks (failure to achieve p o l i t i c a l 

unity) 
Literature and Science 
Art and Architecture 
Religion and Customs .„ 
The Empire of Alexander the Great ' 

The treatment of Western c i v i l i z a t i o n consists of four parts: the 

Middle Ages, 1500-1763, 1763-1870, and the period since 1870. This period-

ization i s significantly related to the patterns discerned i n the history 

of Western c i v i l i z a t i o n . The main pattern i n the Middle Ages i s sum

marized i n the course of study: 
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In the wreckage of the Western Empire and among Its barbarized 
people, the tutelage of the church brought a gradual return to 
ordered ways, gave the barbarians the use of the La-tin alphabet 
wherewith to write their native tongues, and shaped the c i v i l i z a t i o n 
that we know as Western c i v i l i z a t i o n . 18 

. . . Western c i v i l i z a t i o n had i t s f i r s t growth i n a society 
i n which the Western church and the feudal system were dominant 
institutions.!9 

In the l a t t e r part of the Middle Ages forces were at work which 

were to change the medieval pattern almost out of recognition. In the 

period i'500 to 1763, the working of these forces became evident i n r e l i 

gion, i n p o l i t i c a l developments, and i n the social and economic fabric 

of the community. These forces were: the movement for reform i n the 

Church that worked i t s e l f out i n the Protestant Reformation and the 

Catholic Counter-Reformation; the consolidation of feudal p r i n c i p a l i t i e s 

into centralized states, the growth of absolutism, and dynastic wars; the 

English Revolution; the expansion of Western c i v i l i z a t i o n into the 

Americas, and to the borders of the ancient ci v i l i z a t i o n s of Asia. 

In the period from I763 to I87O, liberalism, nationalism and 

industrialism are the principal forces at work. Ideas of equality and 

l i b e r t y , freedom of conscience and i t s corollary, toleration, se l f -

government as practised i n the non-conformist congregation—"these grew 

i n conventicle and meeting-house making them 'the ideal of l o c a l s e l f -

government and democracy.' Eventually their religious origins forgotten, 

they were taken up as general truths, v a l i d not for Englishmen alone, but 
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for a l l mankind." 20 These ideas were a ferment that worked i n Western 

c i v i l i z a t i o n i n the l a t e r eighteenth and nineteenth centuries. A 

resurgent and clamorous nationalism went hand i n hand with l i b e r a l ideas, 

but nationalism did not always serve the cause of justice and human l i b -

erty, and aggressive nationalism did much to set the stage for the world 

wars of the twentieth century. Changes i n industrial methods had pro

found and far-reaching effects; mechanical inventions and the application 

of s c i e n t i f i c principles i n industry began a revolution that shattered 

ways of l i f e that had persisted for centuries, and created new ways of 

l i f e . Innovations i n transport and communication brought the nations of 

the world close together, and redoubled the impact of Western c i v i l i z a t i o n 

on the cultures of Asia and Africa. 

After 1870, the nations of the West, seeking raw materials and 

markets, engaged i n a race for colonies and spheres of influence. The 

primitive peoples of Africa and the South Seas, along with the peoples 

of China and India, "were drawn despite themselves into the orbit of 

Western c i v i l i z a t i o n . Within Western c i v i l i z a t i o n , the most notable 

developments were those that flowed from an ever-deepening knowledge 
21 

of the physical processes at work i n the natural world," c slndeWestarn 

man stood pre-eminent i n knowledge of himself and of the universe i n 

which he lived. The F i r s t World War and the years of economic dis

location and depression that followed i t pointed to a serious weakness 

20-'Ibid., p. 33. 21 Ibid., p. 36. 
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i n Western c i v i l i z a t i o n : that the institution of private property i n an 

industrialized state could cause enormous inequality and involuntary i n 

justice. Of what value were the freedoms secured by parliamentary democ

racy and the laws governing the rights of the individual i f the economic 

system gave great wealth to a few while unemployment and gross poverty 

were the l o t of millions? The question was p a r t i a l l y answered i n the 

democracies by the provision of extensive social services financed by 

heavy taxation of wealth, and varying degrees of state control of public 

u t i l i t i e s and key industries. By 1950, democracy was confronted every

where by the Communist system, "intransigent, militant, aggressive, 

already ascendant i n most of Asia, and reaching out without scruple to 
22 

envelop other people." 

The programme concludes with a unit on "World C i v i l i z a t i o n and 

World Government" which examines the ways i n which the need for an organ

ization to keep the peace has been attempted i n the twentieth century. 

The League of Nations, the United Nations and the Commonwealth of Nations 

are the institutions chosen for examination. 

There i s , then, no single theme i n this history unless i t be the 

growth of c i v i l i z a t i o n as the result of a variety of forces and circum* t 

stances—geographical, p o l i t i c a l , economic, and intellectual. The inter

play of these factors produces changes which transform c i v i l i z a t i o n , pre

senting i t with new problems and opportunities. 

2 2IW id., p. 37. 
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THE PROGRAMME AND ITS OBJECTIVES 

The objectives l a i d out for this programme are modest. I t i s 

acknowledged that i n the time available " . . . i t i s possible to give 
23 

only a meagre introduction to history on a world-wide scale." One 
objective i s to make the student aware that history i s one key—"a key 

24 

for which there i s no substitute" — t o an understanding of the present. 

Another i s to provide the student with an adequate factual knowledge 

for an understanding of public affai r s , national and international. An 

important objective i s to stimulate students to read history, and thus 

to interest them i n the "drama of human efforts and achievement." 2 5 

These objectives should be realizable through this programme, 

since the history which i t presents i s an accurate and well-balanced study 

of the development of western c i v i l i z a t i o n and i t s relations with other 

societies. 
The objective which seems unrealizable i s the one which seeks to 

present the student with "some insight into the ways of l i f e that d i f f e r 
26 

basically from those of the c i v i l i z a t i o n i n which he l i v e s . " As has 

been shown, the time allotted i n the programme to the study of non-

Western ci v i l i z a t i o n s i s so brief that any significant degree of know

ledge and understanding i s v i r t u a l l y unattainable. This stems from the 

structure of the programme. I t i s primarily and essentially, a study of 

western c i v i l i z a t i o n . 



CHAPTER H I 

PRINCE EDWARD ISLAND 

History Is Included i n the minimum requirements for completion 

of the Senior High School Programme. In Grade XI the course i s "a 

general survey of ancient, medieval, and early modern history;" i n 

Grade XII, "a general survey of world history from 1750 to the present."* 
2 

The text for the Grade XI course i s The Enduring Past, and for the 
3 

Grade XII course Our Modern World. The programme of studies does not 

contain a detailed statement of the content of the courses; i t does state 

that "the prescribed text should be treated i n i t s entirety, and supple-
4 

mented by outside reading and discussion." I t i s presumed that the 

structure and content of the courses i s similar to that of the text. 

Provision i s made for the study of current events as part of the 

history course: 
Current a f f a i r s i s to be an important part of the history course 

• • • • The importance of keeping abreast of dominant national and 
international issues must be stressed i n these troubled times; the 
teacher must attempt to interpret major issues for the student. To 

Programme of Studies for Grades XI and XII, Department of 
Education, Charlottetown, 1962, p. 27. 

John Trueman, The Enduring Past (Toronto: Ryerson Press, 1964). 
3 
J . H. Stewart Reid and Edgar Mclnnis, Our Modern World (Toronto: 

Dent and Sons, 1963). 

Programme of Studies, p. 26. 



achieve this end. weekly discussion periods are necessary. 

The Grade XI Course 

ORGANIZATION 

The contents of the text are organized i n six units, and 

seventeen chapters: 

Unit I The Ancient East to 500 B.C. 
1. The F i r s t Civilizations 
2. The Middle East Battleground 

Unit II The Greeks 
3. The Greek City-States 
4. The Wars of the Greeks 
5. The Triumph of the Greek S p i r i t 

Unit I H The Romans 
6. The Foundations of the Roman Republic 
7. The F a l l of the Republic 
8. The Roman Empire and Roman Ci v i l i z a t i o n 

Unit IV Making the Middle Ages 
9. The Birth of European C i v i l i z a t i o n 
10. The Feudal Organization of Society 
11. The Church and Learning 

Unit V The Medieval Transition 
12. Trade and Towns 
13. The Thirteenth-Century Synthesis 
14. Popes, Kings, and Parliaments 

Unit VI Making the Modern World 
15* Europe and Her Wider World 
16. The Renaissance 
17* The Reformation 

SCOPE 

"This book i s an attempt to suggest how we of the twentieth 
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5 

% b i d . . p. 27. 
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century can view Western man's enduring past. 

The book begins with earliest man and concludes with the 

Reformation. After a brief consideration of early man under the headings 

of "Man the Hunter'' and "Man the Farmer," i t deals with the early c i v i l i 

zations which developed i n the valleys of the Nile, Tigris-Euphrates, 

Indus, and Hwango-H6. Chapter 2, "The Middle East Battleground" con

centrates on the clash of empires i n the Middle East between 1500 B.C. 

and 500 B.C. Special attention i s given to the history of the Hebrews i n 

this period and the "Triumph of One God," Ubecause the legacy of the 
7 

Hebrews i s unique and l i e s at the heart of Western c i v i l i z a t i o n . " 

Thence the study shifts to Crete and Greece, Rome, medieval Europe, and 

f i n a l l y to the changes i n European c i v i l i z a t i o n i n the period roughly 

between 1400 and 1600. 

Although this i s avowedly a history of Western man, other c i v i l i 

zations enter the story. The Byzantine Empire i s mentioned b r i e f l y as 

Europe's bulwark against invaders from farther east and as the preserver 

of the cultural traditions of Greece and Rome against the day when they 
g 

would be returned to the West. The genesis and expansion of Islam i s 

traced. The history of China, begun i n the introductory unit, i s taken 

up again with the introduction into the narrative of Marco Polo, and i s 

Trueman. op. cit.« Preface. 
t 

Ibid., p. 11. 

*Ibid.. p. 285. 
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surveyed i n two or three pages from the t h i r d century B.C. to the time 

of Kublai Khan. India receives mention i n the context of Alexander the 

Great's career, and again with the beginnings of European overseas ex

pansion i n the fifteenth and sixteenth centuries. 

EMPHASIS AND INTERPRETATION 

The text devotes rather more than half i t s 500 pages to the 

ancient world (270 pages). Of these, slightly more than two-thirds 

(190) are given over to the study of Greece and Rome, the remainder 

being used to trace prehistoric developments, the beginnings of c i v i l i 

zation i n the valleys of the Nile, Tigris-Euphrates, Indus, and Yellow 

River, and the l a t t e r developments i n the F e r t i l e Crescent. The Middle 

Ages take up about one-third of the book, and the beginnings of the 

modern world about one-seventh. 

In the preface, i t i s stated that "the core i s political—though 

due weight i s given to the economic, philosophical and cultural aspects 

of man's l i f e — a n d the treatment of any single person or event must be 
9 

limited." Certainly an examination of the text reveals that this i s 

not a narrow p o l i t i c a l history. The relationship of each c i v i l i z a t i o n 

to i t s geographical environment i s discussed, and the interrelationships 

of p o l i t i c a l , social, economic and cultural a c t i v i t i e s are studied. Thus, 

the early establishment i n ancient Egypt of the power of a single ruler 

Ibid.. Preface, 
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and a strongly centralized administration are explained as necessary 

characteristics of a society dependent for i t s food supply on the annual 

flooding of the N i l e . 1 0 And the influence of geography upon Greek history 

i s explained: 

From the beginning. Greece's harsh geography has shaped her 
history. Her lack of natural resources and the d i f f i c u l t y of 
overland communications combined to prevent the growth of large 
States. Moreover, Greece was almost cut i n half by the Corinthian 
and Saronic Gulfs, a fact that made the d i s t r i c t s near the Isthmus 
of Corinth strategic, for her land and sea routes converged. Much 
of Greek history can be seen i n terms of a conflict between north 
and south. 

Yet i f the land divided the Greeks, the sea united them. A l l 
the best harbours were along the eastern coast, and as a whole the 
country looked east—east to their 'Greek lake,' the Aegean. Scat
tered across the sea l i k e stepping-stones were innumerable islands, 
so many that the sailor was rarely out of sight of land. As long 
as the sea was open and free, the Greeks could use i t as a safety 
valve to work off some of the tensions born of a crowded existence 
i n a crowded t e r r a i n . 1 1 

The section on ancient Egypt, i n addition to tracing p o l i t i c a l 

events, reconstructs Egyptian c u l t u r e — i t s trading patterns, cultural 

borrowings, social structure, religion, art and science. Greek p o l i t i c a l 

history i s recounted not only i n terms of individuals, but i n the l i g h t 

of geographical, economic, social and other cultural factors. A whole 

chapter i s devoted to the "Triumph of the Greek Spirit"—philosophy and 

science, literature and religion, art, architecture and sculpture. The 

treatment of Roman history i s more p o l i t i c a l i n emphasis, which i s l o g i c a l 

i n view of the introductory statement: 

1 0 I b i d . . p. 20. U I b i d . . p. 86. 
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The Romans were a practical people* Their enduring greatness 
l i e s principally i n the spheres of law and p o l i t i c s * I t was 
when Roman politicians could no longer cope with the problem of 
administering a vast empire that there began a long process of 
decline and f a l l . 1 2 

However, the complexity of the factors accounting for the decline 

i s brought out: "There seem to be three inter-related groups of causes 

which were basic to Rome's decline: p o l i t i c a l and military, technological 
13 

and educational, and economic and social." 

The section on "C i v i l i z a t i o n under the Empire" discusses Roman 

philosophy, architecture, sculpture, science and literature, and traces 

the r i s e of Christianity and i t s spread through the Roman Empire. 

The growth, flowering and decline of the c i v i l i z a t i o n of medieval 

Europe i s studied i n i t s religious, social, economic, p o l i t i c a l , and 

intellectual aspects--the eighth century synthesis, feudalism, mano

r i a l ! sm, the church, the twelfth century renaissance, trade, the r i s e of 

towns, the commercial revolution, the evolution of monarchy, the growth 

of learning, law and p o l i t i c a l thought, literature, music and art, and 

the beginnings of parliamentary government. 

The l a s t unit, "Making the Modern World" receives similar broad 

treatment. The period between 1400 and 1600 i s characterized as a time 

i n which the outlook of Europeans changed completely, although there 

was no abrupt break with the past: 
The r i v a l r y of city-states and nation-states became sharper 

and transformed I t s e l f overseas as Europeans vied with each other 

1 2 I b l d * . p. 161. 1 3 I b i d . 
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to build empires there. At the same time a new attitude towards 
man's place i n the world emerged as he concentrated on acquiring 
a culture centred around himself and struck out along fresh paths 
of philosophy and religion. 

Just as the centuries from the 9th to the 13th witnesses the 
formation of a medieval c i v i l i z a t i o n , so those from the 14th to 
the 17th saw the making of the modern world. 5' 4 

The text traces -the struggle among the city-states and nation-

states of Europe for p o l i t i c a l and economic advantage, the emergence of 

capitalism, new wealth, and new industries, changes i n social structure, 

the widening of physical and mental horizons, and discusses the Renais

sance and the Reformation. 

The interpretation offered i n this history stresses the interplay 

of a multitude of f a c t o r s — p o l i t i c a l , social, economic, religious, techno

l o g i c a l , and intellectual. The historian discerns no broad underlying 

theme; interpretation i s tentative and generalization i s on a small scale. 

Indeed, there are frequent Indications to the student that the evidence 

i s meagre or unsatisfactory, and that historians are not agreed as to 

how an event or group of events should be interpreted. Thus: "One of the 

d i f f i c u l t i e s i n describing medieval peasant l i f e i s caused by the lack of 

sources, or rather the lack of objective sources." 1 5 And on interpretation! 

Such a complex period of cultural change as the Renaissance 
cannot be adequately dealt with i n a few pages, nor adequately 
il l u s t r a t e d by a few drawings and photographs. Indeed, historians 
are far from being agreed as to either the chronological limits or 
the correct interpretation of the Renaissance. 1 0 

1 4 I b i d . . p. 431. l 5 I b i d . . p. 320. Ibid., p. 469. 
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The world perspective of the course i s determined by the fact that 

this i s avowedly a history of the West~"an attempt to suggest how we of 

the twentieth century can view Western man,s enduring past." Yet, i n 

setting the stage for his history, the author adopts a wide perspective, 

introducing the student to the f i r s t c i v i l i z a t i o n i n India and China, and 

not only, as i s more, usual, to those of Egypt and the Middle East. Later, 

the history of China i s traced from about 500 B.C. to the late thirteenth 

century, so that this history of Western man contains within i t a minia

ture history of China up to this time. 

The Grade XII Course 

The Grade XII Course i s "a general survey of world history from 
17 

1760 to the present." I t i s , i n fact, largely a survey of European 

history with the emphasis on the development of western c i v i l i z a t i o n . 

I t assumes global dimensions i n the l a s t of the fi v e parts into which 

the history i s divided, when the history of the period since 19̂ 5 i s 

examined. 

SCOPE 

ORGANIZATION 

The text for the course i s arranged i n fi v e parts and thi r t y -

l7] 
18, 
Programme of Studies, Grades XI and XII, p. 27. 
lReid and Melnnis, Our Modern World. 
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f i v e chapters. 

Part I The New World 
1. The World of the Sixteenth Century 
2. Spain and the Netherlands 
3. The Thirty Years* War 
4. The Tudor Period i n Britain 
5. Limited Monarchy i n Britain 
6. Absolute Government i n France: The Age of Louis XIV 
7. The New Monarchies of 1715 
8. The Expanding World of the Eighteenth Century 

Part II Enlightened Despots and Revolutionaries, 1750-1815 
9. The Enlightened Despots 

10. The Dual for Empire 
11. The French Revolution 
12. The Age of Napoleon 
13. The Old World and the New i n 1815 

Part I H The Age of Business, 1815-1914 
14. Reaction, Revolution, and Reform, 1815-1832 
15. The Revolutions of 1848 
16. The Growth of Liberal Nationalism i n the Western World 
17. The Triumph of Nationalism i n Eastern and Southern 

Europe 
18. The March towards Democracy in' the West, 1870-1914 
19. The New Imperialism 
20. The Remnants of Autocracy i n Europe 
21. The End of the Splendid Century 

Part IV An Age of Upheavals 
22. The F i r s t World War 
23. The Peace Settlement 
24. The Search for an International Order 
25. The Impact of a New Age 
26. The Challenge to Democracy 
27* The March of Aggression 
28. The Second World War 

Part V Entering a New Era 
29. Progress and Its Problems 
30. The United Nations 
31. The New Nations 
32. India and China 
33* The Cold War and I t s Consequences 
34. The Search for St a b i l i t y 
35• The Ways of Democracy 
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EMPHASIS AND INTERPRETATION 

The theme of the book i s stated i n the preface: 

The revolution i n thought and attitudes which i s called the 
Renaissance* the great religious changes of the Reformation, and 
the emergence of the new p o l i t i c a l structure of the nation-state, 
a l l combined to form the foundation of the world order we know 
today. A capitalist economy was created, a new world of colonial 
possessions was acquired by the European states, and a new science 
was developed. Then i n the eighteenth century came even more rapid 
changes, affecting both the physical conditions under which people 
l i v e d and their habits of thought as well as of action, and spread-
ing from western Europe with an impact that was ultimately f e l t i n 
every quarter of the globe. 

Today we stand on the threshold of even more striking advances 
that w i l l carry mankind into new dimensions. How we have been 
brought to this point i s the story that i s to l d i n t h i s book. For 
the perceptive reader the events here recounted w i l l illuminate the 
meanings of conditions i n the world of today and perhaps even cast 
some l i g h t on the prospects for tomorrow. 19 

The authors devote slightly less than one-third (164) of the 

book's 521 pages to the period up to 1815, just over one-third (188) to 

the period 1815 to 1914, and the remaining 149 pages to the period since 

1914* The emphasis, geographically, i s on Europe, and predominantly, 

western Europe. This i s particularly true of the f i r s t three parts of 

the book, i n which, out of the twenty-one chapters, sixteen deal with 

topics i n purely European history, and the remaining f i v e with European 

expansion. In the l a s t fourteen chapters which cover the period since 

1914, the perspective broadens to global dimensions. To the authors, 

the F i r s t World War represents a turning-point i n world history: 

Reid and Mclnnis, OJD. c i t . , p. v. 
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The true dividing l i n e between the nineteenth and twentieth 
centuries was the F i r s t World War* I t was a conflict that broke 
the mould into which Europe had been shaped during the previous 
half century; i t was a cataclysm that ushered i n a period of 
tremendous and accelerating change affecting every aspect— 

This idea provides the motif for Part Four and Part Five. Part 

Four takes as i t s principal topics the F i r s t World War. the peace settle

ment, the League of Nations and other attempts to secure the peace, social 

change i n Europe and North America, the r i s e of totalitarianism, the march 

of aggression, and the Second World War. I t i s s t i l l mainly a history of 

Europe and the West, although reference i s made to relations between China 

and Japan, Italy and Ethiopia, and developments i n India. Part Five i s 

much less a history of the West, and far more a world history. The Second 

World War resulted i n dislocations that "released new forces that pro

foundly affected the world p o l i t i c a l balance;" the United States and the 

Soviet Union "stood forth as the r i v a l champions of two competing creeds 

and two utterly different concepts of society;" the new nations of Asia 

and Africa "sought not only independence but greatly improved l i v i n g 

standards!" 

More than ever before, the problems that beset the world were 
of a magnitude that could only be dealt with on a world-wide 
scale. 

Among the topics chosen for this section which i l l u s t r a t e this broader 

perspective are! the emergence of the new nations i n Asia and Africa 

20. Ibid., p. 472. 
21. Ibid., pp. 451-2. 
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(Chapter 31), India and China (Chapter 32), the United Nations (Chapter 

30), and the Cold War and i t s consequences (Chapter 33)• 

This history has a p o l i t i c a l core. In particular, Parts One, Two, 

and Three (up to 1914) are primarily p o l i t i c a l and diplomatic history. 

Social, economic, and intellectual aspects are treated incidentally i n 

the narrative or i n separate chapters. Two chapters are noteworthy i n 

this respectt Chapter 8, "The Expanding World of the Eighteenth Century," 

and Chapter 21, "The End of the Splendid Century." Chapter 8 deals with 

expansion i n the seventeenth and eighteenth centuries i n terms of explora

tion and colonization, advances i n science and mathematics, invention and 

applied science, the r i s e of scepticism, English empiricism, the Enlighten

ment (the idea of progress, Deism, Voltaire, the spread of scepticism), 

the religious counter-attack (Pietism, Quakers, and Methodists), the 

Enlightenment and economic theory (the physiocrats, the Encyclopaedists, 

Adam Smith), the Enlightenment and p o l i t i c a l theory (natural law, 

Montesquieu, English radicalism, Rousseau, the philosopher-kings). Chapter 

21 describes i n some detail the advances i n the natural and physical 

sciences, the application of sc i e n t i f i c knowledge to industry, transporta

tion, communication, and medicine; and discusses the social philosophies 

of the late nineteenth century under the sub-headings of! the idea of 

progress, the new pessimism, laissez-faire, anarchism, the idea of the 

"noble few," the idea of r a c i a l superiority, German Aryan! sin, Marxism, 

Fabianism, and German socialism. The chapter concludes with some comments 

on the growth of realism i n writing and painting, and a summary of the 



183 

problems facing Europe immediately prior to the F i r s t World War: 

The picture of Europe i n 1914 was not a comfortable one* The 
great industrial development of the preceding century had produced 
unprecedented wealth* but i t has brought a set of grim problems 
• • • • In the game of power p o l i t i c s * new players had appeared and 
new teams had been chosen. Both sides were fr a n t i c a l l y seeking superi
o r i t y i n military techniques and resources, and both were obviously 
preparing for a war that was already being regarded as inevitable. 
Out of the great intellectual ferment of the century had come no con
clusions, no general agreement about either the role of the state or 
the rights of the citizen i n a modern society. The century had begun 
with the sweeping away of an old order, and there were high hopes that 
right reason and nature's laws would build the perfect society. For 
most of i t s hundred years, i t seemed as i f these hopes would sooner or 
la t e r be realized; i n the f i r s t decades of the new century, however, 
a tide of disappointment and disillusionment had already set i n . Con
fusion and uncertainty were becoming the characteristics of the 
world's intellectuals, and national self-preservation the goal of i t s 
pol i t i c i a n s . 22 

Parts IV and V, which treat the period from 1914 to the present 

time, do not maintain the distinction between p o l i t i c a l and other "kinds" 

of history to the same degree. Part IV, "An Age of Upheavals," takes the 

period between the World Wars, and treats i t as "a period of tremendous 

and accelerating change affecting every a s p e c t — p o l i t i c a l and economic, 
23 

intellectual and s c i e n t i f i c — o f the modern world." Part V, "Entering 

a New Era," takes the period from 1945 to the present, and treats i t i n 

terms of major problems which have faced the world i n this period: the 

r i v a l r y of the United States and the U.S.S.R.; the upsurge of nationalism 

i n Asia and Africa; the problems arising from the existence of "have" and 

"have-not" nations; the need for international co-operation i n the mainte-

2 2 I b i d . . p. 367. 2 3 I b i d * . p. 371. 
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nance of peace; the threat of the H-bomb; the problem of overpopulation. 

This i s history i n which p o l i t i c a l , economic, s c i e n t i f i c , intellectual 

and demographic aspects become indistinguishable. 

Viewed as a whole, the history changes from being mainly p o l i t i c a l 

and narrative i n the f i r s t three parts to being broader and more inter

pretative i n the l a s t two; from being principally a history of Europe and 

i t s expansion to being a world history. There i s no single broad, under

lying theme; i t i s a history of development, but not necessarily of prog

ress, although progress i s possible, and i s noted i n various aspects of 

l i f e . For example} 

The hundred years of world history that were ushered i n by the 
Congress of Vienna were i n many ways the most productive of a l l 
past centuries. Certainly this i s true as far as material things are 
concerned. 2 4 

This i s followed by the cautionary note that "for humanity, the transfor-
25 

mation meant new comfort, but i t meant new problems as well. 1 1 Progress 

i s possible, but by no means inevitable. Where men have made progress, 

especially i n science and technology, they have created formidable 

problems, and, at the same time, the p o s s i b i l i t y of further progress: 
More than ever before, the problems that beset the world were 

of a magnitude that could only be dealt with on a world-wide scale. 
From the maintenance of peace to the eradication of poverty and 
disease, the need was for continuous co-operation through permanent 
institutions . . . . The urgency was a l l the greater because of 
the terrible instruments of destruction that the release of atomic 
energy had now placed i n the hands of mankind . . . . Yet while 
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the discoveries of science had raised this awesome prospect, 
they had also opened ever-widening p o s s i b i l i t i e s for a more abundant 
l i f e . 2 6 

THE PROGRAMME AND OBJECTIVES 

The whole programme provides the student with a consistent view 

of the hi s t o r i c a l process, and a world perspective. 

The programme may be likened i n shape to a l e t t e r " I . " The 

central stem i s the history of European c i v i l i z a t i o n , from the ancient 

ci v i l i z a t i o n s of the Middle East to the Europe of 1914, and this provides 

most of the content of the programme, and i t s basic perspective. The base 

on which i t i s supported i s the study of early man and the earliest c i v i l i 

zations i n Egypt, the Middle East, India, and China. The crosspiece at 

the top i s the study of world c i v i l i z a t i o n i n the twentieth century. Thus, 

this i s a world history i n i t s beginning and i n i t s conclusion, and a his

tory of European c i v i l i z a t i o n for most of i t s course. 

The process of h i s t o r i c a l development i s shown to be the result 

of the interplay of many factors—geographical, economic, social, p o l i t i 

c al, and cultural—none of which of i t s e l f determines the rate and direc

tion of change. There i s no single purpose or pattern i n past events; 

there are many patterns which change from one age to another. The past 

has never been determined; the present and the future are not determined. 

Though the present i s conditioned by the past, we are free to influence 

Ibid., p. 451 
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the direction events w i l l take i n the future. This view of the h i s t o r i c a l 

process i s compatible with the idea of the responsibility of the citizen 

i n a democracy, with which the f i n a l chapter of the Grade XII course i s 

concerned* 

The citizen of a democracy i n our present-day world bears a 
continuous responsibility for judgement and decision* • • • In 
this age of the atomic bomb and the welfare state, the tasks of 
government are steadily increasing and the problems are becoming 
more and more complex. Yet i t i s the voters who determine what 
p o l i t i c s should be adopted; and unless they are intelligent i n 
their understanding and responsible i n the exercise of their 
judgement, the mistakes they make could be disastrous for their 
country and themselves. 2 7 

In the world of today, the questions confronting a democratic 
electorate are not confined to l o c a l or even national domestic 
concerns. What happens i n the rest of the world may directly 
affect the national interest of every individual country. External 
as well as internal a f f a i r s raise issues of public policy, and the 
resulting decisions need the support of an informed public opinion 
i f they are to be firm and eff e c t i v e . 2 " 

There i s the need to show the world that democracy i s the system of 

government that can best serve the interests of the national community, 

particularly to influence the nations recently freed from colonial rule: 

Their willingness to undertake the arduous task of developing 
democratic government, rather than adopting an authoritarian 
system which seems to promise quicker material results, may be 
greatly influenced by the conduct of the older democracies and 
their a b i l i t y to show that freedom can be combined with both stable 
government and social justice. The only world that i s safe for 
democracy i s a democratic world. The wider the practice of 
democracy prevails, the better the prospects for international under
standing and co-operation . . . . This may i n fact prove to be the 
crucial issue of our time. 2' 

27. ?Ibid.. p. 51k. 2 8 I b i d * . p. 520. 2 9 I t d d . , p. 521. 
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There i s no l i s t of specific objectives for this programme* A 

general statement on the social studies i n the programme of studies says: 

The central purpose of the social studies i s to promote the 
growth of informed individuals and responsible citizens* The 
social studies should provide a body of sound factual knowledge 
and awaken a consciousness of the chronological sequences of events 
i n human history* Together these should promote an understanding 

, of: how the present has grown out of the past* 30 [ i t a l i c s not i n the 
original ] 

A statement preceding the requirements of the history programme i n 

Grade XI and X U says: 

Without history man has no roots. A knowledge of history cannot 
alone solve the problems of the present or of the future; for t h i s 
much more i s needed. Yet, without the knowledge of history, our  
present must remain an incomprehensible jumble and an enigma, our 
future an ominous cloud. As the author of our Grade XI text says, 
'let us at least make sure of this: that i f we of the 20th century 
should f a i l to solve the problems facing modern c i v i l i z a t i o n , i t 
w i l l not be because we were ignorant of how men t r i e d and f a i l e d i n 
the past* '3* [ i t a l i c s not i n the original] 

These are general statements, but both contain the implication 

that the central purpose of the programme i s to promote an understanding 

of the present i n the l i g h t of i t s h i s t o r i c a l development. The histories 

which comprise this programme are basically histories of Western c i v i l i 

zation. The question of the inadequacy and usefulness i n promoting "an 

understanding of how the present has grown out of the past" w i l l be 

discussed i n Chapter XVIII. 

30 

Programme of Studies, Grades I to X, p. 117* 

3 *Programme of Studies, Grades XI and XU, p. 26* 



CHAPTER XIII 

NEWFOUNDLAND 

There i s a two-year world history programme i n Newfoundland. 

World history i s taught i n Grades X and XI. The authorized textbook i s 

A World History 1 by Roselle. 

I. SCOPE AND ORGANIZATION 

The scope of the history, i n time, i s from the earliest times to 

the present; geographically, i t i s global. The material i n the text i s 

organized i n ten units as follows: 

UNIT 1: FOUR CENTRES OF ANCIENT CIVILIZATIpN 
Chapter i . Egypt and a "River of History" 
Chapter 2. Intertwining Civilizations of the Ancient Near East 
Chapter 3» Early Civilizations and Gods of India 
Chapter 4. Ancient China and a Search for Order 

UNIT 2: OUR HERITAGE FROM THE GREEKS, THE ROMANS, AND THE EARLY 
CHRISTIANS 

Chapter 5* Ancient Greece and the Ideal of Democracy 
Chapter 6. Creative Greeks Spread Their Culture through the 

Ancient World 
Chapter 7» The Rise of Rome: from Village to Empire 
Chapter 8. The Lives and Contributions of the Romans 
Chapter 9* Three Worlds of India, China, and Rome: Their 

Religions and Empires 

UNIT 3: "MIDDLE AGES" IN EUROPE; "GOLDEN AGES" IN ASIA 
Chapter 10. Christianity, Feudalism, and a Struggle for Men's 

Loyalty 
Chapter 11. Islam, the Byzantine Empire, and the Crusades 

•Daniel Roselle, A World History (New York: Ginn, 1963). 
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Chapter 12. Medieval People Build Cathedrals, Towns, and 
Universities 

Chapter 13. India i s Brightened by "Golden Tears" 
Chapter 14. Chinese C i v i l i z a t i o n Reaches New Peaks 
Chapter 15* Japan Builds Its "Classical Age" 

UNIT 4: THE RENAISSANCE, AGE OF EXPLORATION, AND REFORMATION IN 
EUROPE 

Chapter 16. The Renaissance Brings Old and New L i f e to Europe 
Chapter 17. The Rise of National States i n Europe 
Chapter 18. Man Explores the Earth, the Universe, and Himself 
Chapter 19. The Reformation i n Europe 

UNIT 5: THE RISE OF AUTOCRATIC POWERS IN EUROPE 
Chapter 20. The Russian Nation Grows While Autocrats Block 

Freedom 
Chapter 21. Autocratic Rulers Clash i n International Wars 
Chapter 22. Absolutism Reaches a Peak i n France 

1 

UNIT 6: REVOLUTIONART STRUGGLES THROUGHOUT THE WORLD 
Chapter 23. Democracy Grows by Evolution and Revolution i n 

England 
Chapter 24. England Wins an Empire and Loses Her American 

Colonies 
Chapter 25. The French Revolution Shakes Europe's Foundations 
Chapter 26. Napoleon Bonaparte Dominates France and Europe 
Chapter 27. Latin Americans Revolt Against Foreign Rule 

UNIT 7: INVENTIONS REVOLUTIONIZE INDUSTRY AND CHANGE SOCIETY 
Chapter 28. An Industrial Revolution: New Inventions, Techniques, 

and Power 
Chapter 29* Machines and Ideas Alter the Lives of Men 
Chapter 30. The Industrial Revolution Has a Powerful Impact on 

Culture 

UNIT 8: NATIONAL LOYALTIES, WARS, AND IMPERIALISM 
Chapter 31* Revolutions Challenge Reactionary Rule 
Chapter 32. Italy and Germany Form Nations 
Chapter 33* Britain Strengthens I t s e l f at Home and Expands 

Overseas 
Chapter 34. Autocratic Russia: A Culturally Creative and 

International Power 
Chapter 35* Imperialism and World Tensions 

UNIT 9: REVOLUTIONS, DICTATORS, AND TWO WORLD WARS 
Chapter 36. A World War and Plans for Peace 
Chapter 37• The Rise of Communist Power i n Russia 
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Chapter 38. Fascism and Revolution i n Europe and the Far East 
Chapter 39. The Democracies and International Peace Efforts 
Chapter 40. World War I I : "The War for Survival" 

UNIT 10: OUR CONTEMPORARY WORLD: THRESHOLD TO A BOUNDLESS FUTURE 
Chapter 41. The United Nations and Regional Organizations 
Chapter 42. The Struggle Between East and West i n Europe 
Chapter 43. New Nations of Asia on the March 
Chapter 44. "Wind of Change" i n the Middle East, Africa, and 

Latin America 
Chapter 45. New Frontiers i n Contemporary Culture 

LI. EMPHASIS AND INTERPRETATION 

This book i s of special interest because i t i s the only one i n 

use i n Canadian world history programmes that i s designed to achieve a 

global perspective throughout. I t represents an attempt to write a uni

versal history i n a single volume of some 750 pages. Using European pe r i -

odization, i t traces the history of the world's major c i v i l i z a t i o n s i n 

each period. Thus, i t deals not only with Egypt and the Middle East, but 

also with early c i v i l i z a t i o n s i n India and China. In addition to chapters 

on Greece and Rome, there i s a chapter on the three worlds of India, China, 

and Rome. I t i s emphasized that the "Middle Ages" i n Europe were "Golden 

Ages" i n India, China, and Japan. In the modern period, from c. 1500 to 

World War I I , the focus narrows to developments i n Europe, and to European 

expansion. The f i n a l unit, on the world since 1945, broadens out again 

to global dimensions, with two chapters devoted to Asia, Africa, and 

Latin America. 

This history represents an effort to break away from the traditional 

approach of "European oriented histories:" 

% b i d . , p. 142, 
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History can be viewed from many angles. Viewed from the West, 
the history of the world from about 250 B.C. to 350 A.D. appears to 
be dominated by the growth of Roman c i v i l i z a t i o n . Viewed from the 
East, these same years feature the ri s e of great ci v i l i z a t i o n s i n 
India and China. 

Actually, both of these points of view are necessary to obtain a 
correct picture.3 

Similarly, i t i s only possible to get a balanced picture of the "Middle 

Ages" by abandoning "the traditional approach that studies a unit on 

medieval Europe and then a separate unit on Asia," and looking at both 

areas i n the same unit. The fact that there were contemporary flour

ishing c i v i l i z a t i o n s i n India, China, Japan and the Middle East i s then 

made clear. In terms of coverage, this may be considered a universal 

history. 

I t i s claimed to be "a rea l world history" from another point of 

view: 

. . . the book i s a real world history, that i s , i t gives 
major attention to a l l areas of human activity: p o l i t i c s , economics, 
science, literature, religion, art, music, philosophy.5 

Up to the beginning of the modern period, when much greater emphasis i s 

given to European p o l i t i c a l developments, i t i s a study of civ i l i z a t i o n s 

i n which most emphasis i s placed on art, literature, religion, and social 

customs. The text i s particularly notable for coloured art supplements 

which contain reproductions of carefully chosen works of art represent

ative of the various cultures. So great i s this emphasis, i n fact, that 

3Jbid. ^IWLd., p. 159. 

^A message from Dr. Roselle to the Newfoundland History Committee. 
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the sections on non-European ci v i l i z a t i o n s are presented as a series of 

static studies with l i t t l e reference to the events or processes whereby 

change took place. 

Moreover, the civ i l i z a t i o n s are presented i n isolation from one 

another, or are merely juxtaposed. They appear as separate entities. 

L i t t l e or no attempt i s made to trace their relations, or to show i n 

what ways they interacted. 

The only real movement to be detected i s i n the history of the 

West i n which the changes are traced with greater care and i n greater 

detail. A l i n e can be traced through Greece and Rome, medieval Europe, 

the modern age to our contemporary world. To this extent, this history, 

although i t rejects the "traditional European oriented" approach, i s 

i t s e l f a history i n which the West i s dominant and central. The students 

can gain much knowledge of non-European ci v i l i z a t i o n s , and insights into 

their culture, but i t i s d i f f i c u l t for them to f i t them into any frame

work of universal history since no such framework really exists. 

The coverage which this history undertakes necessarily implies 

abridgement and compression, and this i n turn means a higher degree of 

abstraction and generalization. The author of the text uses several 

ingenious devices to offset this tendency. Space i s saved by the use 

of headings and point form. A series of sketches i s incorporated, 

entitled "Let's Meet the People," based "directly on primary source 

materials."^ The people include a Chinese peasant, a Greek juror, a 

^ b i d . , p. 7. 
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a Roman charioteer, a Benedictine monk, a Mongolian postman, an English 

factory worker, and many others. A considerable amount of primary source 

material i s introduced--extracts from diaries, letters, memoirs, consti

tutions, treaties, newspaper accounts, poetry, songs, and similar records. 

The s k i l f u l selection of illu s t r a t i o n s has already been mentioned. A l l 

this helps to give body to what must, of necessity, be a brief and gen

eralized treatment of many topics. The treatment of Indian, Chinese and 

Japanese c i v i l i z a t i o n from roughly the third century to the eighteenth 

century A.D. for example, amounts to some twelve pages each, including 

pictures, maps, and diagrams. 

Finally, what interpretation does this history embody? The t i t l e 

of the f i n a l unit, "Our Contemporary World: Threshold to a Boundless 

Future," suggests a boisterously optimistic view of history as progress. 

And, indeed, progressive and democratic leanings are indicated by a 

chapter heading such as, "The Russian Nation Grows While Autocrats Block 

Freedom." Yet this history does not express a naive view of the past as 

progress. Man, i n the past, has increased his control over his environ

ment, and, i n some nations, has progressed toward greater realization of 

democratic ideals, but, as man has solved problems, so he has created 

others. The contemporary world i s one "of great progress i n science and 

equally impressive problems i n human relations." 7 Progress i s not i n 

e v i t a b l e — i t never has been—but i t i s possible despite the p o l i t i c a l 

^Roselle, A World History, p. 655. 
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problems i n the world. 

To a degree the interpretation seems to be influenced by the fact 

that t h i s history i s written f o r students i n the schools of a democratic 

society. The author's view of the nature of world history i s that i t i s 

didac t i c . Thus, i n answer to the student who asks what i s the purpose of 

studying the European autocracies, the text states that i t i s ". . . to 

learn how to keep our own republic strong and prevent autocratic men 

from gaining power" and ". . . to acquire understanding and a b i l i t y to 

deal more e f f e c t i v e l y with t h e i r leaders ( i . e . autocratic countries) i n 
Q 

international a f f a i r s today." The reason for studying twentieth century 
t o t a l i t a r i a n dictatorships i s ! " I f you want to protect democracy and keep 

i t strong, you must know something about the people who oppose or have 
9 

opposed freedom." F i n a l l y , "two important reasons f o r studying world 

hi s t o r y " are given; "to increase your understanding of desirable and un

desirable conditions i n the contemporary world; and i f you wish to do so, 

to prepare yourself to make the world a better place i n which to live.""'" 0 

World history, i n t h i s view, i s philosophy teaching by examples, object 

lessons f o r the children of democracy. 

No objectives are stated f o r t h i s programme. They seem to be 

written into the textbook. 

q 9 10 
°I_bid., p. 325. I b i d . , p. 573. I b i d . , p. 655. 



CHAPTER XIV 

SUMMARY OF EXISTING PROGRAMMES 

Any attempt to summarize the existing programmes i n world history 

must face the problem of establishing categories and assigning each pro

gramme to i t s relevant d i v i s i o n . The categories used f o r analyzing the 

ind i v i d u a l programmes would seem to be the l o g i c a l ones to use. These 

were: scope and organization; and emphasis and interpretation. The 

d i f f i c u l t y that presents i t s e l f i s that no such neat categorization appears 

possible when a l l the programmes are considered. Histories which are 

simi l a r i n scope and organization may embody quite different interpre

tations. However, while differences i n interpretation i n these programmes 

are absolute, differences i n scope and organization are r e l a t i v e , varying 

i n the degree to which they include elements of non-western history. I t 

seems l o g i c a l , therefore, to make the category of interpretation the dom

inant one. Three main l i n e s of interpretation can be discerned i n the 

hi s t o r i e s which comprise the programmes, and, while some programmes are 

made up of courses which are different i n interpretation, each programme 

has a dominant emphasis. 

ORGANIZATION 

For the most part, the programmes are organized on a chronological 

basis, and present a sequence of topics as a continuous narrative. The 

exceptions are the Grade IX courses i n Manitoba and Quebec (Protestant), 

which use the Story of Nations approach, and the Plan B arrangement f o r 
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the History 9 1 course i n B r i t i s h Columbia, which i s an attempt at a 

problem approach. This course, as has been seen,"'" does not consist of-.a 

series of problems i n world history but i s rather a study of contemporary 

world problems. 

With t h i s l a t t e r exception, a l l the programmes are surveys. Some 

provision i s made f o r studies i n depth at the discretion of the teacher; 

f o r example, the Ontario b u l l e t i n encourages depth treatment of chosen 

topics. In the main, however, the indications are that a survey t r e a t 

ment i s usual—where there i s one text f o r a course, where the courses 

are l a i d out i n terms of the headings or a number of pages of the tex t 

book, where the curriculum b u l l e t i n s set out i n d e t a i l the suggested 

times to be a l l o t t e d to the study of the various topics. The rule i s 

to have a prescribed textbook f o r a course. Ontario i s the only province 

i n which there i s a choice among textbooks authorized by the Department 

of Education. This does not mean that other books may not be used and 

are not used. In some pr o v i n c i a l b u l l e t i n s , outside readings are 

recommended, and l i s t s of supplementary texts and other materials are 

given. But the one-text system does give to the textbook a large degree 

of authority and influence. And i f the text i s a survey, and the course 

outline i s a survey, then, i n the great majority of cases, the course w i l l 

be taught as a survey. 

There are s i x three-year and f i v e two-year programmes, and the 

one-year course introduced recently i n Ontario f o r students i n the 

See Chapter I I . 
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Four-Year Programme. Of the three-year programmes, three are unbroken 

sequences i n successive years (Saskatchewan, Grades IX, X, and XI; New 

Brunswick, X, XI, and XII; and the French Catholic programme i n Quebec, 

VIII , IX, and X); and three are broken sequences ( B r i t i s h Columbia, VII, 

X, and Xl/XII; the Protestant programme i n Quebec, VIII, IX, and XI; and 

Manitoba, VII, IX, and XII). These broken sequences seem to be designed 

to cover the outline of world history i n the f i r s t two years, that i s , by 

the end of Grade IX or X, so as to meet the needs of students who drop out 

of school, and to provide a more detailed study of modern history i n the 

f i n a l year. A l l the two-year programmes are unbroken sequences with the 

exception of the English Catholic programme i n Quebec (Grades VIII and 

XI): Ontario, Grades XI and XEI, Nova Scotia, X and XI, Prince Edward 

Island, XI and XII, and Newfoundland, X and XI. Their pattern i s the 

same: ancient and medieval history i n the f i r s t year, modern i n the 

second. 

SCOPE 

With one exception, a l l programmes begin with early man and 

bring the story to the very recent past. The one exception i s the 

English Catholic programme of Quebec which begins with ancient Greece 

and ends with the outbreak of World War I. The degree of emphasis given 

to early man varies considerably; i n B r i t i s h Columbia, four to eight 

xreeks i s suggested as a time allotment f o r the study of prehistoric times, 

whereas i n the Protestant schools of Quebec where the same text i s used, 

t h i s period and the early c i v i l i z a t i o n s are rapidly surveyed and rea l 
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study begins with the Greeks. S i m i l a r l y , treatment of the period since 

1945 varies; i n some cases i t i s treated as an important period, and a 

rea l attempt i s made to interpret the significance of events, while i n 

others i t becomes a running account on recent world happenings with l i t t l e 

attempt at interpretation. 

In geographical scope, the programmes may be envisaged as forming 

a continuum, the two extremes of which are the French Catholic programme 

i n Quebec, which i s almost e n t i r e l y a history of western Europe, and the 

Newfoundland programme which attempts to include a l l the major c i v i l i z a 

t i o n s . Between these two extremes l i e most of the programmes, which have 

a central structure of European history into which i s introduced i n vary

ing proportions and i n different ways something of the history of the 

peoples of the rest of the world. There are three ways i n which t h i s 

i s done. One i s to trace the development of European c i v i l i z a t i o n from 

the ancient c i v i l i z a t i o n s of Egypt and Western Asia, through Greece, Rome 

and medieval Europe to modem times, and then to trace the expansion of 

Europe and the impact of western c i v i l i z a t i o n on the rest of the world. 

A second way i s to trace the history of India and China p a r a l l e l to that 

of the West, but i n much less d e t a i l , and thus subordinate i n emphasis 

to the history of the West. The t h i r d way may accompany the second; 

t h i s i s to attempt a sketchy portrayal of the cultures of India and China. 

This combination of the second and t h i r d methods i s used i n the pro

grammes of Ontario, Nova Scotia, and Prince Edward Island, whereas the 

f i r s t one i s used i n the other programmes excepting that of Newfoundland 

which attempts to achieve a balance between western and non-western 
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history by portraying the major Eurasian c i v i l i z a t i o n s i n each period. In 

programmes of the f i r s t sort, history becomes world history i n the modern 

period; i n the second and t h i r d , history i s world history throughout but 

the dominant emphasis and perspective i s European. 

The history i n a l l the programmes i s the history of a c i v i l i z a t i o n 

or c i v i l i z a t i o n s . The courses with the heaviest p o l i t i c a l emphasis are 

the Grade XII course i n Manitoba (Modern C i v i l i z a t i o n 300) and Grade XI 

course i n the Protestant schools i n Quebec, which i s based on The Modern  

Age, a text which i s also approved f o r use i n Ontario. But even these 

h i s t o r i e s have sections on s o c i a l , economic and i n t e l l e c t u a l a f f a i r s . 

Generally speaking, ancient and medieval history i s treated more as a 

history of c i v i l i z a t i o n than i s the modern period, which tends to be 

treated more i n p o l i t i c a l terms. In some cases, units on a r t , l i t e r a t u r e , 

science or thought are added to a predominantly p o l i t i c a l narrative, but 

l i t t l e attempt i s made to relate them to i t . 

The thought that underlies the scope and emphasis of most of the 

programmes i s expressed succinctly i n the preface to a school history 
2 

text written a half century ago: 
I t seems essential that boys and g i r l s should have some knowledge 

of the whole past of mankind; without that they can have no re a l 
understanding of the world i n which they l i v e , f o r the simple reason 
that the present can only be explained by the past. The older h i s 
t o r i c a l manuals were, i n the main, short accounts of past events; 
but i t i s r e a l l y past conditions and past i n s t i t u t i o n s that are best 
worth knowing about. The older books tended, moreover, to give too 

.James H. Breasted and James H. Robinson, Outlines of European  
History, Part I (Boston: Ginn and Company, 1914) p. i i i . 
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much attention to the remote past, and too l i t t l e information i n 
regard to recent h i s t o r y , so that there was l i t t l e chance of the 
pupil's r e a l i z i n g the v i t a l bearing of the past on the present. 

The programmes do, with the notable exception of the French 

Catholic programme i n Quebec, give greater emphasis to the modem period 

than to the ancient and medieval. They do t r y to present conditions i n 

the past rather than merely to narrate events. And they do, also, i n 

varying degrees, attempt to provide some knowledge of the whole past of 

mankind. 

INTERPRETATION 

I t i s possible to discover the interpretation embodied i n a course 

or a programme by reference to the prescribed textbooks and to the cur

riculum b u l l e t i n s issued by the Departments of Education. Of course t h i s 

interpretation may not be the one that i s taught i n every case, but i t i s 

very l i k e l y that i t i s taught i n the majority of cases. To attempt to 

teach a different interpretation means a l t e r i n g more than the approach to 

a few topics or units of study. I t requires a major restructuring of the 

content of the course since the interpretation i s woven i n subtle ways 

into the very f a b r i c of the course—the selection of topics, the r e l a t i v e 

emphasis given to topics and to different aspects of human a c t i v i t y , ex

planations of causes and e f f e c t s , judgments on people, and so f o r t h . 

Where there i s a prescribed textbook—the usual practice—and each stu

dent has a copy of the t e x t , i t i s impossible f o r the teacher to 

modify the interpretation i n any s i g n i f i c a n t degree. The interpretation 

i s part and parcel of the text. Other texts and sources of information 



201 

are available, and often t h e i r use i s recommended to teachers. They can 

be useful i n providing a different viewpoint. But the prescribed t e x t 

book exercises a powerful authority, and p a r t i c u l a r l y so when the course 

i s designed to f i t i t , and when the t r a d i t i o n a l approach to learning i s 

to "know" the book. Furthermore, where the course i s l a i d out i n great 

d e t a i l , and the teacher i s offered a multitude of suggestions on how to 

treat topics, how much time to a l l o t to each, which to assign f o r exten

sive study and which f o r special treatment, freedom of action i s further 

i n h i b i t e d . I t seems reasonable, then, to assume that the interpretation 

embodied i n the text and the o f f i c i a l courses of study are f a i r l y repre

sentative of what i s taught i n the schools. 

Some programmes are comprised of courses which embody a consistent 

point of view. This i s p a r t i c u l a r l y true of the programmes i n New Bruns

wick, Newfoundland, Nova Scotia, and the French Catholic schools of Que

bec which are based on one text or a series of texts written by the same 

author. I t i s also true of the programmes i n Ontario, Prince Edward 

Island, and the English Catholic schools of Quebec where the t e x t s , though 

written by different authors, are consistent i n t h e i r interpretation. 

Other programmes have a medley of interpretation. B r i t i s h Columbia i n 

the Grade VII and IX courses, Manitoba i n the Grade VII and IX courses, 

Protestant Quebec i n the Grade VIII and IX courses have h i s t o r i e s which 

embody a "progress" interpretation, whereas the courses at the senior 

l e v e l are based on texts which are h i s t o r i e s of l i m i t e d interpretation. 

In these cases, i t must be borne i n mind, that f o r the students who leave 

school before Grade XT or who do not choose to study history at the 
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advanced l e v e l , the interpretation offered i n the f i r s t two years i s the 

only one they w i l l be exposed to. 

The interpretations i n the programmes f a l l into three main groups: 

the Catholic h i s t o r i e s ; h i s t o r i e s of progress; and what might be termed 

•histories of l i m i t e d interpretation.* 

The Catholic Interpretation. The Catholic interpretation finds 

i t s clearest expression i n the programme of the French Catholic schools 

of Quebec. I t i s a view of history i n which the coming of Christ to 

earth i s c e n t r a l — t h e c a p i t a l event of history. Before the b i r t h of 

Christ, a l l human l i f e i s represented as lacking i n a moral dimension. 

This can only be made good by the l i f e and teachings of Christ. The pre-

Christian c i v i l i z a t i o n s are thus cast i n a strange l i g h t , attaining great 

heights i n many ways, yet always necessarily lacking i n the Christian 

understanding of the relationship of man to God, and man to man. From 

t h i s central idea, i t follows that history i s the progressive r e a l i z a t i o n 

of the Christian i d e a l through the agency of the Catholic Church, and i t s 

highest expression i s the c i v i l i z a t i o n of medieval Europe. The modern 

age tends to be regarded as a period of decline i n which the sense of 

community and f a i t h i s eroded by the r i s e of individualism, skepticism, 

secularism and materialism. The contemporary scene i s dominated by the 

struggle between the forces of materialism as expressed i n Marxism and 

the communist powers, and the Church of Rome representing man's true 

s p i r i t u a l nature, a struggle i n which the masses are represented as being 

distracted and misled by the m a t e r i a l i s t i c attractions of modern i n d u s t r i a l 

society. 
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The h i s t o r i c a l treatment of those who are regarded as enemies of 

the Church, and, therefore, by d e f i n i t i o n , of the best interests of man

kind, i s less than f a i r . Voltaire and the philosophes, freemasons, free

thinkers, and communists are brought to the bar of judgment, and, without 

evidence being offered on either side, are condemned ex cathedra. At the 

same time, the l i v e s of popes, saints and s a i n t l y kings are given promi

nence and receive sympathetic treatment. Thus, t h i s i s more i n the na

ture of a morality play than a ra t i o n a l attempt to discover some truths 

about the past. 

The interpretation i s unbalanced i n two other respects. F i r s t l y , 

there i s the tendency of the narrative to cross and re-cross the l i n e 

between sacred and secular history without making any d i s t i n c t i o n between 

them, so that miracles and elements of re l i g i o u s dogma are included as 

h i s t o r i c a l f a c t s . Secondly, the emphasis given to the role of the Church 

i n history and to the s p i r i t u a l factor i n history results i n a correspond

ing tendency to ignore or play down the importance of such matters as 

economics and science, and t h e i r relationship to s o c i a l change. Thus, 

the student i s given no insight into history as the study of complex 

change involving the interplay of many factors. The programme provides 

the student with an over-simplified view of the past, a simple credo with 

which to interpret his world. 

The theme of the history i n the English Catholic programme i s 

the progressive r e a l i z a t i o n of human rights under natural law, which i s 

defined as the w i l l of God. This history does not give the same emphasis 

to the role of the Church i n history, nor does i t place the same emphasis 
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on the Middle Ages as the high point of human achievement as does the 

French Catholic interpretation. In a sense i t i s a n t i t h e t i c a l to i t , 

since the course of history appears not as a r i s e and f a l l but as a pro

gressive development, onward and upward to present c i v i l i z a t i o n . But i t 

i s similar i n i t s emphasis on the moral nature of history. Men are 

judged according to the degree i n which they helped or hindered the r e a l i 

zation of the natural law. This his t o r y , too, although i t has a sounder 

fact u a l content, i s a credo. The duty of the student i s made c l e a r — t o 

do his part to help the r e a l i z a t i o n of the natural law, both within his 

nation and among the nations. 

The "Progress" Histories. Prescribed textbooks f o r world history 

programmes are of Canadian, United States, or B r i t i s h o r i g i n . A l l the 

texts which embody the interpretation of history as progress are from 

the United States, and none of the others interprets history i n t h i s way. 

The association of American historians with t h i s view of history ,is not 

new. Some twenty-five years ago Professor B u t t e r f i e l d remarked that 

historians of t h i s persuasion "seem to have been whigs and gentlemen when 

they have not been Americans."^ 

The h i s t o r i e s of t h i s sort i n use i n Canadian schools are World  

History by Smith, Mussey and Lloyd (New Brunswick, Grades X, XI and X I I ) , 

Our World by P i a t t and Drummond ( B r i t i s h Columbia, Grade X), and the 

three books derived from The Story of Nations by Rogers, Adams, and 
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Brown—The Ancient and Medieval World ( B r i t i s h Columbia, Grade VII; 

Protestant Quebec, Grade VIII and Saskatchewan, Grade IX), The Story of 

Nations (Manitoba, Grade IX), and The Story of Modern Nations (Protestant 

Quebec, Grade IX). 

John B. Wolf has traced the origins of American world history 
4 

textbooks back into the 1930's but the interpretations, according to him, 

stem from as f a r back as 1902 to James Harvey Robinson's introductory 

college t e x t . ^ This book became a pattern f o r high school texts long 

after the views that i t presented were out-moded and old-fashioned. Cer

t a i n l y the characteristics of emphasis and interpretation which are so 

t y p i c a l of the present school h i s t o r i e s are c l e a r l y presented i n 

Robinson's book. And there i s a remarkable uniformity of interpretation 

f o r many years i n books which succeeded i t . The period between the 

Reformation and the French Revolution i n t h i s version of European history 

became "almost a 'morality play' i n which the forces of freedom ranged 

against those of authority"; the seventeenth century was an era i n 

which "absolutism" triumphed i n France, but i n England the "people" re

dressed the balance by two revolutions. Robinson, says Wolf, followed 

the Whig interpretation of English history and the French Republican 

^John B. Wolf, "The Early Modern Period, 1500-1789," i n the 34th 
Yearbook, National Council f o r the Social Studies, op. c i t . , p. 215. 

-\James H. Robinson, An Introduction to the History of Western  
Europe (2 vols.; New York: Ginn, 1902). 

°Wolf, op. c i t . , p. 213. 

file://-/James
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interpretation f o r France that made the story of the era into a s t r i k i n g 

contrast between authority and liberty.'' 7 Carlton Hayes, i n a text 
8 

written during World War I followed Robinson i n making the seventeenth 

century a contrast between the r i s e of l i b e r a l representative i n s t i t u 

tions and autocratic, absolutist ones, and i n presenting the American 
a 

and French Revolutions as arguments between the people and the k i n g . 7 

10 

A text by Robinson and Beard published i n 1929 revealed no substantial 

change i n Robinson's conception of the central meaning of modern European 

history since Robinson's text of 1902. The text opens with a discussion 

of man's struggle to free the mind of man from superstition and obscuran

tism; largely ignoring the s c i e n t i f i c revolution, the authors placed the 

ri s e of deism and the "Enlightenment" i n the forefront of t h e i r story and 

"they seem to have had few doubts about the eventual v i c t o r y that would 

free the human mind from the tyranny of old and outmoded ideas.""'""'' In 

p o l i t i c a l matters, i t was s t i l l the case of the people versus the king. 

With the 1930's came the tendency to expand the area both i n time and 

space: i n other words, the emergence of "world history." Of t h i s , Wolf 

says:-'-2 

7 I b i d . , p. 214. 

^C.J.H. Hayes, A P o l i t i c a l and Social History of Modern Europe 
(2 vols.; New York: Macmillan, 1916). 

9wolf, op_. c i t . , p. 214. 

" ^ J . H. Robinson and C. A. Beard, The Development of Modern Europe 
(2 vols.; New York: Ginn, 1929-30). 

l l W o l f , o£. c i t . , p. 215. 1 2 I b i d . , pp. 216-17. 
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The result were not altogether fortunate: the texts tended to 
become a series of encyclopedic a r t i c l e s rather than h i s t o r y , and 
s p e c i a l i s t s i n each area noted the melancholy fact that the number 
of errors tended to increase i n direct proportion to the pretensions 
of coverage, while the misconceptions and outmoded explanations of  
interpretation m u l t i p l i e d even faster. [ i t a l i c s not i n the original} 

These misconceptions and outmoded explanations are s t i l l with us today, 

preserved i n the present school textbooks. Thus, the school h i s t o r i e s 

s t i l l embody interpretations of half a century ago. 

Two influences have shaped the progress h i s t o r i e s — t h e Whig view 

on which they are based, and the degree to which they are abridgements. 

As treatment has become more generalized, h i s t o r i c a l development has t a 

ken on more the quality of an unbroken l i n e a r progression, which moves 

forward without substantial l e t or hindrance. The treatment of man's 

progress from primitive savagery to present c i v i l i z a t i o n i s so compressed 

that change comes to have an almost inevitable character. This i s not 

only due to the interpretation of p a r t i c u l a r periods or episodes. I t 

springs more from the compression whereby the study of the process of 

change, the tracing of i n f i n i t e l y complex tr a n s i t i o n s through which one 

state of a f f a i r s changed into another, i s so grossly oversimplified as to 

make a quali t a t i v e difference to the history. I t gives a misleading 

impression of a smooth and ineluctable onward and upward movement of 

events which belies the r e a l i t y i t purports to describe. And so change— 

or progress i f we x^ish to c a l l i t that—appears as a l i n e a l , evolutionary 

development, possessed of a certain quality of i n e v i t a b i l i t y , when, i n 

f a c t , as B u t t e r f i e l d has pointed out, i t i s more t r u l y conceived of as a 
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series of mutations, crooked and perverse i n i t s ways. 13 In seeking 

to examine the way things happen, B u t t e r f i e l d asserts, the more we are 

the opposite direction—towards increasing s i m p l i f i c a t i o n i n which the 

complexity and unpredictability of change disappears. Instead, things 

change smoothly and steadily i n the d i r e c t i o n of the present. 

This oversimplification through abridgement i s one important fac

t o r influencing the character of these h i s t o r i e s . The second i s the fact 

that they are organized on a Whig view of history. The former i n t e n s i f i e s 

the essential characteristics of the l a t t e r , which has been defined as 

'•the study of the past with direct and perpetual reference to the present." 

In t h i s view, the present i s the absolute, and the past i s seen as a series 

of stages i n a long l i n e of evolution which culminates i n the present. 

The past i s the present w r i t small. Therefore, f a r from believing that 

"the chief aim of the h i s t o r i a n i s the elucidation of the unlikenesses be-
16 

tween past and present," the Whig his t o r i a n seeks to f i n d s i m i l a r i t i e s 

and to trace l i n e s of development from the past to the present. In hold

ing t h i s view and organizing his account i n terms of i t , he has been 

c r i t i c i z e d on several scores: i n the f i r s t place, he finds roots or 

"anticipations" of the present i n the past, x^hich, when closely examined, 

prove to be misleading analogies; secondly, he traces too direct a l i n e 

driven from the simple to the complex. 14 These h i s t o r i e s have moved i n 

13Butte r f i e l d , op_. c i t . , p. 23. 

15lbid., p. i i . l 6 I b i d . , p. 10. 

% b i d . , p. 21. 
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of development between the past and present: t h i r d l y , he abstracts things 

from t h e i r h i s t o r i c a l context and judges them apart from i t ; f o u rthly, he 

i s thereby able to produce a scheme of general history which converges 

upon the present and demonstrates throughout the ages the workings of an 

obvious p r i n c i p l e of progress, of which Whigs and progressives have been 

a l l i e s while t o r i e s and reactionaries have been i t s enemies; f i f t h l y , i n 

a l l t h i s , his study i s fa u l t y since he does not attempt to make the past 

his present and understand i t i n i t s own terms; he therefore misunder

stands the whole nature of h i s t o r i c a l change which comes not from the 

successes of progressives over reactionaries, but as the clash and i n t e r 

play of the ideas and actions of both, and often i n a di r e c t i o n which 

neither side either desired or envisaged. 

The results of s i m p l i f i c a t i o n and abridgement on t h i s interpretat-

t i o n of history are to be seen i n the school "progress" h i s t o r i e s . The 

search f o r the present i n the past results i n strange anachronisms: 

Hammurabi i s said to be "undemocratic," and Henry I I of England i s an 

autocratic medieval king. The "people" are shown as struggling f o r t h e i r 

rights as long ago as the thirteenth century. The course of progress i s 

shown i n the gradual triumph of the common man over autocrats, absolute 

kings, aristocrats and oligarchs; and i n the triumph of reason and science 

over superstition and obscurantism. There i s l i t t l e p o s s i b i l i t y f o r any 

true understanding of the past. On the contrary, the tendency i s to 

view the past and i t s people with some condescension from the l o f t y 

heights of our place at the end of the l i n e of evolution, and to judge 

t h e i r way of l i f e i n terms of our own. I r o n i c a l l y , these h i s t o r i e s of 
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progress end with a s t a t i c view of things. They construe the present not 

i n terras of further progress, but i n most cases as the search f o r security. 

Histories of Limited Interpretation. These are the h i s t o r i e s 

written by professional historians i n eastern Canada and used i n the 

programmes of Ontario and Prince Edward Island. This category also i n 

cludes the books of C. F. Strong which are used i n Saskatchewan and 

B r i t i s h Columbia. 

The name given to them here i s intended to make the d i s t i n c t i o n 

between them and the f i r s t two categories of history, both of which are 

organized around a single p r i n c i p l e . 

These h i s t o r i e s are surveys, and suffer from the disadvantages 

that necessarily accompany abridgement. Yet they are superior to the 

other two kinds of history i n two important respects: they are more 

accurate, and they offer a more balanced interpretation. 

They are more accurate because the authors have incorporated into 

t h e i r texts the more recent findings of h i s t o r i c a l scholarship. They 

are also more accurate i n the sense that they are more factual i n content 

and more rigorous i n generalization. 

They of f e r a more balanced interpretation i n the sense that they 

are not distorted as are the "progress" h i s t o r i e s or the Catholic h i s t o r i e s 

by strong preconceptions which have influenced the selection and ordering 

of data. In contrast to the "progress" h i s t o r i e s , they make some attempt 

to study the past i n i t s own terms, so that the student i s able to gain 

some idea of l i f e i n the past, to understand the issues of the past, and 

to gain some idea of the way i n which change occurred. They avoid a 
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present-minded view of h i s t o r i c a l development and portray and document 

change as a complex process of t r a n s i t i o n . In contrast to the French 

Catholic interpretation which i s distorted by the undue emphasis given 

to the Church and to r e l i g i o n , they provide a more balanced view of the 

interplay of s o c i a l , economic, p o l i t i c a l and i n t e l l e c t u a l factors. 

Whereas the other two kinds of history are e s s e n t i a l l y credos, 

designed to provide the student with a view of the past that w i l l help 

to make him a good Catholic or a good democratic c i t i z e n , these are de

signed to help develop an informed person with some kind of r e a l h i s t o r i 

c a l understanding. I t i s easy to exaggerate the extent to which these 

h i s t o r i e s embody h i s t o r i c a l t r u t h . They are necessarily l i m i t e d by the 

exigencies of abridgement and s i m p l i f i c a t i o n f o r use by students. Their 

intent however i s not to support a preconceived point of view, but to t r y 

to get at the t r u t h about the past by taking into account a l l the r e l e 

vant fa c t s . They are more circumspect i n t h e i r judgments and more cau

tious i n t h e i r generalizations. They discern patterns and trends, but 

no overarching pattern or trend which applies to the whole of the past. 

F i n a l l y , they present t h e i r views t e n t a t i v e l y . I t i s only among these 

h i s t o r i e s that one i s t o l d that these are interpretations expressing the 

views of p a r t i c u l a r historians, and that other interpretations do e x i s t . 

Furthermore, students are given some insight into the fact that the 

traces of the past from which the h i s t o r i a n derives his information are 

often fragmentary. 

In sum, each programme f a l l s into one of these three categories 

of interpretation, some wholly and others by virtue of the fact that two 
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courses out of three—and those to which most students are exposed—are 

of t h i s sort. They are summarized as follows. There i s no necessary 

re l a t i o n between the interpretation and the world-perspective of the 

programme. 

INTERPRETATION 

I. Catholic Histories 
1. French Quebec 
2. English Quebec 

I I . "Progress" Histories 
1. B r i t i s h Columbia ( i n Grades VII and X but not i n the 

optional History 91 course i n Grade XL/XII) 
2. Manitoba ( i n Grades VII and IX but not i n Grade XII) 
3. Quebec (Protestant) ( i n Grades VII and IX, but not i n 

Grade XT) 
4 . New Brunswick 

I I I . Histories of Limited Interpretation 
1. Saskatchewan ( i n Grades X and XI, but not i n Grade IX) 
2. Ontario 
3. Nova Scotia 
4 . Prince Edward Island 
5. Newfoundland 



CHAPTER XV 

TRENDS OF CHANGE IN RECENT REVISIONS 

I t i s no exaggeration to say that t h i s area of the curriculum i s 

i n a state of ferment. Four of the provinces have revised t h e i r world 

history programmes i n the recent past; Saskatchewan i n the period I96O-

1963, Ontario i n 1962, Prince Edward Island i n 1962, and Newfoundland i n 

I 9 6 5 . Four of the remaining p r o v i n c e s — B r i t i s h Columbia, Manitoba, New 

Brunswick, and Nova Scotia—have the present courses under revision. The 

Protestant schools of Quebec completed a revision i n 1959» and do not con

template a further revision at the present time."'- New programmes were 

introduced into the English Catholic and French Catholic schools of 

Quebec i n 1958 and 1959 respectively, and i t i s quite l i k e l y that a re

v i s i o n may be undertaken f o r one or the other of these programmes i n the 

2 

near future. In short, there i s no world history programme which has 

either not been revised i n the l a s t f i v e years, or i s not at present 

under revision, or which i s not being considered f o r revision. I t i s 

also worthy of note that none of the programmes under revision i s of long 

standing, and some have had a short lease of l i f e . The programme i n Nova 

Scotia was introduced i n 1956, and the courses i n the B r i t i s h Columbia 

programme, Social Studies 20 and History 91, were introduced i n t h e i r 

Letter to wr i t e r from Assistant Director General of Curriculum 
and Examinations, Department of Education, Quebec, June 9 , 1964. 

Letter to wr i t e r from Associate Inspector General of Catholic 
Schools, Department of Education, Quebec, June 17, 1964. 
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present form i n 1956 and 1958 respectively. The programme i n Newfound

land which has recently (1965) been replaced was introduced i n 1957* 

The reasons f o r these extensive changes are many and complex. Re

visions i n world history programmes form only a small part of a general 

pattern of c u r r i c u l a r change xvrhich i s not unrelated to the general con

cern with the whole matter of public education, a concern which i s re

fle c t e d i n the work of several royal commissions of inquiry into educa-
3 

t i o n i n the l a t e 1950's and early 1960*s.' But, as f a r as the world 

history programme i s concerned, an element of special importance i n 

stimulating revision has been the changes i n the world i t s e l f since World 

War I I . I t i s not necessary to dwell at length and i n d e t a i l on these 

changes. But certain trends have emerged which have raised doubts as to 

the adequacy of the t r a d i t i o n a l approach to world history i n the schools. 

Among these developments are: the rapid dissolution of c o l o n i a l empires, 

and the concomitant emergence of many new nations i n Asia and A f r i c a ; 

the new role and importance i n world a f f a i r s of India and China; the 

s h i f t of power from Europe to the United States and the Soviet Union; 

the Cold War; the b i r t h of the United Nations and the growth of regional 

organizations; the increasing power and range of nuclear weapons. 

These changes have been d i f f e r e n t l y interpreted but t h e i r impor

tance has nowhere been denied. The upshot, as f a r as the world history 

programme i s concerned, has been to force a reconsideration of the term 

^In the provinces of Ontario, Manitoba, Alberta and B r i t i s h 
Columbia. 
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"world history." In p a r t i c u l a r , growing awareness of the interdependence 

of the nations of the world implied i n the recent developments has 

raised the question of the relationship of the history of western c i v i 

l i z a t i o n to the history of the non-western world. 

Of the world history programmes which have been examined i n Part 

I , four have been introduced sine I 9 6 0 . They represent the most recent 

attempts to deal with t h i s problem. In t h i s chapter each w i l l be com

pared with the programme i t replaced with the purpose of discovering the 

changes made. Subsequently a comparison w i l l be made of the four pro

grammes i n order to discover s i m i l a r i t i e s or differences, and the trends 

of change, i f any, which are observable. 

SASKATCHEWAN 

Old Programme New Programme 
(introduced 1950) (introduced I96O-I963) 

Grade IX (Canadian History) Ancient and Medieval History 
Grade X Ancient and Medieval History World History, Part I 

The Early Modern World, 
1500-1848 

Grade XI The Story of Modem C i v i l i - World History, Part I I 
zation i n Europe': 1700- The Later Modern World, 
1914 1848 to the present 

Grade XII The New Europe i n the (Canadian History) 

Both programmes state as t h e i r central purpose the promotion of 

cit i z e n s h i p . But there i s a d i s t i n c t difference i n emphasis. The main 

aim of the old programme i s "to promote the growth and development of 
4 

i n t e l l i g e n t , responsible, socially-conscious c i t i z e n s , " while the 

Programme of Studies f o r the High School, B u l l e t i n A, 1950, 
P. 92. 
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central purpose of the new programme i s "to promote the growth of informed 

individuals and responsible citizens.""' The s o c i a l emphasis of the former 

i s reflected i n the view taken of the purpose of teaching history and i n 

the content of the programme. Since the modern high school i s interested 
6 

i n developing "dynamic c i t i z e n s h i p , " i t i s argued, the problems of con

temporary l i v i n g as they affect youth are the foc a l points f o r selecting 

and organizing learning a c t i v i t i e s . This does not mean that the past i s 

to be neglected, but i t does mean that "the past has value p r i n c i p a l l y 
7 

as i t helps to interpret the present." History, as taught i n the past, 
g 

"lacking meaning, v i t a l i t y , and s o c i a l relevance." The study of history 
can no longer be "a formal d i s c i p l i n e of mind and s e n s i b i l i t i e s without 

q 

commitments f o r s o c i a l action." The emphasis, therefore, i s on the 

present, on democracy, and on the student as a future c i t i z e n . I t s effects 

on the programme are twofold. F i r s t l y , i t embodies an interpretation 

which traces the growth of western c i v i l i z a t i o n largely i n terms of 

"centuries of struggle f o r economic and p o l i t i c a l freedom.""^ The Grade XI 

course culminates i n a unit e n t i t l e d "Democracy i n the Modern World" i n 

tended to " c l a r i f y the main issues confronting democracy today, and i n 

^Programme of Studies f o r the High School: Social Studies, 
Grade X, 196l, p. 6. 

^Programme of Studies, 1950. 
7 I b i d . , p. 6. 8 I b i d . , p. 90. 9 I b i d . , p. 91. 

1 0 I b i d . , p. 111. 
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the course of which teachers and pupils should develop a l i s t of p r i n c i p l e s 

which represent t h e i r fundamental c r i t e r i a f o r effective c i t i z e n s h i p with-

growth and problems, leads to an emphasis on events i n Europe. Apart from 

a b r i e f mention of early c i v i l i z a t i o n i n China, and the c i v i l i z a t i o n of 

the Mayas, Aztecs, and Incas, t h i s i s a history of developments i n Europe. 

Overseas expansion i s v i r t u a l l y ignored u n t i l the developments leading to 

World War I are considered. In Grade XII the history of the twentieth 

century, i n which a wider view might be expected, i s focused on Europe as 

implied i n the t i t l e of the course: "The New Europe i n the Making." The 

two World Wars and the inter-war period are treated i n d e t a i l , as i s the 

genesis and structure of the United Nations Organization. A l l other topics 

are lumped together i n a f i n a l section, "International Relations and 

Current Developments" i n which are to be treated "outstanding trends and 
12 

developments i n the major countries of the world." The only guidance 

to the teacher as to what t h i s means i s that "examination questions on 

t h i s topic w i l l deal with problems which have been of outstanding s i g n i f i -
13 

cance during the year." 

In contrast to t h i s , the new programme i s less influenced by con

cern with the problems of democracy, and does not, therefore, s t r i v e to 

make a direct connection between past and present, a tendency which, i n 

the old programme, d i s t o r t s the interpretation and r e s t r i c t s the v i s i o n 

of the history. I t s stated purpose i s to "provide a body of sound 

i n a democracy. it ,11 Secondly, the preoccupation with democracy, i t s 

n I b i d . 12-I b i d . , p. 114. 1 3 I b i d . 
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factual information and awaken consciousness of the chronological se

quences of events i n human history" i n order to promote an understanding 

of "how the present has grown out of the past." The essential difference 

i s that i t seeks to inform and c l a r i f y rather than to inculcate attitudes, 

to trace and explain change rather than to follow a narrow l i n e of develop

ment guided by strong preconceptions derived from the present. With re

gard to world perspective, the new programme takes a much broader view. 

I t has, of course, the advantage of being written some ten years l a t e r . 

While retaining the history of the western world as.the centrepiece of 

modern history, i t places considerable emphasis on the impact of the 

West on the rest of the world. Indeed, i n the history of the l a s t hundred 

years, the central emphasis i s given to "those events and developments i n 

the West which have significance today f o r peoples everywhere." In short, 

the new programme has a wider view. I t breaks away from the narrow 

conception embodied i n the old programme, which culminates i n a narrative 

of European p o l i t i c s i n the twentieth century, and i n i t s wider view, 

traces the interaction of the West and the non-western world, the decline 

of colonialism, the r i s e to world dominance of the United States and the 

U.S.S.R., and the transformation of China. 

PRINCE EDWARD ISLAND 

There i s much more s i m i l a r i t y between the old and new programmes 
14 

i n Prince Edward Island. In the 1962 Programme of Studies the courses 

'Programme of Studies f o r Grades XI and XII, 1962. 
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are stated i n terms of prescribed texts: f o r Grade XI The' Enduring Past 

by Trueman; f o r Grade XII Our Modern World by Reid and Mclnnis. These 

texts replaced The Record of Mankind"^ by Roehm, Buske, Webster and 

Wesley. 

The general interpretation i n the two programmes i s not funda

mentally d i s s i m i l a r and both include non-Western history. Both, f o r 

example, include material on Islam, China and India. The two p r i n c i p a l 

differences are: the way i n which the h i s t o r i e s of non-Western c i v i l i 

zations i s introduced; and the treatment of the period since 1945* 

Trueman's history introduces India and China alongside Egypt and 

Mesopotamia i n his unit on the f i r s t c i v i l i z a t i o n s , giving an account of 

them down to about 500 B.C. The treatment i s quite detailed and up-to-

date. He takes up the history of China again i n the context of Marco 

Polo's t r a v e l s , using t h i s opportunity to bring the story forward to the 

thirteenth century. This account i s extremely b r i e f and sketchy. The  

Record of Mankind does not introduce India and China u n t i l they are im

pinged on by Europe, at which stage the narrative pauses to sketch t h e i r 

h i s t o r i e s and to describe t h e i r culture at the present time. The d i f 

ference i n treatment i s not great and i t s significance may be exaggerated, 

but i t does seem that Trueman*s arrangement places an emphasis on the 

fact that the Indus and Yellow River valleys were cradles of c i v i l i z a t i o n s 

just as were the N i l e and Tigris-Euphrates v a l l e y s . This c l e a r l y implies 

that there was no one birth-place of c i v i l i z a t i o n . This i s precisely 

15For more detailed treatment, c f . the Nova Scotia programme. 
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the opposite of what The Record of Mankind suggests, as i s indicated by 

the t i t l e of Chapter J*. " C i v i l i z a t i o n Arises i n the Near East." More

over, a less universal point of view i s implied i n the fact that i n The  

Record of Mankind the Far East has to await the a r r i v a l of European ex

plorers before i t makes i t s appearance on the stage of history. 

The second p r i n c i p a l difference i s i n the treatment of the period 

since 1 9 4 - 5 . Here again, i t needs to be said that Our Modern World has the 

benefit of being written eleven years after the Record of Mankind. The 

difference l i e s i n depth and perspective. The Record of" Mankind interprets 

the post-war years i n terms of the search f o r co-operation i n the atomic 

age"^ and concentrates on the organization of the United Nations, the re

covery of western Europe from the effects of war, developments i n the 

Cold War, and unrest i n Asia. I t i s a chronicle of events rather than 

a history, a rather confusing catalogue of facts on contemporary a f f a i r s , 

with l i t t l e or no structure. Our Modern World, on the other hand, pre

sents a wider view and places the facts within a framework which makes 

them i n t e l l i g i b l e — t h e change i n the world p o l i t i c a l balance with the 

r i s e of the United States and the Soviet Union, the emergence of new 

nations with aspirations not only f o r p o l i t i c a l freedom but f o r economic 

advancement, the Cold War, the development of regionalism, etc. I t also 

includes sketches of the culture of India and China, and an estimate of 

t h e i r problems and of t h e i r importance i n the modern world. 

'Roehm et a l . , The Record of Mankind, p. 683 f f . 
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The Record of Mankind lays claim to being a universal history. 

I f i t i s , the new programme embodies a universal history more ecumenical 

i n outlook, i n the respects mentioned above, than i t s predecessor. 

ONTARIO 

Revisions of the history programme f o r Grades XI and XII i n 

Ontario seem to be introduced every ten years. An examination of the 

o f f i c i a l courses of study f o r 1942, 1952 and 1962 reveals a remarkable 

example of continuity. With the exception of two things, the course out

l i n e s f o r the 19^2 courses and the 1962 courses are i d e n t i c a l — t h e state

ment of aims, the topics and subtopics, the introductions to the topics. 

The 1942 course was a course i n ancient, medieval and modern history. In 

the 1952 r e v i s i o n , i t became a course i n world history. This was done by 

adding to the existing course two sections; one on the dawn of c i v i l i z a 

t i o n i n India and China, the other on the world since 1945. This unit 

was comprised of f i v e topics: the atomic age; the United Nations; Changes 

i n Asia; democracy vs. communism; and democracy, our way of l i f e and 

thought. At the same time, the f i r s t of the s i x aims of the programme 

was amended. I t had read: 

To give an understanding of the sources and development of 
European c i v i l i z a t i o n i n order that the pu p i l may better com
prehend the world i n which he now lives.-'-''7 

I t was amended to read: 

•^Courses of Study, Grades XI and XII: Social Studies, History, 
1942, p. 3-
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"To give an understanding of European and other c i v i l i z a t i o n s . . 

This was the f i r s t change. The second was the addition of A f r i c a 

to the section on the world since 1945, so that the topic "Changes i n 
19 

Asia" became "Changes i n A f r i c a and Asia." 

The t r a n s i t i o n , therefore, from the t r a d i t i o n a l ancient, medieval, 

and modem history to world history was accomplished by addition of 

materials on the non-Western world and global p o l i t i c s since 194-5 to a 

central structure of European history. The addition of "and other c i v i 

l i z a t i o n s " to the f i r s t aim without necessary alterations to the others 

results i n strange reading. The second aim i s "to indicate to the p u p i l 

that the crowning achievement i n t h i s long evolution of i n s t i t u t i o n s and 

ideas i s to be found i n democracy." The t h i r d aim i s "to show what an 

important part England and B r i t i s h i n s t i t u t i o n s have played i n t h i s 
20 

great achievement." I f taken seriously, these are large claims when 

i t i s the development of several c i v i l i z a t i o n s that i s being considered, 

as the revised f i r s t aim states. But t h i s i s c l e a r l y an anomaly re

s u l t i n g from f a i l u r e to adjust these aims to the requirements implied 

by the amendment to the f i r s t one. 

The problem of compression necessarily results from t h i s additive 

approach to the making of world history programmes. The o r i g i n a l content 

must be taught i n a shorter time, that i s , at a higher l e v e l of generali-

1 8Curriculum S . 9 , 1952, p. 3-

1 9Curriculum S . 9 , 1962, p. 26. 
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zation, i n order to make time f o r the new material. In order that a 

si g n i f i c a n t amount of material may be treated i n the small time made 

available, the new material i s also highly generalized. 

NEWFOUNDIAND 

The new programme i n Newfoundland i s the boldest attempt yet made 

to create a world history f o r Canadian students. 'The authorized textbook, 

A World History by Daniel Roselle claims to be " t r u l y a WORLD h i s t o r y — 
21 

non-western cultures receive deserved emphasis." 

The old programme was based on two textbooks, one f o r Roman 

Catholic students and one f o r other r e l i g i o u s denominations. The text 
22 

f o r Roman Catholics was World History f o r a Better World by Neff and 

Planer, that f o r the others World H i s t o r y 2 3 by Smith, Muzzey and Lloyd. 

These are both e s s e n t i a l l y h i s t o r i e s of Europe. The programme began with 

the Greeks and ended with World War I I . I t thus d i f f e r e d from the usual 

world history programme i n omitting the beginnings of c i v i l i z a t i o n and 

the period since 1945. 

The new programme brings into world history the c i v i l i z a t i o n s of 

Asia. The early c i v i l i z a t i o n s i n the Indus and Yellow River valleys are 

treated together with developments i n the Nile and Tigris-Euphrates v a l 

leys. The three worlds of India, China and Rome are studied together. 
2^Daniel Roselle, A World History, Teacher's edition (New York; 

Ginn and Company, 1963), p. M-l. 
22 

See the chapter on the programme for the English Catholic 
schools of Quebec. 

2 3See the chapter on the New Brunswick programme. 
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The "Golden Ages" i n A s i a — i n Islam, India, China, and Japan—are set 

against the "Middle Ages" i n Europe. The l a s t unit of the programme i s 

a study of the period since World War I I : the United Nations and regional 

organizations; the emergence of the "super powers"; the Cold War, the 

emergence of the "Afro-Asian" bloc :; the problems that confront mankind 

today. 

Thus, the conception of world history i n the new programme i s one 

which presents contemporaneous developments i n the p r i n c i p a l c i v i l i z a t i o n s 

of Europe and Asia from the beginnings to the present time. 

TRENDS ' 

Are there any general trends to be observed i n these changes? A l l 

of them bring the history up-to-date, thus r e f l e c t i n g a b e l i e f i n the 

importance of contemporary history. A l l retain the survey approach. In 

each province, Saskatchewan excepted, the number of years assigned to 

world history are the same as before—two years i n Ontario, two i n New

foundland, and two i n Prince Edward-Island. In Saskatchewan, world his-, 

tory i s taught f o r three years as against two and a half years f o r the 

previous programme. But the most important trend i s the inc l u s i o n of 

more of the history of the non-European world. This i s perhaps most true 

of Saskatchewan where the change i s made from a history purely of western 

c i v i l i z a t i o n to a world history, and least true of Prince Edward Island 

where the history which was replaced made the claim to be a universal 

history. But, i n d i f f e r i n g degrees, the trend i s there. I t represents a 

response to the changes i n the world scene and the need to know something 
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of the history and culture of the peoples brought into world prominence 

by these changes. 

The way i n which the t r a n s i t i o n i s made from what i s e s s e n t i a l l y 

European history or the history of western c i v i l i z a t i o n to "world" h i s 

tory i s not uniform. In f a c t , the various approaches serve to underline 

the lack of agreement as to how the t r a n s i t i o n should be made. Two 

points seem worthy of mention i n t h i s regard. The f i r s t i s that the 

schools have obviously f e l t the pressure to amend t h e i r programmes i n re

sponse to the revolutionary changes i n the world. The second i s that 

these changes, besides being revolutionary are extremely rapid, so that 

the schools have been faced with a situation i n which they have f e l t con

strained to revise t h e i r programmes before the historians have had time 

f u l l y to debate the problem of how to construe and write world history 

i n the l i g h t of these changes. I t i s only very recently that a measure 

of agreement has been reached, and that a few historians have ventured 

into the w r i t i n g of world history. Thus, owing to the r a p i d i t y of change, 

school programmes have had to be revised with l i t t l e or no guidance from 

the thought and work of professional historians with a special interest 

i n t h i s f i e l d , often by committees of teachers, school administrators and 

the occasional university h i s t o r i a n , who undertake t h i s work i n addition 

to t h e i r normal duties. Even i f the function of the committee i s l i m i t e d 

to finding the 'best book', the problem i s not solved, f o r though a text

book author may have more time i n which to think and wr i t e , he has been 

no better off than the committee members i n the matter of guidance from 

the historians. 
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Three main approaches may be discerned i n the programme changes. 

The approach used i n Ontario—and i n Prince Edward Island, since 

the same texts are u s e d — i s one of addition. To a central structure of 

t r a d i t i o n a l ancient, medieval and modem history were added elements of 

non-western history—something of the ancient societies i n the Indus and 

Yellow River valleys at one end, and of the world since 1945 on the other, 

together with a b r i e f sketch of Chinese history i n the middle to establish 

continuity. To t h i s are added thumbnail sketches of the present cultures 

of India and China, and t h e i r present problems and prospects. The result 

i s an aggregation which lacks unity because i t has no unifying viewpoint. 

I t i s neither European history nor world history. This additive approach 

i s pragmatic; but, judged pragmatically, i t i s doubtful whether i t suc

ceeds i n i t s purpose of providing understanding of non-westem c i v i l i z a 

tions since treatment i s l i m i t e d and necessarily s u p e r f i c i a l . Moreover 

the whole perspective i s shaped and ordered by the o r i g i n a l structure of 

ancient, medieval and modem history. 

The second approach may be seen i n the Saskatchewan programme, 

p a r t i c u l a r l y i n the part dealing with modem history, which i s based on 

a text by the English w r i t e r , C. F. Strong. In contrast to the approach 

described above, Strong's history has unity because i t i s written on 
24 

some c l e a r l y defined assumptions. B r i e f l y these are: the present 

world situation i s the result of the expansion of Europe and i t s impact 

^Strong, The Modern World, pp. 14-15. 
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on the non-western world; western science and technology, and western 

economic and p o l i t i c a l i n s t i t u t i o n s — i n either t h e i r democratic or 

communist form—are becoming the common property of nations everywhere. 

Thus the recent history of the West i s a major part of world history. 

This history therefore i s mainly a history of the West with special-

emphasis on events and developments which have significance today f o r 

peoples everywhere. I t shows how the West has, by the road of imperi

alism, imposed on the rest of the world something of i t s own image. I t 

does not attempt to portray the non-European cultures. This results i n 

a history which has unity, and which presents a well-balanced interpre

t a t i o n i n the l i g h t of i t s assumptions. 

The t h i r d approach i s that of Roselle whose textbook forms the 

basis of the Newfoundland programme. Whereas Strong decides against 

attempting to portray the non-western cultures, Roselle attempts to 

treat the major c i v i l i z a t i o n s of Eurasia. How-ever, the studies of the 

non-western c i v i l i z a t i o n s are, i n the main, b r i e f s t a t i c studies of the 

cultures at various periods. There i s l i t t l e room to trace t h e i r h i s 

t o r i c a l development. In ef f e c t , the only c i v i l i z a t i o n which i s treated 

i n terms of change and development i s western c i v i l i z a t i o n . The central 

place of the West i n t h i s history i s further emphasized by the fact that 

there i s no relationship traced between the various c i v i l i z a t i o n s — e x 

cept between Europe and Islam—with the result that western c i v i l i z a t i o n 

i s the only one which shows movement. 

Thus, Strong's solution i s most coherent, because i t has a point 

of view. He has defined a conception of world history which guides him 
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i n the selection and treatment of topics. The Ontario programme does not 

have t h i s consistency and coherence because i t lacks a view of what world 

history i s , and i s therefore e c l e c t i c . Roselle has a point of v i e w — to 

include a l l the major c i v i l i z a t i o n s . But the history i s a juxtaposition 

of the Eurasian c i v i l i z a t i o n s , p a r a l l e l and unrelated; and the immensity 

of the undertaking i s too great, and he f a l l s back i n the modern period 

on the t r a d i t i o n a l European history: the Renaissance, the Age of Explora

t i o n , and the Reformation; the Rise of Autocracy; the English, American 

and French Revolutions, and the Revolt of the Latin American colonies; 

the I n d u s t r i a l Revolution, Nationalism and Imperialism i n Europe i n the 

Nineteenth Century; Revolutions, Dictators and Two World Wars. Only i n 

the f i n a l u n i t , on the contemporary period, does he return to a universal 

view. 

The significance of these changes i s that they are a l l i n one 

direction—tox<rards a history that gives a broader view than that provided 

by t r a d i t i o n a l history of Europe or of western c i v i l i z a t i o n . The d i f f i c u l t y 

i n defining t h i s history i s i l l u s t r a t e d i n the variety of answers pro

vided i n the revisions. The differences are not mere differences of 

emphasis. Indeed, the conceptions of Roselle and Strong are fundamentally 

a n t i t h e t i c a l . Whereas Strong's world history i s western history w r i t 

large, and s p e c i f i c a l l y excludes the portrayal of non-western cultures, 

Roselle sets out to include non-western cultures and to portray them. The 

Ontario programme l i e s somewhere i n between these two. I t i s b a s i c a l l y 

a history of the West, but i t gives some attention, very b r i e f l y , to the 

portrayal of non-western cultures. 



229 
A l l t h i s seems to indicate that we are i n a period of t r a n s i t i o n 

from European history to world history. Confusion and disagreement de

rive from the lack of fundamental agreement about the nature of t h i s 

world history; except that i t should be broader i n view than the t r a d i 

t i o n a l general history. Strong's view that western history i s a major 

part of world history would receive universal agreement. But, though i t 

solves his problem and permits him to proceed to the w r i t i n g of a world 

history textbook, i t leaves untouched the problem of defining world h i s 

tory. I f western history i s the major part, what i s the minor part? And 

how are the parts to be related? 

A recent textbook authorized f o r the Grade XI course i n the 
25 

Ontario Four-Year Programme recognizes t h i s problem and attempts to 
meet i t . The authors seem to imply that they are undertaking "an account 

26 

of man's history" yet recognize that a history of man based mainly on 

Western Europe i s not a world history. However, they make no attempt 
2? 

to avoid a strong emphasis on the development of Western c i v i l i z a t i o n . 

At the same time they have t r i e d to avoid creating the impression that 

events i n the rest of the world have been important only when they have 
28 

had a bearing on the main stream of Western c i v i l i z a t i o n . The approach 

to other areas of the world i n the l a t t e r part of the book, "although 
^Blanche E. Snell et- a l . , Patterns i n Time (Toronto: Dent 

Sons, 1964). 
2 6 I b i d . , p. v. 2 7 I b i d . 2 8 I b i d " . 
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29 inevitably too b r i e f " 7 i s intended to help the student to "r e a l i z e that 

the history of these areas has i n i t s e l f an importance and a value which 

u n t i l recently the Western world has underestimated."-^ This history i s , 

fo r the f i r s t 3^0 of i t s 400 pages, a survey of European development i n 

the t r a d i t i o n a l manner, from the c i v i l i z a t i o n of the N i l e and T i g r i s -

Euphrates, through Greece and Rome, to medieval and modern times. The 

l a s t s i x t y pages are divided i n roughly equal proportion into four topics: 

China, India, the Islamic World, and Toward an Ind u s t r i a l i z e d World. In 

the f i r s t three t o p i c s , the history of these c i v i l i z a t i o n s i s traced and 

the culture portrayed; the l a s t topic sketches the problems of the con

temporary world largely i n terms of the revolution of r i s i n g expectations. 

The answer, then, that t h i s book gives to the problem of what to present 

to students as an account of man's history i s : a central structure of 

European history, plus small h i s t o r i e s of India, China and Islamic c i v i 

l i z a t i o n , plus a capstone of contemporary world problems. The non-

western c i v i l i z a t i o n s are studied i n t h e i r own r i g h t , as i t were, but 

they appear as pygmies beside the West, and t h i s very proportion and 

emphasis would seem to work against the text's avowed intent of helping 

the student to rea l i z e that the history of these c i v i l i z a t i o n s has i n i t 

s e l f an importance and a value u n t i l recently underestimated by the West. 

Another approach which i l l u s t r a t e s the nature of the problem, but 

i n quite a different way, i s that of the revision committee i n B r i t i s h 

2 9 I b i d . 3°Ibid. 
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Columbia.3"'" The point of departure i s the f l a t rejection of conventional 

surveys, which are considered "neither necessary nor desirable." This i s 

a response to the fact that surveys present serious obstacles to teaching 

and learning. The committee proposes to replace the survey by the study 

of selected themes or topics to be studied i n depth with some attention 

to chronological development f o r the sake of continuity. The method, 

b a s i c a l l y , i s to provide v i v i d experiences based on primary sources, and 

thereby, not only to provide the student with a body of knowledge, but 

to stimulate the development of c u r i o s i t y , imagination and creative t a l e n t , 

promote c r i t i c a l a b i l i t y and power of expression, and introduce the stu

dent to the materials, methods and mode of thought of the h i s t o r i a n . His

tory and geography courses are planned to be separate, but related as f a r 

as possible i n such a way as to be mutually reinforcing. Examples from 

the proposed Grade IX history course may serve to i l l u s t r a t e the approach. 

1. 

Subject 

The New Conceptions 
of Man 

2. Northern Renaissance 

Themes 

Individualism emerging from 
the corporate l i f e of the 
Middle Ages. The Renais
sance i n the arts. The 
Commercial Revolution 

Rise of the Monarchical 
State. The Age of Ex
ploration. Northern 
humanism and- the decline 
of the Church. 

Notes 

The concepts w i l l 
be developed 
through the study 
of Florence or 
Venice. Pos
s i b l y a study 
of Jacob Fugger. 

Henry VIII 
Elizabeth 

Erasmus 

3-lReport of the Social Studies Revision Committee, 1965, Depart
ment of Education, V i c t o r i a . 



232 

Subject 

3. Protestant and 
Catholic Reforma
tions. 

Themes 

Causes of the break with 
Rome. 

Character of Protestantism 
Character of the Catholic 

Reformation. 

4. S c i e n t i f i c Revolution The break with authority. 

5. Age of the Enlighten
ment. 

Rationalism and the 
character of the enlight
enment. Enlightened des
potism compared with the 
concept of l i m i t e d mon
archy. 

Notes 

Luther or Calvin 
or Calvin's 
Geneva. 

Loyola or Xavier. 

Copernicus-Galileo-
Newton. 

Voltaire (emphasis 
on his l i f e ) 

Frederick the Great 
or Catherine 

Robert Walpole or 
Revolution of 
1688 (perhaps a l l 
concepts could be 
i l l u s t r a t e d 
through Voltaire's 
career). 

Thus, understanding of the large abstractions i s approached through the 

study of the actions and ideas of people as in d i v i d u a l s , and as members 

of p a r t i c u l a r societies. The approach offers the advantages of f l e x i 

b i l i t y as w e l l as of concreteness. Subject to the l i m i t s of the a v a i l 

a b i l i t y of sources, and the a b i l i t i e s and interests of the students, the 

study can be pursued i n any depth or di r e c t i o n . 

In the matter of scope and perspective, the proposed programme i s 

more t r a d i t i o n a l . A study of ancient and medieval history i n the senior 

elementary years i s presupposed. Grade IX i s a study of modern European 

history up to the Russian Revolution and the r i s e of H i t l e r . Grades X 

and XI are devoted to the history of Canada and the United States, 

with the emphasis on Canada. A programme of world history i s proposed 
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f o r Grade XII, but d e t a i l s have not yet been worked out f o r t h i s . The 

report does say that the task of acquainting the student with the values 

and cultures of non-western peoples w i l l be begun i n the Grade VIII 

course which i s a geographical study of selected overseas regions, and 

that t h i s study should be continued i n Grade XII through courses i n world 

history or i n the history of i n d i v i d u a l Asian and/or other cultures. 

Without d e t a i l s of the world history course, i t i s possible only to 

speculate. But i n view of these comments, and the basic "depth" approach 

adopted i n t h i s programme, i t seems l i k e l y that the world history w i l l 

be a study of the history of the twentieth century world, or even of the 

world since 1918. I f t h i s i s so, the pattern of the non-American part of 

the history programme i s a central structure of ancient, medieval and 

modern western history to which i s added a world history of the recent 

past. 

In summary, three points c l e a r l y emerge. The f i r s t i s that i n the 

revisions there i s an unmistakable trend from European history to world 

history. The second i s that there i s no agreement about the nature of 

world history; indeed, there i s fundamental disagreement between the 

conceptions of Strong and Roselle. The t h i r d point i s a co r o l l a r y of 

the seconds the degree of difference indicates that we are i n a period 

of t r a n s i t i o n from European history to world history i n which world 

history programmes are being devised without the benefit of any s a t i s 

factory conception or theory of world history. The recent work of 

historians i n t h i s area i s considered i n the following chapter. 



PART II 



CHAPTER XVI 

THE HISTORIANS AND WORLD HISTORY 

A characteristic of historiography i n the twentieth century and 

more p a r t i c u l a r l y since the F i r s t World War has been the renewed i n t e r 

est i n world history. I t seems of some significance that the most con

t r o v e r s i a l and widely-read h i s t o r i e s of the twentieth century to date 

are attempts to provide answers to the question of what world history i s , 

and how i t should be written. Spengler's Decline of the West appeared i n 

1917, Wells* The Outline of History i n 1921 and Toynbee's The Study of 

History was begun l i t t l e more than a decade after. These works have 

been stringently c r i t i c i z e d by histo r i a n s , and i t i s safe to say that 

Spengler and Wells are rarely read nowadays; but t h e i r importance l i e s 

less i n t h e i r acceptability to historians than i n t h e i r influence on the 

historian's climate of ideas. Toynbee's work, i n p a r t i c u l a r , has helped 

to deepen and broaden our view of history, and the very opposition i t 

has engendered has forced historians into a consideration of the whole 

problem of universal history. 

Of course, these men did not create the interest i n world history. 

The public response to Wells' Outline—three m i l l i o n copies were sold i n 

the inter-war p e r i o d — i s proof enough that an interest already existed. 

I t was the prod^^ct of the long h i s t o r i c a l process which began with the 

expansion of Europe overseas and which led to an immense increase i n the 

contacts between peoples and cultures through trade, migration and con

quest. As the techniques of an increasingly sophisticated technology 
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improved, and speeded up transportation and communication, contacts be

came continuous and were i n t e n s i f i e d . The results of t h i s process, 

steadily developing over the l a s t four hundred years, are to be seen 

i n the contemporary world. I t s unique and dominant cha r a c t e r i s t i c i s 

the interdependence of i t s peoples. For the f i r s t time i n the history 

of mankind, the a f f a i r s of a l l the earth's peoples are v i t a l l y enmeshed. 

The impact of the West on the peoples of the rest of the world has roused 

them to h i s t o r i c a l consciousness. Even primitive or " t r a d i t i o n a l " societies 

have been wrenched from an eternal present and thrust into the stream of 

history. They have been burdened with 'the t e r r o r of history'". . . and 

delivered raw and naked into a h i s t o r i c a l world;""'' and ancient c i v i l i 

zations have begun a process of transformation i n response to western i n 

fluences. The result i s that the peoples of the whole globe are playing 

an i n t e g r a l part i n the p o l i t i c a l development of our world. Indeed, i n 

the view of one h i s t o r i a n , the c o l o n i a l revolution, characterized by the 

determination of the non-Western societies to achieve p o l i t i c a l and 

economic equality with the West, i s one of the two great forces which i s 

transforming the face of twentieth century p o l i t i c s and helping to mould 
2 

the shape of the new society. The c i v i l i z a t i o n s of China and India and 

Islam, i n interplay with impulses from Europe, are just as much a part of 

the h i s t o r i c a l background of our times as i s the c i v i l i z a t i o n of the West. 

"'"Page Smith, The Historian and History (New York: Alfred Knopf, 
1964), p. 220. 

2E. H. Carr, The New Society (Boston: Beacon Press, 1957)» P« 91. 
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In a very s i g n i f i c a n t sense, there now exists f o r the f i r s t time 

i n the history of mankind, a world community. And i t i s an awareness 

of the interdependence of mankind, with a l l i t s implications f o r the 

present and the future, that i s behind the renewed interest i n universal 

history. I t i s t h i s new s i t u a t i o n , says Barraclough, which makes the 

need f o r universal h i s t o r y — b y which we mean "a history that looks be

yond Europe and the West to humanity i n a l l lands and ages—a matter of 
3 

immediate p r a c t i c a l urgency! , M 

This renewed interest i n universal history represents a return to 

an older t r a d i t i o n i n historiography which suffered an eclipse i n the 

nineteenth century. To the philosophes of the Enlightenment, the idea 

of world history was p a r t i c u l a r l y congenial, f i t t i n g i n with the idea of 

progress, of the steady climb of mankind from ignorance, superstition 

and barbarism to c i v i l i z a t i o n and v i r t u e . The l a s t great h i s t o r i c a l work 

written i n the s p i r i t of Christian eschatology was Bossuet's Discours  

sur l ' h i s t o i r e universelle (1681). Fueter described i t as not a h i s 

t o r i c a l work, but merely a sermon i n which the B i b l i c a l text was supplant

ed by h i s t o r i c a l subject matter c a r e f u l l y edited and prepared i n the 

interest of the church. Barnes has termed i t one of the l a s t serious 

attempts at a providential interpretation of universal history i n terms 
h, 

of the old theology. But Bossuet's position was incompatible with the 

^Geoffrey Barraclough, "Universal History," Approaches to History, 
H. P. R. Finberg, editor (Toronto: University of Toronto Press, 1962), 
p. 84. 

h . . . Harry E. Barnes, A History of H i s t o r i c a l Writing (second revised 
edition; New York: Dover Publications, 1962), p. 131. 
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new s p i r i t of s c i e n t i f i c enquiry s t i r r i n g i n the l a t e seventeenth 

century. Voltaire's Essay on the Manners and the S p i r i t of the Nations 

(1756) i s generally regarded as the f i r s t universal history, "the r e a l 

foundation of the history of c i v i l i z a t i o n i n the modern sense." I t was 

the f i r s t work i n which due credit was given to non-Christian contribu

t i o n s , especially of the Orientals and Muslims, to European c i v i l i z a t i o n . 

A further great h i s t o r i c a l achievement of the eighteenth century 

was the work of the Gottingen hist o r i a n s , especially Gatterer and 

Schlozer, who interested themselves i n the problems involved i n the 

wr i t i n g of world history. Gatterer himself produced eight versions of 
6 

universal history, each of which was different from the l a s t . Both he 

and Schlozer rejected the idea of a co-operative work, such as that pro

duced by a group of B r i t i s h historians between 1736 and 175^ i n some 

thi r t y - e i g h t volumes. In Schlozer's view, world history was the history 

of mankind, a new sort of history, hitherto written only by philosophers: 

i t s r e a l purpose was to show how the earth and humanity as a whole had 

come to the state i n which they now stood; mankind was a unity, and 

world history, provided there was unity i n i t s plan, was capable of rank-

mg as an epic.' 

However, these promising developments i n the f i e l d of universal 

5 l b i d . , p. I53. 

^Herbert B u t t e r f i e l d , Man on his Past' (Boston: Beacon Press), p. 48. 
7 I b i d . , p. 49. 
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history began to f a l t e r at the time of the French Revolution. The attempts 

of the philosophies to map out the course of things i n time were based on 

i n s u f f i c i e n t knowledge and resulted i n f a c i l e generalizations which were 

too often unsupported by the evidence unearthed by the new ' s c i e n t i f i c ' 

historians. Moreover, the l a t t e r set themselves against the p o l i c y of 

constructing the story of mankind on the basis of an assumed or presup

posed doctrine of progress. They also rejected the philosophies of h i s 

tory, such as those of Herder and Hegel, which were shoxm to be over

si m p l i f i c a t i o n s or schematizations which did not issue out of the re

corded fa c t s . As the weaknesses of eighteenth century h i s t o r i c a l w r i t i n g 

were revealed, the very f e a s i b i l i t y of universal history was c a l l e d into 

question. The requisite knowledge, i t seemed, was not available, and 

even i f i t had been, the w r i t i n g of universal history, i t was argued, 

xrould have made demands beyond the powers of any i n d i v i d u a l . The co

operative h i s t o r i e s suffered from the lack of a single point of view, 

whereby the history of mankind could be treated as a unity. The result 

was an aggregate of national h i s t o r i e s , lacking i n cohesion and a uni

f i e d viewpoint. After the age of Gatterer and Schlozer, the ordinary 

h i s t o r i a n "ceased to be an o r i e n t a l i s t or a student of strange c i v i l i -
g 

zations." Under the influence of Ranke, "general history" came to be a 

study which comprised i n the modern period the continent of Europe and 

i t s relations with the world overseas, a t r a d i t i o n which has stood with 

I b i d . , p. 113. 

1 
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l i t t l e modification f o r a century. 

But perhaps of greater fundamental importance i n the decline of 

interest i n world history was the i n t e n s i f i c a t i o n of nationalism i n 

Europe i n the nineteenth century. The cosmopolitanism of the eighteenth 

century gave way to an emphasis on the nation, which became the fo c a l 

point of h i s t o r i c a l study. Under the influence of the intense nation

alism which pervaded Europe i n the nineteenth century, the nation ap

peared as the supreme expression of human s t r i v i n g , and the history of 

the nation appeared as the only type of history that ultimately mattered. 

As f o r universal history, i n a world i n which the nation-states were the 

ultimate r e a l i t i e s , i t s major concern was with the clash and c o n f l i c t of 

nations, and increasingly so as the ideas of Darwin were applied to h i s 

tory after the appearance of The Origin of the Species i n 1859. 

The two great wars of the twentieth century have shaken the foun

dations of t h i s h i s t o r i c a l attitude i f they have by no means destroyed i t . 

The devotion of modern man to the myth of nationhood generated by the 

statesmen and t h e i r handmaidens, the historians, i s i l l u s t r a t e d c l e a r l y 

enough, says Page Smith, i n the tenacity with which the c i t i z e n s of the 

various states of the western world have clung to " i l l u s i o n s which h i s 

tory i t s e l f has made untenable—the p r i n c i p a l one being the v i a b i l i t y of 

the independent, aggressive, expansionist self-centred state whose micro

cosm was the independent, aggressive, self-centred i n d i v i d u a l , i n d i v i s -
Q 

i b l e and autonomous." Yet we are forced more and more to the r e a l i -

Page Smith, o£. c i t . , p. 140. 
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zation that the era of the national state, thus understood, "was circum

scribed i n time, and i s now i n the throes of a process of a t t r i t i o n . " ^ 

I t s predominance was a h i s t o r i c a l l y conditioned phenomenon which lasted 

approximately a hundred and f i f t y years. 

By every test of national theory—language, r a c i a l unity, and 
the l i k e — t h e p o l i t i c a l groups which count i n the world of the 
second half of the twentieth century are super-national i n dimen
sion, and the process of economic .and technological change has 
cast serious doubt on the v i a b i l i t y of the national state under 
modem conditions.-*-! 

I f t h i s argument i s true—and i t seems to be so—the implication i s 

clear. I f i t i s to keep pace wuth these developments, history must 

break through the national framework i n which the nineteenth century 

imprisoned i t . I t has been said more picturesquely: 

With a United Nations and a European Economic Community, i t i s 
perhaps not too much to hope that historians might once more become 
part of a world community . . . . In an age when astronauts orbit 
the earth i n l i t t l e more than an hour and by doing so give dramatic 
emphasis to the common destiny of man, i t i s an anachronism f o r 
historians to confine themselves to an i n t e l l e c t u a l orbit that f a i l s 
to carry them beyond the borders of t h e i r own nation. 

The r e v i v a l of interest i n universal history i s reflected i n 

several notable attempts i n the twentieth century to write a universal 

history. Those of Wells, Spengler and Toynbee are the best known. 

Wells' Outline of History (1920) was a kind of enormous pamphlet, 

written p l a i n l y f o r the general reader, and intended to give the common 

Barraclough, op. c i t . , p. 8?. 
1 1 I b i d . 

12Page Smith, op_. c i t . , p. 225. 
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man a pl a i n account of the whole human drama i n which he was inextr i c a b l y 

involved. Wells urged the view of history as the common adventure of a l l 
] 3 

mankind - and declared that i t must be something quite different from 

"the history of England, plus the history of France, plus the history of 

Germany, plus the history of Russia. . . . " "Universal history i s at 

once something more and something less than the aggregate of the na

t i o n a l h i s t o r i e s to which we are accustomed, and i t must be approached i n 
14 

a different manner." In t h i s he i s i n agreement with Ranke and Acton, 

both of whom devoted attention to the problem of defining universal h i s 

tory. Ranke's view was that "a c o l l e c t i o n of national h i s t o r i e s , whether 

on a larger or on a smaller scale, i s not what we mean by Universal History, 

f o r i n such a work the general connection of things i s l i a b l e to be ob

scured.""'"^ And Acton dismissed composite h i s t o r i e s as "a rope of sand." 

Wells has been c r i t i c i z e d f o r weakness of scholarship and his tendency to 

preach and moralize; he i s so conscious of the p o s s i b i l i t i e s of human 

achievement, and so outraged by the continual f a i l u r e of mankind to r e a l 

i z e the opportunities that he has no patience with man's h i s t o r i c a l 

achievements and "scolds the makers of history as though they were a set 
16 

of lazy and mischievous schoolboys." But, as f a r as his conception of 

^H. G. Wells, The Outline of History ( revised edition; London: 

% b i d . , p. v. 

-^ B u t t e r f i e l d , 0 £ . ext., p. 124. 
j c . . . . . . . . . 
' Christopher Dawson, The Dynamics of World History (New York: 

Mentor, c. 1956), p. 363. 
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universal history i s concerned, the Outline may be c r i t i c i z e d on two ac

counts: f i r s t l y , the whole scheme i s marked by a s p e c i f i c a l l y European 

bias; and secondly, i t has a basic t h e o r e t i c a l weakness: the assumption 

that there i s a unitary pattern running through the story of humanity, 

that i t forms one consistent process, to which a l l c i v i l i z a t i o n s and 

c u l t u r a l groups are subordinate, and that the task of universal history 

i s to unravel t h i s unitary thread. In Wells' case the thread i s the 

progress of mankind to ever higher levels of c i v i l i z a t i o n , and to the 

achievement of world unity: f o r as Christopher Dawson has observed, 

Wells was "the l a s t of the encyclopedists—a belated c h i l d of the En

lightenment who s t i l l preserved i t s f a i t h i n progress and humanity and 

science with a l l i t s optimism and naivete, even i n the h o s t i l e climate 
17 

of post-war Europe." ' From the time of Alexander the Great onwards, 

says Wells, 
the rest of the history of mankind i s very largely the history of 
those three ideas of science, of a universal righteousness, and of 
a human commonweal, spreading out from the minds of the rare and 
exceptional persons and peoples i n which they f i r s t originated, into 
the general consciousness of the race, and giving f i r s t a new_colour, 
then a new s p i r i t , and then a new dir e c t i o n to human a f f a i r s . 1 

Wells' contribution to universal history was to reintroduce the 

non-European cultures into history; but he f a i l e d to attain a global per

spective—he had indeed, to begin with, contemplated "a general review of 

European unity""'" 9—and the main emphasis i s European. Moreover, and more 

1 7 I b i d . , p. 359. 

1 8 W e l l s , op. c i t . , p. 3?3. 

1 9 I b i d . , p. 3 . 
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important, perhaps, i s the f a i l u r e to demonstrate the interdependence of 

events i n different parts of the world, and the influence of c u l t u r a l 

contacts on the l i f e of those societies. To a si g n i f i c a n t degree the 

charge of Fueter against previous world h i s t o r i e s i s applicable to the 

Outline: 

What has hitherto been c a l l e d 'world history' was nothing but 
an agglomeration. People believed that they were w r i t i n g universal 
history i f they joined together i n a formal way the events of 
different continents; they thought a mere juxtaposition was suf
f i c i e n t , when i n fact what they should have been demonstrating was 
the interdependence of events i n widely separated parts of the world. 

I f Wells' purpose was to trace " i n one continuous narrative the 

whole story of l i f e and mankind so f a r as i t i s known today," the 

approach of Spengler and Toynbee to universal history i s through the 

study of the l i f e of i t s c i v i l i z a t i o n s . The pattern of Wells' history 

i s a l i n e a r one. Spengler and Toynbee are concerned with the r i s e and f a l l 

of c i v i l i z a t i o n s , and with the re g u l a r i t i e s and laws which govern t h i s 

process. 

For Spengler, human history i s analagous to a b i o l o g i c a l process: 

c i v i l i z a t i o n s followed the cycle of organic l i f e — i n i t i a l growth, ma

t u r i t y , decline and death: "I see world history as a picture of endless 

formations and transformations, of the marvellous waxing and leaning of 

organic forms." This process was. inevitable and immutable. Universal 

2 0Eduard Fueter, World History, 1815-1920, trans. S. B. Fay 
(New York: Harcourt, Brace and Company, 1922:), p. 1. 

91 - - - . 
Oswald Spengler, The Decline of the West, trans. Charles Francis 

Atkinson (New York: Alfred Knopf, 1922J, I , 22. 
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history, then, consisted of tracing the process through the l i v e s of the 

nine c i v i l i z a t i o n s which he i d e n t i f i e s . Spengler's system i s a powerful 

and consistent construction which cannot be refuted within the l i m i t of 

i t s presuppositions. I t can be rejected only by denying Spengler's i n i t i a l 

b e l i e f i n the existence of c i v i l i z a t i o n s as objective e n t i t i e s , obeying 

f i x e d laws of development and decay. Since no important thinker now 

accepts t h i s b e l i e f , Spengler's organic analogy has been dismissed as a 

poetic metaphor. In any event, most historians are unwilling to accept 

i t s determinism, the c y c l i c a l notion of the h i s t o r i c a l process, and the 

i m p l i c i t denial that, since each c i v i l i z a t i o n i s self-contained and unique, 

any meaningful patterns could be found i n a study of the past. They also 

looked unfavourably upon the emphasis he placed upon i n t u i t i v e i n s i g h t , 

with the innuendo that the study and w r i t i n g of history i s not a ra t i o n a l 

process. 

But apart from Spengler's importance as a h i s t o r i a n , or perhaps i t 

would be better to say, philosopher of history, he i s c e r t a i n l y important 

for his influence on Toynbee, the other great "metahistorian" of our time. 

As Toynbee himself reveals, i n w r i t i n g of his f i r s t encounter with The  

Decline of the West, he was already turning over i n his mind the idea 

that the smallest i n t e l l i g i b l e f i e l d s of h i s t o r i c a l study were whole 

societies and not " a r b i t r a r i l y insulated fragments of them l i k e the na

tion-states of the modern West or the c i t y - s t a t e s of the Graeco-Roman 
22 

world." Another of his points was that the h i s t o r i e s of a l l societies 

2 2 A r n o l d Toynbee, C i v i l i z a t i o n on T r i a l and The World and the West 
(Cleveland: Meridian Books, 1958), p. 20. 



245 

c a l l e d c i v i l i z a t i o n s were i n some sense p a r a l l e l and contemporary; and 

both these points, he noted, were also cardinal i n Spengler's system. At 

f i r s t he thought that he had been f o r e s t a l l e d : 

But when I looked i n Spengler's book for an answer to my question 
about the geneses of c i v i l i z a t i o n s , I saw that there was s t i l l work 
fo r me to do, f o r on t h i s point, Spengler was, i t seemed to me, most 
il l u m i n a t i n g l y dogmatic and deterministic. According to him, c i v i l i 
zations arose, developed, declined, and foundered i n unvarying con
formity with a f i x e d time-table, and no explanation was offered f o r 
t h i s . I t was just a law of nature which Spengler had detected, and 
you must take i t on tru s t from the master: ipse d i x i t . 

Toynbee, therefore, proceeded to explain what Spengler had as

serted. Where the German a p r i o r i method had drawn blank, Toynbee would 
24 

resort to "English empiricism." Yet his empiricism has been c a l l e d into 

question by numerous c r i t i c s , who f i n d that i t i s an empiricism which a l 

ready i s keenly aware of what i t i s seeking, and tends to select from the 

unbounded data of history those elements which f i t i n with preconceived 

notions. Toynbee has been accused of treating history as "a ragbag i n 

ifhich every man w i l l f i n d what he wants to f i n d , and x-jhat he expects to 

f i n d . " 2 5 

Toynbee was intrigued with the idea of the paral l e l i s m between 

Greece of the f i f t h century B.C. and Europe of the twentieth century 

A.D., and with the p o s s i b i l i t y of discovering larger s i m i l a r i t i e s between 

2 3 l b i d . , p. 2 1 . 

2 ^ b i d . 
25A1 an Bullock, "The Historian's Purpose" ( i n The Philosophy of  

History i n Our Time, ed. Hans Mayerhoff. New York: Doubleday Anchor, 
1959), P. 2 9 7 . 
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them, and s i m i l a r i t i e s betx^een other c i v i l i z a t i o n s . • Taking the longest 

view of h i s t o r i c a l time, Toynbee saw c i v i l i z a t i o n as a recent innovation 

i n the long l i f e of man on earth. Thus, c i v i l i z a t i o n s , even the most 

ancient, were, i n a sense contemporary, and could be regarded as a "sheaf 
26 

of p a r a l l e l , contemporary, and recent essays i n a new enterprise." I t 

followed e a s i l y that history could be approached as a comparative study 

of the l i v e s of these c i v i l i z a t i o n s which would reveal the common patterns 

of t h e i r growth and decline. 

But e s s e n t i a l l y , Toynbee's massive Study of History i s not a h i s 

tory i n the usual sense, tracing the process of change i n human soci e t i e s . 

Toynbee seeks, not merely f o r meaning i n history, but for the meaning of 

the whole of l i f e . He was, i n his own words, "investigating, sub specie 
27 

temporis, the meaning of the universe." And, as has been pointed out, 

Toynbee's conception of the h i s t o r i c process changed i n the course of 

his w r i t i n g of the Study. From the la t e 1930's, 
the long drawn-out suffering involved i n the dissolution of a 
c i v i l i z a t i o n now appeared as the greatest of a l l challenges offered 
to men, creating f o r them the indispensable s o c i a l matrix f o r re
ception of divine se l f - r e v e l a t i o n . . . . History was no longer 
c y c l i c a l . . . . Instead, through the establishment of reli g i o n s 
during the declining phases of c i v i l i z a t i o n ' s existence, a per
manent addition to human knowledge of God was p a i n f u l l y attained. 
Universal history thus appeared as a gradual, stage-by-stage 
revelation of God to man. Religions replaced c i v i l i z a t i o n s as the 
supremely valuable and s i g n i f i c a n t forms of human association. God 
displaced man as the protagonist of history. 

2 6 I b i d . 2 7 I b i d . , p. 20. 

2 8 W i l l i a m H. McIIeill, "Some Basic Assumptions of Toynbee's A Study  
of History" ( i n The Intent of Toynbee's History, ed. Edward T. Gargan. 
Chicago: Loyola University Press, 1961), p. 38. 
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The.importance of Spengler and Toynbee, p a r t i c u l a r l y the l a t t e r , 

may l i e , not i n the v a l i d i t y of t h e i r view of what history i s , nor how 

i t should be written, but i n the challenge they have issued to historians 

to reconsider t h e i r professional attitudes, especially i n r e l a t i o n to 

world history. According to one of them, he has 

forced historians of the monographic age to consider the problems 
of world-history and t h i s has provoked a debate within the pro
fession, and beyond, about some of the most c r u c i a l problems of 
h i s t o r i c a l i n t e r p r e t a t i o n . 2 9 

Another considers Toynbee's work a r e a l challenge: "fo r most academic 

histor i a n s , because they have made accuracy t h e i r main concern, have 
3 0 

shrunk from universal history." U n t i l Toynbee came along, the English-

speaking world had, f o r at least two generations, l e f t universal history 

to b r i l l i a n t amateurs l i k e H. G. Wells, or, i n the United States, to 

the writers of undergraduate textbooks, whose eff o r t s were directed, 

not so much to new syntheses, as to the cataloguing of more or less w e l l -

assorted information c u l l e d from the work of s p e c i a l i s t s . The value of 

Toynbee*s work, i n t h i s view, resides not i n i t s detailed accuracy so 

much as i n the broad v i s i o n and suggestive insights i t provides as a 

stimulus to exact and careful study. 
No m u l t i p l i c a t i o n of specialisms or narrowing down of f i e l d s of 
history i n the interest of more perfect accuracy can by i t s e l f hope 
to achieve . . . an enrichment of our understanding of man's past. 

29page Smith, op_. ext., p. 103. 

30McNeill, op_. ext., p. 32. 



Interaction between the large views, bold hypotheses, f a l l i b l e i n 
t u i t i o n s and exact, detailed scholarship i s what we need. I f we 
concentrate upon the l a t t e r alone, by drawing ever closer to the 
facts and seeing d e t a i l s more completely, we may b l i n d ourselves 
to other aspects of r e a l i t y . ^ 

Not the least important of Toynbee's ideas i s his repeated i n 

sistence on the need f o r a change i n h i s t o r i c a l perspective demanded by 

the u n i f i c a t i o n of the world. The paradox of our generation, he argues, 

i s that the West i s s t i l l looking at history from a parochial, s e l f -

centred standpoint that other l i v i n g societies have been compelled to 

transcend? 2 

Our f i r s t precept, i n Toynbee's view, should be to study our own 

history, not on i t s own account, but for the part x^hich the West has 
33 

played i n the u n i f i c a t i o n of mankind. The h i s t o r i c achievement of 

Western man has been to do something not simply f o r himself but for man

kind as a whole—something so big that "our own parochial history i s 
34 

going to be swallowed up by the results of i t . " v In consequence of 

the u n i f i c a t i o n of the world, our past history has-become a v i t a l part 

of the history of our non-Western contemporaries. Reciprocally, xtfe must 

real i z e that "our neighbours' past i s going to become a v i t a l part of 
35 

our own Western future." Therefore, i f historians are to perform 

the f u l l service that they have the power to perform f o r t h e i r fellow 3 1 I b i d . , pp. 3 1 - 3 2 . 

3 2Toynbee, op_. c i t . , p. 80. 
3 3 I b i d . , p. 89. 3 \ b l d . , p. 86. 3 5 I b i d . , p. 84 



human beings—the important service of helping them to f i n d t h e i r bear

ing i n a u n i f i e d world, they must make the necessary e f f o r t of imagi

nation and e f f o r t of w i l l to break t h e i r way out of the "prison walls of 

the l o c a l and short-lived h i s t o r i e s of our own countries and our own 

cultures, and we must accustom ourselves to taking a synoptic viextf of 

history as a whole. "-^ The f i r s t task i s "to perceive and to present 

to other people, the history of a l l the known c i v i l i z a t i o n s , surviving 
37 

and extinct, as a u n i t y . n J I In short, the present u n i f i c a t i o n of man

kind has, as i t s c o r o l l a r y , the u n i f i c a t i o n of our v i s i o n of human h i s - • 

tory. 

The point has been w e l l made that such a u n i f i e d v i s i o n i s essen

t i a l , not only to the West, but to the newly-emerged Afro-Asian nations. 

Already there are signs that the process has begun of making h i s t o r i e s , 

which, however f a n c i f u l and at variance with the f a c t s , serve to define 

and bolster a h i s t o r i c i d e n t i t y . Thus, Ghanaians are being t o l d that 

"Africans taught the Greeks the alphabet"; "the Science of Medicine was 

originated by Africans i n the ancient Empire of Ghana"; and that Aesop 

imparted "the wisdom of A f r i c a to the Greeks." Western histo r i a n s , i t 

i s asserted, can f o r e s t a l l such 
i n t e l l e c t u a l l y disreputable and p o l i t i c a l l y dangerous enterprises 
by emerging from t h e i r national preserves and wr i t i n g universal 

3 6 I b i d . , p. 143. 3?Ibid. 

38]3arraclough, o_p_. c i t . , p. 98. 
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history; that i s to say, the common history of mankind i n which new 
nations and older nations take t h e i r proper places.39 

Yet acceptance of the need of universal history does not provide 

answers to the question of how i t should be defined and written. Agree

ment with Toynbee*s general position does not imply the necessity to 

adopt the methods he uses or the purposes he aims to achieve i n the 

wri t i n g of i t . Nevertheless, acceptance of the need f o r universal h i s 

tory does l o g i c a l l y imply the need to define a conception of i t and a 

method of approaching i t . 

Barraclough has examined t h i s problem i n d e t a i l over a period of 

years, and i n the course of numerous a r t i c l e s and books, he has defined 

his point of view and tested i t by wr i t i n g essays i n world history. In 

a recent a r t i c l e (1962) devoted to universal history, he undertakes to 

" c l a r i f y the basic concepts and to show where and how and why i t d i f f e r s 
40 

from other types of h i s t o r i c a l work and w r i t i n g . " His method i s f i r s t 

to show what world history i s not, and then to explain what he thinks i t 

i s and how i t i s to be approached. 

In the f i r s t place, world-history " i s not, and never can be, the 
41 

sum or aggregate of national h i s t o r i e s . " Nor on the other hand, i s i t 

history with national history l e f t out. Worid-history, i f i t were to 

desert the firm ground of national history would degenerate into mere 

theory and speculation, as Ranke observed i n the introduction to his 
39page Smith, op_. c i t . , p. 220. 
^°Barraclough, op_. c i t . , p. 89. ^ I b i d . 
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own Universal History. In the t h i r d place, world-history should not be 

confused with "meta-history" or the philosophy of h i s t o r y — " t h a t i s to 

say, with the attempt, associated today with Oswald Spengler and Arnold 

Toynbee, to survey the whole v i s t a of the h i s t o r i c past i n order to d i s -

world history i s not, i n Wells' words, to trace " i n one continuous 

narrative the whole story of l i f e and mankind so f a r as i t i s known 

today. " ^ 

Composite h i s t o r i e s , f o r the most part, cannot answer the questions 

with which world-history i s concerned because "the points of 'world-

h i s t o r i c a l ' significance are almost inevitably l o s t i n the i n t e r s t i c e s 

between the different national or regional chapters." The example of 

the ef f o r t s of the United States to secure a dominant position i n the 

P a c i f i c — a major theme of recent w o r l d - h i s t o r y — i s taken to show that, 

with a national method of presentation of the period, i t i s impossible 

to grasp the thread through the h i s t o r i e s of China, Japan and the United 

States. And i t would be s t i l l l e s s possible, with a national method of 

presentation, to show how t h i s struggle, i n which Great B r i t a i n , Russia, 

France, Japan, and the United States were a l l involved, was related to 

other c o n f l i c t s of power and interest i n Central Asia and the Near and 

Middle East. The reason i s that these are "questions of international 

history on a global scale, which only a universal point of view can 

elucidate. They cut across national boundaries and require a different 

cover trends and patterns and general laws. 42 Lastly, the purpose of 

42. 'Ibid. 43-'Ibid. 44-'Ibid. 
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approach." J 

In answer to the argument that no i n d i v i d u a l possesses the 

breadth of knowledge to deal authoritatively with the whole world, 

Barraclough replies by distinguishing between general history and world-

history, and questioning "whether a comprehensive or o v e r a l l view i s only 

attainable by acquiring a complete knowledge of the history of a l l d i f -
46 

ferent parts of the world." On the contrary, i t would be a mistake 

to believe that the type of history which seeks, on the eighteenth-

century pattern, to provide a comprehensive picture of human development 

i n a l l ages and continents i s the best approach to world-history. 

Rather than continue to produce grandiose works of synthesis, i t would 

be better, f o r the present, to attempt to re-examine p a r t i c u l a r events 

or p a r t i c u l a r themes from a s p e c i f i c a l l y universal point of view—some

thing less generalized and more i n c i s i v e . The simple t r u t h i s that the 

study of world-history i s s t i l l i n i t s beginnings, and " i t i s premature 

to think of producing a single, consistent, generally accepted account 
47 

of the evolution of humanity." 

I f the very conception of world-history i s European i n o r i g i n , 

we i n the West have done very l i t t l e to translate i t into r e a l i t y . "The 

\tfork and, s t i l l ' more, the i m p l i c i t assumptions of most western hist o r i a n s , 

where not narrowly n a t i o n a l i s t i c , are inherently 'Europacentric.' The 

proportions of t h e i r work bear l i t t l e , i f any, r e l a t i o n to a global 
^ I b i d . ^ b i d . I b i d . , p. 96. 

file:///tfork
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48 time-chart"; except i n the xrork of s p e c i a l i s t s , the East i s scarcely 

mentioned except i n a western connotation, either as a f i e l d f o r European 

expansion or as a threat to European security. Asia as a whole remains 

wrapped i n deep shadow. Apart from a few b r i e f allusions to Marco Polo, 

"our view of the Middle Ages i s systematically centred on Europe; indeed 

the very conception of the Middle Ages has no v a l i d i t y outside Western 
49 

Europe." 

The argument that no hi s t o r i a n can e n t i r e l y escape his own en

vironment, or free himself from the t r a d i t i o n i n which he has been 

brought up, i s no j u s t i f i c a t i o n f o r the disproportion which besets most 

western attempts to write world-history. What i s necessary i s that we 

should "reconsider and reassess our basic assumptions—assumptions 

formed i n circumstances very different from our own, and transmitted to 

us as a body of accepted b e l i e f s — i n the l i g h t of a changed xrorld s i t u 

ation.""^ What i s needed today i s "a new view of the European past, 

adapted to the new perspectives i n which .the old Europe stands i n a new 

age of global po3.itics and global civilization.""'"'" A reappraisal of the 

structure of universal history i s "not only an inescapable part of the 

historian's work; i t i s also a necessary contribution to the needs of a 

changing world." Failure to make such a reappraisal means, not that we 

have no x-rorld-history but that we are l e f t with "an obsolete conception of 

^ 8 I b i d . , p. 97. ^ I b i d . 5°Ibid. 
5 1 I b i d . , p. 99. 5 2 I b i d . 
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worid-history, which stems from the European historians of the nineteenth 

century and r e f l e c t s the prejudices and presuppositions of t h e i r time and 

p l a c e . " 5 3 The context i n which historians of the present generation are 

working i s a global age which knows neither geographical nor c u l t u r a l 

f r o n t i e r s , and "unless history keeps pace with our fast-moving world, 

unless i t adapts i t s e l f to the revolutionary s h i f t i n h i s t o r i c a l perspec

t i v e which has been the mark of the years since 1945, i t w i l l atrophy 
54 

into a parade of fascinating but s t e r i l e knowledge."-^ 

World-history may be described as an attempt "to view the past, or 

pa r t i c u l a r aspects or periods of the past, with new eyes from a new van

tage p o i n t . " 5 5 I t i s concerned with points of contact and with i n t e r 

relationships; but i t does not c a l l f o r a synthetic reconstruction of 

the whole of the past. I t means adopting a global instead of a l o c a l 

(or even a parochial) perspective, advancing from a view of the past i n 
which Europe i s the centre to universal, world-xvide standards of judg-

56 
ment. -

Since worid-history i s "esse n t i a l l y an attitude of mind," i t can 
57 

i n p r i n c i p l e cut into the past at any given point. A worid-history of 

the Stone Age, of c l a s s i c a l antiquity, or a world-history of Europe— 

"that i s to say, an attempt to reinterpret European history i n r e l a t i o n 

to i t s place i n the world"—are a l l legitimate and necessary undertakings. 

5 3 I b i d . 5 Z j I b i d . , p. 100. 5 5 I b i d . 
5 6 I b i d . , p. 101 5 7 I b i d . 5 8 I b i ' d . , p. 102. 
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To i l l u s t r a t e the implications of the s h i f t to a global perspec

t i v e , Barraclough takes three examples: one from the thirteenth, one from 

the sixteenth, and one from the nineteenth century—and attempts to take 

a global point of view—"putting those things f i r s t which have a more 
59 

than national or continental bearing."-^ To take the example from the 

sixteenth and early seventeenth centuries, the t r a d i t i o n a l approach lays 

emphasis on the dynastic c o n f l i c t s , the r i s e of absolute monarchies, the 

Protestant revolt and the wars of r e l i g i o n , the Thirty Years* War, the 

struggle f o r mastery of the seas, and the beginnings of overseas expan

sion. From a global point of view, much of t h i s i s "of subordinate i n -
60 

terest, i f not i r r e l e v a n t . " Europe remains i n the centre of the picture, 

because, i n universal terms, the outstanding development of world-wide 

significance was the emergence of Europe from a peripheral to a central 

position. At the close of the f i f t e e n t h century, Europe was only one of 

four Eurasian centres of c i v i l i z a t i o n , and by no means the most prominent. 

By the end of the eighteenth century, i t had gained control of the ocean 

routes, organized an immensely prof i t a b l e world-wide commerce, and con

quered vast t e r r i t o r i e s i n the Americas and India and Si b e r i a . 
Thus i n the perspective of world history the period stands out 

as a period of t r a n s i t i o n from the regional i s o l a t i o n of the pre-
14-92 era to the European global hegemony of the nineteenth century; 
and f o r t h i s reason, not because of a narrowly 'Europacentric' 
view of the past, Europe as-the main centre of innovation and 
decision remains prominent. 

World-history i s then, i n Barraclough's view, a way of looking at 

I b i d . , p. 103. I b i d . , p. 104. 
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the past, the importance of which l i e s more i n the questions i t raises 

than i n the answers that are given. These questions are more relevant to 

the globally integrated world i n which we l i v e than the questions which 

other types of history are concerned. I f national history was the 

characteristic history of the nineteenth century, world-history i s the 

history which corresponds to the conditions and requirements of the 

twentieth century.^ 2 Every age needs i t s own view of the past, and 

"the present age of global p o l i t i c s and global c i v i l i z a t i o n needs a global 

view of h i s t o r y . " ^ 3 Every present in d i c a t i o n i s that the central problems 

with which we s h a l l have to cope i n the next generation will not be 

European problems but the relationship between the West and the peoples 

of Asia and A f r i c a . So f a r as i t i s a medium of education, anything less 

than a universal viewpoint i s bound to leave out some of the most impor

tant factors d i r e c t l y affecting our l i v e s . History should guide us to 

the world we know, and to do t h i s , i t needs to break through to new 

dimensions that world-history o f f e r s — " a v i s i o n of h i s t o r i c a l r e a l i t y 

which measures up to our experience and to the perspectives opening out 
64 

before us i n the second half of the twentieth century." 

What about the teaching of world-history so conceived? At a l l 

l e v e l s , from school to univ e r s i t y , Barraclough sees no insuperable 

obstacles. I t i s no more impossible to convey a basic understanding of 

the characteristics and experiences of the major c i v i l i z a t i o n s of the 

'Ibid., p. 107. 6 3 I b i d . I b i d . , p. 109. 
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world, and of world-wide movements such as the d i f f u s i o n of the great 

r e l i g i o n s , the invasions of the central Eurasian nomads, or the expansion 

of Europe than i t i s f o r the h i s t o r i a n of Europe to describe the develop

ment of the states which were important at any given period, and European 

movements such as the Reformation, the I n d u s t r i a l Revolution, or nation

alism. "The knowledge to be absorbed i s no larger, nor i s i t b a s i c a l l y 
65 

more d i v e r s i f i e d ; i t i s simply chosen on a different p r i n c i p l e . " Nor 

i s the charge well-founded that i t i s only possible to study world-

history i n general terms, with resultant s u p e r f i c i a l i t y . Again, the 

work of the world-historian i s e s s e n t i a l l y the same as other historians; 

he w i l l use the same method and materials. He w i l l be looking f o r d i f 

ferent things: but his work w i l l be as concrete and as spe c i f i c as 

t h e i r s . 

The viextfs of Barraclough are very s i m i l a r to those of the Ameri

can h i s t o r i a n , Stavrianos. In an a r t i c l e dealing with the teaching of 

world history, both at the high school and college l e v e l , Stavrianos 

argues that there i s "extraordinary confusion and anarchy i n what i s 

after a l l , our basic introductory history course."^ Stavrianos ex

plains t h i s situation by tracing the h i s t o r i c a l evolution of the i n t r o 

ductory European history course. P r i o r to 1900 the course was re

s t r i c t e d to p o l i t i c a l and diplomatic matters treated i n a narrative, 

6 5 J b i d . , p. 107. 

S. Stavrianos, "The Teaching of World History," Journal of  
Modern History, XXXI (June, 1959), p. 110. 
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non-interpretive fashion. After the F i r s t World War, the 'New History,.' 

f i r s t expounded i n I896 by James Harvey Robinson, came i n , and the i n t e r -

war period witnessed the appearance of the closely packed textbook 

"spanning the entire period from the Stone Ages to the present, and 

dealing with Beethoven and Marx and Darwin, as w e l l as with Napoleon and 
6 ? 

Mettemich and Bismarck." Since the Second World War, textbooks have 

been undergoing further reappraisal, the stimulating factors t h i s time 

appearing to be "a combination of World War I I and the fantastic techno

l o g i c a l progress of our time."^ 8 World War I I accelerated the awakening 

of 'colonial' peoples "with the result that Cairo, Delhi, and Peking to-
6 9 

day are crowding Washington, London, and Paris i n the d a i l y headlines." 

The technological advances had "made a l l peoples neighbours even before 

Sputnik I began c i r c l i n g the globe every ninety-five minutes." These 

developments have caused many to question "whether the t r a d i t i o n a l 

Western c i v i l i z a t i o n course, by i t s e l f , i s adequately preparing students 

f o r the one world i n which they are destined to l i v e . " And, i n response, 

various attempts have been made to reorganize and rewrite- textbooks so 

that they deal with a l l the great peoples of the world., rather than with 

those of Western Europe alone. This i s reflected i n the t i t l e s of the 

introductory textbooks and courses, "many of which now include the term 

'world' or at least exclude the terms 'European' and 'Western.' Further

more, chapters have been added dealing with A f r i c a , India, China and 



259 

the Middle East."' 

Stavrianos finds these modifications unsatisfactory. F i r s t chap

ters were added on economic and s o c i a l and c u l t u r a l developments for the 

sake of broader coverage. Then chapters were added on the inter-war 

years, on World War I I and on post-war developments i n order to bring 

the textbooks up to date. More recently, i n an e f f o r t to attain a global 

perspective, s t i l l more chapters have been added on A f r i c a , the Middle 

East, India, and China. More important i s the fact that the end 

product of these modifications i s neither European history nor world 

history. There i s an urgent need, Stavrianos continues, to end the 

existing confusion and blurring of l i n e s between European and 
world history. We must d i f f e r e n t i a t e d e f i n i t e l y and unequivocally 
between what are, after a l l , quite different topics—European 
history or c i v i l i z a t i o n , and. world history or c i v i l i z a t i o n . Where 
we decide f o r the l a t t e r , then our courses and textbooks should be 
organized c l e a r l y on a global basis.' 

Turning to the question of the p r a c t i c a b i l i t y of a comprehensive 

world history course, Stavrianos faces the argument that i t i s d i f f i c u l t 

enough to deal with the history of western c i v i l i z a t i o n i n one year with

out attempting to include also the Chinese, Indian, Middle Eastern, and 

other c i v i l i z a t i o n s . He agrees that t h i s i s true, but asserts that; 

the essential point here i s that a world history survey course 
should not consist of the sum of the h i s t o r i e s of the various 
xrorld c i v i l i z a t i o n s , i n the same manner that a European history 
survey does not consist of the sum of the h i s t o r i e s of the 
various European states.' 

Stavrianos carries the analogy of the teaching of European history 
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further. The European history course i s organized with two main ob

jectives: f i r s t l y , to make clear essential i n t e r n a l developments of em

pires and states; and, secondly, to trace the forces and movements that 

had a continent-wide impact e.g. C h r i s t i a n i t y , Islam, the Crusades, the 

Renaissance, the Reformation, the In d u s t r i a l Revolution, nationalism, 

imperialism, communism, etc. The objectives of an introductory world 

history course are of a corresponding nature: the essential character

i s t i c s and experiences of the major world c i v i l i z a t i o n s should be made 

clear; but equally important are the forces or movements that have had 

a world-wide impact, e.g. the spread of agriculture and of c i v i l i z a t i o n , 

interregional trade, the invasions of the central Eurasian nomads, the 

di f f u s i o n and effect of the great r e l i g i o n s , and the world-wide ex

pansion of Europe. This means that 

the focus of the course no longer w i l l be on Europe. I t w i l l , of 
necessity, s h i f t from region to region, depending on the period 
under consideration. And at a l l times, one basic rule must be 
kept i n mind: that no European movement or i n s t i t u t i o n be treated 
unless non-European movements or i n s t i t u t i o n s of s i m i l a r magnitude 
and world significance also be treated. Or, to put i t another way, 
the whole rather than the parts, the global rather than the regions, 
should be kept i n mind at a l l times.'^ 

Re suggests three general topics which might be substituted f o r 

the t r a d i t i o n a l approach to the early modern period: (1) the roots 

of European expansion (why Europe expanded rather than one of the other 

Eurasian centres of c i v i l i z a t i o n ) (2) the Confucian, Moslem and non-

Eurasian worlds on the eve of Europe's expansion ( t h e i r basic conditions 

?3lbid. 
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and i n s t i t u t i o n s , and the manner i n which they affected the nature and 

course of European expansion) (3) the stages of European expansion 

(Iberian stage 1500-1600; Dutch, French, B r i t i s h stage 1600-1789; Russian 

stage i n Sib e r i a ) . 

Although Stavrianos i s concerned with more immediately p r a c t i c a l 

aspects than Barraclough, t h e i r approach and point of view i s remarkably 

si m i l a r : the inadequacy of an approach to world-history which i s centred 

on Europe i n providing us with a h i s t o r i c a l account of the past which 

makes the present i n t e l l i g i b l e ; the need f o r a universal viewpoint or 

"global perspective," i n which the c r i t e r i o n of relevance i s the 'world-

h i s t o r i c a l ' significance of the movement or event; universal history as 

a f i e l d of study i n i t s own r i g h t , d i s t i n c t and separate from European 

history. 

Few historians have c r i t i c i z e d the views of Barraclough and 

Stavrianos, perhaps, because historians i n the main do not consider world 

history important, except i n a remote and academic sort of way. They 

have t h e i r special interests which loom larger i n t h e i r everyday pro-, 

fessional a c t i v i t i e s . I f they were to consider the question of universal 

history, many would, no doubt, agree with Christopher Dawson, that a l 

though the old national h i s t o r i e s no longer sufficed f o r an age which 

had seen h i s t o r i c empires f a l l i n g l i k e rotten trees and new states and 

n a t i o n a l i t i e s springing up l i k e mushrooms, i t i s doubtful whether i t i s 
74 

possible to write a world history " i n the f u l l sense of the word"' — b y 

74 
'Dawson, op_. c i t . , p. 395-
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which, presumably, he means a history which w i l l do justice to each 

c u l t u r a l t r a d i t i o n . There are too many gaps i n our knowledge. Therefore, 

he concludes, "the history of a single c i v i l i z a t i o n seems the most that 

we can hope to achieve." European culture seems to o f f e r the best 

starting point f o r an approach to world history, f o r i t s transforming 

influence on the other world cultures has been f a r greater than of any 

of the Oriental c i v i l i z a t i o n s . European culture possesses a moral en

ergy and a s p i r i t u a l dynamism which has caused the spread of Western 

i n s t i t u t i o n s and ideas to the rest of the world and has l a i d the founda

t i o n f o r a world c i v i l i z a t i o n . The claim of the non-European peoples 

to an equality of status i s i t s e l f a part of the inheritance of Europe. 

The work of Christian missionaries and of the great European archaeolo

g i s t s , p h i l o l o g i s t s , and O r i e n t a l i s t s has given the non-European peoples 

a new understanding of t h e i r own past. The c u l t u r a l inheritance of 

Europe i s not confined to Europe, any more than the inheritance of the 

c l a s s i c a l world was confined to the Mediterranean. I t has changed the 

world because i t has changed men's minds. Thus i t i s through an under

standing of the European c i v i l i z a t i o n that i t i s possible to understand 
76 

the forces shaping the modern world. 

Professor Geyl has taken issue d i r e c t l y with Barraclough's views 

about world history and European c i v i l i z a t i o n . Geyl i s proud of his 

Dutch and European heritage and convinced of the v i t a l i t y of Western 

7 5 I b i d . 7 6 I b i d . , p. 401. 
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c i v i l i z a t i o n . He i s w i l l i n g to admit that Europe has ceased to hold the 

central place i n world events; but t h i s does not mean that we must f o r 

get that f o r a long time i t did, or that the past i n many ways affects 

the present. The t r a d i t i o n of a great c i v i l i z a t i o n l i v e s i n us, and i t 

i s our task "to go on working towards the prospects and within the 
77 

confines set to us by that t r a d i t i o n . " Geyl takes issue with certain 

recent trends i n the w r i t i n g of world history: "Eurocentric history 

wr i t i n g has become a term of reproach. We are t o l d to practise univer-

salism." But universalism i s , f o r Geyl, impracticable; the stage i s 

too wide, the action on i t too confusingly varied. " I f one wants to 

depict i t at a l l i n an i n t e l l i g i b l e connection, one w i l l have-to survey 

i t from a point of view, and how can anyone i n doing so detach himself 
79 

from his country and c i v i l i z a t i o n ? " Geyl i s ready to fdmit the right 

of Indians or Chinese to write the world history that "suits them," but 

i s convinced of the need of Europeans f o r a world "that w i l l help us to 
80 

discern more c l e a r l y our place i n the well-nigh incomprehensible whole." 

Proceeding to define more c l e a r l y his conception of world history, he 

continues: 
This does not mean i n the least that everything must be seen i n 

subordination to the European i n t e r e s t , or that admiration must be 
reserved f o r Europeans. Nor does i t mean that European or Western 
c i v i l i z a t i o n should, or can, be interpreted as a rounded-off entity 
on which no outside influences have made, or are making, themselves 
f e l t . But how can a human being . . . allow his mind to be d i s -

7 7 P i e t e r Geyl, Encounters i n History (New York: Meridian Books, 
1961), p. 285. 

7 8 I b i d . 7 9 I b i d . 8 0 I b i d . 
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solved i n an unorganic and anarchic world without losing hold of his 
most f e r t i l e l i f e principle? We must approach world history through 
the smaller formations i n which we grow up. To each of us his na
t i o n a l history, to a l l of us the history of our Western c u l t u r a l 
community, must provide a point of departure and always a point of 
orientation. 

For Geyl, what he terms 'universalism' i s a monstrosity. I t i s 

a sentimental cosmopolitanism or internationalism which he associates 

with the denigration of western c i v i l i z a t i o n , and which i s expressed i n 

the most extreme form i n the Moral Rearmament periodicals. "How charming 

are those pictures!" he says. "The happy beaming faces of a l l those 

F i l i p i n o s , Negroes, Chinese, Burmese—they c a l l up before our inner eye 
82 

a better world than the one we knew." But how naive and i l l u s o r y t h i s 

universalism i s ; how t r i t e and untruet And why? Because i t i s pro

foundly u n h i s t o r i c a l . I t ignores the past and decrees that everything 

w i l l be different from now on; impatiently i d e a l i s t i c , i t i s doomed to 

s t e r i l i t y , because i t ignores the continuity of history, the force of 

custom and t r a d i t i o n i n men's l i v e s . For Geyl, universalism colours 

the thinking of the Barracloughs and the Toynbees of t h i s world. In his 

b e l i e f , they are u n h i s t o r i c a l historians because, i n t h e i r desire f o r the 

r e a l i z a t i o n of internationalism, they are w i l l i n g to ignore the meaning 

of the past, and i t s influence on the present. 

At the heart of the difference between Geyl and Barraclough i s the 

question of the meaning of contemporary events and t h e i r significance 

I b i d . 82-,., . , 
I b i d . 
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f o r the wri t i n g of history. They both agree that we should expect of 

history that i t w i l l give us some understanding of the world i n which 

we l i v e . They agree, too, that the changes of the twentieth century 

amount to a revolution. But the implications they draw from these views 

are r a d i c a l l y d i f f e r e n t . Barraclough believes that a s h i f t of perspec

t i v e i s necessary without which we w i l l be unable f u l l y to understand 

the movement of events, p a r t i c u l a r l y i n the ..nineteenth and twentieth 

centuries. Our concentration on European history i s too narrow, and 

prevents us from seeing the broader movement which eventuated i n the 

world as we know i t today. I t i s necessary to review European history 

and place i t i n i t s r e l a t i o n to world developments, and "to make p l a i n 

that the roots of the present are not only—and perhaps are not even 
Do 

predominantly—European roots." Geyl, on the other hand, believes i n 

the need to reassert the European t r a d i t i o n , and to look at the past 

from a European viewpoint. Admitting that the dominant position of Europe 

i s gone and i r r e t r i e v a b l e , he does not think i t follows that i n our view 

of the past, when the dominant position was undeniable, Europe must no 

longer be seen as the central force i n world a f f a i r s . He cannot agree 

with Barraclough that, i n the l i g h t of contemporary changes, Louis XIV, 

Napoleon and Bismarck are "neolithic figures." Where Barraclough sees 

the need to divest European history, especially i n i t s p o l i t i c a l aspects, 

Geoffrey Barraclough, "Europe and the Wider World i n the 
Nineteenth and 'Twentieth Centuries" ( i n Studies i n Diplomatic History, 
ed. A. 0. Sarkissian. London: Longmans, Green, 1961), p. 365. 
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84 of the "transcendental importance i t too e a s i l y assumes" so that a 

wider view may be taken, Geyl would emphasize i t s importance and place 

i t squarely i n the centre of his picture of world history. The d i f f e r 

ence i n viewpoint may stem from t h e i r basic i n t e l l e c t u a l and emotional 

commitments. Barraclough i s p a r t i c u l a r l y concerned with unraveling the 

p o l i t i c a l developments which culminated i n the world i n which we l i v e , 

and he finds that he has to go outside European history to f i n d a s a t i s 

factory e x p l a n a t i o n — i n the connexion and i n t e r r e l a t i o n of events i n 

Europe and the wider xrorld. Geyl i s convinced of the importance i n the 

past and the present of the 'Western c u l t u r a l t r a d i t i o n , and i s concerned 

more with values and ideas. Therefore, when Barraclough c a l l s f o r an 

adjustment of h i s t o r i c a l thinking on the ground that the pri n c i p l e s 

established by Ranke i n the middle of the nineteenth century—whereby 

the p o l i t i c a l history of the past four hundred years was seen as gov

erned by the European balance of power—are no longer v a l i d i n the mid

dle of the twentieth century, Geyl can easily interpret t h i s as an 

attack on the t r a d i t i o n of European c i v i l i z a t i o n . 

Lastly, i n t h i s consideration of recent conceptions of world-

history i t may be enlightening to examine the ideas and work of three 

historians who have attempted to write world history. These works are of 

quite different scope, and are, therefore, not s t r i c t l y comparable, but 

they may serve to i l l u s t r a t e s i m i l a r i t i e s i n conception and approach, 

and may indicate trends i n interpretation of the meaning of world history. 

8 4 I b i d . 
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Certainly, i t may be said at the outset, that they are a l l different 

from the works of Spengler and Toynbee, and from those h i s t o r i e s which 

appeared just p r i o r t o , or just a f t e r , the F i r s t World War which were 

dominated by the notion of the growing unity of mankind—histories of 

which Wells' Outline i s the best-known example, and to which Geyl's 

epithet "universalism" might more j u s t l y be applied. The three h i s 

torians are Barraclough, Thomson, and McNeill. 

The views of Barraclough, discussed above, are i l l u s t r a t e d i n an 

essay e n t i t l e d , "Europe and the Wider World i n the Nineteenth and TWen-
Ŝ £-

t i e t h Centuries." Barraclough seeks to demonstrate that the t r a d i 

t i o n a l study of nineteenth century p o l i t i c a l developments, centred i n 

Europe, i s inadequate f o r an explanation of the main currents of p o l i t i 

c a l change; that fundamental changes were taking place i n the structure 

of world p o l i t i c s , which require a conception of a wider p o l i t y i n which 

Europe's role was r e l a t i v e l y r e s t r i c t e d . Taking Bismarck as an ex

ample, Barraclough argues that a sober reading of the facts show that 

the, representation of Bismarck as the dominant p o l i t i c a l figure down to 

1890 f a i l s to take account of the l i m i t a t i o n s on Bismarck's p o s s i b i l i t i e s 

of action. The reason i s that, i n the "Bismarckian era," p o l i c y x̂ as 

moving i n two different spheres: there was the p o l i c y of the European 

powers, where Bismarck was dominant; but, i n a wider o r b i t , there was a 

world-policy, i n Asia and A f r i c a and the New World, where Bismarck's 

Germany scarcely impinged. I t was on the wider stages, on which the 

8 5 l b i d . , pp. 364-382. 
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protagonists were B r i t a i n , the United States and Russia, and not on the 

narrowing European stage, that the great decisions were to be made. Yet 

these spheres of action were not d i s t i n c t and separate, but overlapping, 

since B r i t a i n and Russia were involved i n both; and therefore, one can

not be s a t i s f a c t o r i l y studied without the other. I t i s i n the connexion 

between the different spheres that the key to the explanation of the 

evolution from the nineteenth to the twentieth century i s to be found. 

But, i f they had to be separated, " i t would have to be said that the 

history of the wider global p o l i c y — o f the contacts of England and the 

United States and Russia i n the wider w o r l d — i s essential knowledge i n 

the modern world, since i t i s i n t h i s framework that we l i v e . " 8 ^ 

From xtfithin a few years of the Vienna settlement, two d i s t i n c t 

levels can be perceived: on one, the internecine quarrels of the European 

powers; on the other, the global issues between the expanding Russian and 

B r i t i s h American empires. Barraclough traces the evolution of the 

relations between the great powers—"the evolution of a world-system 
Qrp 

i n place of the old European state-system" — r e l a t i n g developments i n 

Europe to events i n Cuba, Texas, Oregon, Alaska, on the one hand, and 

Persia, Afghanistan, Korea, Manchuria, on the other. He shows that what 

happened i n Oregon or on the Amur affected the balance of power i n Europe: 

and conversely the relations of the European powers affected the position 

i n Oregon and on the Amur. He warns that to "attach primary importance 

to one—for example, to European r e l a t i o n s h i p s — r a t h e r than the other i s 

8 6 I b i d . , p. 367. 8 ? I b i d . , p. 370. 



to introduce a subjective element," r e f l e c t i n g l e s s the actual weight 
and importance of events themselves than the "physical location and con
sequently the horizons, outlook, assumptions and presuppositions of the 

88 

h i s t o r i a n . " There i s ample evidence, he claims, to show that states

men at that time were w e l l aware of the relatedness of events i n d i f f e r 

ent parts of the world, and "unlike l a t e r w r i t e r s , were not i n c l i n e d to 
89 

write off certain aspects as peripheral." 

Unless we take t h i s wider view, Barraclough concludes, we s h a l l 

understand l i t t l e of the present, since we s h a l l not be aware of the 

formative influences which shaped the course of events i n the nineteenth 

century and which resulted i n the power-structure of the world i n which 

we l i v e . I t i s not a question of adding to our knowledge, but of re

examining our view of the l a s t century and a half i n a global perspec

t i v e , taking account of fundamental changes i n world p o l i t i c s . 
90 

David Thomson's introduction to his World History, 1914-1961 

i s devoted to a discussion and d e f i n i t i o n of the meaning of the term 

"world hist o r y . " According to Thomson, the concept of world history 

has a much more precise meaning, as applied to the twentieth century, 

than i t can have when applied to any e a r l i e r time. The reason f o r t h i s 

i s the condition of constant and permanent interaction between develop-
8 8 I b i d . , p. 38O. 8 9 I b i d . 

c. 1963). 

9°David Thomson, World History, 1914-1961 (New York} Galaxy, 
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merits i n each continent that exists i n the contemporary world. Up to 

about two hundred years ago, the most momentous events i n one part of 

the world had very s l i g h t repercussions i n other parts of the world. I t 

was, therefore, natural and proper, u n t i l recent times, to regard the 

history of the world as consisting of separate accounts of each continent. 

The modern interdependence of the continents has made a coherent 

and precise concept of world history both possible and desirable, and 

the historian of world history must re-define the content of world h i s 

tory i f he i s to write i t adequately. In the f i r s t place, the idea of 

world history as a c o l l e c t i o n of the h i s t o r i e s of separate e n t i t i e s i s 

dismissed by Thomson. National history and l o c a l history are subtly and 

i n t r i c a t e l y connected and interwoven, but a c o l l e c t i o n of l o c a l h i s t o r i e s 

cannot constitute a national history because the history of a nation i s 

something more than the mere aggregate of the h i s t o r i e s of i t s several 

parts. European history deals with the interaction of nations, with 

movements and developments, and concentrates on p a r t i c u l a r nations only 

when they contributed something of general importance to the broader 

course of European c i v i l i z a t i o n , or when they become a focus of concern 

f o r other nations. However, t h i s well-known p r i n c i p l e has hardly, so 

f a r , been applied to world history. 

Thomson then proceeds to a more careful d e f i n i t i o n of the concept 

of interdependence. Many writers of the l a s t generation, most notably 

H. G. Wells, i n t h e i r enthusiasm f o r world integration, exaggerated the 

degree to which the peoples of the world were interdependent. They 

ignored the d i v i s i v e f o r c e s — " i s o l a t i o n i s t , autarkic, and separatist 
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91 forces" — t h a t have been at least as much a feature of world history 

as the forces making f o r international harmony. Thus they believed that 

the trend of history i n our time was toward the progressive u n i f i c a t i o n 

of the world. But interdependence can mean no more than that the s i x 

continents of the world r e a l l y matter to one another i n that events 

happening i n any one of them affect a l l the others. Bad harvests, economic 

depressions, p o l i t i c a l revolutions, wars are of immediate and universal 

concern. " I t i s . . . t h i s perpetual interaction of one part of the 

world on a l l the other parts, which i s the central theme of history 
92 

during the l a s t f i f t y years." 

I f t h i s i s accepted as the central theme and the main c r i t e r i o n 

of selection and relevance f o r the h i s t o r i a n , the history which he x\rrites 

"must resemble those maps of ocean-currents which show a flow of movement 

between continents, rather than those which show only the physical fea-
93 

tures of the separate continents." 

This method i s not different from that of other historians. The 

world h i s t o r i a n i s concerned with the transformation of material condi

t i o n s , movements of ideas, i n f l u e n t i a l p e r s o n a l i t i e s , and momentous 

events. He applies the techniques of the modem hist o r i a n "on a 

spherical scale^ and has to keep reminding himself that the world, 

being a globe, has no edges. The focus of his story i s not t h i s or that 
94 

nation or continent; i t i s 'the great globe i t s e l f . ' " He str i v e s to 

view a l l national h i s t o r i e s from a "supranational and international 
9 1 I b i d . 9 2 I b i d . , p. 4. 9 3 I b i d . ^ I b i d . , p. 5. 
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95 standpoint." The p r i n c i p a l d i f f i c u l t y of the contemporary h i s t o r i a n 

i s to ensure some detachment and due proportion i n his interpretation. 

The chief distortions of contemporary history come from the l i m i t a t i o n s 

of n a t i o n a l i t y . A l l national historians, claims Thomson, are, from the 

point of view of world history, prone to parochialism. The more the 

hist o r i a n s t r i v e s to adopt a supranational and international point of 

view, the more he w i l l be able to free himself from such d i s t o r t i o n s . In 

t h i s sense, he believes, the study of world history i s the necessary 

accompaniment to the study of contemporary history; " I t i s not only 

that true world history i s , of necessity, recent history; i t i s also 
96 

that recent history can be adequately studied only as world hist o r y . " 
The t h i r d h i s t o r i a n i s Professor ¥. H. McNeill, author of The 

97 

Rise of the West; JL History of the Human Community. He d i f f e r s from 

Thomson i n one important respect i n his conception of world history. 

P r i o r to the l a s t two hundred years or so, i n Thomson's view, "the 
98 

development of each continent was a separate story." McNeill does 

not r e s t r i c t world history to the comparatively recent stage of i n t e r 

dependence. He i s interested i n the question of how t h i s situation 

came into existence. Thus, his conception of world history i s dominated 

by the same id e a — t h e world as an ecumene, to use McNeill's own term. 
9 5 I b i d . , p. 6. ^ I f e i d . 
97 

William H. McNeill, The Rise of the West (Chicago; University 
Chicago Press, 1963). 

98rhomson, p_p_. c i t . , p. 1. 
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But where Thomson takes i t as a f a c t , and studies the changes i n i t over 

a l i m i t e d period, McNeill wishes to inquire how i t came about; and he 

would not agree with the proposition that the development of each c o n t i 

nent, p r i o r to the l a s t two centuries, was a separate story. 

With the aid of concepts adapted from c u l t u r a l anthropology, 

McNeill has b u i l t a t h e o r e t i c a l framework for his history of the human 
99 

community. y Human history he regards as the product of an unceasing con

f l i c t between two opposing psychological tendencies. On. the one hand, 

men are given to habit, custom, and routine because these are f a m i l i a r , 

safe, dependable; on the other hand, men are capable of insight into 

things, can imagine new combinations and arrangements, can conceive new 

ideas and create new mechanical or s o c i a l devices. In simple stable 

so c i e t i e s , custom and habit provide responses to p r a c t i c a l l y a l l circum

stances by which an i n d i v i d u a l may be confronted. Tradition has un

questioned prestige, and s o c i a l change i s extremely slow and impercep

t i b l e . In the e a r l i e s t ages of h i s t o r i c a l development, McNeill believes, 

periods of comparatively sudden transformation alternated with long 

periods of s o c i a l s t a b i l i t y . During the periods of s t a b i l i t y , men adapt

ed customs and i n s t i t u t i o n s to a new pattern of s o c i a l and technical 

relationships. Thus, after hunters and berry pickers were transformed 

into Neolithic a g r i c u l t u r a l i s t s , a stable adjustment resulted which 

lasted f o r perhaps three thousand years. The next revolution i n the 

-^See W. H. McNeill, Past and Future (Chicago; Phoenix Books, 
c. 1954). 
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the form of human society began i n the valleys of a few great r i v e r s ; 

the Tigris-Euphrates, N i l e , Indus and (much l a t e r ) the Hwang-Ho, where 

successful agriculture demanded large-scale i r r i g a t i o n works to regulate 

the floods and bring f e r t i l i t y to the land. The comparatively short 

space of time i n which the changes were brought about, i n Mesopotamia 

and Egypt, was followed by a period of some f i f t e e n hundred years of re

markable s t a b i l i t y . 

Both the Neolithic v i l l a g e communities, and even the larger, more 

complex societies of the early r i v e r - v a l l e y c i v i l i z a t i o n s must have l i v e d 

i n a very considerable i s o l a t i o n . Within the t e r r i t o r y occupied by the 

respective s o c i e t i e s , movement may have been r e l a t i v e l y free, and com

munication easy, but between societies contacts were n e g l i g i b l e . For long 

centuries, men's legs and backs remained the only form of transport. 

"The subsequent history of c i v i l i z e d mankind can be considered 
1 0 0 

largely as a product of the progressive breakdown of t h i s i s o l a t i o n . " 

A culture tends to persist unchanged as long as i t i s not exposed to the 

challenge of a l i e n ideas, techniques and manners. I n e r t i a i s dominant. 

But when contact with aliens becomes extensive, s o c i a l change i s i n e v i 

table, and i t may come i n a variety of ways. Sometimes the new i s re

jected, but t h i s may be accompanied by so strenuous a reaffirmation of 

the old ways as to transform them; sometimes, alien xirays are w i l l i n g l y 

adopted because they seem to offer advantages. Most often, however, the 

application of force makes most powerfully f o r s o c i a l change. I t may 

1 0 0 I b i d . , p. 8. 
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lead to reorganization and m i l i t a r y innovation i n the attempt to turn 

away the invader, or i t may result i n conquest and a mingling of old 

and new ways within a new society, which may develop a common sense of 

s o c i a l s o l i d a r i t y over a period of time. 

Whatever the outcome of contact between peoples of different 

cultures, the result i s always s o c i a l change of greater or less impor

tance. Rarely does simple borrowing take place; more often, adjustments 

throughout wide ranges of s o c i a l l i f e are necessary, and i n the process 

of adjustment there i s opportunity f o r the recombination of d i f f e r i n g ideas 

or practices into something new; that i s , invention, i n the broad sense, 

i s stimulated by such c u l t u r a l immixture. Often the new invention and 

readjustment of s o c i a l behaviour i s superior to the o r i g i n a l ingredients. 

Thus, Greek philosophy arose from the c o l l i s i o n i n Ionia of two different 

r e l i g i o u s systems; the sky-gods of the Greeks and the earth d e i t i e s of 

the autochthonous peoples of Asia Minor presented r e f l e c t i v e men with i n 

compatible explanations of natural and other phenomena, and with no 

authoritative priesthood to reconcile the differences, provoked them to 

undertake explanations f o r themselves. S i m i l a r l y , the p o l i t i c a l organi

zation which emerged 'from the Norman Conquest of England was a blending 

of French and Anglo-Saxon i n s t i t u t i o n s . In both instances, the resulting 

synthesis was superior to the o r i g i n a l elements; i n the former aestheti

c a l l y , i n the l a t t e r i n a p r a c t i c a l sense. Not a l l c u l t u r a l c o l l i s i o n s 

lead to a superior blending of elements, but, says McNeill, "I do suggest 

that contact with a l i e n ideas and manners provided the mainspring of 
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101 h i s t o r i c a l development through most of the recorded past." Without 

such contact, whether peaceable or v i o l e n t , men would not have been stim

ulated to change t h e i r ancestral patterns of l i f e , and the rate of s o c i a l 

evolution would have been vast l y slower, and i t s dir e c t i o n quite different. 

I f t h i s i s so, he continues, i t should be possible to interpret the h i s 

tory of the world " i n terms of the successive manners i n which men of 
102 

alien cultures came into contact with one another." 

Four great epochs are distinguishable, marked off from one another 

by changes i n the predominant mode of transport and communication. 

Throughout each of these epochs haphazard c o l l i s i o n and contact between 
d i f f e r i n g societies brought "sporadic improvement i n p r a c t i c a l or aesthe-

103 
t i c power," now to one, now to another, region of the globe. 

Each epoch, however, was distinguished by an appropriate general  
pattern of p o l i t i c a l and c u l t u r a l r e l a t i o n s h i p s — a pattern which 
accorded with the methods and geographical channels of contact 
between al i e n peoples and c i v i l i z a t i o n s which then prevailed. 
Whenever one epoch succeeded another, vast and world-wide revo
lutions i n p o l i t i c a l and c u l t u r a l relations followed within the 
span of a few generations u n t i l a new, though often precarious, 
equilibrium was established. 

The four epochs are; the pedestrian epoch, the equestrian epoch, 

the epoch of ocean shipping and the epoch of mechanical transport. 

The pedestrian epoch was an age of i s o l a t e d communities, i n which 

the more s i g n i f i c a n t challenges to human ingenuity came not from a l i e n 

s o c i e t i e s , but more probably from geographical circumstances. The Middle 

East area was apparently the centre i n which both Neolithic agriculture 

101-r-u-j T O 102-r,., 103-,-,., n f 104 T,., x u x I b i d . , p. 13. I b i d . -'Ibid., p. 15. Ibid. 
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and the r i v e r - v a l l e y form of c i v i l i z a t i o n originated. The general world 

picture was one of a c u l t u r a l "storm centre" i n the Middle East from 

which influence slowly radiated to other parts of Eurasia and A f r i c a . 

Contact between alien communities was li m i t e d by the weakness of human 

legs, by the routine of agriculture, and by the absence of any strong 

attraction to wander beyond the t e r r i t o r y of the community. The r i v e r -

v a l l e y c i v i l i z a t i o n s , u n t i l the taming of the w i l d horse brought mobility 

and striking-power to the peoples who l i v e d outside the r i v e r v a l l e y s , 

had l i t t l e i n the way of challenge from t h e i r neighbours, and " l i k e 

islands of c i v i l i z a t i o n protruding from a Neolithic sea, found l i t t l e 

f r u c t i f y i n g stimulus from contact with t h e i r immediate neighbours.""^ 5 

Lacking such stimulus, they soon settl e d down to rel a t i v e l j r f i x e d forms 

of expression. 

The world balance was r a d i c a l l y transformed when about 2000 B.C., 

nomads and herdsmen of central Asia tamed the w i l d horse, and were able 

to move without d i f f i c u l t y across the central sea of grass. From about 

2000 B.C., they repeatedly overran the r i v e r - v a l l e y c i v i l i z a t i o n s , t e s t 

ing or breaking the established p o l i t i c a l organization. A more or less 

f i x e d geographic boundary x̂ as set where grassland changed into the semi-

arid regions of the Middle East and Mediterranean coastlands or into the 

forests of western Europe, India and China; and across t h i s l i n e "the 

central process of stimulus and counter-stimulus to s o c i a l development 

took place f o r the better part of two milleniums." As warriors, the 

1 0 5 I b i d . , p. 19. 1 0 I b i d . , p. 23. 
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horse nomads forced the a g r i c u l t u r a l peoples of Eurasia into almost un

remitting e f f o r t to defend themselves against attack; as merchants, they 

were the c a r r i e r s of goods and, to some extent, of ideas. 

Thus, the equestrian period saw the Eurasian continent become an 

interacting s o c i a l whole. The nomads acted as a conductor between the 

main centres of c i v i l i z a t i o n ; the human horizon was vastly widened, and 

a "continent-wide process of action and reaction had been i n i t i a t e d which 

kept s o c i a l change alive as i t could not have been kept ali v e had each 

c i v i l i z a t i o n remained i n security and comparative i s o l a t i o n , such as 
107 

prevailed during the f i r s t centuries of r i v e r v a l l e y l i f e . " However, 

the nomads' conductive power was l i m i t e d ; accordingly i t was only a 

t r i c k l e that passed between such centres as Europe, India and China. 

U n t i l the seventeenth century, these c i v i l i z a t i o n s had e s s e n t i a l l y inde

pendent careers, f e r t i l i z e d and stimulated by one another and by the i n 

cessant m i l i t a r y challenge of the horse nomads, but never overwhelmed or 

shattered by alie n influence or attack. Thus, "Western, Chinese and 

Indian c i v i l i z a t i o n s each developed a peculiar character. The Middle 

East,—"the world bridge" — p l a y e d upon by cross-currents from India, 

China and the West, twisted and transformed by intervention from without, 

was never permitted to develop along l i n e s dictated by any inner .momentum. 
The world balance thus created l e f t Europe i n a " d e f i n i t e l y sub-

109 

ordinate" position. Yet i t was from Europe that the next leap forward 

came—the development of a c i v i l i z a t i o n which by means of ocean-going ships 
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linked the c i v i l i z e d world with closer and stronger t i e s than the nomads 

could maintain. By the beginning of the sixteenth century, Europeans had 

acquired a mastery of the arts of war and peace that gave them a decisive 

advantage over a l l the other peoples of the world. The discoveries of the 

European explorers transformed the balance of the world; the ocean spaces 

became paths of commerce and contact between the peoples of the world 

along which t r a v e l l e d goods and merchants, missionaries and soldie r s . 

Contact was not sporadic, but continuous: the degree and intimacy of con

tact between al i e n peoples and c i v i l i z a t i o n s reached new l e v e l s of inten

s i t y . Though the impact of European c i v i l i z a t i o n did not destroy the 

c i v i l i z a t i o n s of China, India, and the Middle East, i t undermined t h e i r 

t r a d i t i o n a l i n s t i t u t i o n s and relationships i n a manner which eventually 

c a l l e d f o r t h the transformations i n these c i v i l i z a t i o n s which are begin

ning to take shape i n our own day. The effects of these contacts had 

far-reaching effects i n Europe. The economic and p o l i t i c a l balance of 

Europe x̂ as shifted with the eclipse of the Mediterranean areas and the 

r i s e of the countries bordering on the A t l a n t i c . Moreover, new informa

t i o n flooding into Europe helped to d i s c r e d i t parts of the i n t e l l e c t u a l 

t r a d i t i o n inherited from the ancients, and to give r i s e i n Europe to a 

confidence i n men's ox-rn powers of reason and observation. S c i e n t i f i c 

progress i n i t s turn prepared the way "for the deliberate and conscious 

linkage between science and technology which constitutes what i s probably 

the most important contemporary spring of s o c i a l change." x x^ Between the 

I b i d . , p. 47. 



sixteenth and the nineteenth centuries the use of reason to transform 

things to suit men's wishes became deliberate, systematic and conscious— 

at f i r s t i n the realm of nature, and l a t e r i n the sphere of human s o c i a l 

a c t i v i t i e s . During the f i r s t half of the twentieth century s o c i a l and 

economic i n s t i t u t i o n s have been altered i n the leading countries of the 

world i n order to make the s o c i a l energies of men serve some appointed 

goal more e f f e c t i v e l y than was possible under the old i n s t i t u t i o n s . 

Where Europeans came into contact with primitive s o c i e t i e s , i n 

North America, the southern part of South America, A u s t r a l i a , and the 

steppes of Eurasia, they b u i l t new societies constructed from elements of 

t h e i r own c i v i l i z a t i o n and peopled largely by men of European o r i g i n . 

Just as the nomadic i r r u p t i o n into Europe had created, i n time, the domi

nant world centre i n the epoch of ocean shipping, so the irruptions of 

Europeans into North America and central and northern Asia led to the 

establishment of the two great p o l i t i c a l s t a t e s — t h e United States of 

America and the Union of Soviet S o c i a l i s t Republics—which at present 

show the most successful adaptation to the fourth epoch: the epoch of 

mechanical transport. These two states have succeeded to world p o l i t i c a l 

dominance which, during the epoch of ocean shipping, rested with Europe. 

Before the development of cheap and rapid overland transport, 

the vastness of the Russian and American states could not be reflected 

i n a corresponding economic and m i l i t a r y strength. Thus u n t i l the era 

of railroads, they remained r e l a t i v e l y weak, backward and unorganized 

compared to Europe. But since about the middle of the nineteenth cen

tury, Europe's place i n the world, and with i t the entire structure of 
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the world balance, which gave a peculiar importance to the l i t t o r a l of 

every continent and created a c i r c l e of interacting human societies en

compassing the whole globe, has been s h i f t i n g rapidly. The epoch of 

mechanical transport was made possible by inventions most of which o r i g i 

nated i n Europe, and did, indeed, f o r a time i n t e n s i f y European supremacy. 

But, i n the long run, i t was not Europe that benefited most from these 

inventions. The long-term effect was to "bring the f u l l weight of the 

continental land masses of the world into the economic, m i l i t a r y , and 

p o l i t i c a l balance."̂ ""'""'" The United States and Russia proceeded to indus

t r i a l i z e on a scale not possible f o r the smaller European States, giving 

these states economic and p o l i t i c a l power which dwarfed that of Europe. 

At the same time, improvements i n transport and communication i n India 

and China helped the growth of national coherence and self-consciousness 

i n these countries. The decay of European power, i n the middle of the 

twentieth century, i s already w e l l advanced. The world balance based on 

sea power has been overthrown, and the pattern of the future i s only now 

beginning to emerge. I t i s impossible to say what adjustments w i l l be 

necessary to achieve a new balance i n the age which i s replacing i t . 

The ideas of these three historians have been chosen f o r exami

nation because they have a l l undertaken to write worid-history, i n the 

process of which, at some stage, they have had to define t h e i r concep

t i o n of i t . The important point that emerges i s that they have a l l 

rejected the t r a d i t i o n a l view of world history i n which the mainstream 

•Ibid., p. 61. 
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i s the story of Western c i v i l i z a t i o n , and i n which the non-Western peoples 

remain v i r t u a l l y outside history u n t i l they are impinged upon by the West. 

In attempting to f i n d another approach to replace t h i s view, they have 

arrived at certain conclusions which they hold i n common: the t r a d i t i o n 

a l approach gives a l i m i t e d focus and perspective because i t l a r g e l y i g 

nores the other civi3_izations; a broader view of the past cannot be 

achieved by an additive process whereby the h i s t o r i e s of non-Western 

societies are tacked on to the t r a d i t i o n a l framework of European history, 

resulting i n a mere aggregation of h i s t o r i e s which have no other r e l a t i o n 

ship than contiguity; history so organized has no point of view and none 

of the organic unity that characterizes a true history. 

Having rejected the concept of Western history as the mainstream 

of history, and the notion of a compilation of h i s t o r i e s as a basis f o r 

world history, they are compelled to seek f o r some p r i n c i p l e whereby 

the history of the West can be related to the h i s t o r i e s of other societies. 

This p r i n c i p l e they t r y to f i n d i n the interrelationships of events i n 

different parts of the world, patterns of connexions and interactions on 

a global scale. Events are selected i n such a way that those of universal 

significance are placed i n the foreground. Where a p a r t i c u l a r c i v i l i z a 

t i o n i s given a special place, i t i s not because of the i n t r i n s i c impor

tance of that c i v i l i z a t i o n or i t s h istory, but because i t i s important i n 

terms of i t s universal importance. Thus, i n Barraclough's essay and 

Thomson's book, the West looms large because, i n the nineteenth and 

twentieth centuries, i t s influence i n world events has been enormously 

important. However, a world history of the thirteenth century from a 
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universal viewpoint might w e l l place i t s main emphasis on the steppes of 

central Asia and. the influence of the Mongols on the communities to east, 

"South and west. 

To adopt a universal viewpoint does not mean that world history 

needs to ignore or denigrate the part that western man has played i n the 

history of the human community, as Geyl seems to imply. Stavrianos has 

properly made the d i s t i n c t i o n between European history and world history. 

Both are legitimate f i e l d s of study, but t h e i r subject matter i s d i f f e r 

ent as t h e i r names c l e a r l y indicate. To i d e n t i f y one with the other i s 

to be g u i l t y of a kind of c u l t u r a l chauvinism which might be understand

able i n the nineteenth century, but which i s insupportable i n the l i g h t 

of the world-wide p o l i t i c a l changes of the twentieth century. Although 

i t was European i n i t i a t i v e that set mankind .on the move i n the modern era, 

i t i s not possible to set the history of mankind i n a European perspec

t i v e . The aim of universal history i s more nearly the reverse—to see 

the history of Europe i n proper proportion as a part of the history of 

mankind. 

But i f these historians agree on the need f o r a universal view

point, they seem to be at variance over the p o s s i b i l i t y of w r i t i n g a 

universal history. Thomson seems to believe that the concept of world 

history i s applicable only to the interdependent world of the f a i r l y 

recent past. Barraclough, however, c i t e s Menghin's World History of the 

Stone Age, Fueter's World History, 1815-1920 and Crouzet's L'epoque 
_ . ]_i2 

contemporaine i n the French series, Histoire generale des c i v i l i s a t i o n s  

•Barraclough, "Universal History", p. 92. 
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as proof that a universal viewpoint i s possible f o r any period. But he 

speaks against h i s t o r i e s which attempt to provide "a comprehensive view 
113 

of human development i n a l l ages and continents," and would prefer, 

f o r the present, more i n c i s i v e studies of p a r t i c u l a r events or particu

l a r themes. Perhaps McNeill's history i s a p a r t i c u l a r theme: the r i s e 

of the West i n the perspective of world h i s t o r y — a world history of 

Europe. 

The d i f f i c u l t i e s i n x/riting a t r u l y universal history cannot be 

exaggerated. I f by world history i s meant a history of mankind that 

gives due weight to a l l c u l t u r a l t r a d i t i o n s , then such a history must be 

considered impossible of achievement at present. There are s t i l l impor

tant gaps i n the history of A f r i c a and large parts of Asia. I f by 

universal, x̂ e mean a history presented from a point of view that i s neither 

Western nor non-Western, then i t xrould seem an impossible task. Geyl i s 

right i n holding that universalism i n the x^riting of history i s impossible. 

History must be Xirritten from some point of view, and an Asian h i s t o r i a n 

w i l l take a different view from a European h i s t o r i a n of, say, the ex

pansion of Europe and i t s impact on Asia. There i s no fund of accepted 

facts which can be agreed upon and put together by historians of various 

n a t i o n a l i t i e s to make a universal history. Like any other kind of 

history, x^orld history i s susceptible of different interpretations, 

either by different historians x-xithin the same culture, or by historians 

i n different cultures. 

1 1 3 l b i d . , p. 94. 
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Within these l i m i t a t i o n s , world history written from a universal 

viewpoint, whether i n the form of special periods or themes, or as 

interpretations of the history of c i v i l i z a t i o n such as McNeill's Rise of  

the West, i s both feasible and desirable. U n t i l the l a t t e r part of the 

nineteenth century, a rea l world history was impossible since u n t i l then 

no h i s t o r i a n had a complete v i s i o n of a l l the societies of mankind. I t 

i s true that there are gaps i n the knowledge of the history of some 

societies. At the same time, i t i s also true that a vast amount of i n 

formation has been accumulated by historians, archaeologists, anthropolo

g i s t s , o r i e n t a l i s t s and others, which has made possible, as never before, 

a history of the human community. McNeill's Rise of the West i s a mas

t e r l y example of an attempt to synthesize t h i s knowledge i n a t r u l y 

universal history. Historians have never had a l l the sources at t h e i r 

disposal that they would wish, but t h i s has not prevented them from work

ing with what was available. I f t h i s were not so, we would have no 

history of ancient Greece or of medieval Europe. 

Why i s i t desirable? History i s written and read f o r many reasons. 

And surely one purpose of history i s to enable us to f i n d our bearings i n 

the world, to understand the present of which we are a part, and how i t 

came to be as i t i s . The dominant fact of our present world i s i t s 

global unity and interdependence. In view of t h i s fact we cannot afford 

to ignore the history of the non-Western world. An age of global c i v i 

l i z a t i o n needs a global view of history which w i l l enable us to view 

ourselves and our times i n true h i s t o r i c a l perspective. The history of 

the West i n the l a s t four hundred years has been a great period of 
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history, but to continue to treat i t as the centre-piece of universal 

h i s t o r y , and everything else as peripheral to i t , i s an unhappy d i s t o r 

t i o n of perspective. Here l i e s the danger of f a l l i n g into an i n t e l l e c 

t u a l isolationism which w i l l stand i n the way of an understanding of the 

non-western part of the world community. 



PART H I 



CHAPTER XVII 

AN EVALUATION OF THE CONCEPTIONS OF WORLD HISTORY 

IN EXISTING CANADIAN PROGRAMMES 

I t i s the purpose of t h i s chapter to evaluate the existing world 

history programmes. Two c r i t e r i a w i l l be used. F i r s t the programmes 

w i l l be considered i n terms of the interpretation that they embody; that 

i s , with the view of the past which i s presented to the student, and with 

the explanation offered of the processes of change. The second c r i 

t e r i o n w i l l be the world perspective which the programmes afford: that 

i s , with the breadth of that view i n a geographical sense; or, i n other 

x-j-ords, the degree to which world history programmes are, i n f a c t , world 

h i s t o r i e s . 

In regard to the second c r i t e r i o n , i t may be argued that, although 

the h i s t o r i e s i n school programmes are c a l l e d world history, t h i s does 

not mean that they are intended to be universal h i s t o r i e s , and that to 

judge them as such i s f a l l a c i o u s , since to do so would be to evaluate 

them i n terms of a c r i t e r i o n which i s not relevant. I t can be pointed 

out, i n support of t h i s argument, that some programmes consist of h i s 

t o r i e s , which are i n t h e i r emphasis and perspective, mainly h i s t o r i e s 

of Europe or of western c i v i l i s a t i o n . But, i n f a c t , none of the pro

grammes i s concerned solely with European history or the history of 

western c i v i l i z a t i o n . An examination of the objectives reveals that the 

programmes are not intended only to present the student with an under

standing of western c i v i l i z a t i o n i n the l i g h t of i t s h i s t o r i c a l develop-
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ment although, i n most cases, t h i s i s one of the aims. The programmes 

have a broader purpose. From the variety of aims one central theme or 

purpose emerges which runs through the objectives: to introduce the 

student to an understanding of the world i n which he l i v e s through a 

knowledge of i t s h i s t o r i c a l , development. In our times, the adoption of 

t h i s purpose implies a h i s t o r i c a l study broader than the history of Europe 

or of western c i v i l i z a t i o n ; l o g i c a l l y , i t implies a study of world h i s 

tory. Hence the programmes represent, i n various degrees, the t r a n s i t i o n 

from European to world history which t h i s view of the function of history 

i n school implies. Therefore, a measure of the degree to which t h i s 

t r a n s i t i o n has been e f f e c t i v e l y achieved i s relevant and meaningful. 

INTERPRETATION 

The question of the v a l i d i t y of an interpretation relates not 

only to the history's accuracy, which i s important, but to i t s essential 

"Tightness." What i s meant by "Tightness" of interpretation? I t ob

viously does not mean the correct interpretation since there i s no such 

thing as a single correct reading of past events. Ultimately interpreta

t i o n consists i n r e l a t i n g a given fact to others within a system, and 

the historian's view of the general way i n which things are linked t o 

gether, his theory of causation, w i l l determine f o r him what events are 

related. Thus, although there are objective facts about which a l l are 

agreed, and there are traces of the past which the hi s t o r i a n cannot i g 

nore i f he i s seeking the t r u t h , there i s always i n the w r i t i n g of history 

a certain a p r i o r i element—the hi s t o r i a n himself. His assumptions of 



2 8 9 

Ttfhich he may or may not be aware, determine the way i n which he formu

lates hypotheses, makes judgments, and discerns patterns of r e l a t i o n 

ships among fact s . In short, they determine his interpretation. There 

are, therefore, as many interpretations as there are h i s t o r i e s . Just as 

there are many perspectives or viex^s of a mountain, so there are many 

views of past r e a l i t y . 

But the term "Tightness" suggests that there are interpretations 

which are wrong, or inadequate, or even perverse. I f an i n f i n i t e number 

of interpretations of a given topic are possible, i t does not follow that 

one interpretation i s necessarily as true as another. H i s t o r i c a l facts 

may be selected and arranged i n such a way as to give a distorted view 

of the past. A history may lack balance because one factor i s emphasized 

to excess, and at the expense of other relevant factors. This may re

sult from a certain blindness i n the hi s t o r i a n should he be too poxtfer-

f u l l y influenced by his preconceived notions; or there may be an inten

t i o n a l manipulation of facts by someone seeking to demonstrate the t r u t h 

of some philosophy or wishing to j u s t i f y a state of a f f a i r s e xisting i n 

the present. In either case, and whatever the motive, the result i s a 

history which i s unbalanced and distorted. 

The presence of assumptions or hypotheses does not v i t i a t e an 

historian's work. They are, i n f a c t , necessary i f he i s to make any 

sense of the past. Without them, he i s unable to decide what i s 

relevant to his theme and what i s not, and therefore, he cannot b u i l d 

a structure of thought. The time i s long gone when historians believed 

that they had only to gather together s u f f i c i e n t facts and the t r u t h 
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would emerge of i t s e l f , that history with a c a p i t a l H would, speak through 

the h i s t o r i a n as Fustel de Coulanges claimed i t did through him. As Carl 

Becker said the only preconception held by these so c a l l e d "objective 

h i s t o r i a n s " was the preconception that they had none. In short, a l l h i s 

torians work on some assumptions, whether they are aware of them or not, 

or whether they are prepared to admit to them or not. 

The "rightness" of a h i s t o r i c a l interpretation, given the desire of 

the inquirer to discover the t r u t h about the past and not merely to use 

selected information from the past to j u s t i f y some idea or i n s t i t u t i o n , 

depends on the interplay between the his t o r i a n and his facts. The h i s 

t o r i a n approaches his material with certain hypotheses i n mind, i n 

accordance with which he selects and arranges his f a c t s . But i n dealing 

thus with the material, he may f i n d i t necessary to modify the views and 

be l i e f s with which he set out. This i n turn means that his viex-r of what 

i s relevant to his theme may have to be modified, and thus, the selection 

of facts and the way he arranges them undergoes a l t e r a t i o n . I t i s out of 

t h i s pattern of interaction between the subjective and objective elements, 

the historian and his assumptions on the one hand and the stubborn f a c t s , 

as evidenced i n the remains of the past, on the other, that the interpre

t a t i o n emerges. I t i s never f i n a l , d e f i n i t i v e . The hi s t o r i a n himself 

i s a time-bound creature, his perspective conditioned by many f a c t o r s — 

the climate of ideas prevailing i n his time, his n a t i o n a l i t y , c l a s s , 

r e l i g i o n , even the structure of his cwn personality, of which he may be 

least aware. Moreover, the his t o r i a n works .in a d i s c i p l i n e i n which 

a l l the relevant facts are not known, and xrhere many supposed facts 
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are not f u l l y authenticated. The h i s t o r i a n , therefore, never arrives at 

certainty. As one philosopher has put i t : 

. . . he rarely ends with more than a not altogether s i f t e d 
t o t a l i t y of plausible, hypothetical, guessed-at and imagined f o r 
mulations of what had been . . . . The hi s t o r i a n does not f i n d t h i s 
fact as regrettable as others do, f o r he i s primarily concerned not 
with achieving pure and well-tested t r u t h but with providing a com
prehensive, illuminating account of what had been. 

Distorted interpretation results when the hi s t o r i a n i s unable or 

unwilling to permit the modification of his preconceptions i n a process 

of interaction with the f a c t s . Consequently, he a r b i t r a r i l y imposes a 

pattern on the past. Facts are selected and related to f i t some pre

conceived view. History on t h i s model often becomes the handmaiden of 

a philosophical system, useful only f o r the purposes of i l l u s t r a t i o n and 

documentation. The most s t r i k i n g contemporary example of t h i s use of 

history i s i t s a f f i l i a t i o n to the Marxian ideology. The Marxian dialec

t i c provides an explanation of the process of s o c i a l change. For the 

his t o r i a n who believes t h i s explanation, a sociology already exists with

i n the framework of which he must select and arrange his fa c t s . Since 

the system cannot be modified, the facts must be t a i l o r e d to f i t . In 

such a case, there i s no interaction betxreen the h i s t o r i a n and the facts. 

The issues of history have already been prejudged and the tr u t h revealed 

by the philosopher. Under these conditions, the past can be used to 

support any point of view, because no r e a l process of inquiry has taken 

place. There i s no need to seek any enlightenment from the study of the 

xPaul Weiss, History Written and l i v e d (Carbondale: Southern 
I l l i n o i s University Press, 1962), p. 4-5. 
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past xtfhich serves merely to i l l u s t r a t e a t r u t h already knox-m. 

The need f o r certainty thus leads to the abuse of history. I t 

seeks something from the study of the past which the great majority of 

historians do not believe i t i s i n the power of history to give. Each 

history i s at once a synthesis and a hypothesis, and each r e f l e c t s the 

strengths or weaknesses of the h i s t o r i a n and the adequacy of the materials 

at his disposal. H i s t o r i e s , therefore, are tentative answers to questions 

i n the historian's mind, not f i n a l answers, good once and f o r a l l . 

Moreover, the h i s t o r i a n i s influenced by the climate of ideas of 

his time and culture, and as t h i s climate changes so his interests and 

preoccupations tend to change. This i s one reason why different genera

tions x^rrite different h i s t o r i e s . The other reason i s that nexr knowledge 

renders older interpretations obsolete i n various degrees; i t may be a 

case of minor inaccuracies, or i t may be that the whole interpretation 

appears to be inadequate i n the l i g h t of new knowledge or new i n s i g h t s . 

In the erosion caused by time, some h i s t o r i e s x-xear better than 

others; and nex-rer interpretations are not necessarily better than older 

ones. The more durable h i s t o r i e s have a quality of detachment from the 

time i n which they were written that confers upon them a deeper under

standing of t h e i r subject. This i s revealed i n the x-jisdom of a Ranke 

or de Tocqueville x-jhose insights into h i s t o r i c a l processes are shrewd 

and penetrating. But exceptional geniuses are rare; most historians are 

conditioned more by t h e i r time and place. ¥e may take, as an example, 

another great h i s t o r i a n , a contemporary of Ranke and de Tocqueville 

xrfiose work though of great a r t i s t i c merit, does not have t h i s quality of 
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detachment. On the contrary, i t has been said of Macaulay that he ex-
2 

pressed perfectly the s p i r i t of his age. And i t i s perhaps due i n large 

measure to the fact that he expressed so t r u l y the ethos of early Vic

t o r i a n England that his scholarship has not xrorn so w e l l as that of his 

great contemporaries. He did not, i n the words of Acton, r e s i s t his t i m e — 
3 

take a foothold outside i t . 

Emerging interests and preoccupations i n the present lead h i s t o r i 

ans into new interests i n the past. As knowledge i s extended, new i n t e r 

pretations become possible. Slowly, almost imperceptibly, the range of 

interest changes and. with i t the climate of opinion about the meaning of 

the past. So gradual i s the process that i t i s d i f f i c u l t to know when 

i t has changed. Yet, i n retrospect, we can see that changes i n h i s t o r i 

c a l interest are far-reaching as historians search ever more deeply f o r 

explanations. In the space of less than a century, the focus of the 

historians' interest has broadened from m i l i t a r y and p o l i t i c a l , to 

economic and s o c i a l , to c u l t u r a l history. Each phase represents an ad

vance i n which the previous interests are included and transcended i n a 

broader and deeper analysis. In t h i s sense, history i s what Acton 

termed i t , a "progressive science." 

I t i s possible, i n addition, to see changes i n the climate of 

h i s t o r i c a l interpretation. The present century presents a s t r i k i n g 

2 J . H. Plumb, Men and Places (London; The Cresset Press, 1963), 
p. 251. 

3 I b i d . 
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example: from jaunty optimism to pessimism or scepticism of different 

hues,, from the b e l i e f i n progress as an inevitable process to a rejec

t i o n of the idea of progress. So great i s t h i s change that many a h i s 

tory of 1900 written i n the s p i r i t of the times nox̂  seems more l i k e a 

parody than a true history. 

School histories' are subject to the same i l l s as other h i s t o r i e s . 

They may be biased, or distorted by the influence of strong preconceptions. 

Even more than ordinary h i s t o r i e s they may embody information and points 

of view which have been superseded by h i s t o r i c a l scholarship. 

As we have seen,^ there are three main l i n e s of interpretation 

i n the h i s t o r i e s of the world history programmes i n Canadian schools: 

the Catholic interpretation, the "progress" h i s t o r i e s , and the hi s t o r i e s 

of l i m i t e d interpretation. Each presents a d i s t i n c t i v e viextf of the past, 

selecting p a r t i c u l a r aspects of past l i f e f o r emphasis, tracing and ex

plaining change, and showing how the present has developed out of the 

past. 

The importance of these interpretations, as f a r as the student i s 

concerned, i s that, unless the teacher emphasizes the fact that each h i s 

tory i s an interpreta.tion, i t appears to him not i n t h i s l i g h t at a l l , 

but as a record, not as a hypothesis but as " f a c t " — t h e t r u t h about the 

past. As the prevailing practice i s to have one authorized t e x t , and i n 

view of the amount of d e t a i l i n xjhich courses are l a i d out by departments 

of education, i t may be surmised that, i n the majority of cases, the 

'Chapter XIV. 



295 
student views history as f a c t . And as B u t t e r f i e l d has wisely remarked, 

our general outlook on the world i s determined partl y by the picture that 

we have made of universal history; even the research student can hardly 

escape having such a picture as his constant basis of reference. 5 What 

i s true of the research student i s even more true of the high school stu

dent. The research student by reason of greater knowledge and experience, 

can work out f o r himself a view of the past. The high school student has 

less knowledge and experience. Lacking the means to compare and d i s 

criminate, he depends i n large measure f o r his picture of world history 

on what i s contained i n his school programme. The American philosopher 

Morris Cohen considers that most people get t h e i r philosophies of history 
6 

from school textbooks i n history. And Lionel E l v i n , a prominent B r i t i s h 

educator, asserts that i t i s i n accordance with the views derived from 

the study of history i n school that important attitudes are formed, 
7 

opinions uttered and actions taken. They both agree with H. G. Wells, 
that man's p o l i t i c a l a c t i v i t i e s are but the expression i n action of his 

8 
idea of the past. 

Considered i n t h i s l i g h t the importance of the world history pro-

5Herbert B u t t e r f i e l d , Man on His Part (Boston? Beacon Press, i960), 
p. 105. 

Morris R. Cohen, The Meaning of Human History (LaSalle, I l l i n o i s ; 
Open Court Publishing Company, 19̂ 7)» p. 5« 

7 
H. L. E l v i n , "The Secondary School Curriculum i n the Changing 

Twentieth Century," School Review, Spring, 1959-
8Herbert G. Wells, The Outline of History (London: Cassell, 1920), 

p. 2. 
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gramme i s indisputable, and the interpretation of the past, influencing 

thousands of boys and g i r l s each year, can hardly be exaggerated i n 

importance. I f a school history provides a view of a wide sweep of the 

past, i t i s obviously important that the view i t gives should be reason

able and well-balanced, as x^ell as accurate and i n keeping with recent 

h i s t o r i c a l scholarship. 

In t h i s context, i t i s important to note that a l l the programmes 
9 

consist of h i s t o r i e s which are surveys. Surveys tend to emphasize 

coverage at the expense of study i n depth and they tend to a memoriter 

approach to learning. This gives them an added authority over the mind 

of the student since the emphasis i s on absorption rather than on inquiry. 

There has been an increasing tendency i n recent times, i n B r i t a i n and the 

United States, to introduce depth studies into history courses i n order 

to offset the disadvantages of the generalized survey approach and to 

broaden the benefits possible from the study of history i n school."^ 

Depth studies i n history offer a quite different range of values from 

those possible i n a purely survey approach. In the f i r s t place, given 

s u f f i c i e n t time and the right materials, i t becomes possible f o r the 

student to see the past i n some measure from the historian's point of 

view; i t enables him to attempt, at any rate, to make the historian's 

"imaginative leap" into another age and a diff e r e n t way of l i f e , to 

"Plan B of the History 91 course i n B r i t i s h Columbia i s a 
"problems" course. 

-*-°See Teaching History, Ministry of Education Pamphlet No. 23 
(London; Her Majesty's Stationery Office, 1 9 5 2 ) , passim. 
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disengage himself from the present, and making the past his present, 

to view the thoughts, feelings and actions of people of another age from 

t h e i r point of view; to look at history, as one might say, from the i n 

side. In t h i s xtfay, the student i s able not only to see the past i n a 

different way, but i n the degree to which he succeeds, he i s able to 

transcend his own time and to view i t with detachment and a more informed 

understanding. I t gives history the power "to become part of the student 

and wrench him out of his s e l f - c e n t r e d n e s s . I n the second place, i t 

may help him to see that change i s not steady or continuous, as i t too 

ea s i l y appears to us looking backward with the advantage of hindsight, 

but that i t i s complex, d i f f i c u l t and perverse, a series of t r a n s i t i o n s 

rather than a simple fluent progressive movement of events. I t offsets 

the effect which results from looking at the past from the standpoint of 

the present. I m p l i c i t i n t h i s approach to the study of history i s the 

p o s s i b i l i t y of developing an understanding of h i s t o r i c a l generalizations 

through the study of concrete instances, and the opportunity to i n v e s t i 

gate and hypothesize not attainable through a generalized approach. 

This i s not to assert that the survey of a long period of history 

has no value. I t gives the student a sense of the sweep of the past 

xtfhich i s necessary i f he i s to see the present, and himself as a part of 

the present, i n perspective. I t does, however, tend, since i t i s highly 

generalized, to make the past seem remote. I t i s d i f f i c u l t f o r the student 

Page Smith, The Historian and History. (New York; Knopf, 1964), 
p. 246. 



to avoid looking from a distance at a procession of events. In a sense, 

he i s prevented from coming into direct contact with the past, from 

getting "under the skin" of a period, or experiencing what'Henry James 

ca l l e d the " f e l t l i f e " of an age. Generalized history tends to become 

de-humanized; people become two-dimensional figures and. history a l l too 

easi l y tends to consist of nothing but the operation of vast impersonal 

forces. I t i s only a short step from t h i s to the r e i f i c a t i o n of such 

concepts as democracy, nationalism, m i l i t a r i s m and imperialism, which, 

assuming an existence of t h e i r own, overthrow tyrants, cause wars and 

disrupt empires. The generalization of history has a qualitative effect. 

The greater the degree of abridgement the less true the h i s t o r i c a l 

statements as a description of past r e a l i t y . In attempting to cover 

the whole of the past, the degree of error may reach such a l e v e l as to 

result i n an account which i s almost as false as i t i s true, which con

tains many facts which are true, but, equally, contains many statements 

which, when put together, do not convey the sense of a true record. 

History can thus degenerate into something which, while i t cannot be 

termed myth, i s inadequate as an account of the past. 

Professor B u t t e r f i e l d would have us proceed from the simple to 

the complex i n the search f o r h i s t o r i c a l truth. This i s a counsel of 

perfection which, i f we attempt to provide the student with a view of 

the sweep of the past, cannot be followed. Depth study i s time-consum

ing, and time i s li m i t e d . Some sort of compromise i s needed. This i s 

to be found i n a recognition of the fact that the study of history 

provides not one but two perspectives: the horizontal and the v e r t i c a l . 
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The horizontal perspective results from the detailed study of a short 

period of history; the v e r t i c a l reveals l i n e s of development through 

time. A knowledge of both the broad sweep of development and the d e t a i l 

ed study of l i m i t e d periods i s essential; these are complementary studies. 

Neither, taken by i t s e l f , i s a satisfactory way of studying the past; i t 

i s essential that the two be kept i n balance. This implies, then, a 

course of study which would include a combination of survey with special 

periods or topics f o r study i n d e t a i l . 

A l l the programmes under consideration are surveys. They lack 

the horizontal dimension, and suffer the disadvantages that accrue from 

that deficiency. 

The h i s t o r i e s of li m i t e d interpretation are, i n general, superior 

to the other two v a r i e t i e s . They are more accurate i n that they embody 

to a greater degree the most recent results of the work and thought of 

historians. This i s not surprising since most of the textbooks used i n 

these programmes are written by professional historians. They are more 

detailed i n treatment and an attempt i s made to study the l i f e of past 

ages i n their, own terms. Some of the texts contain source materials 
12 

which are useful for t h i s purpose. 

But perhaps the most important difference between these and the 

Catholic and "progress" h i s t o r i e s i s that t h e i r interpretations are not 

dominated by powerful preconceptions. They are not philosophies of 

e.g. Trueman, The Enduring Past; Fishwick et a l . , Foundations 
of the West, used i n Ontario. 
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history as the others are; that i s , they discern no great pattern running 

through the past, nor are they organized around a single p r i n c i p l e ; rath

er, they seek to detect short-term trends and tendencies i n p a r t i c u l a r 

periods. Hence they are more circumspect i n generalization. The 

difference, i n essence, i s that they seek to discover what the past was 

r e a l l y l i k e and how things actually changed, rather than to prove a 

theory or j u s t i f y an i n s t i t u t i o n . 

The other two interpretations, on the other hand, are organized 

around a single dominant idea with resultant d i s t o r t i o n and lack of 

balance. 
13 

As has been shown above, the French Catholic interpretation i s 

based on the idea of the v i t a l importance of C h r i s t i a n i t y i n the history 

of western c i v i l i z a t i o n . The text shows x-rtiat effects too powerful 

preconceptions can have on the w r i t i n g of history. I t i s partisan, 

almost polemical on occasion, as i n the references to Voltaire and the 

philosophes, freemasons and free thinkers. Of course, the history must 

present a point of view-, but t h i s should be supported by evidence and 

r a t i o n a l argument. Such, however, i s not the case. Offending individuals 

and ideas are introduced merely to be condemned. The history lacks 

balance and a sense of proportion. The emphasis on the central role of 

C h r i s t i a n i t y and the Church i n the development of European c i v i l i z a t i o n 

leads to a corresponding neglect of the role of other forces i n history. 

There i s a heavy emphasis, on the middle ages as against the modern era. 

1 3See Chapter 8 f o r a detailed analysis of t h i s programme. 
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Furthermore, the l i n e i s not drawn between "technical" history and sa

cred history. B i b l i c a l , stories and miracles are admitted to the history 

as f a c t s , so that, p a r t i c u l a r l y i n the e a r l i e r parts, the history takes 

on a semi-mythical aspect. 

The fundamental c r i t i c i s m of t h i s history i s that, i n the guise 

of being a history of Europe and the world, i t i s a j u s t i f i c a t i o n of the 

Church. I t i s i n accordance with t h i s purpose that facts are selected 

and related, and judgments made. This purpose accounts f o r the summary 

manner i n which individuals and ideas which challenge the dogma of the 

Church are judged. The Church can do no wrong, and as has been remarked, 

"to those who believe that the King, or the Party, or the Church can do 
14 

no wrong, the study of history i s superfluous." In t h i s instance, the 

past does have i t s uses. I t i s used to reinforce b e l i e f . 

This history does not seek to discover the t r u t h about the past 

but to strengthen f a i t h i n a creed. No c r i t i c i s m of f a i t h i n a creed i s 

here intended. Indeed, f a i t h may be more important than knowledge. But 

history professes to be a body of knowledge and i s presumably to be 

treated as a body of knowledge. 

The French Catholic history i s diametrically opposite i n view

point to the progress h i s t o r i e s . Where the former rejects the notion of 

progress i n human a f f a i r s , the l a t t e r are organized around the idea that 

history demonstrates s o c i a l progress. The Catholic history regards the 

Middle Ages as the high point of human achievement and the modern age 

x^Cohen, op_. c i t . , p. 293' 
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as a period of increasing confusion and disorganization i n human a f f a i r s 

due to lack of f a i t h ; the progress h i s t o r i e s tend to look upon the Middle 

Ages as the "dark ages," a time when ignorance, obscurantism and super

s t i t i o n prevailed, and to view the modern age as a time x̂ hen man has 

advanced to a higher l e v e l of c i v i l i z a t i o n through the use of science 

and reason. The former i s suspicious of the results of the ideas of 

l i b e r t y and equality, the l a t t e r regards the growth of freedom as an 

unmitigated good, and takes i t as a central theme. The Catholic history 

i s r e l i g i o u s and s p i r i t u a l i n emphasis; the progress h i s t o r i e s secular 

and m a t e r i a l i s t . Where the former i s centred around the history of the 

Church, the l a t t e r emphasize the emergence of the common man. Two 

readings of the same past could hardly be more antithetical.. 

The out-datedness of the interpretation of the early modern period 

i n the "progress" h i s t o r i e s has already been referred to.~^ In eff e c t , 

the view expressed at the turn of the century by James Harvey Robinson 

has remained substantially unchanged despite extensive reinterpretation 
l6 

by historians since then. The same might be said of other periods 

e.g. the medieval period which i s characterized as a time i n which pro

gress i s n e g l i g i b l e ; t h i s despite the present acceptance by most h i s 

torians of the viex<r that i t was a period of remarkable exuberance and 

v i t a l i t y . "The concept of a thousand years of suspended animation," 

-'See Chapter 14. 
l 6John B. Wolf, "The Early Modern Period, 1500-1789" i n Thirty-

Fourth Yearbook, National Council f o r the Social Studies, 1965, pp. 213-236. 



says one recent authority, "was never more than an i l l u s i o n , an aberra-
17 

t i o n of the human mind." 

But quite apart from the matter of the interpretation of particu

l a r periods, these h i s t o r i e s embody a philosophy of history, a view of 

history as progress, which i s out of joi n t with contemporary h i s t o r i c a l 

thought. 

This view of history may stem immediately from Robinson, f o r his 

idea of h i s t o r i c a l change was based on what Huizinga terms "an u t t e r l y 
18 

naive evolutionism." In The New History, published i n 1912, Robinson 

issued a c a l l f o r the wr i t i n g of history which would not only i l l u s t r a t e 

progress i n the past, but would become the x\reapon of the reformer i n ad

vancing the cause- of so c i a l betterment. History had hitherto been used 

to substantiate the claims of the conservative; the r a d i c a l had not yet 
perceived the overwhelming value to him of a real understanding of the 

19 

past. In his argument, Robinson linked history to evolution; he d i s 

cerned i n the natural process an inherent radicalism: 
'Even those who have l i t t l e taste f o r mysticism have to recog

nize a mysterious unconscious impulse which appears to be a con
comitant of the natural order. I t would seem as i f t h i s impulse 
has always been unsettling the existing conditions and pushing 
forward, groping after something more elaborate and i n t r i c a t e than 
what alread3>- existed. This v i t a l impulse, elan v i t a l , as Bergsgg 
c a l l s i t , represents the inherent radicalism of nature herself. 
1 7 

Gray C. Boyce, "The Medieval Period" i n Thirty-Fourth Yearbook, 
National Council f o r the Social Studies, 1965> p. 169. 

-i p 
Johan Huizinga, Men and Ideas (New York: Meridian Books, 1959)> 

P. 33. 
1 % h e New History (New York: Macmillan, 1912), p. 252. 

2 Q I b i d . , p. 264. 
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In short, progress i s a part of nature, and as such i s i n e v i t a b l e . 

Few thinkers could be found today who agree with Robinson's view; 

i n fact i t i s so f a r away from the main currents of modern thought that 

i t has a strangely archaic ring. I t stands i n contrast to the view of a 

historian-philosopher who i s more representative of modern thought. Dis

cussing the idea of progress some t h i r t y years l a t e r , Collingwood con

cludes by saying; "And we ought by now to r e a l i z e that no kindly law of 
21 

nature w i l l save us from the f r u i t s of our ignorance." 

The fact i s that there has been a dramatic change during the 

twentieth century i n the "climate of ideas." Robinson was representative 

of his age i n his confidence i n the future. The idea of inevitable 

change towards "something more elaborate and i n t r i c a t e than what already 

existed" i s borrowed from Herbert Spencer who was i n turn applying Darwin's 

hypothesis of evolution to human a f f a i r s . The Fabians expressed the same 

confidence i n a somewhat different formula—"the i n e v i t a b i l i t y of gradual

ism." To the majority of Victorians a l l was w e l l with the world. Theirs 

was a time of growth and achievement—a time of peace, a time when men 

were c o n t r o l l i n g nature i n an unprecedented way, building great indus

t r i e s , conquering distances. For the middle classes, at any rate, 

material comfort and prosperity increased at an unprecedented rate; and 

for the poorer classes, there was the hope of similar betterment, i f on 

a more modest scale. 

R. G. Collingwood, The Idea of History (London: Oxford University 
Press, 1961), p. 334. 
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The future was equally promising. To radicals and reformers i t 

promised an endless v i s t a of continued and inevitable progress; to more 

conservative minds, the prospect was one of continuing f u l f i l m e n t . 

Arnold of Rugby, i n his inaugural lecture as Regius Professor of Modern 

History i n Oxford i n 1841 expressed the view that modern history might 

w e l l be the l a s t stage i n the history of mankind; " I t appears, he said, 

"to bear marks of the fullness of time, as i f there would be no future 
22 

history beyond i t . " But whether the process was a continuous or a 

f i n i t e development the end of which could be seen i n the present or near 

future, the fact of progress was written p l a i n i n the movement of events. 

"The history of our country during the l a s t hundred and s i x t y years," 

proclaimed Lord Macaulay i n 1849, " i s eminently the history of physical, 
23 

of moral, and of i n t e l l e c t u a l improvement." " And i n the famous Third 

Chapter of his History of England, he went on to demonstrate i n d e t a i l 

the superiority of the England of his time to the England of 1 6 8 5—in 

wealth, industry, comfort, cleanliness, health, education, learning, 

public morality, public safety, p o l i t i c a l morality, transport, and com

munication. As to the future, he could see nothing but further improve

ment, not only f o r England but for the whole of mankind. Every improve

ment of the means of locomotion, he asserted, benefited mankind morally 

and i n t e l l e c t u a l l y as w e l l as materially, not only increasing trade but 
2 2quoted i n E. H. Carr, What i s History"? (New York: Knopf, 1962), 

p. 152. 

23Thomas B. Macaulay, History of England (London: Longmans, 
Brown, 1849), Vol. I , Ch. I , p. 3 . 
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tending "to remove national and p r o v i n c i a l antipathies, and to bind 
24 

together a l l the branches of the great human family." 

This optimistic mood lasted f o r about a hundred years, but i s 

most closely associated with the sixty-three years of Queen Victo r i a ' s 

reign. By the turn of the century, the voices of a dissentient minority, 

notably Schopenhauer, Nietszche and Burckhardt, had been joined by s o c i a l 

c r i t i c s who mocked the conception, of progress as l i t t l e more than a 

rationale f o r getting r i c h — Z o l a , Ibsen, Ruskin, Shaw. 

But i s was the catastrophic events of the period between 1914 and 

1945» rather than the mere erosion of ideas, that dissipated the atmos

phere of optimism and complacency. The carnage of the two great wars and 

the r i s e of t o t a l i t a r i a n states dominated by charismatic leaders under

mined confidence i n the assumption of man's essential r a t i o n a l i t y . 

The Great Depression revealed that the days of l a i s s e z - f a i r e 

xtfere numbered; and more important, i t showed that Adam Smith's "hidden 

hand" which engendered progress as a by-product of the pursuit of en

lightened selfishness, no longer functioned e f f e c t i v e l y . The growth i n 

size and complexity i n s o c i a l , economic and p o l i t i c a l arrangements 

dwarfed the i n d i v i d u a l and l e f t him with an increasing sense of l o n e l i 

ness and ins i g n i f i c a n c e . In Russia the implementation of Marx's U t o p i a — 

humanity's promised leap from the realm of necessity to the realm of free

dom—created a new force i n p o l i t i c s x^hich threatened x^restern c i v i l i z a t i o n 

and, at the same time, raised doubts as to the a b i l i t y of men to fashion 

% b i d . , p. 371. 
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t h e i r own future. For i n r e a l i z a t i o n , Marx's dream looked to most 

western eyes more l i k e a nightmare—so f a r removed was i t i n s p i r i t from 

Marx's own deep humanitarianism and from Condorcet's noble v i s i o n ; 

What a picture of the human race, freed from i t s chains, 
removed from the empire of chance as from that of the enemies of 
i t s progress, and advancing with a firm and sure step on the path
way of t r u t h , of v i r t u e , and of happiness. 5 

The change i n the i n t e l l e c t u a l climate i s epitomized i n the t r a n s i 

tions i n the thought of H. G. Wells. At the end of the F i r s t World War, 

he was s t i l l o p t i m i s t i c , though the war had shaken his f a i t h i n the i n 

evitable progress of mankind expressed i n Mankind i n the Making (1903) 

and A Modern Utopia (1905). By the 1940's, he had l o s t a l l confidence 

i n man. In Mind at the End of I t s Tether (1945) he depicted a bleak 

world i n which nature had rejected man and was destroying him. A f r i g h t 

f u l queerness had come into l i f e , he wrote, and there was no pattern but 

clean extinction. 

In the twentieth century, a generalized sense of anxiety and fore

boding before the future has permeated a l l thought, replacing the assur

ance and confidence of the Victorian age. The poet Auden has termed our 

time "the age of anxiety." The i n t e l l e c t u a l climate i s pessimistic. An 

i n f l u e n t i a l school of thought has arisen which regards man as being alone 

i n a world which i s completely unpredictable, even absurd—without cause 

or reason or necessity. The human exemplar f o r them i s Sisyphus because 

of his d i s i l l u s i o n e d and hopeless s t r i v i n g ; and, i n t h e i r view, there i s 

2 5quoted i n Robert L. Heilbroner, The Future as History (Mew York: 
Grove Press Inc., 1961), p. 43. 



an element of pride and presumption, a denial of man's freedom, i n 

claiming to say what future generations w i l l or ought to do. 

The result i n h i s t o r i c a l thought has been the disappearance of 

h i s t o r i c optimism—"a b e l i e f i n the imminence and immanence of change 

fo r the better i n man's estate, the advent of which can be l e f t to the 
26 

quiet work of history." In some cases, the notion of even the possi

b i l i t y of progress i s rejected. The conception of progress, says 

Collingwood, was "a piece of sheer metaphysics dervied from evolutionary 
27 

naturalism and fo i s t e d upon history by the temper of the age." The 

dominant interpretations, of history's processes—those of Spengler and 

Toynbee, f o r example—are c y c l i c a l , and are concerned not with progress 

but with the genesis and disintegration of c i v i l i z a t i o n s . They are, i n 

the main, pessimistic i n t h e i r implications. 

Certainly, one xrould have to search f a r to f i n d a historian today 

who would conclude a history of the nineteenth century with such words 
as these, i n a history written i n 1880: 

Human history i s a. record of progress—a record of accumulating 
knowledge and increasing wisdom, of continual advancement from a 
lower to a higher platform of in t e l l i g e n c e and well-being. . . . 
The rate of t h i s progress . . . i s i r r e g u l a r and even f i t f u l . . . 
but the stagnation i s only apparent. . . . The nineteenth century 
has witnessed progress beyond a l l precedent, f o r i t has witnessed 
the overthrow of the barriers which prevented progress. . . . 
Despotism thwarts and frustrates the forces by which providence has 
provided f o r the progress of man; l i b e r t y secures f o r these forces 
t h e i r natural scope and exercise. . . . The growth of man's w e l l -

^^Heilbroner, op_. c i t . , p. 48. 
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being, rescued from the mischievous tampering of s e l f - w i l l e d princes, 
i s l e f t now to the. beneficent regulation of great providential laws. 

Those historians who hold to a b e l i e f i n the view of history as 

progress have abandoned the idea of i n e v i t a b i l i t y . E. H. Carr i s a work

ing h i s t o r i a n who has undertaken to re-define the idea of progress i n h i s 

tory. He concedes that the historians of the nineteenth century were un

duly optimistic and suffered from an over-weening self-confidence. He 

rejects the assumption of the operation of beneficent natural laws which 

ensure progress, but asserts the need of the idea of the p o s s i b i l i t y of 

progress to make history meaningful. The reaction against i t which has 

come with the current mood of apprehension and pessimism, says Carr, has 

l e f t the f i e l d clear f o r the theologians who seek to f i n d the meaning of 

history outside history, and f o r the sceptics who f i n d no meaning i n h i s -
29 

tory at a l l . History properly so-called can be written only by those 
3 0 

who f i n d and accept a sense of direction." The b e l i e f that we have 
come from somewhere i s closely linked with the b e l i e f that we are going 

31 

somewhere. Historiography i s a progressive science i n the sense that 
i t seeks to provide constantly expanding and deepening insights into a 

32 

course of events which i s i t s e l f progressive. History deals with a 

l i n e or procession of events, half of which l i e s i n the past and half i n 

the future, and you cannot have an i n t e l l i g e n t appreciation of one half 

quoted i n Collingwood, op_. c i t . , p. 146. 
2 9What i s History?, p. 167. 
3°Ibid., p. 176 3 1 I b i d - 3 2 I b i d . , p. 1 6 5 . 
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unless you concern yourself with the other half. Progress, says Carr, i s 

just what i t says i t i s , "a moving on—a conscious moving on towards pur-
33 

poses which are f e l t to be worthy of human f a i t h and human endeavour. n J J 

I t i s meaningless unless supported by the b e l i e f that the good i n mankind 

s u f f i c i e n t l y balances the e v i l to inspire some sense of goal or destina

t i o n . "Faith i n the future i s a condition of meaningful interest i n the 

past." 3^ 

Carr c r i t i c i z e s the views and attitudes currently fashionable among 

historians—Toynbee's mysticism and pessimism, and Butterfield's reversion 

to providential history, i n p a r t i c u l a r . He excoriates the lack of f a i t h 

i n the future reflected i n the thought of most historians. Typical i s 

Oakeshott whom he quotes as saying that i n our p o l i t i c a l concerns, we 

" s a i l a boundless and bottomless sea" where "there i s neither s t a r t i n g -

point nor appointed destination" and where our sole aim can be "to keep 
35 

afloat on an even k e e l . , M 

Carr has f a i t h i n the future. For him the future provides the 

historian with the key to the interpretation of the past; "The his t o r i a n 

of the past can make an approach towards o b j e c t i v i t y only as he approaches 

towards the understanding of the future." But Carr himself i s attacked 

as being a determinist. He has, says Trevor-Roper, detected a c l e a r l y 

3 3The New Society (Boston: Beacon Press, 1961), p. 11?. 

3 Z j l b i d . , p. 118. 

35carr, What i s History? (New York: Knopf, 1961), p. 205. 
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flowing tide just as the philosophes did, an i r r e s i s t i b l e current which 

the hi s t o r i a n must recognize and comply x^ith. But most historians see 

only a moving watery waste which they despair of reducing to any carto

graphical system; history appears to them as a meaningless s w i r l of events 

with perhaps some l i t t l e r e g u l a r i t i e s here and there but no general s i g 

nificance; others, l i k e Spengler and Toynbee, see great, c y c l i c a l eddies. 

The implication of the selection of the future as the historian's c r i t e r i o n 

of o b j e c t i v i t y i s that the "right f a c t s " which a "right standard of 

judgment" should select as s i g n i f i c a n t i n any h i s t o r i c a l s i t u a t i o n , are 

those which lead to the future; i t must be assumed that the course of 

history i s determined; otherwise chance might intervene and the "right 

f a c t s " would suddenly become x^rong. Carr therefore, says Trevor-Roper, 

i s a determinist. 

To Carr and those of l i k e mind, the i n a b i l i t y or unwillingness of 

historians to attempt to extract useful, broad generalizations f o r the 

guidance of men denies the p r i n c i p a l function of history. To resort to 

mysticism or providential history, or to concentrate on synchronic studies 

and neglect the d i a l e c t i c a l aspects of history, i s to rob history of i t s 

s o c i a l function which i s "to i s o l a t e and illuminate the fundamental 

changes at work i n the society i n x^hich we l i v e and the perhaps age-old 

processes which l i e behind them"^ and thereby to provide an idea of the 

processes by which the problems facing the present generation can be re

solved. They assume a procession of events, a l i n e a r development i n 

3^Carr, The New Society, p. 17. 
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history. But, rejecting the i d e n t i f i c a t i o n of history with evolution, 

they have substituted the idea of the p o s s i b i l i t y of progress, provided 

that men have s u f f i c i e n t understanding of the movement of events i n the 

past to enable them to act wisely i n the present and the future. 

The purpose of t h i s discussion of modern h i s t o r i c a l thought i s 

to i l l u s t r a t e the fact that the change i n the climate of ideas has been 

such that Robinson's views are no longer tenable. Even those historians 

who believe that the hypothesis of progress must be retained i f history 

i s to have any value or meaning cannot subscribe to the naive view of 

progress which Robinson entertained. The basis of his interpretation of 

the past was the b e l i e f that mankind was divided into two kinds of persons— 

conservatives and reformers. Since the time of Francis Bacon, when the 

idea of the p o s s i b i l i t y of i n d e f i n i t e progress f i r s t emerged, history has 

been a conscious struggle between these groups, the conservatives seeking 

to obstruct progress and radicals seeking to achieve i t . In the f i n a l 
37 

chapter of The New History he elaborates t h i s idea, and seeks to show 

that there exists i n nature a " v i t a l p r i n c i p l e of betterment," an "innate 

force of change which has so long been s i l e n t l y operating, i n spite of 

the respectable lethargy, indifference, and even protests of man himself, 

the most educable of a l l i t s creatures." The conservative has been 

gradually drawn along i n "a process of insensible betterment i n which he 
39 

refused consciously to p a r t i c i p a t e . " The ra t i o n a l thing f o r men to do 

J'"The S p i r i t of Conservatism i n the l i g h t of History," pp. 236-266. 

3 8 I b i d . , p. 265. 3 9 I b i d . , p. 264. 
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i s to co-operate with and direct t h i s innate force of change. This i s 

what reformers and radicals do, and what conservatives refuse to do. 

History seems, then, to Robinson, to f i n d conservatives g u i l t y of sinning 

against nature's v i t a l p r i n c i p l e of betterment, and condemns "the p r i n c i -
40 

pie of conservatism as a hopeless and wicked anachronism." The supreme 

value of history l i e s i n the suggestions that i t may give us of what may 

be c a l l e d the technique of progress and those phases of the past should 
41 

especially engross our attention which bear on t h i s essential point. 

Stripped of i t s metaphysical trappings, Robinson's view of history 

appears i n the progress h i s t o r i e s . The conservative-reformer dichotomy 

i s used and appears i n various forms J autocracy-democracy; obscurantism-

enlightenment; reactionary-progressive, etc. This turns history into a 

morality play; the saints are those who assisted the advance of progress 
and the sinners those i^ho obstructed i t . On t h i s view, as B u t t e r f i e l d 

42 

has pointed out, the h i s t o r i a n i s bound to construe his function as 

demanding him to be v i g i l a n t f o r likenesses between past and present, i n 

stead of being on the look-out f o r unlikenesses; so that he finds i t easy 

to say that he has seen the present i n the past, he has discovered a 

'root' or an 'anticipation' of the twentieth century when i n r e a l i t y he 

i s i n a world of different connotations altogether. Using t h i s system, 

the hi s t o r i a n 
^°Ibid., p. 2 6 5 . ^ I b i d . , p. 2 5 2 . 

^Herbert B u t t e r f i e l d , The Whig Interpretation of History (London: 
B e l l and Sons, 1931), 11• 
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can draw l i n e s through certain events, some such l i n e as that 
which leads through Martin Luther and a long succession of whigs 
to modern l i b e r t y ; and i f he i s not careful he begins to forget 
that t h i s l i n e i s merely a mental t r i c k of h i s ; he comes to imagine 
that i t represents something l i k e a l i n e of causation. The t o t a l 
result of t h i s method i s to impose a certain form upon the whole 
h i s t o r i c a l story, and to produce a scheme of general history which 
i s bound to converge b e a u t i f u l l y upon the p r e s e n t — a l l demonstrat
ing throughout the ages the workings of an obvious p r i n c i p l e of 
progress,, of which the Protestant and Whigs have been the perennial 
a l l i e s while Catholics and Tories have perpetually formed obstruction. 

In the progress h i s t o r i e s , vre see t h i s process exemplified. The 

growth of democracy i s a central theme; and we f i n d the tendency to d i s 

cover "anticipations" of modern democracy and to trace them to the pres

ent as t h e i r protagonists overcome the resistence of autocratic medieval 

kings, absolute monarchs and other reactionary forces. The result i s to 

produce not an understanding of the past, but what B u t t e r f i e l d has describ

ed as a "gigantic o p t i c a l i l l u s i o n , " which d i s t o r t s the past i t purports 

to describe. I t i s e s s e n t i a l l y u n h i s t o r i c a l i n that a cardinal aim of 
43 

the h i s t o r i a n i s i n the x^ords of Huizinga, "to understand contexts," 

but these h i s t o r i e s , i n t h e i r determination to demonstrate a l i n e of 

progress, destroy the very p o s s i b i l i t y of understanding contexts. The 

resulting anachronisms are present on every hand to demonstrate i t ; 

Hammurabi, Henry I I of England, Wat Tyler and many others considered i n 

terms of democracy: the "common man" slowly achieving his 'rights' i n a 

long process beginning i n feudal times; even the history of some nations 

with l i t t l e or no democratic t r a d i t i o n e.g. Russia, Germany, treated i n 

terms of the idea of the progress of democracy. 

^H u i z i n g a , op. c i t . , p. 55. 
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Not only i s the past treated with direct and constant reference 

to the present, but there i s a preoccupation with the growth of democracy. 

There are several effects of t h i s . One has been mentioned above: the 

attempt to understand nations with an authoritarian p o l i t i c a l t r a d i t i o n 

i n terms of t h e i r progress towards democracy, which provides the student 

with a false c r i t e r i o n of judgment and i s also conducive to attitudes of 

condescension as the student sees the f a i l u r e of the people of these 

nations to achieve democracy. 

A further ef f e c t , i n giving such emphasis to the groirt.h of 

democracy, i s to subordinate other aspects to the p o l i t i c a l so that 

interrelationships are obscured or distorted.. The effect i s exemplified 

i n the treatment of the I n d u s t r i a l Revolution i n one of the courses un

der the heading: "How the In d u s t r i a l Revolution Contributed to Democratic 

Advance." This begs the interesting question of whether i t did i n fact 

do so, and ignores altogether the even more interesting question of how 

science and industrialism transformed European society. In t h i s instance 

the emphasis on the struggle f o r democracy obscures the more important 

implications of these developments. 

The treatment of the theme of democratic advance, and the emphasis 

given to i t i n these h i s t o r i e s , are more redolent of nineteenth than of 

twentieth century historiography. I t r e f l e c t s the l a s t i n g influence of 

Robinson and his times. The emergence of mass democracy i s treated as an 

^ . B r i t i s h Columbia: Social Studies 20, Unit I I ; "The Struggle for 
Democracy." 
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unmitigated good and with the suggestion that the millennium has f i n a l l y 

arrived. The idea that mass democracy i s an e n t i r e l y new form of so c i a l 

order which has unprecedented problems to solve i s not introduced. The 

result i s to give these h i s t o r i e s f i n a l l y a rather complacent and a r r i v i s t e 

tone. The long battle f o r the rights of the common man has been won; the 

forces of reaction, obscurantism, and authoritarianism have been overcome 

and the common man emerges into a brave new world of p o l i t i c a l , s o c i a l 

and, to an increasing degree, economic equality. For us i n the west, at 

lea s t , there i s the same a i r of f i n a l i t y about history as there was f o r 

Arnold a century ago. I t remains only to enjoy the f r u i t s of vict o r y . 

I t i s not surprising, then, to f i n d that the theme i n the approach to 

contemporary history i s the search for peace and s e c u r i t y — a n incon

gruously conservative motif with which to conclude a history of progress. 

For, indeed, a look at the wider world indicates that there i s s t i l l much 

progress to be made. 

There i s , of course, a great deal of tru t h i n the progress h i s t o r i e s . 

P o l i t i c a l and s o c i a l change cannot be gainsaid. What must be said of 

them i s that they are weak i n precisely the same way as Robinson's theory 

of the nature and function of history as expressed i n The Mew History. 

Robinson had a noble v i s i o n of human p o s s i b i l i t i e s just as Francis Bacon 

and Condorcet before him. He was impatient of the slowness of h i s t o r i c a l 

change, and mistook the i n e r t i a of mankind f o r the work of conservatives. 

He set out to f i n d a j u s t i f i c a t i o n f o r reform and progress, and therefore 

f o r him, the supreme value of history lay i n "the suggestions that i t might 

give of the technique of progress." Robinson went to seek f o r progress 
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i n the past, and, not surprisingly, he found i t . And i n doing so, his 

c r i t e r i o n of relevance was the present—the democratic, progressive pres

ent of 1900. I t was a view of history strongly conditioned by i t s time 

and which was bound to be superseded i n the new climate of ideas which 

came i n from the 1930's onwards. Historians were more prone to look, 

not f o r progress i n the past, but f o r the origins of the complex and 

anxious world i n which they l i v e d . Describing trends i n the recent 

historiography of the nineteenth century, one h i s t o r i a n said; 

The c o n f l i c t of cultures and of ways of l i f e i n the twentieth 
century not merely i n Europe but throughout the world has l e d us to 
search i n the Europe of the nineteenth century f o r the beginning, 
or f o r the early stages of t h i s c o n f l i c t . . . . Our interests . . . 
i n t h i s period have shifted from the p o l i t i c a l history of an e l i t e 
r u l i n g group, from diplomatic history, and from the history of 
theories and ideas i n a s o c i a l vacuum to analysis of a l l aspects of 
l i f e . . . . We are uncovering the i n t e r r e l a t i o n s of the many as
pects of public l i f e , and we see that to understand a p o l i t i c a l event, 
for example, one must be acquainted with the economic, s o c i a l , r e l i 
gious and i n s t i t u t i o n a l data i n which p o l i t i c a l a c t i v i t y l a y 
embedded and from which i t emerged. The history of the nineteenth 
century i s being recast. . . . ^ 

The progress h i s t o r i e s are out of date. In the choice of the 

advance of democracy as the central theme, they ignore the newer interests 

of historians. In clinging to Robinson's view of the past, they are 

f i g h t i n g battles that no longer interest historians, and ignore the prob

lems that now claim t h e i r i n t e r e s t . Their interpretation of the past i s 

too simple. History i s more than a struggle between radicals and reaction, 

aries; and i t i s more than a success story. History shows many examples 

-'Eugene N. Anderson, "The Nineteenth Century" i n Engle (ed.) 
New Perspectives i n World History, Thirty-Fourth Yearbook, National 
Council f o r the Social Studies, Washington D.C., 1965. , p. 237-
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of f a i l u r e ; and without i t s tragic aspects, i t i s not a true r e f l e c t i o n 

of l i f e . Moreover, these h i s t o r i e s tend to show progress as a simple 

pyramiding of success, Ttfhereas there i s a real insight i n the idea that 

both progress and degeneration occur i n human history, and that neither 

i s of i n f i n i t e extent. The optimist or m e l i o r i s t , says Cohen, i n s i s t s 

that tragedy and error are unreal except as they may be lessons or f o i l s 

f o r some larger good. The pessimist i n s i s t s that progress i s always and 

everywhere an i l l u s i o n . A tougher and more catholic conception of h i s 

tory accepts the r e a l i t y of the triumphs and the tragedies a l i k e and 
46 

suggests that we learn from both. 
The. ultimate purpose of studying history, says Henry Johnson, i s 

to enlighten understanding of the present and stimulate i n t e l l i g e n t moral 
4? 

action. The progress h i s t o r i e s do not seem able to meet t h i s purpose. 

Their optimism, the i l l u s i o n they create of history as an inevitable 

process to a better world, cannot but create a fe e l i n g of complacency 

about the direction of history which i s insupportable i n our time. In

t e l l i g e n t moral action means making wise choices. And i f history i s to 

be of value i n t h i s regard i t must present a more balanced view of the 

human past; one more i n keeping with the world i n which we l i v e , i n 

which the ageless forces of ignorance and stu p i d i t y , greed and envy, fear 

and hate are as active as ever. A his t o r i a n of the 1880's was quoted 

above. That quotation could be a paraphrase of the interpretation 

Cohen, op_. c i t . , p. 264. 

^Henry Johnson, Teaching of History (New York: Macmillan, 1940), 
p. 121. 
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embodied i n the progress h i s t o r i e s i n use i n our schools today. 

In summary, i t seems f a i r to say that, of the three v a r i e t i e s of 

history, only the h i s t o r i e s of l i m i t e d interpretation are acceptable. 

They are more accurate, embody more up-to-date knowledge than the other 

two. They are truer as representations of past r e a l i t y . They are more 

h i s t o r i c a l i n that, to some extent, they take account of the horizontal 

perspective. But, most important, they are free from the influence of 

such powerful preconceptions as d i s t o r t the other two types. They thus 

have a detachment and balance that the others do not possess. The 

Catholic and "progress 0 interpretations do not present the student with 

a f a i r and well-balanced view of the past. Their purpose i s not so much 

to describe and explain, and thus to enlighten, as to inculcate or 

strengthen a b e l i e f . The Catholic interpretation i s designed to strengthen 

f a i t h i n the Church; the progress h i s t o r i e s seek to inculcate a b e l i e f 

i n democracy. Neither of these i s an unworthy purpose i n i t s e l f . But 

the purpose of history i n school should be, not to bolster a f a i t h or a 

b e l i e f , but to enlighten understanding through knowledge of the past. 

WDRID PERSPECTIVE 

The t i t l e , "world history" i s a conventional one which does not 

always describe accurately the contents of the programmes. Some of them 

represent attempts to produce a universal history f o r use i n schools; 

others are l i t t l e more than h i s t o r i e s of Europe with a t i n y superstructure 

of global history i n the contemporary era. But, i f some of the programmes 

which carry the t i t l e are l i t t l e more than European history, the use of 
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the term "world history" i s s i g n i f i c a n t . F i r s t used i n the 1920's when 

i t was applied to the general history courses, i t s i g n i f i e d the dawning 

of a conviction that the t r a d i t i o n a l European history was no longer ade

quate as an h i s t o r i c a l introduction to the modern world; that some kind 

of history, broader i n geographical scope, was required to meet the 

needs of students i n the changed conditions of the world. In the 1930's 

and 1940*s the use of the term spread and became universal. 

The results of the change have not been happy. The amount of re

v i s i o n alone t e s t i f i e s to that. B a s i c a l l y , the d i f f i c u l t i e s stem from the 

central purpose of these school h i s t o r i e s — t h e idea that the programme 

should provide the student with an orientation to the world i n which he 

l i v e s through a knowledge of i t s h i s t o r i c a l development. During the l a s t 

t h i r t y or f o r t y years, i t has become increasingly evident that t h i s pur

pose implies the teaching of world history. But with no clear conception 

of world history to guide them, curriculum-makers have proceeded empiri

c a l l y , making piecemeal additions and modifications to the structure of 

the existing programmes which were ess e n t i a l l y h i s t o r i e s of Europe. And 

t h i s method of procedure has resulted i n a l l kinds of d i f f i c u l t i e s . Pro

grammes no longer were h i s t o r i e s of western c i v i l i z a t i o n , but, despite 

the modifications, neither were they world h i s t o r i e s . The t r a n s i t i o n 

has never been made from one to the other, and the result i s a hybrid 

that has distended the t r a d i t i o n a l European history to bursting point. 

In e f f e c t , there has been no d i f f e r e n t i a t i o n between European and world 

history. The i m p l i c i t assumption has been that they are of the same kind; 
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that by adding some elements of non-western history to European history 

a world history would r e s u l t . Consequently, i t has been taken f o r grant

ed that both could be taught together, i-rtien, i n f a c t , as historians have 

recently begun to show, European history and world history are d i f f e r e n t , 

with different aims and points of view. 

The misunderstandings resulting from t h i s lack of d i f f e r e n t i a t i o n 

are c l e a r l y i l l u s t r a t e d i n the r e l a t i o n between the content and the ob

jectives of existing programmes. The objectives, i n t h e i r emphasis on 

"understanding the present" and on "understanding the world i n which he 

l i v e s , " imply a universal scope, a requirement which the content, i n 

varying degrees, f a i l s to s a t i s f y . Two examples might be c i t e d . The 

purpose of the Grade XII course i n Manitoba (Modern C i v i l i z a t i o n 300) i s : 

"to give the student a knowledge of the growth and relationships of 

nations that w i l l assist him i n understanding the modern world i n which 
48 

he l i v e s . " l e t the course i t s e l f i s a rather narrowly p o l i t i c a l h i s 

tory of modern Europe. The French Catholic programme i n Quebec includes 

among i t s aims similar broad purposes: "to open horizons on the o r i g i n 

and development of c i v i l i z a t i o n and on the contribution of di f f e r e n t 

peoples," and "to establish a basis f o r the understanding of our modern 

world"; yet i t , too, i s almost e n t i r e l y a history of Europe. I t i s true 

that some programmes offer a wider perspective, are more universal i n 

scope, but since they are a l l versions of history as "Europe and i t s 

relationships," the perspective remains European. 

See Appendix A. 
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The crux of the problem i s that to require of a programme that i t 

provide an account of the development of the modern world necessarily 

implies a history which i s global not only i n scope, but i n perspective; 

and t h i s requires the recognition of European history and world history 

as different topics. This has not been done, nor could i t , i n the nature 

of things, have been done u n t i l recently, since i t i s only i n the very 

recent past that historians have begun to define a conception of world 

history i n response to the needs of the twentieth century. 

The l i n e which has been followed—addition to a central structure 

of European h i s t o r y — l e a d s i n the wrong di r e c t i o n , i f the thoughts of 

historians on the matter are any c r i t e r i o n . But, t h e o r e t i c a l considera

tions aside, i t has resulted i n urgent p r a c t i c a l problems. The need to 

include more content has aggravated the problem of selection i n a f i e l d 

which has already been c r i t i c i z e d f o r attempting too much. Space has 

had to be found f o r India and China. To include them, the existing 

content must be compressed, and the result i s to present the student with 

an unmanageable amount of highly generalized material. The greater the 

amount of non-x^estern history included, the more the problem i s i n t e n s i f i e d . 

The world history programmes xrtdch have been created i n Canada ex

tend i n a continuum from almost purely European history to attempts at 

universal history. I f we were to divide the continuum into three parts 

we should have a small part, and two larger parts of about equal si z e . 

The small part represents programmes which are almost exclusively 

European history; the second part represents programmes which have a 

central structure of European history, but which place great emphasis 
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on European expansion and eventually become global i n scope; the t h i r d 

part represents programmes which are global throughout, tracing the 

development of non-western c i v i l i z a t i o n s .along with the development of 

the West. 

Let us consider each of these kinds of programmes i n turn. The 

f i r s t may easily be dismissed. What i s to a l l intents and purposes a 

history of Europe cannot serve as an introduction to the present w o r l d — 

"establish a basis f o r the understanding of our contemporary world." 

The other two v a r i e t i e s of programme are more r e a l i s t i c . They do have 

a wider perspective. In different x-jays, they are attempts to provide 

h i s t o r i e s which trace the processes which brought the present world into 

existence. 

The h i s t o r i e s of the second type are essent i a l l y h i s t o r i e s of 

Europe broadening out i n the modern era with the expansion of Europe into 

global h i s t o r i e s . Ancient and medieval history traces the development of 

European c i v i l i z a t i o n from Egypt and Mesopotamia, through Greece and Rome, 

to medieval Europe. In the modem period, the history i s based on the 

viextf that European history i s the greater part of world history. I t places 

greatest emphasis on European developments, but traces the impact of 

Europe on the rest of the x<rorld. Only i n the very l a s t part, that i s since 

19^5, does i t adopt a global perspective. 

This type of history therefore places Europe at the centre of 

world history. I t treats world history as Europe and i t s relations with 

other parts of the world. But t h i s i s no more a world history than a 

history of France under Louis XIV, however detailed the treatment of the 
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relations of France with other nations, i s a history of Europe. 

From the student's point of view, the non-western world appears 

only when European expansion brings i t into the mainstream of history. 

He i s introduced to China with Marco Polo or perhaps the Opium War, to 

India with the Portuguese, French and English traders, and to Japan with 

Commodore Perry and his squadron; that i s , when they appear as i n f e r i o r 

to Europeans. As someone has said, students are introduced to these 

c i v i l i z a t i o n s from the deck of a gunboat. 

This i s not to deny that these h i s t o r i e s do not introduce the 

student to the world i n x-rtiich he l i v e s . I t was indeed European ex

plorers who opened out the map of the earth and European technology which 

enabled Europeans to expand and conquer and f i n a l l y to create the present 

state of world interdependence. And i t i s true that the greater part of 

world history i n the modern era i s European. But i t i s also true that 

t h i s process i t s e l f i s part of a greater h i s t o r i c a l development. McNeill 

has shown that the creation of the present world community i s the result 

of a process of c u l t u r a l interaction which has gone on since the time of 

the early r i v e r v a l l e y c i v i l i z a t i o n s . This sort of world history pro

gramme does offer an explanation, but one which gives a foreshortened 

view; and i n doing so, implies that European history and world history are 

one and the same thing, that the hi s t o r i e s of other c i v i l i z a t i o n s are not 

a part of world history u n t i l modern times. As one of the textbooks says 

i n introducing a unit of study on China and Japans 

So f a r we have made no study of the Far Easts China and Japan. 
This does not mean that they were unheard of u n t i l l a t e i n histor y 
or that t h e i r people were u n c i v i l i z e d or not worthy of study. China 
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has a very old c i v i l i z a t i o n , perhaps older than any other. The Far 
East, however, played l i t t l e part i n world history u n t i l modern times, 
when Europeans found t h e i r way to that area. Consequentlyn Qthere was 
l i t t l e reason to study these lands e a r l i e r i n t h i s course. 

Apart from any other consideration, t h i s lack of perspective would 

seem to m i l i t a t e against a proper understanding of the world i n which we 

l i v e . For to understand the world implies some understanding of the 

peoples of the world; and i f the view we have of other peoples i s condi

tioned by a history which introduces them i n a position of subordination 

and i n f e r i o r i t y , and gives no understanding of t h e i r achievements, l i t t l e 

i n the way of understanding i s possible. On the contrary, i t may w e l l en

courage the growth i n the student of feelings of superiority and conde

scension. 

The t h i r d type of history does much to overcome these shortcomings 

by including a study of the history of non-western c i v i l i z a t i o n s p a r a l l e l 

to that of Europe. I t thereby denies the v i r t u a l i d e n t i f i c a t i o n of 

European with world history, f o r , i n t h i s scheme, world history i s 

envisaged as a juxtaposition of the h i s t o r i e s of the p r i n c i p a l Eurasian 

c i v i l i z a t i o n s from ancient times u n t i l the recent past when they merge 

into one main stream. 

I t i s easy to exaggerate the emphasis these h i s t o r i e s give to non-

westem history. Limitations of time r e s t r i c t the amount of attention 

that can be given to any p a r t i c u l a r c i v i l i z a t i o n and i n most programmes, 

the decision has been made to give an overwhelming emphasis to European 

I. Neff and M. G. Planer, World History f o r a Better World 
(Rev. ed.; Milwaukee; Bruce Publishing Company, 195877 ?• 559. 
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c i v i l i z a t i o n , with the inevitable result that the non-western c i v i l i z a t i o n s 

receive only the most generalized and s u p e r f i c i a l treatment. Even i n 

the case of the Newfoundland programme which i s avowedly "a true world 

histo r y , " and i n which considerably more attention i s given to the study 

of Asian c i v i l i z a t i o n s , European history i s given greater prominence, 

p a r t i c u l a r l y i n the modern period. The main thread of h i s t o r i c a l develop

ment i s a European one. 

The p r i n c i p a l difference between these h i s t o r i e s and those of 

the second category i s that they bring to the attention of the student 

the fact that c i v i l i z a t i o n s i n Asia existed contemporaneously with 

European c i v i l i z a t i o n , and that these were sophisticated c i v i l i z a t i o n s 

with high levels of achievement i n p o l i t i c s , philosophy, r e l i g i o n , i n 

vention and the arts. This i s an important difference since i t gives 

a view of non-western peoples which i s more conducive to the develop

ment of attitudes of tolerance and respect based on understanding. 

I t needs to be emphasized that these h i s t o r i e s , although they 

have a broad world perspective, are e s s e n t i a l l y organized around a 

central core of European history, and that beside western c i v i l i z a t i o n 

the other c i v i l i z a t i o n s are dwarfed. The underlying conception of world 

history i s one of an aggregation of h i s t o r i e s . There i s no idea of any 

relationships existing between these c i v i l i z a t i o n s u n t i l the modern . 

period. In t h i s sense, the difference between these h i s t o r i e s and 

those of the second kind i s one of degree; the extent to which they 

include elements of non-western history. 

I t i s interesting to note that the conception of world history as 
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an aggregation of h i s t o r i e s has been rejected without exception by h i s 

torians who have concerned themselves with universal history. Ranke's 

view of universal history has been likened to a symphony i n which one 

nation or "group of nations" after the other i s featured as s o l o i s t . 5 ® 

To Acton, universal history meant something d i s t i n c t from the combined 

history of a l l countries; a continuous development, to which the h i s t o r i e s 

of the nations are subordinate, and i n which they appear according to 

t h e i r contribution to the common fortunes of mankind. In t h i s century, 

Wells, Spengler, Toynbee, Fueter, Barraclough, McNeill, Dawson and 

Thomson have a l l concurred i n rejecting the notion of world history as a 

compilation of the h i s t o r i e s of nations or c i v i l i z a t i o n s . Despite wide 

variations i n t h e i r conceptions of the nature of world-history, they a l l 

agree that t h i s i s what i t i s not. 

From a more p r a c t i c a l viewpoint, t h i s conception i s open to the 

objection that the more ecumenical the history becomes, the less value 

i t has i n the classroom. The more material i t includes from non-western 

history, the greater the degree of abridgment and compression necessary. 

This means a corresponding increase i n generalization and s u p e r f i c i a l i t y ; 

thus, the less true i t becomes as a description of past r e a l i t y and the 

more d i f f i c u l t i t becomes f o r the student to relate i t to his experience, 

and thereby to understand i t . Indeed, one history advisory committee re

cently rejected the notion of the p o s s i b i l i t y of teaching world history 

e f f e c t i v e l y i n the secondary school on the ground that there i s not 

-5°Page Smith, The Historian and History (New York; A l f r e d A. Knopf, 
1964), p. 54. 
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enough time f o r an adequate study of western c i v i l i z a t i o n and other 
51 

c i v i l i z a t i o n s as w e l l . In accordance with t h i s view i t recommended 

that the secondary history programme be l i m i t e d to European and Canada-

United States history. Granted the assumption that world history i s i n 

deed the history of western c i v i l i z a t i o n and other c i v i l i z a t i o n s as w e l l , 

t h i s i s a sound decision. I t gives time f o r study i n reasonable depth, 

and f o r the c u l t i v a t i o n of s k i l l s , h i s t o r i c a l understandings and apprecia

tions which are impossible to achieve by means of a highly generalized 

survey. There i s much tru t h i n the view that the outline history i s a l l 

too l i a b l e to end up as 1066 and A l l That; and much to be said f o r the 

value of the experience of entering into another time, with i t s different 

habits and different scales of value, i n enlarging the imagination and the 

understanding both of past and present. 

But neither solution to the problem seems to be satisfactory. The 

additive approach, i n i t s attempt to provide a broader perspective, re

sults i n an overcrowded programme which suffers i n t e a c h a b i l i t y , although 

presumably depth studies could be introduced. But even i f t h i s d i f f i c u l t y 

did not e x i s t , t h i s approach to world history s t i l l has to meet the h i s 

torians' insistence that an aggregation of h i s t o r i e s of c i v i l i z a t i o n s or 

nations i s not world history. The other approach overcomes the objections 

of s u p e r f i c i a l i t y and overcrowding but i n doing so takes us back into 

European history, a position that we have been moving away from in.1 recent 

J Report of History Advisory Committee, B r i t i s h Columbia Department 
of Education, 1964. 
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years i n response to world changes. 

I f we believe that our world has become one xrorld, not necessarily 

i n co-operation, but i n the sense that what happens i n any part of i t 

affects every other part, and very p a r t i c u l a r l y ourselves, then surely 

i t follows that history i n school must concern i t s e l f with world history. 

As Dance has said; 

Sooner or l a t e r the history of our schools w i l l have to be 
genuinely world history. In that history Europe has c e r t a i n l y 
played a key part, and i n a l l history teaching Europe must always 
occupy a most prominent place. But the time has gone by when, i n 
schools or anywhere else, nine-tenths of the history taught 9can 
safely be devoted to a quarter of the world's inhabitants. 

I f t h i s i s so, then the dilemma must be resolved. And i f European history 

i s no longer adequate to the task, then the answer must be sought i n 

constructing a viable world history programme, one which embodies an 

acceptable conception of world history and at the same time does not 

present insuperable pedagogical d i f f i c u l t i e s . 

The fundamental requirement i s a r e a l i z a t i o n that the basis of 

world history i s the adoption of a global perspective or universal point 

of view, i n accordance with which events are selected so as to bring into 

the foreground those which have universal significance. In using t h i s 

c r i t e r i o n , i t follows that i n tracing the forces or movements that had 

a world-wide impact, the focus w i l l s h i f t from region to region depending 

on the period under consideration. The concept of a s h i f t i n g focus i s 

es s e n t i a l l y s i m i l a r to that of Ranke. There i s no nation on earth, 

H. Dance, History the Betrayer; A Study of Bias (London: 
Hutchinson, i960), p. 125. 
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he said, 

that has not had some contact with other nations. I t . i s through 
t h i s external relationship . . . that the nation enters on the 
stage ojT world history, and universal history must therefore focus 
on i t . ^ 

McNeill's conception of world history embraces a universal point 

of viextf and a general theory of c u l t u r a l change. His concept of culture 

contact as the central motor of h i s t o r i c a l change provides the basis f o r 

an understanding of change and continuity i n the l i f e of societies. He 

does not attempt to achieve an encyclopedic knowledge of the history of 

a l l societies i n a l l periods. Tnstead he organizes his inquiry on the 

simple p r i n c i p l e of a growing ecumene, the expansion of c i v i l i z a t i o n from 

i t s ancient beginnings i n the r i v e r v a l l e y societies to the world com

munity of today. The periodization which he uses; the four eras of 

c i v i l i z a t i o n — p e d e s t r i a n , equestrian, the era of ocean shipping, and the 

era of mechanical transport—are meaningful i n terms of a global history. 

McNeill also avoids the f a l l a c y of construing history as a single con

sistent process with i t s own inherent laws, developing independently of 

nations. His view of change as the result of contacts and c o l l i s i o n s 

among cultures explains our world as a unity and at the same time as a 

p l u r a l i t y of cultures. 

Using these ideas—the adoption of a global perspective and McNeill's 

concept of an expanding ecumene,—it i s possible to construct a programme 

i n world history which provides a view of the history of the whole of 

5 3quoted i n F r i t z Stem (ed.), The Varieties of History (Cleveland; 
Meridian Books, 1956), pp. 59-60. 
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mankind. Within t h i s framework, the choice of special periods or topics 

can be made for study i n depth. These might be periods of t r a n s i t i o n i n 

which the detailed study of change could be undertaken, or they might be 

studies of societies or cultures at p a r t i c u l a r times. In t h i s x̂ ay the 

requirements of history as a d i a l e c t i c a l process and history as the study 

of the interrelationships of a society at a p a r t i c u l a r time can be reconciled. 

Such a solution would resolve the existing dilemma i n which neither 

of the apparent choices i s satisfactory; of attaining a more ecumenical 

perspective by a process of addition which reduces history to an indigest

i b l e mass of facts and generalizations or, i n attempting to reduce the mass 

of material to manageable proportions by narrowing the focus to European 

history. I t can provide the breadth of view necessary to make world h i s 

tory relevant to our situ a t i o n i n the 1960 ,s and at the same time provide 

the opportunity f o r study i n depth which i s needed to make history a 

meaningful study. Both are necessary i f we are to teach history which 

w i l l help the student to f i n d his bearings i n a rapidly changing xrorld. 

As an eminent hi s t o r i a n has said; 

In the world as constituted today, not to teach xrorld-history 
i s to court disaster. I f history i s f a l l i n g into disrepute, i f f o r 
many people i t seems to be l o s t i n unessentials instead of guiding us 
to the world we know, the reason i s not f a r to seek; what i t needs 
i s a larger v i s i o n , a breakthrough to new dimensions. I t i s t h i s 
breakthrough to new dimensions that world-history o f f e r s — a n d a 
v i s i o n of h i s t o r i c a l r e a l i t y which measures up to our experience 
and to the perspectives opening out before us i n the second half 
of the twentieth century.-5 

54 
J Geoffrey Barraclough, "Universal History" xn H. P. R. Finberg 

(ed.), Approaches to History (Toronto; University of Toronto Press, 
1962), p. 109. 
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I t remains to ask what i s the r e l a t i o n of the question of i n t e r 

pretation to t h i s view of a world history programme. We have seen that 

some of the h i s t o r i e s that are currently taught i n Canadian schools are 

strongly influenced, even distorted, i n t h e i r interpretations by the need 

to j u s t i f y an idea or an i n s t i t u t i o n . The result i s bad history. I t i s 

not the function of history to promote a cause, even i f the cause i s a 

good one. The purpose of history should be to present a f a i r and balanced 

account of human a c t i v i t y i n the past, an account which r e f l e c t s the 

r e a l i t y of the past as accurately and as f a i t h f u l l y as can be. 

World history along the l i n e s suggested avoids the d i f f i c u l t i e s 

of bias and d i s t o r t i o n which beset h i s t o r i e s influenced by strong precon

ceptions. I t i s a study of c u l t u r a l t r a n s i t i o n s ; or, where a study i n 

depth i s undertaken, i t may be the exploration of the l i f e of a society 

at a p a r t i c u l a r period. In either case, i t i s an inquiry into the l i f e 

of the past f o r i t s own sake and f o r the enlightenment of the student. 

Naturally, interpretations of how change actually occurred or what l i f e 

was r e a l l y l i k e i n some epoch w i l l d i f f e r , as they must. This i s i n the 

nature of history. But the inquiry need not be trammelled by the 

i n t e l l e c t u a l r e s t r i c t i o n s of any philosophy or ideology. 



CHAPTER XVIII 

CONCLUSIONS 

The inquiry has been directed towards examining and evaluating 

conceptions of world history i n the programmes of secondary schools. 

This has involved consideration of the interpretations they embody and 

the world perspective they provide. I t remains to summarize the study 

and to draw some conclusions from i t . 

Before proceeding to do t h i s , i t seems important to emphasize 

once again the importance of the world history programme. I t i s a uni

versal offering i n Canadian secondary schools."'" Together with Canadian 

history, and i n the case of Ontario and Quebec (English Catholic), with 

B r i t i s h history, i t constitutes the secondary history programme. In some 

provinces (e.g. Saskatchewan) where no geography i s taught, a combination 

of Canadian and world history constitutes the whole of the s o c i a l studies 

offerings. I t must be assumed that since world history i s taught on such 

a widespread basis, the conceptions of the past which programmes c o n t a i n — 

the suggestions of the shape and nature of the human past—cannot but be 

important i n conditioning the students' views of the past and. present, 

and, thus, i n helping to determine notions and attitudes which provide 

the basis f o r decision and action. 

This leads us d i r e c t l y to the matter of interpretation. I t was 

found that the programmes embodied three d i s t i n c t interpretations of the 

"'"With the exception of Alberta. 
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past, and that of the three, only one—what has been termed "history of 

l i m i t e d interpretation"—was considered h i s t o r i c a l l y v a l i d ; that i s , not 

only accurate and up-to-date, but also f a i r and well-balanced. Several 

c r i t i c i s m s may f a i r l y be applied to the other two interpretations but 

two, i n p a r t i c u l a r , are fundamental. 

The f i r s t i s that both the "catholic" and the "progress" h i s t o r i e s 

are so powerfully influenced by preconceptions as to be unbalanced and 

distorted. The making of a history i s a subtle matter and the l i n e be

tween a f a i r h i s t o r i c a l interpretation and myth or propaganda i s hard to 

distinguish. This i s where the s k i l l of the h i s t o r i a n l i e s — i n select

ing and arranging his facts so that he achieves the former and avoids the 

l a t t e r . The essence of the matter i s that, i n discerning patterns i n the 

past, the historian should not, under the influence of his preconceived 

ideas, impose a pattern which does not take account of a l l the relevant 

fa c t s . The charge which has been brought, i n t h i s study, against these 
2 

interpretations i s that t h i s i s , i n f a c t , precisely what they do. 

A second fundamental c r i t i c i s m i s that both interpretations are 

out of touch with recent h i s t o r i c a l thought. Here, as with interpreta

t i o n , we are dealing with a rather vague concept. Yet there i s , at any 

given time, a climate of ideas shared by historians—views about how the 

past i s to be construed; urhat interpretations are acceptable and what 

unacceptable, what interpretations are more adequate than others, and 

what kinds of questions should govern enquiry. There are different levels 

2See Chapters VI I I , XIV and XVII for d e t a i l s . 
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at which these h i s t o r i e s are out of touch. The "progress" h i s t o r i e s 9 f o r 

example, generally present a view of the Middle Ages as the Dark Ages, 

and contrast t h i s period sharply with the modern era. This i s an i n 

terpretation which was abandoned by the overwhelming majority of historians 

some time ago. At another l e v e l , they interpret the h i s t o r i c a l process 

as a running f i g h t between progressive and reactionary forces with v i c t o r y 

going to the progressives. This view, a legacy of the l a t e nineteenth 

century, i s no longer accepted by most historians as an adequate interpre

t a t i o n . Historians today are concerned not so much with tracing l i n e s of 

progress as with discerning and accounting f o r c u l t u r a l t r a n s i t i o n s . 

Thus, a basic question that the progress h i s t o r i e s ask i s ; How did we 

gain the rights and l i b e r t i e s we enjoy today? Applied to the seventeenth 

century, t h i s question focuses attention on absolute monarchy i n Europe 

and the democratic revolutions i n England. In contrast to t h i s , modern 

historians are asking questions which require greater breadth and depth 

of inquiry; questions such as; Why did European c i v i l i z a t i o n out-dis

tance and f i n a l l y come to dominate the other c i v i l i z a t i o n s of the world? 

Applied to the same period, t h i s question focuses attention on s o c i a l , 

economic, i n t e l l e c t u a l , and m i l i t a r y , as w e l l as p o l i t i c a l factors, and 

t h e i r relationship i n the transformation of European society. Change 

may w e l l be interpreted not as the triumph of one group over another, 
3 

but as the result of a p l u r a l i t y of tensions and c o n f l i c t s . The Catholic 

interpretation i s perhaps more vulnerable than the "progress" interpre-

Cf. John B. Wolf, The Emergence of European' C i v i l i z a t i o n (New 
York: Harper, 1962). 
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t a t i o n i n t h i s l a s t respect. The central role assigned to the Church and 

to r e l i g i o n results i n an interpretation which f a i l s to give proper weight 

to other factors. 

These interpretations, because they are out of touch with recent 

trends i n h i s t o r i c a l thought, offer explanations which, quite apart from 

t h e i r accuracy, are s u p e r f i c i a l , even s i m p l i s t i c , i n terms of what h i s 

torians are currently thinking and w r i t i n g about. I t may be contended that 

t h i s kind of lag i s inev i t a b l e . Some degree of lag i s undoubtedly un

avoidable, but the fact that the h i s t o r i e s of l i m i t e d interpretation are 

much more up-to-date i n knowledge and viexjpoint. indicates that the gap 

between the historian's history and school history need not be so great 

as i t i s i n the other two interpretations. The "progress" interpretation, 

v i r t u a l l y i n t a c t after f i f t y years, i s a testimony to the tenacity to 

which we c l i n g to ideas long after t h e i r usefulness i s over. 

On both counts—fairness and "up-to-dateness"—these two interpre

tations are inadequate and need to be revised. Their basic theses—that 

the Church has played a preponderant role i n the development of western 

c i v i l i z a t i o n , ( i n the Catholic interpretation), and that history shows a 

l i n e of progress ( i n the "progress" in t e r p r e t a t i o n ) , w i l l not bear the 

xveight placed upon them, and need to be modified. They can be sustained 

only by selecting and arranging facts i n a x-jay that belies what historians 

now know about the past. U n t i l modified, they w i l l remain something less 

than a true r e f l e c t i o n of past r e a l i t y , and the programmes i n XArhich they 

appear w i l l present to students a view of the past which i s distorted and 

misleading. The h i s t o r i e s of l i m i t e d interpretation provide models of 
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the l i n e s along x-rhich revision might proceed. 

In the context of a discussion of interpretation, i t seems ap

propriate to mention the degree to which survey courses are used. Every 

course save one i s a survey. The chief drawback with surveys i s that 

they are generalized and abstract; they tend to reduce the i n f i n i t e 

v a r i e ty of human a f f a i r s to a simple account which too e a s i l y becomes a 

travesty of the real, complexity. As f a r as the student i s concerned, 

the past e a s i l y appears through the survey to be remote and impersonal, 

with none of the smell, colour and fe e l i n g of rea l l i f e ; the urgencies 

of past l i f e are ironed out into a deceptive smoothness, and history takes 

on an i n e v i t a b i l i t y i t never possessed i n r e a l i t y . Furthermore, concepts 

born of generalization—democracy, nationalism, imperialism, and the l i k e — 

are a l l too ea s i l y r e i f i e d and take the place of people i n history. These 

are some of" the disadvantages and dangers inherent i n the survey approach. 

They make teaching and learning d i f f i c u l t . Without s k i l l f u l teaching, they 

reduce history to a meaningless game with symbols. Given the need to 

study a wide sweep of history, generalization i s obviously necessary. But 

i t needs to be counterbalanced to give the depth necessary to an under

standing of the fact that the subject matter of history i s , indeed, as 

Namier said, human a f f a i r s , men i n action, concrete events i n time and 

space, and t h e i r grounding i n the thoughts and feelings of men. There

fore, the depth study needs to be introduced to counteract the d e b i l i t a t -

"•"Histo-ry 9 1 (Plan A), an advanced elective course i n the B r i t i s h 
Columbia programme. 
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ing effects of generalization on history, and to provide the student with 

the opportunity to come to closer grips with the past. As h i s t o r i c a l 

horizons extend i n space as w e l l as time, the dangers of generalization 

increase proportionately, and the need for depth studies i s correspond

ingly more urgent. Acceptance of t h i s view implies extensive changes i n 

the material equipment necessary i n the history classroom; perhaps a 

different kind of textbook which contains materials which could be used 

i n depth studies; a l t e r n a t i v e l y , or additionally perhaps, a variety of 

materials i n the history room at the disposal of teacher and students. 

I t i s high time f o r recognition of the fact that history offers two 

perspectives; a v e r t i c a l perspective which gives a view of change through 

time, and a horizontal perspective which gives a view of the i n t e r - r e l a t i o n s 

of a society i n a p a r t i c u l a r epoch; and that to use a survey approach 

exclusively i s to ignore the horizontal perspective, and thereby to rob 

history of an essential dimension. 

The need for depth studies, i t has been emphasized, increases i n 

proportion to the increase i n the degree of generalization. Generaliza

t i o n has increased as more material has been introduced into the pro

grammes to provide f o r a broader geographical perspective. I f the pres

ent trends continue i n the d i r e c t i o n of introducing more non-western h i s 

tory into the programmes, the problem, already serious, w i l l be further 

aggravated. I r o n i c a l l y , the broader the world perspective achieved i n 

t h i s way, the less value the material has f o r teaching and learning. The 

reductio ad absurdum of t h i s process i s that with a completely ecumenical 

view achieved, the history would be completely useless f o r teaching 
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purposes. 

This apparent absurdity serves to point up a fundamental tr u t h of 

the highest importance about the development of the world history pro

gramme. The method has consistently been an attempt to attain a world 

perspective through an accumulative approach—the addition of non-

western history to a central structure of European history. The t r u t h i s 

that t h i s approach i s wrong, not only from a p r a c t i c a l , but from a theo

r e t i c a l point of view. Historians are unanimous i n t h e i r insistence 

that world history i s not a compilation or aggregation of h i s t o r i e s . Yet 

t h i s i s precisely the p r i n c i p l e the schools have used. 

The world history programme cane into being as the response of 

the schools to world changes. E s s e n t i a l l y i t reflected a recognition of 

the fact of global unity, i n the sense that the world has become a com

munity i n which events i n any part s i g n i f i c a n t l y affect the other parts. 

The schools, i n e f f e c t , undertook to provide students with an introduction 

to t h i s world i n the l i g h t of i t s h i s t o r i c a l development. What they have 

not yet done i s to follow through the implications of t h i s undertaking, 

which i s to provide a world history, a universal history; that i s , a h i s 

tory with a global perspective. Existing world history programmes, even 

those which claim to be universal h i s t o r i e s , are e s s e n t i a l l y European 

h i s t o r i e s with additions, i n varying degrees, of non-western history; 

and, however much non-western history i s added, the perspective remains 

ess e n t i a l l y European. The programmes have never made the t r a n s i t i o n from 

European to world history, and present d i f f i c u l t i e s stem from the fa l s e 

assumption that world history can be achieved by adding to European 
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history elements from the hi s t o r i e s of other cultures. 

I f progress i s to be made towards providing programmes which are 

t r u l y universal i n scope and perspective, i t i s necessary f i r s t to aban

don t h i s approach itfhich results i n a history which i s neither European 

history nor world history, and which brings with i t insurmountable pedagogi

c a l problems. The clues to the kind of history which should replace t h i s 

"Europe and i t s r e l a t i o n s " type of history are to be found i n the specu

lations and h i s t o r i c a l writings of those historians who have interested 

themselves i n the problem of world history.^ Central to t h e i r conception 

of world history i s the necessity to adopt a global perspective; to select 

events and movements so as to bring into the foreground those which have 

universal significance. The use of t h i s p r i n c i p l e provides a c r i t e r i o n 

of relevance and a means of cutting into the vast mass of material. In 

seeking to trace and explain the interdependence of events i n different 

parts of the world, the historian transcends the kind of world history 

that has been j u s t l y characterized as "a mere juxtaposition of narratives."^* 

As with other kinds of history, there i s no objective c r i t e r i o n of s i g n i f 

icance, and each historian seeking to write a universal history w i l l 

approach the task influenced by his own preconceptions. 

McNeill's b r i l l i a n t interpretation of wdrld history i n The Rise 

-'For a detailed exposition of t h e i r views, see Chapter XVI, 
"Historians and World History." 

6 I b i d . 
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7 of the West i s an example of a model which might w e l l be adapted f o r 

use i n the schools. I t provides a u n i f i e d view of the history of mankind 

through the theme of the d i f f u s i o n of c i v i l i z a t i o n , from i t s beginnings 

i n the ancient r i v e r v a l l e y settlements to the world community of today 

by v i r t u e of the interaction of cultures, barbarian and c i v i l i z e d . This 

history, i n i t s main outlines, i s no more d i f f i c u l t to understand than i s 

European history. I t provides a framework within which topics f o r depth 

study could be selected. Much of the material which i s used i n such a 

history i s the same as that used i n the t r a d i t i o n a l European-centred h i s 

t o r i e s ; i t i s merely selected and arranged according to a different 

c r i t e r i o n , that of universal significance. Such an approach to world 

history can thus provide f o r a view of the wide sweep of human history 

and f o r the intensive study of l i m i t e d periods or special topics. 

F i n a l l y , i f , as i s here contended, the approach to world history 

which has hitherto been adopted has brought us to an impasse, and the 

solution to the problem l i e s i n another directions that suggested by 

the thoughts of such historians as Fueter, Thomson, Stavrianos, Barraclough, 

and McNeill, then i t i s necessary f o r t h e i r views to be read and debated. 

F a i l i n g t h i s we s h a l l continue to resort to piecemeal tinkering with 

existing programmes i n the attempt to remedy t h e i r d e f i c i e n c i e s , an en

terpr i s e doomed to f u t i l i t y from the outset. Such has been the nature of 
8 

the most recent revisions. There i s some ind i c a t i o n that the views of 

'For d e t a i l s see Chapter XVI. 
g 
For an analysis of these revisions see Chapter XV, "Trends of 

Change." 
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these historians have not, as yet, come within the purview of those 

responsible f o r making changes. For example, sixteen out of eighteen 

members of two revision committees currently (1965) at work replied as 
9 

follows to t h i s question: 
Have your views on xrorld history been influenced by the h i s t o r i c a l 
viewpoint of any p a r t i c u l a r historians, philosophers, thinkers, etc.? 

Yes: 6 No: 10 • 

The s i x who answered i n the affirmative were asked to give the name of 

the person or persons. The replies were as follows: 

1. Toynbee 
2. Toynbee and Spengler 
3. Carl Becker and E. H. Carr 
4. Toynbee and G. M. Trevelyan 
5. Breasted and Toynbee 
6. Creighton, Underhill, Becker, Christ (Sermon on the Mount), 

G. M. Trevelyan, and Toynbee. 

I t i s s i g n i f i c a n t that i n these responses not one of the historians 

previously mentioned appears; and yet these are the men who have done 

the most to solve the problem of world history i n terms that can be 

useful i n schools. Toynbee's name appears frequently, but his main 

importance l i e s i n the attention he has caused historians to give to the 

general question of world history rather than i n the model he has provided 

of how i t should be defined and written. A l l t h i s would suggest that the 

f i r s t requirement i s more communication of recent h i s t o r i c a l ideas on 

t h i s subject through professional journals so that members of revision 

^Question by wri t e r to members of committees i n Nova Scotia and 
New Brunswick. 
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committees, administrators, and teachers might become more, aware of the 

whole range of p o s s i b i l i t i e s i n the formulation of world history programmes, 

and, especially, of the false assumptions about world history which under

l i e a l l the approaches used hitherto. For i t cannot be over-emphasized 

that the use of the additive or accumulative p r i n c i p l e cannot produce a 

world history. I t results always i n an aggregation of h i s t o r i e s or a h i s 

tory of "Europe and i t s rel a t i o n s , " neither of which i s i n any x*rise world 

history. U n t i l we learn t h i s lesson and act upon i t , we s h a l l continue 

l i k e wanderers i n a maze which has no e x i t . 

During the l a s t f i v e or s i x years, the historians have fashioned 

the key to the solution of the problem of world history i n school. I t 

now remains only f o r us to use the key to solve the problem. 
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This appendix contains statements of objectives found in the 
official programmes of study of the following provinces: 

British Columbia 
Manitoba 
New Brunswick 
Nova Scotia 
Ontario 
Prince Edward Island 
Quebec (English Catholic) 
Quebec (French Catholic) 
Saskatchewan 

Alberta is a special case; its programme is discussed in Chapter III. 
No statement of objectives was found for the programmes of Quebec 
(Protestant) and Newfoundland. 
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BRITISH COLUMBIA 

Secondary School Social Studies. I960 

The Central Objective of Social Studies Instruction 

"Stated i n briefest fashion, the central objective of Social 

Studies instruction i s the promotion of better citizenship . • • ."* 

Social Studies 20: Man's Progress i n the Modern Age 

The purpose of this course i s to give students an understanding 
of the chief movements of the past few centuries which have shaped 
our modern world* 

Never before has the understanding of world a f f a i r s been so 
v i t a l l y important i n the development of democratic citizenship as 
i t i s today* Two world wars i n a generation, the sharp issues be
tween East and West, disturbed conditions i n the Middle East, the 
r i s e of colonial peoples, the emergence of Canada as the chief of 
the middle powers—all these have made us aware of the need for 
information and understanding on the part of citizens* 

The young citizen has a right to expect the school to help him 
to know, to understand, to learn, and to make judgments, tentative 
i n nature perhaps, but reasonably v a l i d ones* He needs an adequate 
background of knowledge and s k i n from the study of history for the 
l i g h t i t can throw on the present and for the use he can make of i t 
i n the future. 2 

History 91: Modern World History 

History 91 i s not intended solely for those who wish to specialize 
i n history. I t i s intended to provide a challenging opportunity to 
study at an advanced l e v e l the major trends and events which have 
shaped the course of later modern history and have provided the world 
with i t s most serious current problems. 

Through this study the student should: 

Secondary School Social Studies. I960, p. 7. 
2 
Ibid., p. 6k, 
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(1) Gain a clearer understanding of the world i n which we l i v e 
through a study of the background and the genesis of many 
present-day problems. 

(2) Gain some understanding of why nations and peoples act as 
they do* 

(3) Realize the interdependence of the peoples of the world. 

(4) Comprehend the f u t i l i t y and danger of modern wars and the need 
to find peaceful solutions for problems which threaten the 
peace of the world. 

(5) Appreciate the attempts at co-operation among nations i n 
various spheres of activity, and the conditions necessary 
for successful co-operation. 3 

MANITOBA 

Programme of Studies: Senior High Schools. 1963-4 

The course i n Social Studies i n the Senior High School i s 
designed to embrace the interplay of social, economic, his t o r i c a l 
and physical factors that affect human society. To avoid diffuseness 
(with i t s inevitable lack of thorough and systematic treatment) i n 
the units of work prescribed for the three levels of the course, the 
f i e l d s have been limited both i n time and space. Some w i l l be found 
to be predominantly geographical, some hi s t o r i c a l , some sociological 
within the bounds set for each year. 

Of the core courses i n Social Studies, the f i r s t , 'Social Studies 
100,' i s almost exclusively geographical with emphasis on the inter
dependence of nations and communities i n the world. The core courses 
i n the second and th i r d years w i l l be mainly h i s t o r i c a l and w i l l aim 
at developing an understanding of the evolution of our society and of 
modern c i v i l i z a t i o n . ^ 

Modern C i v i l i z a t i o n 300 

Ibid., p. 114. 

Programme of Studies: Senior High Schools. 1963-4, p. 30. 
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No course i s l i k e l y to be taught successfully unless the teacher 
has the purpose of the course clearly i n view. The purpose of this 
course i s to give the student a knowledge of the growth and relation
ships of nations that w i l l assist him i n understanding the modern 
world i n which he l i v e s . As Canada's international responsibilities 
increase, this understanding becomes a more and more v i t a l q u a l i f i 
cation for citizenship.5 

NEW BRUNSWICK 

Outline of Programme of Studies for High Schools. 1963-1964 

No formal statement of objectives. However, the following state

ment i s included. 

Examine with the pupils the d r i f t of the world into the two 
camps since 1945. Outline i n particular the attempts of the United 
Nations to deal with the situation. Outline the acts of aggression 
of Russia and her sa t e l l i t e s . 

The action of the United Nations i n dealing with the trouble 
spots i n various parts of the world should be noted. 

Every effort should be made to further inculcate and strengthen 
belief i n our way of l i f e and form of government despite their 
known imperfections, so that our young people w i l l thoroughly under
stand and appreciate what they must defend i n the years to come.6 

NOVA SCOTIA 

"Social Sciences." Grades 10-12: A Teaching Guide. 1958  

Purpose 

1. The student should learn that the roots of present things are 
deep-laid i n the past; that history i s one key—a key for 

Ibid., p. 38. 

^Outline of Programme of Studies for High Schools. 1963-1964. p. 36. 
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which there i s no substitute—to an understanding of the 
present* 

2* The pupil should acquire adequate factual knowledge for an 
understanding of public a f f a i r s — t h e a c t i v i t i e s of parliament, 
foreign relations, p o l i t i c a l and economic trends i n the world 
at large, the proceedings of international bodies* 

3* The pupil should be given some insight into ways of l i f e that 
di f f e r basically from those of the c i v i l i z a t i o n i n which he 
live s ; with such insight should come tolerance of, and a 
widened sympathy for, peoples of other races and other c i v i l i 
zations. 

4. • . . Develop i n student discernment and taste . . . know 
good and beautiful . . . appreciate diversity and universality 
of beauty. 

5* * . . stimulate students to read history for instruction and 
pleasure. 

6. Any course i n history can be used to train the student to 
read with accuracy and comprehension, to discern what i s 
relevant, to select what i s important. These a b i l i t i e s are 
important i n themselves, and are especially valuable i n 
written expression. Training i n the presentation of ideas 
should always be one of the concerns of the history teacher.7 

ONTARIO 

8 Senior Division. Curriculum S9, 1962 

Aims 

1. To give an understanding of the sources and development of 
European and other c i v i l i z a t i o n s i n order that the pupil 
may not only appreciate our debt to the past but may better 
comprehend the world i n which he now l i v e s . 

2. To indicate to the pupil that the crowning achievement i n this 
long evolution of institutions and ideas i s to be found i n the 

"Social Sciences." Grades 10-12: A Teaching Guide. 1958. p. 14. 
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creation of democracy with i t s ideals of social equality and 
of government. 

3* To show what an important part England and B r i t i s h institutions 
have played i n this great achievement. 

k. To lead the pupil to realize the growing interdependence of 
nations and peoples i n the modern age, and so to appreciate 
the need of a s p i r i t of tolerance, neighbourliness and co
operation. 

5. To encourage the pupil to develop sound thinking and balanced 
judgment. 

6. To broaden the interests of the pupil by bringing to his 
attention the a r t i s t i c , s c i e n t i f i c , and other cultural 
achievements of our civilization.® 

PRINCE EDWARD ISLAND 

Programme of Studies. Grades I-X, 1962 

The central purpose of the social studies i s to promote the 
growth of informed individuals and responsible citizens. The social 
studies should provide a body of sound factual knowledge and awaken 
a consciousness of the chronological sequences of events i n human 
history. Together these should promote an understanding of how the 
present has grown out of the past. 9 

QUEBEC (ENGLISH CATHOLIC) 

Course of Study for the English Catholic High Schools to July 1, 1963 

The main objectives of this History Course i n F i r s t and Second 
High are: 

1. To enable our pupils to have a clearer understanding of own (sic) 
modern c i v i l i z a t i o n by giving them a knowledge of the origin and 
development of our institutions, and of the contributions made 
to our c i v i l i z a t i o n by various peoples i n ancient and mediaeval 

g 
History: Senior Division. Curriculum S9, 1962, p. 3 . 

^Programme of Studies. Grades I-X, 1962, p. 117. 
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times; 

2. To emphasize the part played by the Catholic Church i n ancient 
and mediaeval times and i t s glorious contribution to our present 
c i v i l i z a t i o n and culture; 

3. To lay a mental foundation for the study of Modern World History 
and for a more comprehensive study of the History of Canada*1" 

QUEBEC (FRENCH CATHOLIC) 

Programme d'Etudes des Ecoles Secondaires. 1963 

Objectifs 

Ouvrir des horizons sur l'origine et l e developpement de l a 
c i v i l i s a t i o n et sur l'apport des differents peuples. 

Indiquer l e role preponderant de l'Eglise dans 1'edification 
de notre c i v i l i s a t i o n . 

Etablir une base a l a comprehension de notre monde contemporain 
et particulierement des institutions politiques, sociales et 
religieuses au milieu desquelles nous vivons. 

Developper l a rectitude de l a pensee et l e sens critique. 

Contribuer a l a formation morale en developpant l e sens social, 
l e sens de l a solidarite humaine, 1*amour de l ' E g l i s e . 1 1 

SASKATCHEWAN 

Program of Studies for the High School: Social Studies. Grade IX 
(Effective July 1, 19607^ 

10 
Course of Study for the English Catholic High Schools to July 1, 

1962, p. 79* 
11 
Programme d'Etudes des Ecoles Secondaires. 1963, p. 201. 

12 
Identical statements appear i n the Grade X, XI, and XII bulletins. 
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The broad function of the high school social studies i s to 
provide a group of Canadian young people with an understanding of the 
development of a c i v i l i z a t i o n of which they are a part and some im
pressions of other cultures both contemporary and past* For this 
reason, the courses have been organized around the c i v i l i z a t i o n which 
developed i n Britain and Western Europe and which has spread to this 
continent. At the same time the course also provides for some study 
of the 'majority peoples' of Asia and A f r i c a . ^ 

Central Purpose: 

The central purpose of the social studies i s to promote the 
growth of informed individuals and responsible citizens.1** 

Objectives: 

The social studies should provide a body of sound factual 
knowledge and awaken a consciousness of the chronological sequences 
of events i n human history. Together these should promote an 1 -
understanding of how the present has grown out of the past. . . . 

Program of Studies for the High School: Social Studies. Grade IX. 
p. 5. 

14 15 Ibid. J I b i d . . p. 6. 
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WORLD HISTORY PROGRAMMES IN THE UNITED STATES 

The world history course or programme i s a North American 

phenomenon. Generally speaking* i t has not been customary i n the 

schools of Europe to undertake to teach more than limited periods of 

history. The situations i n Canada and the United States are roughly 

analogous* the main difference being that i n the United States world 

history i s often a one-year course whereas i n Canada i t i s usually a 

two-year, and sometimes a three-year programme. But the basic problem 

of devising courses i n world history i n response to recent world 

changes i s the same i n both countries. The response to this problem 

i n the United States i s , therefore, of more than passing interest i n 

Canada. The purpose of this survey i s to examine b r i e f l y recent de

velopments i n t h i s area i n the United States with a view to setting 

p a r a l l e l developments i n Canada i n some sort of perspective. 

A glance at developments i n the United States since World War 

II i n the f i e l d of world history programmes shows that the response 

to the challenge has been much more active and experimental there than 

i n Canada both i n the degree to which the whole problem of world his

tory for schools has been debated and In the variety of attempts to 

provide new programmes. It i s notable that i n this period, two 

Yearbooks of the National Council for the Social Studies, i n 19491 and 

•Edith West (ed.), Improving the Teaching.of World History: 
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2 
1964, have been devoted to the problem of world history. The t i t l e s of 

these books reflect a significant change of emphasis during the period 

between them. The t i t l e of the 1949 Yearbook was: Improving the Teaching  

of World History: that of i t s recent successor: New Perspectives i n  

World History. The effect of the shift i n emphasis has been to take 

the discussion from the lev e l of methods, materials and patterns of 

organization to the deeper le v e l of the redefinition and reinterpretation 

of world history i n the context of post-war developments. Simultaneously 

a diversity of new programmes have been developed some of which are at

tempts to make the transition from a predominantly European history to 

a world history. 

The c a l l for a broader definition of world history i s not new. As 
3 

long ago as 1927, a new world history was being demanded on the ground 

that there was now a new world community. The new world history, i t was 

argued, should make a break with "the older general or universal history" 

and should have as i t s theme "the story of humanity and the development of 

the World Community." While Europe should continue to-play a prominent 

part i n the story, because of the extraordinary Europe animation of the 

world which began with the age of discovery and s t i l l continues, the 

"rich and important and ancient cultures of Asia must receive some sympa-

Twentieth Yearbook, National Council for the Social Studies, 1949. 
2Shirley H. Engle (ed.), New Perspectives i n World History: 

Thirty-Fourth Yearbook, National Council for the Social Studies, 1964. 
3 J . H. GambrHl, "The New World History," Historical Outlook, 

XVIII (October, 1927), pp. 265-267. 
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5 
thetic study." At the same time, the writer urged, i t was necessary 

to get away from "comprehensive epitomes and abstract generalizations," 

to limit topics and periods according to the time available for really 

f r u i t f u l study, and to supply a reasonably adequate body of concrete 

reading and graphic material. A new world history conceived i n this 

s p i r i t would, i n addition to the values expected from the study of history 

i n general, have i t s own special contribution to make. The point of view 

which i t might develop and foster would be invaluable and might aid 

uniquely i n promoting knowledge and deeper understanding of the world 

community. 

This argument foreshadowed the concern which began to develop 

rapidly some twenty years later, and today has become almost commonplace. 

But at the time, and u n t i l the end of World War I I , this view seems to 

have had l i t t l e influence on the world history course which remained 

predominantly European i n emphasis and viewpoint. I t needed the world 

changes which occurred with remarkable swiftness i n the post-war period 

to trigger off a real reconsideration of the world history course. 

Three main lines of development can be traced i n the post-war 

period. One i s the tendency to retain the traditional history which has 

Europe at i t s centre and to add to i t elements of the history of the 

non-western world and a f i n a l section on world events since 19^5. This 

approach i s exemplified i n texts such as World History by Smith, Muzzey 

and Lloyd and The Record of Mankind by Roehm et a l . both of which are 

^Cbid. t p. 265. 5 I b i d . , p. 26?. 6 I b i d . 
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used as prescribed textbooks i n Canadian programmes. A second i s shown 

i n various attempts to broaden the perspective geographically while at 

the same time reducing the content so as to provide for study i n depth 

of a fewer number of topics. The third trend i s towards abandoning the 

chronological approach i n favour of area studies, and thus to achieve a 

global viewpoint and to portray non-western cultures. 

L i t t l e need be said about the f i r s t of these trends since this i s 

a familiar pattern. I t i s essentially European history writ large—the 

history of western c i v i l i z a t i o n , as one writer has irreverently put i t , 
7 

with an "Afro-Asian f i g leaf." I t changes by addition. Either the 

course i s enlarged to accommodate the new material, or i t i s kept to a 

reasonable size by abridgement, i f the previous content of the course i s 

retained essentially as before. I t has become distended as archaeologists 

have pushed knowledge further back, as historians have broadened their 

inquiries to include social, economic, intellectual and other aspects of 

l i f e , and as elements of non-European history have been incorporated. 

As more material i s included, the history becomes increasingly general

ized and abstract. 

The second trend owes something to these considerations. Bather 

than being based on a theoretical view of world history, these programmes 

are derived from pragmatic considerations. They reject the generalized 

survey which gives a running account of events 'from Genesis to Nemesis1 

'Leften S. Stavrianos, "A Global Perspective i n the Organization 
of World History," i n Engle (ed.), op_. c i t . 
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and select certain periods for depth study on the basis of student needs 
which they consider to be of first importance. 

One example of this approach is the course planned by a profes-
8 

sional historian, Joseph Strayer. Topics are rigorously selected on 
the basis of five principles. First, a solid basis should be laid for 
intelligent comparison. This means learning the history of one c i v i l i 
zation in detail. He choose western civilization and selects for treat
ment! Greece in the fifth century B.C.; Rome in the first and second 
centuries A.D.; the great period of medieval history (1150-1250); the 
seventeenth century; and the period from 1789 to the present. Second, 
one period should come from the pre-industrial age. This will be helpful 
in understanding the problems which confront a very large part of the 
world today. Third, one other civilization should be studied so that 
the student is reminded that other civilizations have existed, that they 
have found solutions to common human problems, and that some of these 
solutions s t i l l have significant influence on other parts of the world. 
The civilization should be studied at two periods—one when It reached a 
peak in its development, and another in which i t is being influenced by 
the West. Fourth, the nineteenth and twentieth centuries should be 
studied in more detail than any other period, since this is a period in 
which change has been most rapid and drastic, in which contacts among 
different civilizations have been most persistent and effective, and in 
which we find the roots of most of our present problems. 

Joseph R. Strayer, "The Organization of World History Around the 
Study in Depth of Selected Cases," in Engle, op_. cit., pp. 613-616. 
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A modification of Strayer's plan has been proposed by Genevieve 
9 

Berkhofer, who favours a more s t r i c t l y chronological organization with 

a study of selected eras which would make i t easier f o r pupils to "under

stand relationships between people's cultural assumptions and their eco

nomic, social and p o l i t i c a l i n s t i t u t i o n s . I t would also make i t 

easier for pupils to develop a good time framework. Her plan would begin 

with the High Middle Ages and include the study of one non-western culture 

i n i t s entirety: 

The High Middle Ages ( 1 0 5 0-1200) 
The Rise of Modern Europe ( 1 5 0 0-1714) 

(Reformation, Developments i n science and philosophy. Development 
of national states, with England and France as examples.) 

Era of Revolutions ( 1 7 5 0-1848) 
(The Enlightenment; sci e n t i f i c and industrial revolutions; democratic 
revolutions and the rise of nationalism) 

Era of European Expansion and Conflict (1870-1945) 
Area Study of China 

The Decline of Colonialism and the Era of the Cold War (1945 to date) 

Another course organized along these lines i s that devised by Edith 

West. By de-emphasizing details of dynasties, p o l i t i c a l figures, and 

wars, i t makes time for the study i n depth of selected topics. The pro

posal, according to i t s author, provides a "socio-economic account which 
11 

might well f i t the definition of history as 'illustrated sociology.•" 

Although the course includes material on p o l i t i c a l developments and com-

^Edith West, "Ways of Organizing a World History Course,'* i n Engle, 
op. c i t . . pp. 606-607. 

1 0 I b i d . , p. 606. 
i : i I b i d . , p. 608. 
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parative governments, i t "focuses on anthropological and economic con-

12 
cepts." I t i s designed to emphasize the great cultural revolutions 
when "drastic and rapid changes took place i n a l l aspects of l i f e as a 

13 
result of basic discoveries and inventions" although units on Ancient 

Egypt and the High Middle Ages are included to i l l u s t r a t e the greatly de

creased rate of change between revolutions and the basic similarity i n 

daily l i f e i n two eras widely separated i n time. The outline suggests 

the following topics: 
Prehistoric Times 

The Development of Human Beings 
The Development of Races 
The Two Great Cultural Revolutions of Prehistoric Times 

(studied around the world) (Changes i n way of l i f e resulting 
from discovery of f i r e and development of tools, and from 
domestication of plants and animals.) 

Life i n Ancient Egypt 
(How the Egyptians solved the economic problem of scarcity 
through tradition and command. The interrelationships between the 
economy and other institutions.) 

Life During the High Middle Ages 
(How the people of Western Europe solved the economic problem of 
scarcity through tradition and command. The interrelationships 
among institutions, and between institutions and cultural assump
tions.) 

The Scientific and Industrial Revolution: The Third Great Cultural 
Revolution i n History 

The World i n Conflict i n the Twentieth Century: An Example of 
Culture Lag Between Scientific and P o l i t i c a l Change 

Attempts of Underdeveloped Nations to Catch up with the Western 
World 

1 2 I b i d . , p. 607. 1 3 I b i d . 



374 

Area Study of the U.S.S.R.: An Attempt to Industrialize Through 
Communism 

Area Study of India: An Attempt to Industrialize Through Demo
cratic Socialism and a Mixed Economy 

The t h i r d trend i s towards area studies. In the area study ap

proach to world history, the course units are focused on societies or 

culture areas. The history of each i s treated and the culture i s por

trayed. This approach i s an attempt to move away from a European-

centred history and to achieve a global viewpoint. 

The two best-known examples of this approach are the schemes of 

W and St*,rUnos. 1 5 

Ewing's approach i s anthropological; her purpose i s to present 

"the story of the whole way of l i v i n g of a people. The study of the 

society i s organized around six themes, "the six main keys to the under-
17 

standing of a society": (1) the geographical environment, (2) the 

technology, (3) the organizations of people for l i v i n g together, (4) 

other aspects of the culture such as art, language, literature, and 

philosophy, (5) the interrelationships of a l l parts of the culture, and 

(6) relations with other societies. 

i^Ethel E. Ewing, Our Widening World (New York: Rank McNally, 
1958). 

•^Leften S. Stavrianos et a l . , A Global History of Man (Boston: 
Allyn and Bacon, 1962). ~ 

lowing, o£. cit., p. 2. 
l?Ibid. 
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The seven great societies described are: Far Eastern (China, 

Korea, and Japan taught separately), Indian (and Southeast Asia taught 

separately), Moslem, Slavic, Western European, Anglo-American, and Latin 

American. The study of each society i s presented i n three parts; f i r s t , 

a study of i t s origins and growth; second, a portrait of each traditional 

society "before the people of Western European society brought new ideas 
18 

and techniques and forced the older society to make great changes"; 

third, the present-day struggle of each society to adapt to the changes 

of the twentieth century. 

Thus, the major emphasis of the Ewing scheme for world history 

f a l l s on the study of societies as separate entities, and l i t t l e emphasis 

i s given to their relations with other societies, except i n the modern 

age when these societies are struggling to adapt their culture to the 

impact of the West. World history, i n this view, i s an aggregate of the 

histories of societies, to a l l intents and purposes unrelated and non-

interacting u n t i l the recent past. 

Stavrianos organizes his material on different assumptions. The 

outline of his course i s as follows: 

Part I Men's Physical World 

Part II A Survey of World History 
Man Before C i v i l i z a t i o n 
C i v i l i z e d Man Lives i n Regional Isolation (ancient, 

cl a s s i c a l and medieval c i v i l i z a t i o n s , 3 7 0 0 B.C.-
1 5 0 0 A.D.) 
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C i v i l i z e d Man Lives i n Global Unity (Europe unites the 
world, 1500-1763; Europe dominates the world, 1763-1914; 
Europe's decline and triumph, 1914- ) 

Part III The World's Major Culture Areas 
United States 
Soviet Union 
Latin America 
Middle East 
India 
China 
Sub-Sahara Africa 

Part IV Global History Today and Tomorrow 
(Forces that unite and that divide the world; the United 
Nations) 

The survey of world history i s "an overview of the entire history 

of man from a consistent global viewpoint. M I t i s essential, according 

to Stavrianos, i n order to make clear the dynamics of world history and 

i t s regional interrelationships. Compartmentalized study of a given 

region loses much of i t s value i f i t i s not preceded by an understanding 

of the relationship of that region with others and with world history 

as a whole. A student with no background i n the overall history of man 

w i l l be more confused than enlightened by starting the year with the 
19 

bone oracles of the Shang dynasty of China. This view implies a c r i t i 

cism of Swing's rationale and organization, particularly i n the last 

statement, since Ewing's book does indeed begin with a reference to the 

bone oracles of the Shang dynasty. When the structure of the whole has 

been c l a r i f i e d , then the study of i t s parts (or regions) becomes meaning

f u l and comprehensible. A study of the histories and cultures of some 

Stavrianos, i n Engle, o£. c i t . , p. 618. 
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or a l l of the regions can then be undertaken i n depth. 

The treatment of the regions or culture areas i s also different 

from Swing's. The focus i s on the present. Each area i s treated i n 

terms of four categories: basic facts, p o l i t i c s , economics, and culture. 

Basic facts includes material on the geography, the people, and h i s t o r i 

cal periods, and occasionally such cultural features as language and 

religion. The method of treatment i s f i r s t to describe present con

ditions and institutions, and then to explain them by a "flashback" 

technique which traces their historical development. I t i s claimed for 

this method that i t helps to cope with the problem of which topics to 

select for treatment "by confining attention to those events and forces 
20 

and personalities i n the past that help to explain the present." And 

he hastens to defend himself from the "purists who are wont to deprecate 
21 

what they term present-mindedness" by enjoining them to consider the 

statement of C. V. Wedgwood to the effect that too many historians have 

turned deliberately from the present to the past, to consider with mis

guided conscientiousness their duty to the dead, a nonsensical attitude 
22 

since no one has a duty to the dead except i n relation to the l i v i n g . 

This i s not a comprehensive survey of the present situation i n 

the f i e l d of world history i n the United States. The courses b r i e f l y 

described above are merely a few of the more infl u e n t i a l proposals. They 
2 0 I b i d . , p. 619. 2 1 I b i d . 

C. V. Wedgwood, Velvet Studies (London: Jonathan Cape, 19^6), 

P. 157. 
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axe chosen as examples of distinct approaches to the problem of con

structing world history courses. The purpose here i s not to assess 

their value, but to examine them i n order to place i n some perspective 

the par a l l e l situation i n Canada. 

It i s necessary to take care not to over-emphasize the similarities 

by omitting to mention important differences. In the United States great

er resources have been given over to the study of the problem. The 

Stavrianos scheme and textbook were the result of the work of the World 

History Project of Northwestern University which received generous f i -
23 

nancial support from the Carnegie Corporation. The textbook was written 

by a team of seven historians. In addition, nation-wide organizations 

such as the National Council for the Social Studies, through meetings and 

publications, have helped to create interest and to provide f a c i l i t i e s for 

the exchange of opinion. However, there s t i l l exists a basic similarity 

i n that i n both countries world history courses are a part of the curriculum, 

and i n both the problem of making changes i n the post-war period has had 

to be faced. 

The most striking difference that emerges from a comparison i s 

the much greater variety of attempts to re-define world history courses 

i n the United States than i n Canada, and within this variety, much more 

determination to break with the traditional European-centred survey and 

to attain a global perspective. This i s most clearly reflected i n the 

area studies approach of Ewing and Stavrianos. Related to this multi-

23stavrianos, A Global History of Man, p. v i . 
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cultural approach i s a much greater use of concepts from the social 

sciences, particularly anthropology and sociology. Indeed, Swing states 
24 

that her course i s a combination of social anthropology and history. 

In at least one case, the result has been to transform world history i n 

to a sociology. Engle would use the information amassed by historians 

to "construct a model of human behaviour i n organized social groups which 

should describe as accurately as possible how human beings i n any society 

may be expected to behave," and should "venture to forecast the lines of 

development or change which are possible and desirable i n human society."' 

As i n Canada, a great disparity of opinion makes i t obvious that 

this i s a period of transition, and that there i s no basic consensus. 

There i s general agreement that some study of non-western societies 

should be incorporated i n world history courses, but none as to the 

degree and manner i n which i t should be done. These differences are not 

superficial or unimportant. Stavrianos i n s i s t s that world history i s a 

unity, and he claims to have defined i t s structure and surveyed i t i n 
2 6 

1 5 0 pages i n A Global History of Man (pp. 7 4 - 2 2 2 ) . This structure 

provides the necessary framework into which the depth studies of the 

selected cultures are f i t t e d . I t i s necessary because without i t the 

2Z*Ewing, op_. c i t . , p. 2 . 

2^Engle, op_. c i t . , p. 5 5 9 . 

26Engle (ed.), op_. c i t . , p. 6 1 8 . 
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study of the parts i s not f u l l y comprehensible. In this view he differs 

from the others. Ewing's selected societies are studied separately, and 

no overall pattern of world history emerges i n which the societies are 

related. Her world history i s basically a compendium of p a r a l l e l and 

separate culture-histories. Strayer and Berkhofer envisage no general 

pattern of related events which could be called world history. Their 

plan for world history i s a series of relatively discrete topics chosen 

with the purpose of providing the student with the opportunity to attain 

specific s k i l l s and understandings through depth studies. West concen

trates on the great cultural revolutions of history, but, as i n the case 

of the others, does not relate them to a unifying framework. 

Perhaps the most interesting single idea that emerges from this 

mass of competing ideas and schemes i s Stavrianos* theory of world his

tory written from "a consistent global viewpoint." Stavrianos' own 

elaboration of i t , and i t s relation to the theories of other historians 

who have examined this problem, has been reviewed earlier i n the study. 

See Chapter XVII, Historians and World History, 


