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ABSTRACT

The beginning of history as a modern disciplin¢h@ late eighteenth century and
early nineteenth century was under the influenca strong nationalist context. The
main purposes of history were to legitimate the rging nations as the new political
order and the construction of a national identityhe new citizens. In order to achieve
these goals, the romantic historiography of theste@ienth century nationalized history
in every nation by establishing a link from thetdig past to the current nation. It was
hoped that history provided the nation and its memsla natural and immemorial origin
that somehow legitimized the new political situatidhus, on each nation the romantic
historiography produced a narrative depicting tagom’s evolution from antiquity to
its golden era. These national narratives - mdsised on myths and legends and not as
much on historical facts - became unquestionabtégrof each nation's past.

However, in the late twentieth century a new disegry approach emerged
within the disciplines of history, sociology andlifoal science. This disciplinary
approach highlighted the modern and constructedr@aif the national phenomenon.
Due to the development of cognitive studies in psya@gy and other disciplines, an
interest in understanding the very nature of hisabiknowledge and historical thinking
came up, putting aside the political uses of hyst&ome of these studies have stressed
the relevance of historical thinking as a specifiay of thinking understood as the
manner in which experts use, interpret and produgstorical knowledge.
Understanding certain concepts central to the faiéldistory also has become decisive.
This new disciplinary approach of history is oftggposed to the common romantic and

national interpretation of history.

This dissertation starts from the analysis of tkaston between these two
approaches, the romantic - still in force todayhd ghe modern disciplinary one. The
concepts of nation and national identity and thstdnical narratives built around them
are the key elements on which this tension is ésheal. Focusing on these elements,
this dissertation intends to make a theoretical antpirical contribution to the

development of historical knowledge and the teaghimd learning of history.



To this end, in the following chapters, we presecbmpilation of seven studies.
In the first one (LOpez & Carretero, 2012) the roléhe nation and national identity in
setting the goals of history is discussed. TheystaVers the different approaches and
debates on the way history should address theseept: As it is discussed, each
approach even entails an epistemological choicardigg the very nature of historical

knowledge.

Regardless of the approach, historical narratives wundoubtedly central to
history. Study 2 examines the influence of narestiv specifically national narratives -
on the construction of historical knowledge (Caret & Lopez, 2010a). The
unquestionable main character of these nationahtnags is the nation. Studies 3 and 4
are focused on how students understand their otvoma herefore, from a conceptual
analysis, Study 3 presents an empirical study an $tadents understand the concept of
nation through their own historical narratives (kap Carretero & Rodriguez-Moneo,
2012a). In the following study, Study 4 gathers ithest relevant works carried out on
students’ understanding of the concept of nationdaoted in different countries in

recent years (Carretero, Lopez, Gonzalez & Rodedueneo, 2012).

To determine the influence of identity and emotioglaments on understanding
the concepts of nation and national identity, Stadyresents a second empirical work
conducted with students, which reintroduced thecepts of nation and national
identity but this time using historical content aeding a foreign nation (LOpez,
Carretero & Rodriguez-Moneo, 2012b). Linking studerearning processes of
historical concepts with experts’ historical thingj Study 6 provides an analysis of
historical thought features developed within the dera disciplinary approach
(Carretero & Lopez, 2010b). The study containsrtteen contributions from different
cognitive studies conducted with experts in hist@myd its implications for the
development of historical literacy in students. dfliyy a third empirical study is
presented in Study 7, specifically focused on howpee historians interpret the
concepts of nation and national identity througtiamal narratives (Carretero, Lopez &
Rodriguez-Moneo, 2012).

Therefore, this dissertation makes an empiricakrdmution on the relevance of

the concept of nation and on identity elementddarning and teaching history and for
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the discipline itself. It also aims to contributed@nalyzing and understanding students’
and experts’ historical thinking about these cotgephrough the different theoretical
studies, these empirical contributions are puteiation to some of the central debates

on historical knowledge held in recent decades.



RESUMEN

La historia que surge como disciplina moderna alds del siglo XVIII y
principios del XIX estuvo marcada fuertemente paor aontexto nacionalista. Sus
principales propositos giraban en torno a la legitiion de las naciones que emergian
en ese momento y a la construccion de una identitdonal en los nuevos
ciudadanos. Para ello, la historiografia romantiebsiglo XIX nacionaliz6 la historia
de cada una de las naciones estableciendo un @idesate el pasado mas remoto hasta
el presente nacional. Se pretendia dotar a lamgcgsus miembros de una antigliedad
inmemorial y natural que legitimase el nuevo orgetitico. Con este fin, la propia
historiografia romantica de cada nacion produjo nex@ativa que recogiera el devenir
de la nacion desde la antigledad hasta su apogt@s Barrativas nacionales, mas
fundamentadas en mitos y leyendas que en hechti®idos, se perpetuaron como

verdades incuestionables del pasado de cada nacion.

Sin embargo, desde finales del siglo XX aparecdrdate las disciplinas de la
historia, la sociologia y las ciencias politicas,nuevo enfoque disciplinar que pone de
manifiesto el caracter construido y moderno debfeeno nacional. De la mano del
desarrollo de los estudios cognitivos en psicolgoddras disciplinas, surgié un interés
por comprender la naturaleza del conocimiento yeelsamiento histérico, mas alla de
sus usos politicos. Algunos de estos trabajos bastp de relevancia la existencia de
un pensamiento histérico, entendido como un modaopelesar especifico que los
expertos en historia utilizan cuando producen erfmétan el conocimiento histdrico.
También ha comenzado a tomar importancia el amajedide ciertos conceptos
centrales en el campo de la historia. Este nuevoqaa disciplinar de la historia
aparece en numerosas ocasiones como opuesto al matintico nacional tan

frecuentemente encontrado en historia.

Esta tesis parte del analisis de la tension ergtesedos enfoques, la historia
romantica - aun muy presente en la actualidad|-nyoglerno enfoque disciplinar. Los
conceptos de nacion e identidad nacional y lasatieas historicas construidas en torno
a estos conceptos constituyen los elementos funtates en torno a los cuales se

establecen estas tensiones. La presente tesisarwdoge en estos elementos, pretende
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realizar una contribucién de caracter teérico yieiegal desarrollo del conocimiento y

los procesos de ensefianza y aprendizaje histéricos.

Para ello, en los siguientes capitulos, se presenga compilacion de siete
estudios. En el primero de ellos (L6pez y Carret@fil2) se analiza el papel de la
nacion y la construccién de la identidad nacionlal lzora de establecer los objetivos de
la historia como disciplina. El capitulo recoge dliferentes enfoques y debates sobre el
modo en el que la historia deberia abordar estosepdos. La eleccion de un enfoque u
otro implica incluso una eleccién epistemoldgicapexto a la propia naturaleza del

conocimiento historico.

Independientemente del enfoque por el que se dg@enarrativas historicas
constituyen, sin duda, un elemento central paraskaria. Por esta razon, en el segundo
estudio se presenta un analisis de la influendidod®mato narrativo, y especificamente
de las narrativas nacionales, en la construccibeat®cimiento historico (Carretero y
Lépez, 2010a). Estas narrativas nacionales tienemgorotagonista indiscutible a la
nacion. Desde un nivel de analisis mas concepalastudio 3 presenta un estudio
empirico sobre el modo en el que los estudiantegppenden el concepto de nacién
propia a través de las narrativas historicas dos glismos generan (Lépez, Carretero y
Rodriguez-Moneo, 2012a). En el siguiente estudisijudto 4, se examinan
conjuntamente los trabajos mas relevantes reakza&ao los Ultimos afios sobre la
comprension del concepto de nacion en estudiargesliversos paises (Carretero,
Lépez, Gonzalez y Rodriguez-Moneo, 2012).

Para determinar la influencia de los elementos ti@deins y emocionales
vinculados con la comprension de la nacion y daléamtidad nacional, el estudio 5
recoge un segundo trabajo empirico realizado cudiesites, que retoma los conceptos
de nacion e identidad nacional, pero en esta atasgitizando un contenido historico
referente a una nacion ajena (LOpez, Carretero yriBwez-Moneo, 2012b).
Relacionando los procesos de aprendizaje de caschtoricos de los estudiantes con
el pensamiento histérico de los expertos, el estuliofrece un analisis de las
caracteristicas del pensamiento histérico desadadl desde el enfoque disciplinar
moderno (Carretero y Lopez, 2010b). En dicho cépite recogen las principales

contribuciones de los diferentes estudios cogrstrealizados con expertos en historia
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y sus implicaciones para el desarrollo de la atfabeion historica de los estudiantes.
Finalmente, el estudio 7 presenta un tercer trabajpirico en el que se examina el
modo en el que expertos historiadores interpreiarcbnceptos de nacion e identidad
nacional y comprenden las narrativas nacionalegét@ao, Lopez y Rodriguez-Moneo,
2012).

Por lo tanto, la presente tesis realiza, por uméepana aportacion de caracter
empirico sobre la relevancia del concepto de nagis elementos identitarios para el
aprendizaje y la ensefianza de la historia. Adeprésende contribuir al analisis y la
comprension del pensamiento historico de estudiagteexpertos en torno a estos
conceptos. En los diferentes estudios tedricoasegiortaciones empiricas son puestas
en relacion con algunos de los debates centralbse s&l conocimiento histérico

desarrollados en las ultimas décadas.
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INTRODUCCION GENERAL

1.1.La Nacion y la Ensefianza de la Historia

La asignatura de historia ocupa un lugar parad@icceuanto al interés y al valor
gue se le asocian. En ocasiones los alumnos, pgdpesfesores ponen en duda la
utilidad del conocimiento histérico y la escasaicggion del mismo en la vida
cotidiana. Sin embargo, cuando se mencionan aspectoo el de la identidad nacional
o la memoria colectiva, la historia se trasladanapuimer plano, cobrando una
relevancia que no toma ninguna otra signatura defioulo (Ashby, Foster y Lee,
2009). En ese momento la importancia de la histiveigpasa los limites puramente

académicos para abarcar aspectos politicos, dekwyaociales.

Como sefiala van Der Leeuw-Roord (2009), desafodamante, los mayores
defensores de la utilidad de la historia en lasiedas de Europa y fuera de ésta,
defienden una historia fuertemente basada en fariaisracional. EI argumento es que
las naciones-estado son el pegamento cultural queiene unido a las sociedades y
que dicha cohesion social depende de crear e arauh@ cultura nacional comun en las

escuelas (De Rooij, 2006).

La ensefianza de la historia en la escuela se lmlago a menudo con la
ensefianza de aspectos socializadores, civicosngtad®s (Barton y Levstik, 2008;
Carretero, 2011). Son muchos los estudios que pdeenanifiesto como mediante la
ensefianza de la historia se transmiten valores gosstruyen identidades (Barton y
Levstik, 2008; Carretero, 2011; Hobsbawm, 1997; téétr, 2002). En este sentido, la
ensefianza de la historia en la escuela se ha etedad como insustituible para el
arraigo de la identidad nacional (Alvarez Juncd@12@arretero y Kriger, 2008; Grever
y Stuurman, 2007; Carretero y Montanero, 2008).

A partir del siglo XIX, coincidiendo con el surgiemto de los estados-nacion,

aparecio la idea de que para forjar una unidacdnatilos ciudadanos de las naciones-



INTRODUCCIONGENERAL

estado debian desarrollar un sentimiento de penteme una comunidad, y se penso
gue compartir un pasado, una historia, podria &o@r la formacion de dicho
sentimiento (Smith, 1991). Como consecuencia d& esichos curriculos tradicionales
de historia se llenaron de contenidos nacional@esocka lucha por la independencia,
guerras contra otras naciones, catastrofes naemmple fueron superadas — como la
“Reconquista” en Espafia o la Guerra Civil estadibemse o ejemplos de cémo la
nacion progreso en términos culturales, economic@®ciales (Symcox y Wilschut,
2009; Wils, 2009). Los actores de estos aconteatmgeen su gran mayoria fueron
convertidos en héroes nacionales y las fechas slemismos en celebraciones de
efemérides patrias (Carretero y Kriger, 2006). Aipédel siglo XIX, la historia ya no se
escribia ni al servicio de una dinastia monargniade ninguna institucion eclesiastica.
Con el nacimiento del concepto de nacidon como stsstde la soberania politica, la
nacion pasaba a ser la protagonista central. SRijroina nacionalizacién del pasado,
en la que cada nacion se centraba en recoger gibaoion al progreso universal de la
humanidad (Pérez Garzon, 2001b). Este aumento dmpartancia del papel de la
nacion en la historia no debe sorprendernos sitesen cuenta que la ensefianza de la
misma, que surge a finales del siglo XIX, lo haoa fines marcadamente identitarios,
ligados al espiritu romantico, vinculados a la tamrgion de las naciones (Carretero,
2011).

Como sefalan Symcox y Wilschut (2009), duranteafass 60 y 70 del siglo XX,
hubo un periodo de crisis en la ensefianza detlarihisEl sentimiento general fue que
la historia ya no era tan util para explicar el pomamiento y la naturaleza de las
sociedades como el resto de ciencias socialesofdcaniento del pasado parecia
carecer de importancia en un periodo de rapida mz@eion. Los movimientos
globalizadores, por su parte, parecian dejar etzstd idea de una historia tradicional
basada en las naciones-estado. Esto provocd quamtéieste periodo - al menos en
muchos paises occidentales - el interés en la ansafide la historia fuera
sensiblemente menor. Los politicos y la sociedadegian perder interés en una

asignatura aparentemente sin utilidad en tiempatemos.

El foco de historiadores y educadores se situestoen defender la importancia
de la asignatura de historia y del conocimientthiso en si mismo, una vez despojado

aparentemente de sus usos politicos y socialestrababa de demostrar que el
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CONCEPTS ANDNARRATIVES OFNATION

conocimiento historico si era util después de tgogue la historia constituia un modo
especifico de pensar y razonar. En Inglaterra sédfelSchools Council History 13-16
Project (SCHP), el cuél abogaba por abandonar el curricatbcional centrado en una
narrativa cronolégica de acontecimientos de laotistnacional para proponer una
ensefianza basada en el pensamiento histérico. @dguonceptos basicos de este
pensamiento historico fueron: evaluacion de evi@dspcontinuidad y cambio histérico,
causalidad y empatia histérica (Lee, 2005). Estevmuenfoque enfatizaba la
adquisicion de habilidades histdricas, a menudxperesas de un conocimiento de

acontecimientos cronolégicamente ordenados.

Un nuevo curriculo de la ensefianza de la histst&ba surgiendo, muy diferente
de las reconocibles, y en muchas ocasiones, gsehidtorias patrias. Sin embargo,
muchos criticos de este nuevo enfoque se quejabam éxcesivo énfasis en aprender
habilidades historicas en detrimento de “saber dfat Titulos estadounidenses,
australianos o canadienses, cdmgostors in the Temple, The killing of Historyyho
killed Canadian Historyrecogen este desagrado hacia el nuevo enfoquerf&n y
Grever, 2007). Pero la novedad de este “extrafiaictlo no fue la Unica dificultad

con la que se encontrd este nuevo enfoque disaipli| la ensefianza de la historia.

A partir de los afios 80 y 90, los movimientos debglizacion, migraciones
masivas y enfoques multiculturales fueron haciemths naciones-estado gradualmente
menos reconocibles. La era postmoderna pareciaardagpfronteras nacionales incluso
en lo referente a las identidades nacionales ¢Billi995). Los procesos como el
desarrollo de la Unién Europea también apuntarofaemisma direccion. Como se
defenderian las naciones estado ante esta pérdidal@ancia? Los politicos y la
sociedad volvieron entonces a centrar su interétaemmsefianza de la historia. La
antigua férmula de la construccién nacional volaiatomar de nuevo un papel
importante: una narrativa centrada en un pasadaicgnuna herencia cultural comuan
para inculcar a los ciudadanos el sentimiento deéestino nacional compartido (Grever
y Stuurman, 2007; Symcox y Wilschut, 2009; VanStgdr 2008).



INTRODUCCIONGENERAL

1.1.1. La Nacion como Eje Vertebrador de la Histod: un Fenomeno Global

En ocasiones, la presencia de objetivos identgarigocializadores en el curriculo
oficial suele producirse de un modo sutil (Car@teMontanero, 2008). No obstante, al
hablar del papel de la nacion como eje vertebramota ensefianza de la historia,

podemos hablar mas de un fendmeno ampliamentediciteque de excepciones.

Como indica Ballantyne (2005) las naciones-estadmpnecen como un aspecto
clave, si no comeel aspecto clave, de las narrativas y los analisgtcos. Esta
estrecha relacién entre la nacién y la histori@laaion establecida desde el nacimiento
de los estados-nacion en el siglo XIX - se ha lega denominar como contrato
narrativo (Kaviraj, 1992). Este fendmeno no se tBminicamente a los paises del
ambito occidental, sino que como sefala Ballan{0€5), esta “intima relacion entre
la historia y la nacién ha caracterizado el dedlarde la historia como disciplina en
Asia, Africa, Latino América, y el Pacifico, donkgehistoria ha sido central tanto en el
nacionalismo anti colonial como en los debates qotmtiales sobre la interseccion

entre etnicidad, religiéon y nacion” (p.23).

Como apunta VanSledright (2008), al hablar del castadounidense, las
narrativas sobre el desarrollo nacional y el pregreonstituyen la ensefianza de la
historia en las escuelas. La historia, tal y comemtendida desde la propia disciplina,
raramente es enseflada en las escuelas, donde l@imeniectiva y la celebracion del
patrimonio cultural toman una especial relevantia. enseflanza de la historia es
considerada como un instrumento fundamental a le e ensefar el “credo

americano” a los recién llegados, tanto a los imamtgs como a los nifios en general.

En esta misma linea Peter Finn (2007), hablandacab® ruso en un articulo del
Washington Postcomenta: “con dos nuevos manuales de historieencias sociales
para la ensefianza superior en la escuela, espdtansultores politicos del Kremlin,
las autoridades rusas tratan de imbuir el debatéa etlase con un punto de vista

nacionalista” (para.l1)

Jan Germen Janmaat (2005) sefiala coOmo en paisesuaiggua Union Soviética

como Ukrania, los libros de texto proveen a losstmctores del sentimiento nacional
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con una infinita fuente de materiales basados d@nsny narrativas histoéricas para
fundamentar un discurso nacionalista. Tan relevastel papel de la nacion en la
ensefianza de la historia que estd dividida en damaturas diferentes: Historia
Mundial e Historia de Ukrania. El sistema educagwndUkrania desde su independencia
de la Union Soviética no ha sufrido una reformauestiral profunda. La centralizacion
de la educacién en las escuelas sigue siendo vacterdstica importante. El ministerio
de educacidon ejerce un control total sobre el codde la cantidad y el nivel de
educacion. Para cada asignatura los libros de sext@ometidos a un complejo analisis
y revision. Sélo tras obtener el sello del ministagstos libros son permitidos en las

escuelas de toda Ukrania (Janmaat, 2002; Pops0h).20

En Taiwan nos encontramos con un caso similar.aHelsafio 2002, se utilizaba
un unico libro de texto estandar para la ensefidaza historia. A partir de ese afio, las
escuelas pueden elegir entre cuatro o cinco litbeaexto distintos escritos de acuerdo a
una guia nacional. Pese a que los profesores puddiear otros materiales en las
clases, el gobierno regula la publicacion de lbsos de texto y los contenidos que

tienen que ser memorizados por los alumnos (H2REH).

La presencia de la nacion y de contenidos reladmmaon ésta en el curriculo de
historia en la gran mayoria de los paises eurogigog muy presente en la actualidad.
Asi, la asociacion EUROCLIO, interesada en fomemptadesarrollo de un enfoque
innovador e inclusivo de la historia y la educaditinla ciudadania en Europa - pero
también en crear una identidad de caracter europene de manifiesto la importancia
de las naciones en la ensefianza de la historiast2emodo, cuando se llevé a cabo un
analisis en 2003 sobre qué dimensidon habia aun®niad su presencia en el curriculo
(nacional, regional, europea o mundial) desde 188@jstoria nacional resulté ser la
gue mas habia aumentado (Van der Leeuw-Roord, Z0R¥). En 2004 los paises
miembros de EUROCLIO fueron preguntados si estatmtisfechos o no con la
proporcion de diferentes dimensiones geograficasakl regional, nacional, europea, y
mundial- en la ensefianza de la historia. Nuevamardenension con mayor grado de
satisfaccion resultd ser la de la historia nacio(®il, 68%), mientras que otras
dimensiones como la historia local (No, 51%) o aagl (No, 52%) revelaron cierta
insatisfaccion. La idea que se desprende es gudenttamentacion nacional de los

curriculos y libros de texto en Europa no han cadidemasiado desde 1989. Incluso
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se puede apreciar un aumento de los enfoques fuamiados en la nacion, recurriendo
a una metodologia tradicional de la ensefianza distiaria (Mak, 2005). Como sefiald
Van der Leeuw-Roord (2007), para 2008, la ensefidaa historia nacional aparecia
como un contenido central en la agenda de muchisepauropeos. Desde diversos
ambitos - el politico, los medios de comunicacianauso los propios historiadores -
se hace hincapié en que el publico general tierefaita de conocimiento histérico
nacional. Para solventar esta carencia, en un geegriente de paises los politicos
abogan por un incremento de la historia nacionalekewrurriculum. En la misma
direccion, se pretende cambiar las narrativas natgs escolares dotando de un énfasis

mayor a sus propios periodos heroicos nacionalésménacion étnica o religiosa.

En paises como Holanda, los debates sobre el gumaode historia han llevado a
introducir el términocanon para describir el conocimiento obligatorio que los
estudiantes deben aprender sobre la historia yltara de Holanda (Grever, 2006). El
canonaplicado a la historia defiende la idea de una grarativa histérica, donde se
seleccionan determinadas figuras, eventos, ideaslgres, en defensa de unas
determinadas perspectivas y explicaciones (Stuuryn@rever, 2007). Como sefala
Van der Leeuw-Roord (2004), el objetivo explicite  introduccion de un canon
nacional sobre el conocimiento histérico no es qgtre fortalecer la memoria colectiva

de Holanda.

Incluso en Gran Bretafia, uno de los principalesdatel surgimiento del enfoque
disciplinar de la ensefianza de la historia, eletadp de educacién en 2005, Tim
Collins, defendia la idea de crear un nuevo cuwide historia basado en la herencia
comun, que hiciera posible la supervivencia deal@dn britanica (Stuurman y Grever,

2007). En la misma linea, en 2012, el Secretaribdigacion, Michael Gove afirmaba:

We need to ensure our GCSEs and national curricudmenbetter aligned and
critically they're better aligned so that our stude have a better understanding of
the linear narrative of British history and Britagsnimpact on the world and the

world's impact on Britair(Vasagar, 2012, para. 8).
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También en Dinamarca, tradicionalmente un pais oma perspectiva
internacional, el nuevo curriculum de historia nitgesin marcado interés por potenciar

la historia nacional (Van der Leeuw-Roord, 2007).

1.2. Historia Romantica e Historia Disciplinar: Objetivos en Conflicto

El gran predominio de la nacion en el &mbito déifdoria junto con los usos
identitarios de la misma, ha llevado a los histtoias a plantear una diferenciacion

entre estas practicas y la propia historia comoigliaa.

Esta diferenciacion se basa fundamentalmente evbjesivos que se le atribuyen
a la historia. Asi, desde el enfoque romanticoi¢radal se persiguen unos objetivos
que ya hemos identificado con un caracter mas @makly afectivo, centrados en la
construccion de una identidad nacional en los dadas (Carretero, 2011). Este
enfoque roméantico también ha sido denominado coimfer@dmeno heritage en
referencia a su vision de la historia como un painio nacional que debe ser
conservado (Kammen, 1989; Lowenthal, 1998; Van&jadr2008). Se trata de una
vision simplificada de la historia que tiende augpgrr diferentes historias en una Unica
narrativa para forjar una identidad comun alredetioifa nacion. Conjuntamente con
los objetivos identitarios surgen otros relaciorsadon el compromiso y la lealtad a la
nacion (Barton y Levstik, 2008). Con la historia geetende anudar fidelidades
politicas, sustentadas fundamentalmente en la neertéa nacional (Pérez Garzon,
2001a). Incluso en ocasiones el fendmémoitage se ha asimilado con fenémenos
religiosos ya que descansa sobre demostraciorfesna@s que sobre pruebas cientificas
(Lowenthal, 1998). En lugar de realizar un analiida historia en busca de respuestas
y nuevas preguntas se trata de celebrar y predargstoria como parte del patrimonio

nacional.

Por el contrario, desde el enfoque disciplinar @ctios objetivos que se plantean
poseen un caracter mas ilustrado, centrados edgaisicion de unas habilidades y
conocimientos propios de la disciplina que confarneh pensamiento historico (Lee,
2004; Seixas, 2004; Voss y Wiley, 2006; Winebur@®1). Mas que habilidades para
memorizar una historia oficial, se trata de comgegrtomo se produce el conocimiento

historico y adquirir las capacidades para prodyctomprender dicho conocimiento.
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Asi, la evaluacion de fuentes historicas, el peisatm critico, la comprension del

tiempo y el cambio historico, la causalidad his#@rio la contextualizacién de las
fuentes histéricas y sus autores, son algunas siddhilidades presentes en lo que
podriamos denominar una adecuada alfabetizacidaribes (para una aproximacion

psicolégica de estas habilidades véase Carretetpgz, 2010b). No se trata, pues, de
mirar hacia el pasado en busca de una respuestadamente, sino en busca de nuevas
preguntas y problemas, en un proceso de interpdatgcreconstruccion constante. Se
trata de un proceso complejo, dificil de analizam constantes dificultades y, en la

mayoria de las ocasiones, falto de respuestag$acitonsensuadas.

Las diferencias entre el enfoque romantico y etigimar van mas alla de los
objetivos que se plantean para la historia desdeywtiro. Esto es, la propia naturaleza
de la disciplina y del conocimiento histérico seiniduenciada por esta diferenciacion.
Desde el enfoque romantico, el pasado se conwerign ideal del presente. Posee un
valor fundamentalmente ético y legitimador. Som&stalores los que otorgan valor a la
historia. El pasado se elabora de manera miticdedgpara el presente (Salas, 2010).
Asi, pasado y presente guardan una relacion dejaeraey familiaridad. Las personas
del presente son vistas como herederas del pdsad@rencia del pasado constituye un
marco de referencia para nuestra conducta del mieesor lo tanto, esta vision del
pasado nos ofrece una satisfactoria sensaciomubai@dad, que nos hace interesarnos
por conocer el pasado para re-conocernos a nosotisos. Como en un album
familiar, el enfoque romantico recoge los event@s rielices y dignos de recordar del
pasado nacional, que se convierte en motivo deradibin y celebracion (Carretero,
2011). El pasado se convierte en un elemento @stgtie debe ser preservado. La
historia romantica entiende que este pasado vemlagerecoge fundamentalmente en
las narrativas nacionales. Como el album de fotmsilfar, podemos acudir a estas
narrativas siempre que queramos revisitar nuesésadgo. Asi, para el enfoque
romantico, la historia es algo que podemos contalecomo fue, que esta de algun
modo esculpido en piedra. Por tanto, el conocimidnstorico es fundamentalmente

una narrativa que recoge ese pasado.

Sin embargo, desde el enfoque disciplinar la mifa@iea el pasado no es una
mirada familiar, sino que esta llena de elementos Qos producen sorpresa y

extrafieza. Las personas en el pasado no pensdbarsa® modo que lo hacemos hoy

8
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en dia, no tenian los mismo intereses ni las misprascupaciones. Cuanto mas
conocemos sobre ellas y sobre el pasado, mas ooiectemamos de las sorprendentes
diferencias con nuestro presente. Por lo tant@ paenfoque disciplinar, conocer el
pasado no es una sencilla tarea de reconocer diggrfamiliares de nuestro presente en
un tiempo anterior, sino un complejo proceso deprender lo ajeno, lo diferente y lo
extrafio (Lowenthal, 1985; Wineburg, 2001). Se tdeantentar comprender el pasado
desde el mismo pasado, no desde y para el predergeisamente el trabajo del
historiador debe consistir en desprenderse lo n@axiosible de esa sensacion de
familiaridad con el pasado para poder comprend@dse a ello, el pasado siempre es
moldeado por los objetivos del historiador y poc@itexto del presente. Por lo tanto, la
historia se convierte en una constante reintergitatay reelaboracion del pasado. El
pasado, lejos de estar esculpido en piedra es medipamico y cambiante. Para el
enfoque disciplinar existen historias falsas oreee®, pero no existe una unica historia
verdadera. El conocimiento historico no se centrécaimente en las narrativas
histéricas, sino que éstas son vistas como unarhamnta cultural mas para conocer el
pasado. Otros elementos distintos a las narratte@isan relevancia dentro de este
enfoque. Asi, el analisis de conceptos histériadrales forma también parte de los
objetivos de este enfoque disciplinar. Especialmesievante es el analisis del cambio
de significado que sufren conceptos como demogramialucién o nacion a lo largo de
la historia (Koselleck, 2004). Comprender y coniaektar adecuadamente estos
conceptos resulta de vital importancia a la horaataprender el pasado (Lee, 2005).
Como veremos a lo largo de la presente tesis, dbrde entender conceptos como los
de nacién o identidad nacional puede ser clave lparamprension de la historia como
disciplina. (Lee, 2004; Lee y Ashby, 2001; Winehurg§91; 1998).

Existe, pues, una problemética a la hora de congsfas dos tipos de objetivos -
romanticos y disciplinares - en la ensefianza dhéstaria en la escuela. Autores como
Alvarez Junco (2007), ante la persistencia de bjstivos romanticos en el curriculo de
historia, centrados en la nacion, ven realmenteildéncontrar soluciones. Incluso se
plantea la posibilidad de eliminar la asignaturaHi&toria o bien sustituirla por una
denominada “Mitos y leyendas patrias”. Lowentha98), en su libro tituladd@he
Heritage crusade and the spoils of Histotgmbién aborda esta problematica. Para
Lowenthal, la historiografia actual y el fenOmemaritage conviven enuna situacion

paraddjica. Por un lado historiografia hgritage son entendidos como fendmenos
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antagonistas, contrarios en lo mas fundamentalsi®igjetivos. El fendbmeniweritage
propone Lowenthal, no es en ningliin modo historéahistoriografia explora y explica
un pasado que se hace cada vez mas oscuro y éiskara el enfoquberitage el
pasado y el presente estan muy cercanos, y elnpeese justifica en muchas ocasiones
mediante ese cercano y familiar pasado. Por lwtda distincion entre uno y otro
enfoque se hace vital. Por otro lado, paraddjicanese trata de dos fendmenos
inseparables. Ningun aspecto del fenOmeendtage esta exento por completo de una
realidad histérica y ningun historiador esta totatie al margen del sesheritage.Por
ello, se hace necesario tomar conciencia de esaalacion, asi como tener claro que
los objetivos de uno y otro pueden llegar a selaanayoria de ocasiones, totalmente

opuestos.

Sin duda, optar por unos objetivos romanticos ogbars disciplinares influye de
manera notable tanto en la produccion del conoaitmikistérico como en su ensefianza
y aprendizaje. Desde el nacimiento de la histasiaa disciplina moderna, el formato
narrativo ha constituido una de las principalesgdmientas tanto en el proceso de

produccion del conocimiento historico como en esdéransmision y aprendizaje.

1.3. El Formato Narrativo de la Historia: Narrativas Nacionales

Los debates actuales en torno al papel de elemeatos la nacion y la identidad
nacional en el ambito de la historia tienen su eesccampos como la sociologia, la
politica, la psicologia y la propia historia. Estariedad de enfoques supone que en
ocasiones sea dificil encontrar elementos de mteotnin desde los que abordar el
objeto de estudio. Como sefala Wertsch (2004)pmhdto narrativo constituye un

candidato idéneo en este sentido.

La narracion, mas alla del campo de la historiastituye no solamente un tipo
discursivo, una configuracion textual determinadsino también un modo
especificamente humano de organizar el pensam(€atoetero y Atorresi, 2008). Los
seres humanos interpretamos narrativamente taetiras acciones y comportamientos
como las de los demés, existiendo por tanto, umaigposicibn a organizar la
experiencia de forma narrativa, mediante estrustdeatramas que dotan de significado

a dicha experiencia (Bruner, 1990). De tal modmezisamiento narrativo constituiria
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una modalidad propia y universal del pensamiente gos proporciona modos

caracteristicos de construir la realidad. A la dedéede este caracter universal del
pensamiento narrativo se suman autores como E@@7)1lque sostiene que “somos
animales narradores; solemos dar sentido a las ersforma de narracion” (para una
descripcion del pensamiento narrativo aplicado hidtoria véase, Carretero y Lopez,
2010a).

Como destacan Barton y Levstik (2004), las naragtison una poderosa
herramienta cultural para la comprension de laohet Este formato narrativo esta
presente en muchas de las maneras a través deaidagog acercamos al pasado:
cuentos, mitos, novelas, museos, diarios o pelcda algunas de ellas. Los libros de
texto utilizados en muchos colegios sin duda tamli@i®mo sefiala Von Borries (2009),

la estructura narrativa es una condicion inevitdeléa historia.

Desde una edad muy temprana estamos rodeados grdesuque poseen una
estructura narrativa. Asi, estas herramientasemdtan familiares, aprendemos a como
usarlas desde pequefios e incluso sabemos qué deperar de ellas. Un buen
namero de estudios reflejan que las historias seerdan mejor cuando poseen una
estructura tipicamente narrativa (Mandler, 1984¢luso, podemos considerar que las
narrativas constituyen una buena herramienta paea myestros alumnos manejen
conceptos tan centrales en el aprendizaje detiarii€omo son las relaciones causales
y la temporalidad. Por todo esto, no es de extrafiaralgunos educadores equiparen la
ensefianza de la historia con contar una buenatimar@arton y Levstik, 2004;
VanSledright, 2008).

Merece la pena sefialar que las narrativas, comarhienta organizadora del
conocimiento, estan cargadas de elementos emoetoralidentitarios. Es decir,
solemos atribuir intenciones, juicios morales yw#or a los protagonistas de las
narrativas y también solemos identificarnos comt@seprotagonistas de las mismas y
no con otros. Las narrativas y los contenidos hié especificamente generan muy a
menudo respuestas Yy juicios morales. Solemos @mjuas acciones del pasado como
“justas” o “injustas”, como “admirables” o “reprdilas”, y calificar a los protagonistas
de estas acciones como “héroes” o “villanos”. Cammentan Barton y Levstik (2004),

posicionarnos moralmente es algo ineludible cuarmdoencontramos con el pasado.
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Sin duda, las narrativas mas frecuentes en el andst la historia son las
narrativas nacionales (Barton y Levstik, 2004; &ary McCully, 2005; Carretero,
2011; Carretero y Lopez, 2010a). Reconociendo méctar positivo de algunas de las
caracteristicas del formato narrativo para el conento historico, también es
importante tener en cuenta alguna de sus limitasioEstas narrativas nacionales
poseen fundamentalmente unas caracteristicasaleotipantico. Se trata de narraciones
cerradas que tratan de dibujar una clara linea eftpasado, el presente y el futuro,

haciendo a la nacién una perenne protagonista. Gefia Balibar (1991):

La historia de las naciones, empezando por la rajesé nos ha presentado
siempre con las caracteristicas de un relato quattéduye la continuidad de un
sujeto. De este modo, la formacion de la naciémemgacomo la culminacion de
un “"proyecto” secular, jalonado de etapas y de son conciencia que los
perjuicios de los historiadores presentaran con® anm@enos decisivas, pero que,
de todas formas, se inscriben en un esquema idéptide la manifestacion de la

personalidad nacional. (p. 135)

Las narraciones nacionales suelen valorar en tésmpositivos las acciones del
propio grupo nacional, fundamentando sus argumestio®rminos esencialistas y no
historicos. En ellas, se recuperan de maneracdtientos historicos y sus personajes,
gue son transformados en héroes nacionales. Lasefugue ponen en conflicto una
vision complaciente de la propia nacion suelerresginazadas u olvidadas (Carretero y
Montanero, 2008). Como ya sefalaba Renan (1882),18b0lvido, e incluso el error
historico, son un factor esencial en la creaciorumi nacion. No es de extrafiar, por
tanto, que el progreso de los estudios histéricmsrgvisan estas narrativas nacionales

romanticas sea visto como un peligro para las nisma

Pese a su caracter ahistorico y muchas veces méstas narrativas nacionales
toman un papel central en el curriculo de numergmoses. Asi, Paxton (1990) y
Alridge (2006), a partir de un exhaustivo analdgdos libros de texto estadounidenses,
ponen de manifiesto que las narrativas sobre losmandgs» hombres y los
acontecimientos que guiaron a Estados Unidos hacideal de progreso y civilizacion
continta siendo la manera prototipica mediantei¢ immuchos historiadores y libros de

texto difunden el conocimiento histérico. Como defdallantyne (2005) estas
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narrativas, ya a principios del siglo XX, se castron en tradiciones de la historia
nacional que - como indica en lo que nos pareceaunagada metéafora- calcificaron en
muchos paises de Europa, asi como en las coloniapems y gran parte de Asia
(Duara, 1995). Estas narrativas nacionales cogstituo que Werstch denomina
schematic narrative template§Werstch, 2006). Son narrativas construidas y
compartidas socialmente, aceptadas por la granniaagle la sociedad como verdades
naturales incuestionables. Estagster narrativessin duda ejercen una influencia en el
modo en el que las personas elaboran sus narrasmescificas sobre determinados

acontecimientos historicos.

Las narrativas histéricas sobre el origen y funilacie las naciones - en muchas
ocasiones apoyadas en relatos miticos y leyengasgan un papel legitimador del
presente. Como ya se ha sefalado, estas narratiateesde establecer una union entre
la identidad de las sociedades actuales y las gueiparon en los eventos del pasado.
Esta vinculacién entre el pasado y el presentaldmmentada en la construcciéon de una
identidad nacional, tiene como objetivo centralaldquisicion de unos elementos
afectivos y emocionales en el estudiante y no tdatale habilidades cognitivas
(Carretero y Montanero, 2008). Practicas como lebcacion de las efemérides patrias
en las escuelas de Latinoamérica o Estados Unidadas que participan los alumnos
incluso antes de comenzar a recibir una instructeémal sobre la historia - son un
claro exponente del componente afectivo y emocigualrodea las historias nacionales
(para un exhaustivo analisis de estas practicas$ easo de Argentina véase Carretero y
Kriger, 2006).

En el campo de la ensefianza de la historia, uneglentlave a la hora de recoger
y transmitir estas narraciones historicas basadds @acion son los libros de texto.
Como recoge Foster (2012)school history texts books in many nations acrbes t
world typically are shaped by two characteristidsirst, they are often overtly
nationalistic. Second, they commonly adopt an iaffisingle “best story” narrative
styl€' (p. 49). VanSledright (2008) destaca como, pareaso estadounidense, el libro
de texto es el depositario mas importante de lasthaas nacionales, que proveen de
forma y sustancia a la formacién del credo amedc&oster (2006) sefiala que en las
tltimas cuatro décadas, los libros de texto estsidenses se han caracterizado por un

éenfasis en el estado-nacion, en el que el objetivcera examinar o reexaminar el
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pasado, sino celebrar los logros de la nacion. Bliwdrecuentemente se minimiza la
larga historia de conflictos intergrupales y éteiade los Estados Unidos, con la

finalidad de fomentar una unién nacional.

En la mayoria de ocasiones, las voces que presestias narrativas nacionales en
los libros de texto son voces impersonales, cuyaridad radica precisamente en los
comienzos de la nacién y en mitos que simbolicaensathan ido consolidando como
verdades absolutas. Otras narrativas que divergéa darrativa oficial o en las que se
ofrecen enfoques alternativos casi siempre ocupaespacio limitado en los libros de
texto. Es importante sefialar que precisamente @sptamn relevantes para el enfoque
disciplinar actual de la historia, como la compgna@ntre distintas fuentes historicas,
la importancia de identificar el autor y el progosile los textos, o la idea de que no
existe una unica historia donde se recojan verdabggivas, son fundamentalmente
contrarios a los que caracterizan las narrativasonales. El problema radica en que,
como comenta Foster (2012), las naciones que artiliqu sistema educativo para
fomentar el orgullo y la unidad nacional no tiemamones para favorecer el uso de
narrativas multiples o conflictivas que favorezcah desarrollo de un enfoque

disciplinar.

Sin embargo, no en todos los paises los librosexi® tpresentan una narrativa
cerrada con objetivos fundamentalmente identitaimsinglaterra, por ejemplo, existe
un énfasis en comprender el libro de texto como fupate textual mas a la hora de
ensefar la asignatura en las escuelas. Se tratf@eder una herramienta que favorezca
la comprension del caracter interpretativo y en mascocasiones conflictivo de la
historia (Foster, 2012). No obstante, este enfatis@plinar en Inglaterra parece ser
mas la excepcion que la norma entre las naciotadee§vVanSledright, 2008; van Der
Leeuw-Roord, 2009).

Por altimo, es relevante destacar que los textoslags no son el Unico medio a
través del cual se da forma a la identidad nacigrsa reafirma un enfoque romantico
de la historia. En muchas ocasiones podemos eacadte mismo enfoque identitario
en novelas de divulgacion histdrica, museos (Asepnstol, 2012; Gonzalez de Oleaga,
2012) peliculas (Wineburg, Mosborg y Porat, 20@h)memoriales publicos destinados

al recuerdo de algun acontecimiento o personajemacWineburg, Mosborg, Porat y
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Duncan, 2007) (piénsese, por ejemplo, en el famwsonorial de Lincoln en
Washington D.C. o en los cercanos a éste de laayderVietnam o la Primera Guerra

Mundial), o en las ya mencionadas efemérides gai@iarretero y Kriger, 2008).

1.3.1. Implicaciones del Uso de las Narrativas Namales para el Aprendizaje de la

Historia

Es importante sefialar que un excesivo peso dalaativas en la ensefianza de la
historia puede producir una serie de sesgos erorgm@nsion historica (Barton y
Levstik, 2004). Las narrativas nacionales - tamoeé ambito formal como en el
informal - son un medio fundamental a través del éns alumnos aprenden el pasado
de su nacion (Foster, 2012). Estas narrativas nalgs, como se ha sefalado, buscan
construir una imagen positiva del propio grupo. Botanto, cuentan unas historias y
otras no. Hablan de unos personajes centrales erajarente convertidos en héroes
nacionales - pero olvidan a otros, que en ocasipneden llegar a ser grupos sociales
enteros. Por lo tanto, inevitablemente, estas ciamas producen una simplificacion de
la historia. Como sefiala Alridge (2006) al hablarlds narrativas presentes en los
libros de texto estadounidenses, éstos presentamativas discretas, heroicas y
unidimensionales que niegan al estudiante un comento complejo, fidedigno y

preciso de los acontecimientos historicos.

Diversos trabajos ponen de manifiesto como las atiaas nacionales de
numerosos paises seleccionan qué y también cémarceinpasado, con objetivos
fundamentalmente ideologicos que apoyen la corstmde la unidad nacional. Asi,
por ejemplo, Crawford y Foster (2007) sefialan c@mscestudiantes de China, Francia,
Alemania, Japén, Estados Unidos y Reino Unido, jaanaarrativas muy distintas
sobre la Segunda Guerra Mundial, en las que cadé@amaonstruye una interpretacion
nacional del pasado. Un fendbmeno similar se enganirlos analisis de las narrativas
de los libros de texto utilizados en Espafia y Mejisobre el denominado
“Descubrimiento” de América (Carretero, Jacott ypep-Manjon, 2002). Asi, las
narrativas nacionales suelen presentar a los akimmicamente una visién -

generalmente sesgada a favor del propio grupo maciale la historia.
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Por tanto, una de las implicaciones fundamenta&#sudo de estas narrativas
nacionales tiene que ver con la capacidad de cqtaersl punto de vista del otro.
Como indica Wertsch (1998) en un estudio sobréa®lde la historia estadounidense,
muy pocos participantes introducen ironias endtetgs o comentarios que dan cuenta
de conflictos entre interpretaciones, la mayorida@propiado de la version historica

oficial y la reproduce casi sin matices.

Este tipo de narrativas no solo disminuye la imguria de estas «otras historias»,
sino que influye en el tipo de explicaciones casatjue los alumnos dan a
determinados acontecimientos histéricos. Ideasralest como la busqueda de la
libertad y del progreso nacional suelen fundamela@mnarrativas de muchos eventos
historicos. Por ejemplo, al hablar de la Segundar@uMundial o la guerra de Vietnam,
alumnos estadounidenses suelen explicar la patidip de Estados Unidos en estos
conflictos con frases como “para ayudar a otra egemistabamos luchando por otra
gente” o “para ayudar a los viethamitas” (Bartobeystik, 2004). Incluso, el caracter
atemporal de la nacién defendido por estas naastsuele servir de base legitimadora
para la posesion de determinados territorios. Hlor @ menudo las explicaciones
causales de los alumnos suelen apelar a esto®sopacionales para justificar ciertos
acontecimientos historicos (véase Barton y Lev&iK4, para el caso estadounidense o

Carretero, Rosa y Gonzalez, 2006, para el arggntino

Estas narrativas nacionales no sélo atribuyen eaqbnes causales positivas de
los eventos nacionales, sino que también preteti@d@smitir enseflanzas morales.
Normalmente las acciones de la propia nacion sigjadas no sélo como justas, sino
como dignas de admiracién. Los protagonistas nat@enson tratados como héroes
dignos de ser imitados por las generaciones futuPas tanto, estas narrativas
establecen claramente un posicionamiento moral t&specto al propio grupo nacional

como al “otro”.

Por dltimo, el abundante uso de estas narrativeismales suele producir que los
estudiantes - e incluso en ocasiones los propiofegores - dejen de considerar las
narrativas como una herramienta mas a la hora geiradun conocimiento historico
para ser consideradas la historia en si (Bartorewstik, 2004, 2008; VanSledright,

2008). Esta idea es secundada en numerosas osapion®ds propios libros de texto,
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en los que es dificil encontrar expresiones del tgesde este punto de vista” o “en mi
opinion”, ya que suelen estar despojados de eseqemfpersonal, intencional y
subjetivo, dificultando a los alumnos entendeegtd como una herramienta producida

por un autor o autores en concreto (Wineburg, 120Q1).

Por lo tanto, pese a que el uso del formato naoghosee algunas ventajas
importantes a la hora de ensefar y aprender lasfmirece que una ensefianza centrada
en las narrativas nacionales puede implicar laiegiparde una serie de sesgos en la
comprension historica. La simplificacion, explicawes causales sesgadas, el olvido de
historias alternativas o la identificacion de lasrativas con la historia en si en lugar de
como herramienta del conocimiento son algunaslds @arretero y Lopez, 2010a).

1.4. Historia e Identidad Nacional

Ya hemos visto cOmo en numerosos paises el prinoijetivo de la ensefianza
de la historia es la construccion de un sentimieletidentidad nacional. Se espera que
los estudiantes establezcan un vinculo con el pasadional. Sin embargo, este
objetivo identitario es muy distinto al de explods manera histérica como el pasado
ha conducido al presente nacional. La vinculacitamiitaria recae mas en el campo de
lo subjetivo, incluso del adoctrinamiento. Comoidat Barton y Levstik (2004), la
identificacion con el pasado es mas parecida aunde fe, en el que se trata de espejar
un pasado remoto con el presente. En ese senitigmoeso de identificacion se refleja
en la idea de que conociendo nuestros origenestraupasado, podemos conocer
quiénes somos hoy. A través de las historias ranamnhacionales, se pretende ensefar
a los estudiantes cual es “nuestro” origen y comus6tros” nos hemos convertido en
lo que somos hoy. Como hemos visto al analizan#&sativas nacionales, el objetivo
no es dar una explicacion precisa del pasado, ég@sarrollar un vinculo entre los
estudiantes y la nacion (Rosa, Blanco, Traviesaebfay Diaz, 1997). Recientemente
se han producido numerosos debates en torno dl gpagelebe o no jugar la historia en
el desarrollo de la identidad nacional (Barton, 20Carretero, 2011; Grever y
Stuurman, 2007; Lopez & Carretero, 2012). Pero lgsuson las implicaciones que
tiene este componente identitario en los alumrgs gprendizaje de la historia?
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Desde el enfoque tradicional de la ensefianza destaria se espera que los
alumnos desarrollen un sentimiento de identidaibnat Este sentimiento de identidad
nacional pretende crear unos vinculos emocionalsiiyos con la historia de la propia
nacion, es decir, con el pasado. Esto se consigue cesultado de un repetido énfasis
en la historia nacional - fundamentalmente a tral@das narrativas nacionales - y
gracias al modo altamente positivo en la que sesgmtadas estas historias nacionales
(Barton, 2009). Este aprendizaje emocional e ithemdi se produce, en ocasiones,
incluso antes de comenzar a recibir una ensefanzelf en la asignatura de Historia.
Es el caso de las ya mencionadas celebracioneasdefémeérides patrias (Carretero
2011; Carretero y Kriger, 2006). Los alumnos, coem el caso de Argentina,
comienzan a participar en estas celebraciones @esdan tempranas como los dos
afos. También es popularmente conocido el casdastalense. Es muy habitual ver
como los nifios reviven en primera persona la hestbe su nacion, disfrazandose de los
padres fundadores como George Washington o Lincoheyiviendo el primer accion
de gracias de los Peregrinos (Barton & Levstik,420@Q@a creacion de un vinculo
emocional con los acontecimientos y contenidogjadbs en esas efemérides patrias se

revela practicamente inevitable.

Desde el punto de vista del aprendizaje, pareceequa mayoria de los casos se
produce un aprendizaje exitoso de estos objetdargtitarios. Asi, en muchas ocasiones
los alumnos construyen un vinculo emocional conpa&tado de la nacion. Los
estudiantes se apropian del uso de pronombres coopsotros” o0 “nuestro” para
referirse a personas y eventos histéricos de tarlasmnacional (Barton, 2009; Carretero,
2011). Es importante mencionar que el uso de gstmsombres es muy frecuente
también en los libros de texto de muchos paisestqBa2012; Foster y Crawford,
2006). La nacion pasa asi a formar una parte mpgpitante de la propia identidad de

los alumnos.

Inevitablemente, como ya se ha apuntado, esta eangaional e identitaria tiene
necesariamente un impacto sobre el aprendizajérioistvisto desde un enfoque
disciplinar. Parece inevitable que esta construcalé la historia en términos tan
favorables para la nacion propia lleve a distoeson omisiones importantes de esas
“otras historias” (Loewen, 1995; VanSledright, 2P08s estudios elaborados hasta el

momento asi lo reflejan. Ademas de la vinculactentiitaria con la nacion, es comudn
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encontrar en los estudiantes una valoracion masitipa respecto a las acciones de su

nacion y superior a las demas naciones (Bartorvgtlle 2004; Lopez, et al. 2012b).

Como hemos venido sefialando, desde un enfoque entandisciplinar se
rechaza la busqueda de objetivos identitarios, sstws nacionalistas o de cualquier
otra indole. El enfoque disciplinar se centra eandllisis de las causas y consecuencias
de un determinado evento, las razones por las<ldeactores participaron en dicho
evento o las evidencias que sostienen determinagpsnentos historicos. No se trata
pues, de que los estudiantes se apropien de ummiledeo punto de vista y que
desarrollen vinculos emocionales con el mismo, daeque desarrollen un pensamiento

critico que abarque distintos enfoques de un pnadle

Como ejemplos de paises que han tratado de establte enfoque disciplinar de
la ensefianza de la historia podemos mencionaradsesscde Inglaterra o Irlanda del
Norte (Barton y McCully, 2005). Por ejemplo, Bartgrievstik (2004) sefialan como
mientras en Estados Unidos expresiones como “géwrdenuestropais” o ‘hosotros
luchamos en la Segunda Guerra Mundial” son coreiidesrcomo obvias y naturales, en
Gran Bretafia son tachadas de poco profesionaleguge@l| objetivo identitario no se
considera central. Pero, ¢cuales son las conseaseme no contemplar los

componentes identitarios en la ensefianza de lariaidt

Una de las principales dificultades con la querdeeatan los educadores es que
en numerosas ocasiones, los alumnos encuentrasigaatura de historia falta de
utilidad y significado. Posturas tan radicalmeniferdntes en torno a la construccion de
identidades como la tradicional o la disciplinar egen resultar igualmente
desmotivantes para los estudiantes. Debido al tesréwulticultural de las presentes
sociedades, es frecuente encontrar alumnos quee nidestifiquen o que incluso
rechacen las narrativas oficiales que encuentra eslegio. Tan vacios de significado
pueden resultar los curriculos que Unicamente aboonceptos disciplinares de la
historia, dejando al margen aspectos identitarigs gpsteriormente los estudiantes si
encuentran fuera de la escuela, produciéndosenadilia de vinculacion entre ambos

contextos.
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Como sefala Barton (2012), tanto si los educadwoasideran relevante incluir
aspectos identitarios en el curriculo de histomen@ si no, lo cierto es que los
estudiantes de hecho si que lo hacen. El hecha@@&a se encuentren con enfoques
identitarios en la escuela no significa que losidiahtes vayan a dejar de vincular la
historia con aspectos identitarios. Como ya henmis Mos usos sociales de la historia,
también fuera de los contextos académicos, estéckamente vinculados con estos
elementos identitarios. Es de esperar que los iasted desarrollen identidades
nacionales a partir de historias que encuentrasusncomunidades y sus familias.
Como sefalan Barton y McCully (2005) para el casorlandés, es posible que esas
identidades se caractericen por ser igualmenteugxates, precisamente porque los
alumnos no han adquirido herramientas que les tapgmara contemplar las cuestiones

identitarias de otra forma.

Desde algunos enfoques se reclama precisamenta gnsefianza de la historia
debe abordar los aspectos identitarios, pero denodo disciplinar que refleje sus
aspectos inclusivos, diversos y complejos, mas fpeerlo de un modo simple y
exclusivo, como se encuentra en las narrativasonalgs tradicionales (Barton y
Levstik, 2004; Jonker, 2007; VanSledright, 2008 ®ata fundamentalmente de
contemplar otras identidades mas all4 de la nakitttentidades referentes al género, a
la clase social, a una comunidad local o a unaureulson algunas de esas otras
identidades que se proponen como alternativasidefgidad nacional (Von Borries,
2009). Sin embargo, la identificacién con la nacsigue siendo la mas comunmente
encontrada en las escuelas, y las evidenciasaneftgje la consecucion de ese objetivo

se produce de manera exitosa (Barton y Levstik4 200

Pese a que hay un intenso debate en la actualidéoir a como enfocar los
componentes identitarios en la ensefianza de lariaiséstos parecen un componente
inevitable a tener en cuenta. Los alumnos traesigora las aulas estas identidades y
las ponen en juego a la hora de adquirir y utiledaronocimiento histérico. Ademas, se
trata, como se ha sefialado, de componentes muylatlos con el interés y la
motivacion de los estudiantes. Se hace patente ésportancia de comprender cémo
influyen estos compontes identitarios a la horaqde los alumnos adquieran un

conocimiento de caracter disciplinar.

20



CONCEPTS ANDNARRATIVES OFNATION

1.5. Nacion e Identidad Nacional desde la Historiogfia Actual

Los conceptos de nacion e identidad nacional sigeeiendo un papel central
dentro de la disciplina de la historia y sin duaimbién en su ensefianza y aprendizaje.
La relevancia de estos conceptos es tal que ddifeaencias en torno a su significado
pueden surgir maneras completamente diferentesitdader la propia disciplina de la
historia.

Dentro de la historiografia actual encontramos &umeintalmente dos enfoques
opuestos: el primordialista y el modernista (unligisaen profundidad de ambos
enfoques puede verse en Lopez, Carretero y Rodridoaeo, 2012a). Brevemente,
desde el enfoque primordialista las naciones ydémtidad nacional son vistas como
algo intrinseco a la naturaleza humana. Poseeraraicter atemporal, y pueden ser
encontradas en los distintos periodos de la hastdPior el contrario, el enfoque
modernista sitia el surgimiento de las nacionesirermomento determinado de la
historia, en la era de los nacionalismos, entraldm del siglo XVIII y el siglo XIX.
Desde este punto de vista, las naciones no soentidad natural, sino construida en
época reciente. Como recoge la célebre frase dedgéles el nacionalismo el que crea
las naciones, y no al revés” (1983, p.55).

Pese a que en la actualidad aun podemos enconmthosaenfoques, la
aproximacion primordialista es caracteristica deistoriografia roméntica de los siglos
XVIII 'y XIX, mientras que el enfoque modernista Ba impuesto como enfoque
disciplinar desde finales del siglo XX. Alvarez danrecoge este giro dentro de la

propia historiografia (2001):

En vez de aceptar las identidades nacionales cosatidades naturales,
comenzaron a verse como creaciones artificialesjdas por intereses politicos.
El sentimiento nacional, en lugar de creerse egpeot o innato, paso a
considerarse adquirido o inculcado, fundamentalenemttravés del proceso
educativo, pero también por medio de ceremoniagumentos o fiestas civicas.
Se cay0 en la cuenta de que los estados, tenicts éatonces por invenciones
humanas que se apoyaban en fenOmenos socialesuyatad previos, eran los

promotores del proceso; lo politico precedia attocé, y no al contrario. Se
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comprendio también que las identidades nacionaes eambiantes, en lugar de

permanentes (p.15).

Este cambio en el modo de entender estos concggposie una revolucion en el
modo de entender la propia historia. El conflictire enfoques es evidente. Para el
enfoque romantico toda la historia, desde el méaste pasado, esta estructurada en
torno a la nacion. Desde el enfoque disciplinauacta mayoria de historiadores
defiende que no se puede hablar de naciones erapmteriores a la era de los
nacionalismos. Como hemos visto, la historiografimantica nacionalizé el pasado,
reinterpretandolo desde el punto de vista de cadale las naciones y plasmandolo en
narrativas nacionales excluyentes que se perpetuammo versiones Unicas de la
historia. Para el enfoque disciplinar actual, déicharrativas nacionales constituyen mas
unos mitos que interpretaciones historiograficagt B tanto, desnacionalizar los
analisis histéricos de épocas anteriores al suegitnide las naciones constituye uno de

los objetivos de este nuevo enfoque.

Parece relevante plantearse cuéales son las implesc educativas de estas
tensiones entre el enfoque romantico y el discplien lo referente a conceptos tan
centrales para la historia como el de nacion etidigeh nacional. Parece claro que el
cambio a nivel disciplinar no ha tenido un reflajaivel educativo, ni dentro ni fuera de
las escuelas. Este hecho pone de manifiesto lariemmia de analizar de manera
empirica la brecha entre el modo en que historeslgr estudiantes comprenden la
historia. A pesar de la preeminencia del enfogseiglinar dentro de la historiografia
actual, la utilidad de conceptos como la identidadional y la nacién a nivel social y
politico hace que su desvinculacion con la asigaale historia sea motivo de fuertes
debates sociales, politicos y educativos (un asdles estos debates y sus implicaciones
para la educacién puede verse en Lopez y Carr@ei@).

Para acercarnos al concepto de nacién desde uspepgva historiografica,
creemos importante retomar y analizar los comp@seté| concepto de nacion para asi
tratar de comprender el papel de los mismos enwanlae estos enfoques. Los factores
étnicos, culturales, histéricos y territoriales ,sde alguna manera, componentes que
hunden sus raices en un pasado mas remoto, miguiea®s politicos y econdmicos

poseen un caracter mas moderno. Es decir, losréacpmlitico legales que conforman
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la nacion se han establecido mas tarde y sobrédass de una cultura vernacula
premoderna. Por lo tanto, de algun modo, esta etiféscion entre componentes
premodernos y modernos del concepto de nacién pestlr en la base de la
concepcion romantica o no del concepto de nacianré@ro y Kriger, 2008; Carretero
y Gonzalez, 2008).

El enfoque romantico o perennialista, esta vinaulaldconcepto de nacién étnica
propuesto por Hans Kohn (1944, 1962, 1994). EstaiOna étnica proviene
fundamentalmente del enfoque romantico germanestiéndles del s.XVIIl. Desde este
enfoque, la nacién se concibe como una identidagralacuyo origen se pierde en el
pasado. La pertenencia 0 no a una nacién se bdaa racesidades emocionales de los
individuos de pertenencia a una amplia comuniddtdiral. Los componentes que unen
a un individuo con la naciéon (antepasados, lenguggéiciones, religion, otros) son
considerados como algo inmaterial, cultural y, eocima de todo, de una naturaleza
permanente. Por lo tanto, desde el punto de \astemtico, los limites y el caracter de
las naciones estan fijados desde hace tiempo yesistentes a las presiones sociales
del presente. La nacidén es algo cerrado, homogédremanente y que no puede ser
modificado por la accion de hombre (Janmaat, 2@0®6). Como puede verse, los
componentes culturales, histéricos y étnicos toorangran relevancia en este enfoque
del concepto de nacidén, lo cual supone que senelatiel factor territorial como algo

estatico, fijo y cerrado a posibles cambios.

Por su parte la concepcibn moderna e instrumerghlcdncepto de nacion
proviene de las ideas racionalistas francesas @peopagaron también durante finales
del siglo XVIIl. En la distincion de Hans Kohn, asamos hablando de la nacion
civica, en contraposicion a la nacion étnica. Leidracivica es el producto de una serie
de elecciones individuales que participan en unmaucidad politica. Este enfoque
racionalista subraya el caracter voluntario, abierinstrumental de la pertenencia a una
nacion. La nacion es una comunidad politica modgugano puede ser separada de las
instituciones estatales, ya que éstas represergaralores e intereses de los individuos,
ofreciendo a los ciudadanos una serie de benefycaidigaciones comunes. La nacién
es vista como algo dinAmico, una comunidad de est= politicos heterogénea,
producto de la accion deliberada del hombre. El pmorente territorial, desde este

enfoque, es visto como algo modificable y de limmgerosos (Janmaat, 2005; 2006).
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Algunos autores han tratado de construir una distincivica-occidental y étnica-
oriental de las naciones (Kohn, 1944, 1962, 1994).mismo modo se plantea la idea
de que el enfoque civico es compatible con unadwisiemocratica, pluralista y
protectora de los derechos humanos, mientras quenfelque étnico esta mas

relacionado con el autoritarismo o la intolerar&izica hacia los otros.

La idea geogréfica - occidental-oriental - de Kamla que mas polémica ha
suscitado y algunos autores han tachado de absasta concepcion dicotomica
regionalista de las naciones occidentales y oleht@anmaat, 2005). Algunos, como
Smith (1991, 1998), mantienen que todas las nasjaneluidas las occidentales, se
sostienen sobre fuertes fundamentos étnicos. K@oiol, 2002). Propone que muchos
estados occidentales han evolucionado desde nac&niEas a naciones civicas. Asi,
segun este autor, cuanto mas joven es un estadonngcmas rudimentarias sus
instituciones democraticas, mas probabilidades deyue surjan estructuras sociales
étnicas, para posteriormente, con la estabilidddslmstituciones democréticas, pasar a

un aumento de componente civicos.

Como se ha sefialado anteriormente, la fuerza deoltenidos relacionados con
la nacién en el curriculo de historia siguen mwgspntes en diversas partes del mundo.
Las narraciones nacionales en la ensefianza dsttaiaifrecuentemente reflejan una
concepcion étnica de la nacion. Esta situacion mase plantearnos qué tipo de
concepciones sobre la nacion se estan inculcantlsescuelas, qué tipo de objetivos
persigue la ensefianza de la historia y qué infiaeiienen en los alumnos a la hora de

alcanzar un conocimiento mas cercano al que sglag a un experto en historia.

1.6. La Nacion Espafiola: Concepto Construido o Coepto Natural

Como hemos venido analizando, la relevancia detepio de nacion en el
curriculo de historia procede fundamentalmente aehdrencia romantica que se
instauré desde finales del siglo XVIII y principidel XIX y que aun tiene una gran
influencia en la actualidad. En este sentido, lseBanza de la historia en Espafia no
parece decantarse por un enfoque historiograficeoceeiamos en el caso del Reino
Unido. Pero ¢como se entiende el concepto de naspafiola en el curriculo de

Historia?, ¢ cuales son los origenes del conceptesgaia como nacion?, ¢ sobre quée

24



CONCEPTS ANDNARRATIVES OFNATION

componentes fundamentales se sostiene este comeppara y de lo espafiol? Todas
estas preguntas nos ayudaran a entender mejorgataconsideramos de vital
importancia: ¢cual es el concepto que nacion etpajie los estudiantes adquieren a

través de la ensefianza de la historia?

1.6.1. Los origenes de la nacién espafiola y la lisbgrafia nacionalizadora del
siglo XIX

Para muchos historiadores, Espafia, como muchas raones actuales, surge
como nacién a principios del siglo XIX. Un origameftemente vinculado a las Cortes
de Cadiz y la promulgacion de la constitucion d&218érez Garzén, 2001a; 2001b;
Alvarez Junco, 2001). Estos autores defienden patésis de una relacion profunda
entre el proceso de organizacion del estado-nad®rEspafia y la historiografia
desarrollada por escritores que califican como fesstas. Por lo tanto, se establece
esta vinculaciéon entre el estado-nacion y la disgpde la historia ya desde los
origenes de la nacion. Asi, como indica Pérez Ga(2001a), la Espaiia liberal del
siglo XIX organiz6 la historia como un saber naeiprcon unos fuertes objetivos
identitarios promovidos desde el propio estado.dBesntonces persiste el discurso
coherente de una historia de Espafa concebida btaria nacional unitaria. Con el
surgimiento del nuevo concepto de nacién comoitegidor de la soberania politica, el
contenido y el debate de la historiografia habralsado. Ya no se trataba de sustentar
y ensalzar las hazafas de un determinado rey et@iirfamiliar frente a otros, sino que
el papel protagonista lo recogia la nacion. Sellawabo, ya desde principios del s.

XIX una nacionalizacion espafiola del pasado y)@tanto, de la historia.

Los historiadores jugaron un papel fundamental &dea de consolidar este
proceso de nacionalizacion. La historia se corwedh el arsenal de razones
inmemoriales para el comportamiento nacional declodadanos. Con la historia se

pretendia anudar nuevas fidelidades politicasestadas en su pertenencia nacional.

El concepto romantico de la nacién espafiola joatith los hechos del pasado y lo
adecuado o no de las posturas politicas de la égdmalo tanto, la historia, al
constituirse como saber nacional, no podia cometdestle el momento en el que se

organizaba Espafia como estado-nacion, porque @st@echubiera negado a si misma
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la condicion atemporal como nacidon. Un aspecto domehtal para la gestion de la
memoria era la construccion del discurso histésiobre los tiempos inmemoriales en
gue arraigaba ontolégicamente la nacion espafiéi@fPRGarzén, 2001a). Por lo tanto,
Espafa debia constituirse en el hilo conductorodesticesos ocurridos en el territorio
peninsular desde tiempos muy remotos, y el cardlddos espafioles remontarse ya
hasta los iberos. La nacion espafiola poseia asandicter eterno, que ademas seria
inmutable. Desde el punto de vista de autores cBérez Garzén (2001b), se estaba
falseando la realidad historica al catalogar coraoidm espafiola todo el territorio
peninsular desde mucho antes de la invencion delepdo de nacion, y al dar carta de
nacionalidad espafiola a cuanto acontecié dentmsde fronteras desde la prehistoria

hasta hoy.

Para la historia romantica, lo espafiol y los esigafiexistian ya desde el mas
lejano pasado y se distinguian esencialmente dealoisantes de otras naciones. Como
afirmaba Modesto Lafuente (1861): “los iberos ydettas son los creadores del fondo
del caracter espafiol [...] ¢ Quién no ve revelarsermgmo genio en todas las épocas,

desde Sagunto hasta Zaragoza...? jPueblo singutat¥)(

Los acontecimientos colectivos se convirtieron emuevo tema del andlisis
historico y los ciudadanos espafoles llenaron Eginas de la historia con grandes
epopeyas de toda una nacion (piénsese en la neségstle Numancia, la “Reconquista”,
el “Descubrimiento” de América o la guerra de ldagpendencia frente a las tropas
napolednicas). Los actores principales que se d@rein en héroes nacionales, desde
Viriato - nétese el origen lusitano de éste - pdegror Rodrigo Diaz de Vivar, Cortés y
Pizarro, hasta Daoiz y Velarde, eran representaidesse caracter espafol y de la

nacion entera.
Como sefala Pérez Garzon (2001a):
Ensefiar Espafia como unidad nacional se convertigamto, en la principal tarea
de los historiadores y escritores del siglo XIX.trédnsformar el concepto de

Espafia en el componente basico de la cultura deaindadanos que ante todo se

tienen que definir como espafoles. Por eso debeoceo y hay que divulgar la
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historia de héroes y lides que consolida el orgakb apelativo politico de

espafiol(p.50).

1.6.2. Los componentes fundamentales del origen debncepto de Espafia como

nacion

Como ya hemos comentado, no existe una Unica définconsensuada y cerrada
cuando hablamos de conceptos histéricos como elad®n. No obstante, si parece
haber un mayor grado de acuerdo al hablar de &ctwnculados con el concepto de
nacién como son los étnicos, culturales, territesiaecondémicos y politicos (Gellner,
1983; Renan, 1882/1990, Smith, 1991).

En el caso concreto de Espafia, Pérez Garzon (20@%kgca tres componentes
clave a la hora de comprender el concepto de naEgpaiiola y su origen: un
componente territorial, otro de caracter mas caltcomo es el religioso y, por ultimo,

el componente politico del estado.

Asi pues, Espafia como nacion no se sustenta umbtamsebre un pacto politico,
sino que otros componentes de naturaleza mas rmaaportan ya desde el siglo XIX
el valor de unas supuestas tradiciones que legitaria nacion. En este sentido, se trata
de tradiciones que en ocasiones transciendemhitesi del tiempo para establecer unos
vinculos hacia el pasado més remoto. En este sgmbidemos hablar en muchos casos
de que se trata de tradiciones inventadas, enda tjue proponen Hobsbawm y Ranger
(1983), cuyo objetivo es legitimar a la nacion. @omenimos sefialando, la

historiografia romantica jugo un papel critico ambnstruccion de la nacion espafiola.

El territorio es un componente central en el cotwele nacién, sobre todo en el
ambito occidental. Como sustento de la nacionemitdrio nacional no es cualquier
territorio, sino un territorio “historico”, que exjuél donde la tierra y la gente se han
influido mutuamente de forma beneficiosa a lo ladgo varias generaciones. Es el
depositario de los recuerdos historicos y asoamsiomentales. Es un lugar de
veneracién y exaltacion, cuyos significados soOledmm ser entendidos por los
iniciados, los que tienen conciencia de pertenadarnacion. Los recursos de la tierra

son exclusivos del pueblo, y no pueden ser utiizggubr los extrafios (Smith, 1991).
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En el caso de Espafia, el pasado que se reinverdaignaliza a partir del siglo
XIX es un pasado fundamentalmente peninsular (Féegzo6n, 2001b). En la obra de
Modesto Lafuente (1861) se hacia notar como eltdaa peninsular establecia, sin
duda, “los limitesnaturalesque le sefialaban su geografia”. Por lo tantoereitdrio
nacional espafol no vendria determinado como algitrario, tampoco como fruto de
la accion deliberada del hombre, sino como algestablecido por la naturaleza, en lo
que podriamos contemplar como un determinismo @éiogr Pérez Garzon (2001b)
pone de manifiesto como Espafa es el Unico patsyenrepresentacion cartografica se
incluye otro estado, el portugués. Parece queeexish tendencia a considerar a la
peninsula Ibérica como una posesion de Espafasténsentido, los momentos de la
historia en el que la unidad politica ha coincidida la unidad geogréfica peninsular se
toman como episodios estelares. Se trataban comumentos en los que Espafia
recobraba los limitematurales que le sefialaba su geografia. Asi, acontecimientos
histéricos como “La Reconquista” por parte de leyé® Catdlicos o la “conquista de
Portugal” por Felipe Il, son vistos como grandesmmantos de la historia de Espafa, en

los que se alcanzaba un objetivo natural de urtetaitorial.

El componente religioso también es interpretadoR#ez Garzon (2001b) como
uno de los sustentos de la idea de Espafia com@nnAainenudo las 6rdenes religiosas
han sido las guardianas y las encargadas de gmstms mitos, recuerdos y valores
étnicos de la comunidad - papel que actualmentdguds asimilar con el de la escuela
(Smith, 1991) El cristianismo es visto como un factor definiborde lo espafiol.
Nuevamente la unificacion religiosa de Espafiaaa ttomo un objetivo natural de la
nacion. De este modo, la conversion de Recareadd gglo VI o la “Reconquista” por

parte de los Reyda3atolicos son momentos sefialados de esa historia de Espana.

El estado, por ultimo, como maxima expresion delegppse presenta como otro
componente fundamental de la nacion espafola. Masre&tamente, la historiografia
nacionalista puso de manifiesto ya desde el sigfolX importancia de las victorias del
estado espafol sobre otros. Las guerras, comoas&imaith (1991) movilizan los
sentimientos étnicos y la conciencia nacional, sisttando ademas mitos y recuerdos
para las generaciones futuras, lo que constituya fimcion primordial. Los
acontecimientos bélicos, en la historiografia naalista, son un componente

fundamental de la historia de Esparia, en los gigeswde manera ejemplar el caracter
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nacional y la defensa de la identidad nacional.rd@dmientos a través de los que se
establece una vinculacién entre el pasado y ekptesya que en todos ellos se ensalza
la union por la defensa de una identidad naciomeaité al otro. Sagunto y Numancia,
Covadonga, las Navas de Tolosa, Zaragoza o Bafl@omisvierten en acontecimientos
centrales de la historia de Espafa. Desde la ugtafia nacional, todas las guerras
desarrolladas en el territorio “histérico” de Espa$e interpretan como acciones
destinadas a la obtencion de esa unidad esencil.ef®e modo, las causas,
explicaciones y el tiempo histérico se simplificam virtud de esa busqueda de unidad
nacional. Ejemplos como la “conquista” romana, ® dcho siglos de la “ocupacion”
musulmana y la posterior “Reconquista” cristian@ gresentan como eventos
integrados en el devenir histérico que desemboaal ebjetivo |6gico del dominio de

toda la peninsula (Pérez Garzon, 2001a).

1.6.3. El concepto de nacion espafiola en la histografia académica y en la
historiografia escolar actual

Hasta ahora nos hemos centrado en los componemigsnientales del concepto
de nacion espafiola que surgen de la mano de taibggtafia romantica de finales del
siglo XIX. Pero ¢qué aspectos de esta historiagredimantica permanecen en la

historiografia académica actual?

En el trabajo de Pérez Garzén (2001b), se hacendlisia de la imagen del
concepto de nacion espafiola que refleja la obrairde de los mas prestigiosos
historiadores actuales, Antonio Dominguez OrtizO®0 En la obra de Dominguez
Ortiz nos encontramos con un titulo ya de por &&leglor: Espafia. Tres milenios de
Historia. De este titulo podemos percibir nuevamente la gk una nacion espafola
permanente, atemporal, que existe de manera natesde los tiempos méas remotos.
Efectivamente, Dominguez Ortiz continua la imagemantica de la nacién espafola
que anteriormente encontrdbamos al comentar ladebkdodesto Lafuente (1861). Para
Dominguez Ortiz, Espafia comienza “cuando los dbgersueblos que la forman
comienzan a ser percibidos desde el exterior camaounidad”, concretamente “desde
el Hierro hay ya en la peninsula ciertos factoresudidad e interrelacion entre sus
pueblos. Por eso, no me parece exagerado hablam derimilenio” (p. 5-6.). La

romanizacion - comenta Dominguez Ortiz - “fue uohwedecisivo en nuestra historia:
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esta en la base de la existencia de Espafia cordadunacional”, con los visigodos
culmina el “proceso de construccion de un Estadeéindo se alcanza “la unidad
religiosa realizada [...] el afio 589, una de las d&saimas simbdlicas de nuestra historia,
cuando Recaredo [...] abrazdé el catolicismo” (p.42pmo vemos, la vinculacion
presente-pasado y el factor religioso surgen deacgemo elementos fundamentales

del concepto de nacion espafola.

Tanto en la obra de Modesto Lafuente, como en l@alainguez Ortiz, el punto
de llegada logico de la historia es el estado-maegpariol formado sobre las fronteras
peninsulares del siglo XIX. Las guerras, las granmisas como I&econquista”’o el
“Descubrimiento” y colonizacion de Américal olvido de las brutalidades cometidas
sobre otros pueblos, la exaltacion de acontecimsenthéroes patrios, son parte de un
orden natural y legitimo que desemboca en la ud@restado-nacion espafiol (Pérez
Garzén, 2001a). Asi pues, parece que el compormritddgico y romantico de la
nacion espafiola se mantiene, si bien de manerasutdsen algunos historiadores

actuales como Dominguez Ortiz.

Desde nuestra investigacion queremos centrarnamo esa historiografia se
plasma en su adaptacién didactica, es decir, dnstariografia escolar. Asi, cabe
preguntarse cual es el concepto de nacidon queassniite a los estudiantes y las
representaciones que finalmente adquieren. ¢ Se deatrepresentaciones de caracter
romantico o por el contrario adquieren una condepanas cercana a la vision
disciplinar?, ¢Qué mecanismos producen una cor@egcmantica de la nacion?,

¢, Cuales favorecen una vision disciplinar?

Para tratar de responder a estas y otras pregsintdares nos parece relevante
examinar las ideas que respecto de este tema@gereen los manuales escolares de
historia. Dichos manuales son los productos hsgoéficos socialmente mas
significativos debido a su amplia difusion socibls, 2007). Evidentemente no se
trata del unico elemento influyente a la hora ddalar un concepto de nacién u otro -
piénsese, por ejemplo, en los medios de comunicad® masas actuales como la

television o Internet - pero si parecen ser un efgmsignificativo.
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En un andlisis actual de la historiografia escelgrafola, Rafael Valls (2007)
recoge las opiniones de algunos de los autoresred@gantes en el estudio de los
manuales de historia espafioles como Raimundo Cuedaa Maestro o Carolyn P.
Boyd.

El andlisis de Raimundo Cuesta (1997 y 1998), sgaen las relaciones entre la
historia regulada - aquella que responde a la®sisipnes juridico-administrativas que
disefian y controlan el sistema educativo - la histoiiada - referente a una ensefianza
nueva de la historia basada en un pensar histéemt@m y la historia ensefiada - que
hace referencia a la practica real de la histonidas aulas. La conclusion de este
analisis es la coexistencia de cambios y continigisaes decir, la persistencia de una
educacién muy tradicional en la Ensefianza Secumdsaipicada de algunas practicas
mas innovadoras que son, en todo caso, mas unacgxteque una norma (Valls,
2007). Para Cuesta es necesario hacer hincapiél aetesarrollo de un pensar
histéricamente que vertebre una nueva ensefanikeahigtoria, rompiendo claramente
con una ensefanza tradicional basada en un reda@ionalizante y retrospectivo del

territorio ocupado por cada uno de los estadosabesu

Para Pilar Maestro (1997) la ensefianza de la ldstor Espafia y otros paises de
su entorno, mantiene un caracter marcadamentedgleoly permanece estancada en
los modelos generados en el siglo XIX. Estos madélan sido progresivamente
transvasados a la ensefianza secundaria y prinwmgjrtiéndose en un modelo
“natural” de la ensefianza de la historia. Para Ma€$997), es necesario romper con
ese modelo rutinario para poder implantar una nuestoriografia, cientificamente

aceptable, que se refleje en un verdagertsar historicamente

Por ultimo, un significativo estudio sobre la higigrafia escolar espafiola es el
realizado por Carolyn P. Boyd (1997) en su libtaldido Historia Patria. Politics,
history, and national identity in Spai8i bien el analisis de esta obra abarca hasta 1975
consideramos relevante tener en cuenta las apmrescde una investigacion como ésta,
que estudia la ensefianza de la historia en Espafatd un periodo tan amplio como
un siglo. La conclusion fundamental de Boyd en ¢isn afios analizados es la

permanente intencion de los dirigentes del estaga sean de una u otra tendencia
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politica - de imponer en el mundo escolar distisigaificados e interpretaciones de la

historia y de la identidad nacional espafiola (VaB#07).

De estos y otros analisis parece desprenderseek d@ que la influencia
romantica en la ensefianza de la historia en Espgéia jugando un importante papel.
No obstante parece relevante llevar a cabo unsam&@mpirico de este fenbmeno que
recoja las concepciones e ideas que las pers@mantsobre un concepto tan central en

el conocimiento histérico como es el de nacion.

1.7. La Reconquista: Un Ejemplo de Narrativa Nacioal Espafiola

El denominado proceso de la “Reconquista” hacererfta a las conquistas
cristianas realizadas en la peninsula Ibérica quaenzan en la batalla de Covadonga,
producida en torno al afio 718, y que culminan enfel 1492 tras la conquista de
Granada.

Dicho proceso fue reinterpretado por la historitigra lo largo de los siglos y lo
gue en principio se concibié como la restauraciénreino visigodo fue convertido en
una empresa de caracter nacional gracias a laseuapitimé la institucion monarquica

y sobre la que se construy6 la identidad naciosdi@ola (Rios Saloma, 2005).

Rios Saloma (2005) analiza como la historiografiardd este proceso desde el
siglo XVI y hasta el siglo XIX, mostrando los camdien la conceptualizacion y el

tratamiento de este proceso histérico.

En el siglo XVI dicho proceso fue especialmentaltagdo porque se consideraba
el inicio de una época historica crucial: la épdedaRestauracion noétese la diferente
denominacion utilizada en ese momento, en el quargun caso se utiliza el término
de Reconquista que finaliza con la expulsion total de los musahes en 1492. La
interpretacion histdrica imperante en este sigld ¥ivaba en torno a la idea de que los
ultimos reyes visigodos fueron el final de un reimglorioso que comenzé con la caida
del imperio romano y en el cual se habia implantaldoristianismo en Espafia. La
pérdida de Espafia en este siglo se sustento6 - segglato tradicional - sobre causas de

tipo religioso, moral, politico y social, pero sigra originadas desde dentro. Es decir,
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la pérdida del reino visigodo fue reflejada como aastigo divino causado por los
pecados de los ultimos reyes visigodos, pero en tado se dejaba muy claro que el
dominio musulman era sélo un castigo temporal y upg vez expiados los pecados,
Dios permitiria que se restaurase la libertad gldaia del pueblo godo (Rios Saloma,
2005). Para los autores de este siglo, el proceda Restauracion no es una lucha por

la recuperacion de un territorio, sino por la rezapion de la libertad y la honra.

Durante el siglo XVII no se hicieron excesivos ca@sben las versiones
anteriores, del XVI, sino que se fortalecieronylaexistentes, formando unas verdades
absolutas, y constituyendo un mito fundacional,émpeable a la critica. Se hicieron,
no obstante, esfuerzos por asentar aspectos soobddie los eventos, tanto en lo
referente a los principales protagonistas comatddd preciso de los acontecimientos
ocurridos. Segun Rios Saloma, el interés fundarherdansertar dentro de la corriente
de la historia universal el momento fundacionaladeacion espafiola. Los autores del
siglo XVII contindan utilizando el término Restaciian para referirse al proceso, y a

los eventos militares los denominan conquistasj®gun caso “re-conquistas”.

Ya en el siglo XVIII se produce una revision déRlestauracion desde el punto de
vista de una temprana ilustracion. Se revisa elgmo con la intencion de cefiir el relato
a una verdad historica, lo que da como resultaglonals cambios relativos a las fechas
y a los relatos centrados en las historias peresriple hasta ese momento habian sido
vistas como fundamentales a la hora de valorardasas de la pérdida de Espafia. Pero
lo mas significativo de este periodo es la ides@idion de los autores con los cristianos
del siglo VII y con su empresa restauradora en it@rsnnacionales. Surgen en este
siglo, de la mano de los historiadores, concepkagecpara sustentar el concepto de
Reconquista. Comienza a hablarse de “nuestra Espgadi@ ya no con respecto a un
vinculo religioso, sino en referente a un vinculditito. Los autores comienzan a
hablar de Espafia como una entidad politica, coraide al reino visigodo y a “su
Espafia” como una sola cosa, que pertenece, poesoplua los espafioles. Como
consecuencia empiezan a aparecer los términos edebirarse” y “recuperarse” en
relacion al territorio, y ya no se habla Unicamehge“restaurar” una religion. Surge
pues la idea de que la lucha contra los musulmanesdlo habia sido una lucha para
conseguir la libertad y restaurar la religion, stambién una lucha por recuperar el

territorio perdido. Como recoge Rios Saloma, aswsi al surgimiento de una
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conciencia “nacional” en la que ya no hay visigodaisastures, ni cantabros, sino
espafioles. Estos espafioles, combatian por recuglyarde lo que habian sido

injustamente despojados y también -segun algumstarisidores de este siglo- por tomar
venganza de los agravios hechos a la nacion Espdflotoncepto de nacion y patria
comienza a surgir con fuerza en este momentopash ¢a idea de que los participantes
del proceso eran esparioles (Rios Saloma, 2005)bstante, el término de restauracion
no es sustituido radicalmente por el de reconguséste Gltimo se reservd Unicamente

para la conquista militar de una ciudad.

Es en el siglo XIX cuando el término de Reconquétguiere un nuevo sentido
de la mano de los escritores romanticos y nacistaali En un contexto marcado por el
surgimiento de los estados nacionales en toda Buyojpas la invasion napolednica de
Espafa, se hacia necesaria la construccion dedenéidad colectiva basada en los
nuevos conceptos de “patria” y “nacion”. La bataléaCovadonga y la lucha contra los
musulmanes se convirtieron en los pilares sobreqles se sustentaba la moderna
identidad colectiva espafiola. Existia una necesilgadotar a la nacién espafiola de un
pasado comun y exclusivo, diferente del de lasateaiones europeas. La lucha contra
los musulmanes y la reconquista de la patria eqgetiodo significativamente relevante
en el que fundamentar ese pasado comun. A meditisgglo XIX se entendia que los
franceses habian conquistado un territorio queesopkrtenecia y los espafioles lo
habian recuperado, es decir, lo habian reconqoistaubr lo tanto se habia producido
una liberacion de Espafia. El proceso de las gueoratsa los musulmanes se entiende
en este siglo igualmente como una guerra de indiepera y el término de Reconquista
comienza a ser utilizado de manera habitual enemtido no ya so6lo de conquista
militar, sino de independencia nacional, en el geala una lucha entre espafioles e

invasores extranjeros (Rios Saloma, 2005).

Por lo tanto, es a mediados del siglo XIX cuanddéemnino de Reconquista
comienza a ser empleado de manera general parardefio el proceso de la lucha
contra los musulmanes, con las connotaciones réacadny nacionalistas que hemos
venido sefialando y que eran una practica comua @mstoriografia de mediados del
siglo XIX.
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Se trata de un proceso que, de la mano de laibigtafia, pasé a constituir uno
de los episodios mas importantes de la “histori&sjgana” y sin duda es visto como el
germen de la nacién esparfiola. A través del tratbaj®Rios Saloma (2005) podemos
hacernos una idea de la evolucion que sufrio landda “Reconquista” en la
historiografia espafiola y que, desde nuestro pdetovista, va en la linea de la
construccion imaginaria de las comunidades nagsn@érez Garzon, 2001a; Alvarez
Junco, 2001) o de lo que Hobsbawm (1983) denomin@dnvencion de la tradicion,
cuando habla de la necesidad de las naciones detamwna continuidad historica que

legitime a las instituciones politicas.
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OBJETIVOS GENERALES

Los objetivos de la presente tesis surgen fundaimeante del analisis de las
tensiones entre los enfoques romantico y disciplde la historia (Carretero, 2011;
Lowenthal, 1998). Como se ha sefialado en la int@dn, esta tensidon se centra, entre
otras cuestiones, en la diferenciacion en cuamds abjetivos que persigue uno y otro
enfoque, siendo la construccion de una identidadonal el fundamental para el
enfoque romantico y el desarrollo del pensamielndgtotico para el disciplinar. Cada
enfoque se aproxima de un modo muy diferente apoate la historia incluso a nivel
epistemoldgico. Sin embargo, consideramos queaisade conceptos tan esenciales
para la disciplina como la nacién o la identidactioal constituye un objetivo

fundamental si queremos entender bien las tensmastentes entre ambos enfoques.

Estableciendo el analisis de los conceptos de nacidentidad nacional como un
objetivo prioritario, esta tesis pretende contrnitalidesarrollo de los estudios cognitivos
psicologicos referentes al campo de la historidres niveles (Figura 1). Desde un
primer nivel, de caracter mas epistemoldgico, sEpgme un analisis que ayude a
clarificar el porqué de las diferencias entre ldgetivos del enfoque romantico y
disciplinar. Un segundo nivel se centra en el argatie las narrativas histéricas como
una herramienta clave de la construccion del comecito historico. Por dltimo, desde
un nivel conceptual se examinan los conceptos d@ma identidad nacional, que

constituyen el nucleo de la mayoria de narrativst®hicas.

Consideramos especialmente relevante destacar e&ts tres niveles estan
estrechamente vinculados. Entre ellos se establedaciones bidireccionales de tal
modo que los cambios en uno de ellos afectan atfos y viceversa. Asi, por ejemplo,
el establecimiento de unos objetivos identitariasapa disciplina de la historia influira
en el tipo de conceptos de nacion e identidad natigue se transmitan y en el uso
predominante de las narrativas nacionales comoarénta de transmision y
aprendizaje de estos conceptos. Sin embargo, ubican la forma de entender estos

conceptos centrales puede, por su parte, suporeaminio en los objetivos de la propia
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disciplina historica y un replanteamiento del ralegjuegan las narrativas como

herramienta central del conocimiento histérico.

A partir del analisis de estos tres niveles prezamms aportar respuestas a las
tensiones que se producen entre los enfoques rimmantisciplinar y su influencia
tanto en el propio conocimiento histérico como es procesos de ensefianza y

aprendizaje del mismo.

OBJETIVOS DE LA
HISTORIA

NARRATIVAS
HISTORICAS

ROMANTICO DISCIPLINAR

NACION E IDENTIDAD
NACIONAL

Figura 1. Niveles de andlisis de los enfoques romanticcsgiplinar en el ambito de la

historia.

Para ello, de modo general, los estudios 1 y 2damodos elementos centrales
para el conocimiento histérico como son los eleogendentitarios y las narrativas
historicas. Por su parte, los estudios 3, 4 y Bogen diversos estudios sobre la
comprension de los estudiantes sobre los conceptoscion e identidad nacional. Por

altimo, los estudios 6 y 7 estan centrados en e$gmaiento historico de los expertos,
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analizando tanto las caracteristicas generalesodpbinsamiento como aquellas

implicadas especificamente en la comprension dénfieno nacional.

A modo de resumen, a continuacion se presentapdmtivos de cada uno de
estos siete estudios. Especificamente, atendidnatareero de los niveles recogidos en
la figura 1, el estudio 1 tuvo como finalidad amatila influencia de los elementos
identitarios en el establecimiento de los objetigae desde los distintos enfoques se
proponen para la historia. Esta problematica haitsu® numerosos debates que
afectan sin duda al modo de entender el papel gbe dumplir la historia en la
sociedad (Evans, 2004). Ademas, no cabe duda ddichues debates finalmente tienen

un alto impacto en los procesos de ensefianza pdipage de la historia.

Respecto al segundo nivel, en un analisis del medel que tanto desde el
enfoque disciplinar como del roméantico se producearansmite el conocimiento
histdrico, el estudio 2 tuvo como objetivo clarfida influencia del formato narrativo
en el pensamiento historico. Sin duda, como henss,\el formato narrativo toma una
relevancia central tanto en el proceso de prodaabéd conocimiento histérico como en
el del consumo del mismo. Especificamente nosdasteexaminar la influencia de las

narrativas nacionales sobre la comprension historic

Los estudios 3, 4 y 5, abordan de manera empaioaldcion de la identidad y las
narrativas nacionales en la comprension de consdpsboricos centrales por parte de
los estudiantes. Estos estudios empiricos giradaimentalmente en torno al tercer
nivel de analisis presentado en la figura 1, esrdea andlisis centrado en los
conceptos de nacion e identidad nacional. El mojduindamental del estudio 3 fue
analizar el concepto de nacién propia de los esttiels a través de las narrativas que
ellos mismos elaboraron sobre la denominada “Regstaj. Se trata de un proceso
historico cuya reinterpretacion en términos nademéaia llegado a constituir una
narrativa frecuentemente empleada en Espafia, eanémbitos formales de educacion
como informales. Concretamente nos interesé amaizas narrativas construidas por
los participantes reflejaban una concepcion dectaramas romantico o, por el
contrario, se acercaban mas al punto de vistaptiisgi. Asimismo, nos interesd
analizar los elementos de tipo identitario presentéas narrativas, como son los juicios

morales o la vinculaciéon que los participantes nabsin con los protagonistas del
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evento. Esto es, nos interesé examinar si loscgaatites construian una interpretacion

sesgada en términos identitarios del proceso histér

El estudio 4 tuvo como objetivo analizar los tralsagmpiricos realizados hasta la
fecha por nuestro equipo en diferentes paises sabideas de los estudiantes respecto
a su propia nacién. Si bien es cierto que los @sudobre la historia y las
interpretaciones sobre de las narrativas naciondielsen tener en cuenta las
peculiaridades de cada nacion, consideramos gs&exiiertos elementos comunes en
muchas de ellas. Este capitulo pretende aportanfogue que va mas alla de los casos
especificos analizados de paises como Espafia omthgeSe trata de aportar una
vision mas global de como los estudiantes entielhmegontenidos historicos relativos

a su propia nacion y qué papel juegan los eleméménsitarios en esta comprension.

Para poder determinar de manera mas profunda llzentia de los elementos
identitarios y emocionales en las concepcionescdatepto de nacién e identidad
nacional, se plante6 un segundo trabajo empirresgntado en el estudio 5. El objetivo
principal fue analizar dichos elementos utilizanao contenido relativo a una nacién
ajena a la identidad nacional de los participarideseste modo, pudimos analizar cémo
se ve influenciada la comprensién y el uso del epticde nacién e identidad nacional
cuando no se establece un vinculo de identidadomalcientre el participante y el
contenido histérico. Por lo tanto, mediante losidisis 3, 4 y 5, tratamos de analizar la
comprension de estos conceptos centrales para redciogiento histérico en los
estudiantes, teniendo en cuenta tanto elementdgpaeognitivo como emocional e

identitario.

El objetivo principal del estudio 6 fue clarifidais caracteristicas del pensamiento
histdrico, principal objetivo a alcanzar para doguaie disciplinar. Para ello, se recogen
las principales aportaciones en este campo reabzaelsde un enfoque cognitivo tanto a
nivel teérico como a partir de los escasos trabajopiricos realizados hasta la fecha
con expertos. No cabe duda que tanto para la pdip@plina histérica como con
respecto a las aplicaciones educativas, se haesarexr determinar las caracteristicas
de una adecuada alfabetizacién histérica basadal @ensamiento histérico de los
expertos.
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Por ultimo, el estudio 7 tuvo como objetivo analighmodo en el que expertos
historiadores de alto nivel entienden los mismasceptos analizados previamente en
los estudiantes. Es decir, se trata de examinaraseera empirica las caracteristicas del
pensamiento historico en referencia a los concejgosacion e identidad a través de las
narrativas que construyen. Para ello, el conteniiliaado fue el proceso historico de la
denominada Reconquista, es decir, el mismo quetiksden el estudio 3 con los
estudiantes. Este ultimo estudio nos permitié caarpal modo en el que los expertos
entienden los conceptos de nacion e identidad malcamn el modo en el que lo hacen
los estudiantes. Ademas, otro objetivo importante determinar las caracteristicas del
pensamiento historico en lo que se refiere a lastcoccion y comprension de las
narrativas nacionales. Es decir, a través de esidie se pretende ayudar a comprender
la naturaleza de ese pensamiento histérico. Hastactualidad no existen muchos
estudios que hayan tratado de establecer dichastedsticas a partir de un andlisis
empirico con expertos, por o que consideramoseste tercer estudio puede realizar

una aportacién en esta linea empirica.

Desde el andlisis de los principales debates esidbk hasta la fecha sobre la
relacion entre la historia y los elementos naciemad identitarios y mediante los
diferentes estudios empiricos llevados a cabo tesis pretende realizar una aportacion
- tanto a nivel tedrico como aplicado - al campoaléistoria desde una perspectiva
psicolégica. Se trata no sélo de dar respuestaedesa aproximacion empirica a estos
debates, sino también de generar nuevos interregyéabrico que a su vez, posibiliten

nuevos analisis empiricos.

La tabla 1 recoge, a modo de resumen, los sietaliest presentados en la

presente Tesis Doctoral y sus correspondientesivaige
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Tabla 1

Estudios de la Tesis y sus Objetivos

TITULO OBJETIVOS

Estudio 1 Identity construction and the goals of =~ Examinar la influencia de los elementos
history education (Lopez & Carretero, identitarios en el establecimiento de los
2012) objetivos de la historia

Estudio 2 The Narrative Mediation on Historical =~ Examinar el papel del formato narrativo
Remembering (Carretero & LOpez, en la construccién del conocimiento
2010a) histérico

Estudio 3 Is the Nation a Historical Concept on  Analizar el concepto de nacién propia a
Students’ Mind? (Lopez, Carretero &  través de las narrativas elaboradas por
Rodriguez-Moneo, 2012a) estudiantes universitarios espafoles sobre

la denominada “Reconquista”.

Estudio 4 Students historical narratives and concefd®ealizar un analisis conjunto de los
about the nation (Carretero, LOpez, principales estudios sobre la comprension
Gonzélez & Rodriguez-Moneo, 2012) del concepto de nacién propia en
estudiantes de distintos paises.

Estudio 5 Telling a national narrative that is not ~ Analizar los conceptos de nacion e
your own. Does it facilitate disciplinary identidad nacional ajenas a través de las
historical understanding? (Lopez, narrativas elaboradas por estudiantes

Carretero & Rodriguez-Moneo, 2012b) universitarios espafoles sobre el
denominado “periodo de ocupacion
otomano de Grecia”.

Estudio 6 Studies in learning and teaching history: Recoger las principales aportaciones de
implications for the development of los estudios cognitivos sobre las
historical literacy. (Carretero & LOpez, caracteristicas del pensamiento histérico.
2010b)

Estudio 7 Thinking Historically about national Analizar y determinar las caracteristicas
narratives (Carretero, Lépez & del pensamiento historico elaborado por
Rodriguez-Moneo, 2012c) historiadores a través de sus narrativas

sobre la denominada “Reconquista”.
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Stuby 1

Identity construction and the goals of history eduation

César Lépez and Mario Carreterd

A pioneering writer on the topics covered in thok, the French historian M.
Ferro (1981) affirmed in his wotdow the Past is Taught to Childréimat:

Our images of other people, or of ourselves fot thatter, reflect the history we
are taught as children. This history marks usifer Its representation (...) of the
past of societies, embraced all of our passingeompnent opinions, so that the

traces of our first questioning, our first emotiporesmain indelible. (p. vii).

We have discussed Ferro’s assertion a number @fstim recent years, and we
must confess that we have occasionally thought rpt wrong, at least exaggerated.
However, thirty years after the publication of tiveginal work, which is seminal in the
field, his statement seems more accurate than €herhistory taught in most countries
(Carretero, 2011; Foster & Crawford, 2006; SymcoXV@lschut, 2009) is composed of
versions of the past that in addition to givingthi®graphic meaning to the study of
causal temporal relationships, also amplify thdomastate’s official voice—often its
only voice. Similar to how our minds are influencby fairytales—as Bettelheim
described some time ago in another seminal booBShe historical accounts learned

in school have a decisive influence on our viewhefpast, present, and future.

Some readers may find this parallel somewhat exatggks however, we could
cite the daily press accounts of the growing inflees of the conservative Tea Party
movement in the United States. In that case, aigsi metaphor from the American
revolution of 200 years ago is used in its mogrdik version, out of its historical

context, to inspire an ultraconservative critiqdeh® present and construct a political

! Study published in M. Carretero, M. Asensio & M. Rodriguez-Moneo (Eds.), History Education
and the Construction of National Identities (pp. 139-150). Charlotte CT: Information Age Publishing.
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direction for the future. We believe that the prestay example of the Tea Party is a
clear demonstration of the role that history-basedtaphors can play in our
understanding and behavior as human beings.

One of the most important sources of such metapisotise school curriculum,
particularly the teaching of history, which commprjenerates and disseminates
national narratives called master narratives. §&bnenough, we believe in these
stories as though they were indisputable, erectivem in the center of the past.
However, contemporary historiographic investigasioshow that in reality, such
narratives are based more on the interests oficestaial groups than on the objective
investigation of past events.

Textbooks and other teaching devices used insideatside of schools express a
certain vision of the past, and in the end, thelestts and future citizens imbibe these
productions because the school transmits them ghrduistorical narratives. This
practice results in deep internalization; studestsoss social groups believe these
narratives to be true. Moreover, students beliéa they are self-evident, empirical
truths and that it is impossible to doubt any ofratave’s key elements. It is not only
the school that contributes to this state of affalrough its formal and informal
mechanisms, of which patriotic rituals are undodlytehe most prominent example,
but society as a whole also contributes throughiljasocialization, the media, and

other cultural instruments, such as museums amd fil

In many countries, one finds an almost perfectrinatization of these narratives;
however, in some cases, obvious dissenting voigcesrge among students and
professors, giving rise to tension between acceptand resistance. We believe the
work in this book clearly and convincingly demoas#ss that this tension is possible but
often unlikely to arise because the nation-stateddeto be effective in using its
instruments. Therefore, educational mechanisms) gubey do not meet the objective
of providing a good education, do appear to meetalhjective of instilling ideology -

and in the case of the teaching of history, eveoatrination.

The accounts usually found within various patriotituals shape national

identities by having students aged six to eighirraffwith certainty that “I am
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Argentine,” “English,” or “Spanish”. As this conde instilled in at that young age,
students come to feel like heirs to the heroes wdsal their swords to build the political
institutions of the places to which they claim teldmg. This feeling, which is
observable by any educator who has a relationship their students, actually
encompasses inherent contradictions that studemtsodl detect but that education

should help make them aware of.

Such help would primarily be not attributing anesgsalist status to nationality.
Students tend to think that nations, particulahgit own nation, have always existed
and that things could not be otherwise (see Caogetedpez, Gonzalez & Rodriguez-
Moneo, 2012). Students have difficulty understagdimat although nations are well-
defined political entities, they are also the resilsocial and political tensions and
structures that have come together in a partiouky but not the only possible way.
There are clear, well-known examples of these tffestich as how the boundaries of
European countries changed after each world warlLdtin America, there were
substantial changes in most countries throughauhiheteenth and twentieth centuries.
For example, Argentina, a country in which we haeeducted extensive research, only
became independent in 1816, and even then it was diferent from the current
situation. However, most of the Argentinean stuslemte interviewed, including
adolescents and youth, thought that the countryahadys existed as a nation and that
its destiny was predetermined in a teleologicakseonceptualizations such as these
indicate that education in history has been stypnfluenced by identity issues. This
influence has been greater than an adequate uadéirsg of history as a discipline.

The four papers in this sectforpresent theoretical issues in both general
discussions and in detailed analyses of specifint@s, including the Netherlands
(Grever, 2012), the United States, Ireland, New lateh (Barton, 2012), France
(Tutiaux-Guillon, 2012), and Canada (Seixas, 2002 of the strengths of this section
is the range of educational contexts that are aedlywhich allows for more broad-
based comparisons. We believe that these four pagiware the recognition of the

failure of traditional national narratives as aibder teaching history. Notably, there

% Section 3: Students ideas and Identities. In M. Carretero, M. Asensio & M. Rodriguez-Moneo
(Eds.), History Education and the Construction of National Identities. Charlotte CT: Information Age
Publishing.
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has been a growing awareness of this failure ienegears. It has been recognized in
previous works (Grever & Stuurman, 2010) and isaitye expressed in Tutiaux-
Guillon’s paper in this section, which states tbkofving:

[T]he history of France has to be known... [l]t sahbe said that such aims,
prescribed for primary and lower secondary schaoé focused on national
identity. These developments do not mean that dch@tory in secondary
education does not take the national history imtwoant at all: the curricula are
compromises between different actors and tendenoisn contradictory (p.
114).

Current research appears to have strongly establiiat we must rethink the
relationship between the goals of teaching histangl identity construction. This
relationship has been discussed frequently in tegears (Barton & Levstik, 2008;
Carretero, 2011; Grever & Stuurman, 2008). It complex phenomenon that manifests
itself in a variety of ways due to the complexifyeach element in the relationship. In
both the specialized literature on the purposeeathing history and the literature on

identity aspects, it is difficult to find similapproaches or common conclusions.

The goals of teaching history continue to be thgesu of frequent debate. These
debates have occurred both within the disciplindisfory (Foster & Crawford, 2006;
Nakou & Barca, 2010) and outside of it as part ofitigal, social, and cultural
discussions (Evans, 2004; Nash, Crabtree & Dun@QR@®ne of the key elements that
undoubtedly contribute to the complexity of debaiaghe goals of history teaching is
its association with the transmission of values athtity construction (Barton &
Levstik, 2004; Hobsbawm, 1997; Wertsch, 2002).

It is well known that the centralization of teadinistory in schools began at the
end of the eighteenth and beginning of the ningteeenturies, coinciding with the
emergence of nation-states. Since that time, a gegose has been established for
teaching history, namely the construction of natlddentity. The classic statement by
Massimo d’Azeglio in the first session of parliarhehthe united Italy is very revealing

in this regard: “We have made Italy; now we haventike Italians” (Hobsbawm, 1997,
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p.44). In the chapter by Tutiaux-Guillon, the omgjiof the teaching of history are

clearly described:

This narrative of progress (about the nation) habably two main origins. Since
1830, the development of a secular teaching obiyishas substituted the holy
history with the national history: the narrative a§ course different, but the
structure is still teleological. The end is no margyodly eschatology, but the
fulfillment of socioeconomical progress and of demaay (Bruter, 2005)... (p.
113).

However, after World War Il and especially in th@60s and 1970s, educators
began to advocate history as an important suljeits iown right and the importance of
historical knowledge. Without a doubt, the changéhin the discipline of history after
World War Il played an important role, when a sgenrelationship was established
between historiographic research and the sociahses. At that time, history curricula
began to incorporate scholarly objectives relatedthinking historically”, such as
evaluating evidence and understanding historicalsa&on. Current scholarship
continues to develop the skills used by historiamsking the transmission of such skills
the primary objective of teaching history (Carrete® Lopez, 2010; Reisman &
Wineburg, 2012; Seixas, 2012).

Yet, the traditional role of teaching history asnaans of constructing national
identity has never been completely forgotten. Savetudies have shown that the
teaching of history continues to substantially ®@n national histories (Berger &
Lorenz, 2008; Van der Leeuw-Roord, 2009; VanSlddri008). Tutiaux-Guillon
(2012) notes that the construction of national idgns still the main objective of

primary-school history teaching in France.

According to Grever (2012), this construction oscwvithin an international
context of mass migration and growing multicultisad. As VanSledright (2008; also
see Barton, 2012) demonstrates, in the United St#te fundamental goal of current
education in history is teaching the “American dfeevhile history as it is understood
in the discipline itself is rarely taught. Becawsehis phenomenon, significant sectors

of the population not matching the official ideptdo not feel that they are reflected in
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the national historical narratives. This situatietrue of African Americans in the USA
(Epstein & Schiller, 2009) and indigenous groupsLatin America (Carretero &
Kriger, 2011), Canada (Peck, 2011; Seixas, 2012) New Zealand (Barton, 2012).

3.1.1. How should the teaching of history addresdentity issues?

There are different approaches to defining the obleeaching history in identity
construction. We can group these approaches imte thypes, summarized here in

general terms.

The first approach advocates a total separatiowdsst the two. The teaching of
history should focus only on developing an undeditag of the past through the lens of
the social sciences and be completely disconnefiteh processes of identity
construction (see, for example, Alvarez Junco, 20Te construction of an identity of

any kind is outside of the purview of the historidecipline.

A second approach advocates the use of historyetp huild one type of
collective identity or another. As we previouslysebved, the most common type of

identity linked to the teaching of history has ttiadhally been national identity.

A third approach takes into account the issues emded by the other two
approaches but that is more nuanced. This appr@acgnizes both the importance of
historical thinking for its own sake and studemdgntities as a key element in learning.
In this respect, the third approach is more focusedunderstanding the issues of

identity and their influence on learning historatihconstructing a particular identity.

If we consider that a combination of these appreactommonly occurs in the
classroom, we can begin to understand the complexithis phenomenon for both

historians and those who conduct research on theges.

3.1.2. How do identity issues influence teaching driearning history?

Aspects of identity are a factor in the teachind anderstanding of history on at

least two levels. On the one hand, students bheg various collective identities into
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the classroom, which are expressed in differentswBgarton, 2012; Epstein & Schiller,
2005). History pedagogy must therefore be abletoant for this diversity of identities
(Grever, 2012). On the other hand, as we have wbkdeqoreviously, the teaching of
history itself occasionally attempts to construatts collective identities posteriori

We believe that it is necessary to address bothese influences.

It seems clear that students’ existing identitieBuence their construction of
historical knowledge. Studies have shown that sttedas young as three participate in
activities such as patriotic historical celebrasidhat involve a form of initiation into
the national identity (Carretero, 2011). In a samilvein, Michael Billig (1995)
described how our daily activities in society rente - often implicitly - our national
identity. National anthems, national flags, streaines, holidays, movies, and our
passports constantly remind us that we are paatsufciety organized into nations. It is
well-known that this organization is arbitrary aatributable to a variety of political,
cultural, and economic factors of a historical natiHowever, various social actors
commonly present this organization of the worldifag were due to natural causes
rather than convention. When people later encoungtorical facts, they tend to resort
to group identities, which usually results in pesitbiases towards those they consider
as of their own group and negative biases towdroset they consider outsiders. It is in
this way that historical facts are reinterpreted casfrontations between “us” and

“them”.

Consequently, the existing identities that studbentsy to a class can occasionally
form an obstacle to an adequate understandingstdriji as they prevent the students
from achieving the emotional distance requiredritcally interpret historical events.
However, identity has also been viewed as a baakfedement in learning history
(Hammack, 2011). One of the main difficulties edacaencounter is that students tend
to think that history is not a personally usefulmeaningful subject. Furthermore, as
indicated above, students frequently are confromt@&l historical issues laden with
identity implications outside of the classroom. Aolledging students’ preexisting
identities in history class can, in addition to mating them, help them better
understand the relationships they address outsitteeaclassroom, which in turn gives

more meaning to what they learn in class.
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In other cases, identity is relevant in historysstaoms not only in terms of the
identities the students bring with them but alsthim schools’ versions of history, which
are intended to build identities. In authoritari@gimes, this identity construction can
be more similar to indoctrination (Ahonen, 2001;r@tero, 2011; Janmaat, 2006;
2008). Traditionally, national identities have bdéermed around ethnicity, i.e., they are

based on race, culture, and tradition, presentédlasy are permanent and natural.

Today, we also find history-teaching methods inezhtb promote aspects that are
more closely linked to a civic national identity gflBon & Levstik, 2008; Janowitz,
1983; Von Heyking, 2006). This civic national idiéyntis based on ideas such as the
future citizen’s active participation in societydathe challenges posed in that society
within a changing social context. The goal of stedrhing methods is to transmit skills
that will enable the student to participate in sbcias a good citizen and foster values
such as universality and plurality (Haste, 2004ev@r, 2012; Tutiaux-Guillon, 2012).
There is no doubt that the construction of an ethational identity differs greatly from
the construction of a civic national identity. Hoxee, in both cases, teaching history is

more important as a means to the end of buildiegtity than solely as a social science.

As we have discussed, the relationships betweentiigeéssues and the goals of
teaching history are complex and far from resolNddntity can be seen as an obstacle
or benefit to understanding history. It is cert#iat identity can be both in practice,

depending primarily on how identity is treated witkhe discipline of history.

3.1.3. How does historiography address issues otiatity?

Historical research often addresses subjects gldisdled to identity issues. The
role of women in history, civil-rights movements darstruggles for national
independence are only a few of the examples tlflactehe connection between history
and identity. Examining the way historiography litdeeats identity issues can help us

understand the relationship between the two.

In the nineteenth and part of the twentieth centungtory was primarily
responsible for propagating romantic ideas abotibmal identity; national identities

were thus cloaked in an aura of naturalness anelésaness. History was tasked with
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demonstrating how national identities - and etland even religious identities - have
been an essential part of human nature from tirmeemorial. History strove to justify

the emerging division of societies into nationasabn an almost biological basis.
National identities were therefore considered istdriography to be innate and
permanent properties that constituted an essessjgéct of human nature (Calhoun,
1997; Smith, 1991).

Within this perspective, national and other ideesgitwere understood to have a
clear function in group cohesion. Each nationalugravas observed to have some
common essential characteristics, usually basetlttaral, historical, ethnic, and other
traditional elements, that had been handed doweedime immemorial within a well-
defined territory that coincided with the emergmagion-state (Smith, 1991). However,
while national identity has a cohesive function #ogiven group in this understanding,
it is also disruptive for other groups (Herzog, 20Triandafyllidou, 1998). In practice,
these essential characteristics of national idersite not only considered to be
permanent, objective characteristics of the natigmaup, but also exclusive to that
group. In other words, each national group muselavidentity that is not only its own
but also clearly distinct from other identities, iath distinguishes who belongs to our
nation and who does not (Cruz Prados, 2005; Sit@@1).

However, in the mid-twentieth century, a moderoisinstrumentalist approach to
the phenomenon of nationality emerged within tleédfiof history. National identities
began to be understood as artificial realities wadéid by political interests rather than
as natural realities. National identity was no lenginderstood as an innate and
spontaneous property of human beings but as samge#ttiquired and inculcated inside
and outside of school (Alvarez Junco, 2011). Thmesed naturalness and timelessness
of national identities was discredited. Nationat@stral traditions were revealed to be
invented traditions (Hobsbawm & Ranger, 1983). tiies came to be viewed as

changing social constructions.
Current historiography views identities as complexiltifaceted phenomena that

are constantly changing and never permanent ndugxe. However, people continue

to be passionate about their identities, and itergioften a major factor in intergroup
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conflict (Ashmore, Jussim & Wilder, 2001); in macgses, people even Kill in its name
(Maalouf, 1998).

Studies have shown that students’ ideas about tHeitity are closer to the
natural, timeless, and static conception held enntimeteenth century than the manner in
which current historiography understands identiGarfetero, Lopez, Gonzélez &
Rodriguez-Moneo, 2012; Lépez, Carretero & RodrigMeneo, 2012a). This
conceptualization is reflected, for example, indstts’ reinterpretation of historical
conflicts that occurred long before the emergentenaiions as struggles between
national groups. This understanding of nationahidies as timeless and permanent
produces a simplistic and narrow interpretation hidtorical events and is often
associated with a tendency to make positive judgsnabout one’s own group but not
those perceived as “foreign” (Carretero & Bermud@®12). Perhaps, as Barton
suggests (2012), teaching students how currenvrlography views these aspects of
identity and highlighting its complex, social, angnamic character should be an

explicit objective of history pedagogy.

As we have discussed, understanding the relatipadiatween identity issues and
the goals of history education is one of the maoSicdlt challenges in teaching and
learning history. The complexity and diversity efidents’ identities on the one hand
and different objectives associated with the teaglof history on the other make for a
particularly problematic area of study. Howeverdeeep understanding of each aspect
enables us to shed some light on these interrakdtips that are established in history

classrooms.

We believe that there are two important questionsxamine in this regard. First,
it is important to understand the explicit role tk&ate assigns to education in
constructing a national identity. For example, ddes such as Ireland and New
Zealand (see Barton, 2012) do not assign any aiehe schools in constructing a
national identity; this is also the case in a numdfeother European countries, such as
Spain. In such nations, these phenomena are therafore implicit. In contrast, in
Latin America and the United States, national-idgriormation is explicitly considered
a function of schools and is conducted intenselri@ero, 2011). Second, we believe

that these differences are also related to thecphat variety of nationalism involved
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and its role in the given society. In some natios;h as France (Tutiaux-Guillon,
2012) and the USA (Barton, 2012), nationalism maydr may not be) intense, but it is
never challenged by alternative nationalisms withia state itself. In contrast, in other
nations such as lIreland (Barton, 2012), Irish mediiem is opposed to British
nationalism, and in Spain (Carretero, 2011), thereboth Catalan and Basque

nationalism.
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STUDY 2

The Narrative Mediation on Historical Remembering

Mario Carretero and César LépeZ

Abstract

Narrative structures have an essential role whatyaimg historical remembering
and its importance at both individual and sociakls. This influence is particularly
decisive in the production of narratives, primaréflected in school history textbooks
and other informal cultural devices, and also wheaple consume these narratives in
order to explain historical events. People’s repméstions of national identities and the
very concept of nation are the most characteristigenents of these narratives. This
paper examines the importance of making a detafeadysis of the features of such
representations in order to have a better undatisignof the process of human

historical remembering.

3 Study published in S. Salvatore, J. Valsiner, J. T. Simon & A. Gennaro (Eds.), Yearbook of
Idiographic Science (Vol. 3) (pp. 285-294). Roma: Firera & Liuzzo.
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In the field of narrative remembering there are tighly interrelated phenomena:
individual memories and societal issues. This i@hahip is a major issue when
analyzing the process of remembering, as notetinvolumé by Bietti (2010) and
Wagoner (2010). In other words, both papers stiadt it is clearly impossible for
individual subjects to remember anything indepetigiesf how society structures and

organizes events in a particular way.

Let us start with Bietti’'s contribution (Bietti, 20). It is no doubt a very
intriguing and exciting piece of research about iemories of a “normal” man who
not only agreed with the terrible and savage regowascarried out by the Argentinian
military but also probably participated or at leptdyed some role in those criminal

practices.

One of the first points we feel it is interestimgdomment on is to what extent the
Bandura model of moral disengagement is suffictenéxplain Paco’s behavior (see
Bietti, 2010, for a description of this model. pf7.4. In fact, let us imagine that the acts
performed by Paco, the person interviewed by Bietgre not such serious crimes.
Suppose, for example, that Paco simply committedge number of traffic violations.
One could also imagine that Paco committed a rgbhMould the features considered
by Bandura apply to his behavior? In other wordsttese features predict the degree
to which they can be applied in? We think it is ortant to take into account that “to
save the nation” is also considered a basic maal fgr any nationalist ideology.

* This refers to S. Salvatore, J. Valsiner, J. T. Simon & A. Gennaro (Eds.), Yearbook of Idiographic
Science (Vol. 3). Roma: Firera & Liuzzo.

> Concerning the description provided by Bietti’'s paper about the Argentinean military
dictatorship (1973-1982) and the repression exerted during that time, some clarifications should be
provided, particularly with regard to the most recent historical research. On one hand, political
repression was not only against leftist or revolutionary political activists, but also against people who
were just defending the most basic democratic rights. Also, a significant number of arbitrary acts of
political repression were carried out against people who had nothing to do with political action. This is
to say, most of these acts were criminal deeds having the sole purpose of stealing goods or even whole
businesses from their legal owners (Jelin, 2003). On the other hand, it is interesting to comment on the
idea posed by Paco, Bietti’s subject, about political repression as something that could be justified as a
kind of legitimate defense, because in those years a real war was taking place in Argentina between two
“armies”, namely the State on one side and the “violent subversive revolutionaries” on the other. It is
worth noting that this particular idea, which is historiographically labelled as “the theory of the two
demons”, has received ideological support by some right-wing historians and political theorists.
Nevertheless, is rather difficult to uphold this theory, mainly for two reasons. Firstly, because the State’s
illegal and violent repression against the leftist activists started before the Military Dictatorship; and
secondly, because it is inappropriate to compare the violence exerted by the State, which is responsible
for warranting the citizens’ civil rights, to the violent acts of a particular group such as leftist activists.
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In this respect, we think it is essential to coasithe influence of nationalist
beliefs in order to understand such terrible, acils. Thus, it is important to take into
account the fact that nationalist ideologies antlefse play an important role in
establishing some of the most important traits mf human being. It would be very
difficult to find specific human beings who do nmegard themselves as members of a
particular national or cultural identity. To somdent, it can be said that the features of
national beliefs are part of the dominant socialoidgies, and at the same time, they
finally become embodied in human beings throughracess of internalization. An
important part of national beliefs is related te thistorical origins of the nation. These
narratives often adopt the form of a saga and pgeothe nationals with an explanation
of their origins. This is to say, historical naivas are essential in order to provide a

specific format for individual identities.

Thus, with regard to these ideas, there is, in @uinion, an interesting issue
which is not considered by this paper, but whicls ha important influence on the
phenomena being studied. We mean the influenceatdmal historical narratives and
also the very concept of nation. Concerning théohisal period analyzed by Bietti’s
paper, it is quite impossible to understand myitdictatorships in Latin America during
the 70’'s - we could even say any dictatorship -haut taking into account their
representation of their own nations, obviously sufgd by a particular national
narrative. It is well known that the last Argentme dictatorship deemed itself a
“process of national reorganization”; its ideoladicoots doubtless stem from the right-
wing trend of authoritarian political processesisas National Socialism in Germany
(1930-1945) and the National Catholicism of Spal®30-1975). Thus, if Bietti’'s
interview with his subject had considered topidee lithe historical origins of the
Argentinian Military Dictatorship, those “nationalhotives would no doubt have

emerged very neatly.

On the other hand, we ought to say that for an tetaleding of how societies deal
with the issue of recent violent historical evemis) very well known opposing points
of view need to be considered. On the one handcltssical statement by Santayana
(1905), who wrote “those who forget History are @emned to repeat it” (p.284). And

on the other hand, the opposite view expresseddnar that “forgetting is a crucial
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factor in the creation of a nation” (1882/1990,1),Imeaning that in order to construct
and to keep a national society united, sharingstliiee goals and motives, it is essential
not only to remember certain shared collective mamsp but also to suppress and to
forget other common collective memories. We thimy atudy about recent violent
historical events needs to be considered, at teasime extent, from the point of view
of a possible tension between these two views. usetuunpack this idea through a

concrete example.

At the time when | was beginning my academic aéigiin Argentina, one day |
presented the filml984 based on the famous novel by George Orwell, testaglents.
Of course, they were very shocked, among othegshiby the scenes of torture and
mistreatment, particularly those exerted by O’Briam outstanding member of the
INGSOC (Eurasia’s dictatorial State Party), uponn8tn Smith, the novel’s main
character who tries to maintain at least some gortf freedom in a very difficult
climate of oppression and political repression. Whee started our class discussion,
many of my students considered that situation giregsion basically similar to the one
Argentina suffered under the “Proceso Militar”, fro1976 to 1983, yet quite
surprisingly, they expressed great resistance datitying similarities with the abuses
committed under the communist regime in the USSRother words, Argentinian
students were probably much more prone to “remembascist repression than
communist repression. In my opinion, this shows hbe main topics considered by
this chapter cannot be understood without takihg &count the context where specific
subjects make sense of their meaning in specifioma contexts.

Wagoner (2010)'s study on the influence of naratigtructures upon
remembrance highlights the existence of constraoits an agent’'s constructive
potentials. The process of remembering analyzedViagoner is not produced in an
isolated way. Such a process is influenced by divinual's previous experience, as
well as by social conventions developed within gneup where he or she belongs.
Thus, narratives elaborated by participants whdéenembering also depend on a

previous social and personal context.

Therefore, one of the fundamental starting pointsMagoner’'s study is the

relationship between the concepts of specific mi@ga and schematic narrative
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templates (Wertsch, 2002). In this relationshige #pecific narratives produced by
individuals (involving particular people, placesdaevents) are influenced by the
schematic narrative templates previously generated social context. As seen in
Wagoner’s study, taking into account the relatignshbetween these two types of

narratives is central in order to understand tloegss of remembering.

From our perspective, narrative structures as tmolauman knowledge also play
an important mediating role in the remembranceast gvents that are analyzed in the
domain of history. Wagoner’s study suggests a s@fi@uestions in this sense: What is
the role of narrative templates on the remembermghistorical events? What
characteristics do schematic narratives templatese hn the domain of History?

Through which social and personal mechanisms anelihilt?

We think it is relevant to analyze specifically tfude narrative structures play in
history production and consumption. This is so bheeawve find a close link between the
influences of the narrative format upon remembraanalyzed in Wagoner’s study, and
the way narrative structures impinge on historikabwledge when it comes to

producing and consuming historical narratives.

The discipline of history is fundamentally relateith an analysis of events that
have occurred in the past. In order to carry oigt dinalysis, it is necessary to look back
and recover - as much as possible - the informatiothose past events. In this sense,
the term “historical memory” or “collective memorigas been frequently used in recent
years. Collective memory refers to the way socsdti@nsmit beliefs about the past from
one generation to the next; also for the purposesvhich these beliefs are selected,
their nature and shape, and the way they changetiove (Seixas, 2004, 2006). It is in
this sense that we refer to a process of “colleathemory”. In psychological terms, this
process differs greatly from that produced on atividual level. Events analyzed by
history have occurred mostly in a remote past. Nointhe people who analyze these
events directly withessed them. Consequently, pisigchologically impossible for them
to remember something they have not experiencedtlsr occasions, as when recent
historical events are examined, we may indeed firatesses of remembrance where
the individual who remembers has taken part inhiséorical process being analyzed

(for example, think of the Argentinian dictatorshipse analyzed by Bietti, 2010).
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Considering this differentiation, in our view thedividual process of remembering and
the analyses produced in the discipline of Histhrgre a fundamental mediator, namely

narrative structures.

The construction of historical knowledge is intielgitrelated to the elaboration of
narrations (Carretero et. al994). The influence of narratives goes well beytmel
field of history and its learning, since they catusé an instrument of human
knowledge. Narration constitutes a specifically lannway of organizing thought. As
human beings we interpret our actions and behavasrsvell as others’, in a narrative
fashion; indeed, there exists a predisposition rgammize experience into a narrative
form, through plot structures (Bruner, 1990).

Many of the ways in which we structure informatiahout the past possess a
narrative structure (stories, myths, textbooksndilor diaries). Hence it is no wonder
that some educators equate history teaching todedl good story (Barton & Levstik,
2004). It is important to point out that the infhoe of narratives in the realm of history
is produced in two distinct moments: on one handthie process of productiomf
historical narratives by historians, which reacludsnts fundamentally through
textbooks; and on the other hand, in grecess of consumpticend appropriation of
these narratives by students, which are reflectdtie narratives they themselves build
when it comes to explaining a historical event (€&ro & Kriger, 2011; Wertsch,
1997). For this reason, we think it is relevanaibalyze firstly the characteristics of the
schematic narrative templates students find wheg #tudy history, and subsequently

to examine their influence on the specific naredithey produce.

3.2.1. Characteristics of narratives templates inhe production process

Narratives are not a sequence of random eventberrathey use causal
explanations, attempting to shed light upon how ement causes another and the
factors that affect these relations (Barton & Léys?004). As Seixas points out, “In
History, memories organized as narratives includengporal dimension, conveying an
idea of origins and development, of challenges awee, with collective protagonists
and individual heroes confronting difficult conditis and threatening enemies.

Narratives provide actors’ roles with a moral vakenin accordance with belief in an
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enduring set of ideals or common character traig. narrative thus defines a boundary

between members who share the common past and wiaselo not” (Seixas, 2004,
pp.5-6).

One very common type of historical narrative we damd globally in the
educational ambit is the national narrative (Ba&ohevstik, 2004; Barton & McCully,
2005; Carretero & Lopez, 2010b). These nationalaties become a kind of schematic
narrative template, the influence of which is fumdsmtal when building specific

historical narratives.

National narratives are closed narrations thatdrgiraw a clear line between the
past, the present and the future, making the natigrerennial protagonist. In these
narrations, there is a tendency to evaluate onefs social group positively, to explain
their characteristics in essential - not historicérms, and to reject the sources that
come into conflict with a complacent version of @ndistory. Likewise, these
narratives evaluate the country’s political evauatipositively, uncritically retrieve the
role of certain emblematic historical characterd astablish links of permanence and
continuity between past events and characters lamchational group’s current time
(Carretero & Bermudez, 2012). Through these natioaaratives, history becomes a
sequence of events aimed at a concrete goal. Dnisrete goal is often to show the

virtues and accomplishments of one’s own nation.

In this type of narratives, the selection of eveartd characters to be remembered
is as important as the choice of those to be ftegotin this respect, think of the
classical phrase by Renan mentioned above aboutebe for collective oblivion. In
Wagoner’s study (2010), “the transformations in tiaeratives help the participants to
avoid including events that do not easily fit thearrative frame” (p. 29). Similarly,
national narratives tell certain stories, not ashéney speak of certain central characters
but forget others, less well known and more anonygndometimes entire social
groups are forgotten, because they do not fit imetthe national narrative’s plot (Barton
& Levstik, 2004; Carretero, 2011).

As we have already mentioned, national narrativgsta establish a union

between past and present. This present link, wisidhindamentally necessary for the
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construction of a national identity, is built uptme basis of affective and emotional

aspects (Carretero & Montanero, 2008).

Such national narrations take a central role in enaws countries’ school
curricula. Through an exhaustive analysis of Nétherican textbooks, Paxton (1990)
and Alridge (2006) evidence how narratives abouedy men and events that guided
North America toward an ideal of progress and @ation continue to be the
prototypical manner in which many historians angtlieoks disseminate historical

knowledge.

Although textbooks are a major mechanism throughchvithe process of
production of historical narratives reaches stusletitey are not the only one. Family
histories, diaries, national history museums, méawor films on historic events are
some of the mechanisms whereby schematic narraénglates are built, whose
fundamental feature is often the nation. Wineburd eolleagues (2001, 2007) analyze
how movies like Forrest Gump or memorials like teethnam War memorial in
Washington are cultural tools that influence peopleen they construe narrative
explanations about a historic event such as thin&ie War. A more recent example of
this phenomenon is found in the analysis by the&i@n philosopher Slavoj Zizek on
the film The Hurt Locker, recent winner of the ma&dscars (Zizek, 2010). As Zizek
points out, the narrative developed in the filmniakt completely ignores the great
debate about U.S. intervention in Iraq, and instieedises on the daily experiences,
during service and outside it, of common soldienséd to live with the danger and
destruction”. Thus, there is a humanization of\lae, promoting identification with the
fears and anxieties of the soldiers and ignorirgrtfore general problem of the causes
and consequences of U.S. intervention in Iraqg. 8foee, this type of cultural tools,
present in the informal ambit, also contributesléwelop a particular type of schematic
narrative templates that influence the specificratares produced by people when

making sense of specific historical evehts.

6 Zizek's article contrasts the schematic narrative template developed in The Hurt Locker to the one
developed in James Cameron's film Avatar. Avatar’s schematic narrative template reflects the territorial
conflict between a technologically advanced group and a native group linked to the territory by nature
elements. Note that this schematic narrative template is very similar to that developed in other famous
films like Kevin Costner’s Dancing with Wolves or Disney's Pocahontas, both regarding to Native
Americans.
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3.2.2. Narrative mediation in consuming History

The conclusions of Wagoner’s study point out tlzat éffective narrative allowed
participants to make useful connections betweemtsvand agents, which could be
drawn upon in their recall of the film. However,rraives can misdirect as well as
faithfully direct remembering, exclude as well aslude, constrain as well as enable
us” (Wagoner, 2010, p.37). Another relevant conolusin his analysis is that
reminiscence is affected both by the strength ofati@e structure and by the type of
narrative. We believe it is appropriate to analyzese conclusions in the case of
historical narratives. This leads us to pose thleviang questions: What importance do
narrative structures have in history learning? Whmaplications does the use of
national-type narratives have on students’ undedstg of historical events? In short,
how do the characteristics of schematic narragwepiates influence the consuming of

historical narratives?

As we noted before, Wagoner (2010) bases his aaskeonotion of scheme “as
holistic developing patterns used in the servicthefpresent to help an organism act in
its environment” (p. 4). These schemes originateuhh either personal experiences or
participation in different social groups. If we lfml Wertsch (2002)’s notion of scheme,
schematic narrative templatese tools of mediation generated between and loligéd
among members of a social group, and as such amyl between social groups. As we
saw earlier on, the type of narrative most freglyeased in the domain of history is
national narrative. These narratives are elaboraiéitin a social group, the national
group in this case. National narratives - origidaite the realm of formal teaching, as
well as in an informal context - significantly innce the way students make sense of
and interpret historical events (Barton & Levs@04; VanSledright, 2008; Wertsch,
2002).

Narratives often differ from one nation to anoth@ren when they deal with one
and the same historic event. Carretero and coleEsa2002) carried out an analysis of
Spanish and Mexican students’ representations lustaric event that was central to
both countries, namely the “Discovery” of Ameridis study shows that textbooks
from both countries reflect the same event in \@fferent ways. Narratives composed

by Spanish and Mexican students differ significarthd tend to support the official
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narrative reflected in each nation’s textbooks. STtue consider Wagoner’s statement,
“an individual’'s construction of the past is intitaely related to the social groups to
which he or she belongs and the resources thesgpgmovide” (p. 5), to be adequate

to what sometimes happens in the process of congunmnstory.

Another relevant aspect reflected by Wagoner's yst{@010) is that narratives
built by participants to explain the fillApparent BehaviofHeider & Simmel, 1994)
depend on the participants’ current situation amdtmecent experiences. This influence
of the present on the past also occurs in the domgahistory. One of the goals of
official national narratives is often to legitimizbe nation-state’s current politics.
Consequently, as we have already pointed out, dtiemal narrative usually highlights
those very events and characters that suit theathagis final objective, but also
obliterates those that do not. This impinges ondheses students ascribe to certain
historical events. In this sense, Barton & Levg@004) show how students in the
United States interpret certain historical eventsuch a way that they fit the goals of
freedom and progress, which are present througth@uAmerican national narrative.
Thus, for instance, Native Americans’ resistanceiésved as an obstacle in attaining

progress or the Vietham War as an attempt to breglom to that country.

Yet another of the relevant features in Wagonetigdys is the strength of
narrative level. Strength of narrative refers to the degeeahich participants saw the
film as a unique narrative with a clear plot froragmning to end, or contrariwise,
whether they interpreted it as various narrativethey simply did not give the film a
narrative sense. Along this line, we think the stuts degree of appropriation of an
official national narrative may have a similar irghce on the understanding of history.
One of the implications an elevated degree of gppaton of the official narrative
might have is fostering an epistemological visibmistory as something closed, unique
and true (VanSledright, 2008). According to Alridg®06), North American textbooks
present discrete, heroic and one-dimensional meesathat deprive the student of a
complex, trustworthy and precise knowledge aboet fieople and events of North
American history. Another fundamental implicatioh an excessive appropriation of
national narratives is related to the capacity datemplate another person’s point of
view. As Wertsch (1998) indicates in his study ofitdd States history narratives, very

few of the subjects introduce any irony in thewrigs or comments that account for
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conflicts between interpretations; most of themehagpropriated the official historical
version and reproduce it almost without nuancetlyzaa high degree of appropriation
of the national narrative may lead students tokthimat history is a mechanical
succession of events that fit the national nareivogic. This often causes them to
make predictions about history, precisely basedwrh mechanistic logic (Barton &
Levstik, 2004).

We wouldn't like to finish this reflection withoudcknowledging some of the
advantages of narrative structures in history iegrmAs in Wagoner’s study the use of
narrative structures has positive effects upon rebmance, so narrative structures have
positive effects too when it comes to learning drigt Narratives are cultural tools,
which we are daily in contact with: this is why yheeem familiar to us and their use is
relatively simple. Some studies, like Wagoner's1{20 have demonstrated narratives’
positive effects on remembrance, as well as onestisdd motivation with regard to
history learning. Nevertheless, from our perspectivs necessary to bear in mind that
narrative structures, when applied to the domaisabiool-taught history, ought to be
understood as an additional tool for historical lemige, rather than as historical
knowledge itself. In this sense, one must constter difficulties that an excessive
importance of narratives - mainly those of a nalotype - may imply in students’
acquisition, not only of historical information, talso of a more elaborate capacity to

think historically.
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Is the nation a historical concept on students’dfin

César Lopez, Mario Carretero and Maria Rodriguez-Mamed’

Abstract

Traditional history that emerged in the™®&entury did so with a clear focus on
the concept of nation. Its main purposes were dditeate and justify the existence of
the emerging nation-state and forging a sense tbma identity among the new
citizens. Thus, a naturalized and romantic conadphation was constructed and
transmitted throughout school history narrativeowiver, current historiography
emphasizes that nations should be viewed as maahersocial constructs. The tensions
between these two approaches have been widely redplithin the discipline of
history and even in the political arena. This #timwcuses on students’ understanding
on this key concept. An empirical study on collesggdents’ on their own nation was
conducted. Most of them displayed a romantic antirabzed concept of nation,
making sense of historical content in a nationay.wkhese findings are discussed in
relation to current research on conceptual changkistory. Also in the context of

history learning, the role of school master navestiis considered.

7 Study submitted for publication
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3.3.1. Introduction

Numerous studies have pointed out how teachingotyistconstitutes a
fundamental tool for instilling values and buildirdentities (Barton & Levstik, 2008;
Hobsbawm, 1997; Wertsch, 2002). History has beg@eaeslly fruitful for forging a
national identity (Carretero, 2011; Carretero, Asen& Rodriguez-Moneo, 2012;
Grever & Stuurman, 2008). In this regard, the cphaé nation is still a key aspect, if
not the key aspect, of narratives and historical analysBallgntyne, 2005).
Unfortunately, traditional history turned the nationto a unique and atemporal
protagonist of history, thereby transmitting anaidd the nation as a natural entity.

Multiple works from current historiographical, soldgical and even educational
fields have stressed this naturalization of theceph of nation (Anderson, 1983;
Connor, 2004; VanSledright, 2008). However, thesedies have been almost
exclusively theoretical. They have been conductedralyzing the development of the
very discipline of history or by analyzing histaldextbooks used in schools. Using an
empirical study, this article will focus on how é® understand the concept of nation
in the domain of history. For this purpose, we od@sit relevant to begin with an
analysis of how the concept of nation has beenrprgged within historiography and
communicated to society in the past. We will alealgze how the concept of nation is
currently viewed by modern historiography in order understand whether or not
people’s understanding of nation resembles the madisciplinary approach.

Since the 19th century, numerous societies havieeveel that citizens from
nation-states should develop a sense of belonging tommunity to forge national
unity and legitimize the political system. It waslibved that sharing a past, a history,
favored the development of this sentiment (Smit#91). As a consequence, many
traditional history curricula became filled with treaal narratives such as wars of
independence, conflicts with other nations and laim@vents (Barton & Levstik, 2004).
The actors in these events were often turned iatmmal heroes and the dates of these
events became occasions for patriotic celebrat@arrétero, 2011). These national
narratives share some main features (Carreterorégez, 2012): First, the nation and
the nationals are established as the main subfetheonarrative. This implies the

existence of a “we” category as opposed to “th&gcond, the nation and nationals are
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displayed as preexisting and timeless politicaltiest Third, the fight for a national
territory is one of the main narrative’s themesdfy, the national group is always
judged positively from a moral point of view. Thegsatures will be empirically
considered later in this paper, regarding how sttedeonstruct historical narratives

about their own nation.

This close relationship between the nation andhyst established at the birth of
the nation-states in the I@entury - has been called the narrative contridevitaj,
1992). Many existing works provide accounts of ifig@ortance of national narratives
worldwide. In the United States, VanSledright (20@&scusses how narratives on
national development and progress constitute “iHystan schools. History, as it is
currently understood from within the discipline, rarely taught but is instead
considered as a fundamental instrument for teacthiag American Creed” to cultural
outsiders and the naive. In former USSR countneh s Ukraine, school textbooks
supply the builders of national sentiment with afinite source of didactic materials
based on myths and historical narratives to suppanationalist discourse (Janmaat,
2005). The nationalist foundation of curriculum atektbooks in Europe has not
changed significantly since the late 1980s (Fo&t€&rawford, 2006; Van der Leeuw-
Roord, 2004; 2007). Moreover, it is possible torapfate an increased focus on the use
of traditional methodologies built around the cquiceof nation (Mak, 2005).
Nonetheless, there are discrepancies and casestiottisocial groups that do not feel
recognized within a single national history, whicas led to the numerous debates
called the "history wars" or the "culture wars" (f@dero, 2011; Nakou & Barca, 2010;
Nash, Crabtree & Dunn, 2000; Symcox & Wilschut, 200

It is apparent that the concept of nation conggud fundamental part of the
teaching of history. But what concept of nationhdstory experts currently use? What
concept of nation do people finally learn and usenvthey face an historical content?
And to what degree is it similar to the conceptdubg the history experts? In the next
section, we will focus on answering the first oésk questions. Then, to answer the last
two questions, we will focus on our empirical studfich concentrates on the concepts

that individuals manifest regarding their own natio
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Nation as a Political and Historical Concept

As concerning most concepts in the discipline dftdry, there is no general
agreement about the meaning behind the conceptatdm (Connor, 2004; Seton-
Watson, 1977; Smith, 2002a). Historic conceptsatsdract, diffuse, and they change in
meaning over time (Carretero, Castorina & Levinagyress; Koselleck, 1996; Limén,
2002). These characteristics make it difficult &® & single definition of nation or to
establish precisely which components are importartt how important they are. In
order to understand students’ concept of natiors important to first reflect on how

this concept is understood within the disciplinénistory.

In specialized literature, there are diverse difing of nation. A first definition
could be found in the classic essay by Renan "Wkaa Nation?" For Renan
(1882/1990), a nation is:

A soul, spiritual principle. Two things, which iruth are but one, constitute this
soul or spiritual principle. One lies in the paghe in the present. One is the
possession in common of a rich legacy of memoties;other is present-day
consent, the desire to live together, the will ¢éopetuate the value of the heritage

that one has received in an undivided form. (p. 19)

In this definition, we find references to a commpast, but also to a shared
present and future. For Anthony Smith (2002b), #onas “a named human population
occupying an historic territory, and sharing mythemories, a single public culture
and common rights and duties for all members” (p). 8n this definition, those
elements referring to a collective sense remair, tha presence of territorial and
political factors is also emphasized. To finish lexipg the distinct definitions of
nation, we will also mention that proposed by Can{2004): “The nation is the largest
group that shares a sense of common ancestry.l@grdolhe nation is the largest group
that can be influenced/aroused/ motivated/mobiliagdappeals to common kinship.”
Once again, this definition differs, and the eletsethat contribute to create the

sentiment of common ancestry are not made explicit.
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These debates regarding the concept of nation lbeee and still are very intense.
To this regard, Hugh Seton-Watson remarks: “I hesee myself driven to conclude
that no "scientific definition" of nation can bewvédoped: still, this phenomenon exists
and has existed” (1977, p.5.).

Despite these differences regarding the concepiatbn, there are fundamental
components about which there is a higher degremm$ensus, at least with regard to
their presence, if not to their relative importan€erritorial, ethnic, cultural, historical,
economic and political-legal factors are presenmnost of the analyses on the concept
of nation (Connor, 2004; Gellner, 1983; Renan, 18820; Smith, 1991; 2002a). The
different conceptions of nation stem from the deeekveights given to each of these

components.

In historiography, we primarily find two main appahes applied to the concept
of nation: the romantic and the disciplinary. lalso very important to mention that this
distinction is also related to the two main goald &nctions of the teaching of history

(Carretero, 2011). Table 2 organizes the main ciewiatics for each.

Table 2

Characteristics of the Romantic and the Disciplynapproaches on the Concept of

Nation

Romantic Approach Disciplinary Approach

The nation as a natural reality. The nation as a social construct.

The nation as an immutable entity. The nation as an ever-changing entity.

The nation has an antique origin, often plac The rise of nations occurred in the mid 19th

in ancient times. century.
A nation is founded on pre-modern A nation is founded on modern components:
components: territorial, cultural and political and economic.

historical, which have an atemporal and
immutable character.

National identity is a natural entity, also National identity is a constructed entity,
passed on through an ancient past. originating in the mid 19th century.
The nation creates the State. The State is what creates the nation.

75



STUDY 3. STUDENTS CONCEPT OFNATION

The romantic approach on nation, also known asrpealist, is characteristic of
historiography during the 18th and 19th centuries.this approach, the nation is
understood as a natural reality and national semtins spontaneous and innate. It was
also expected that national identities were permtangith roots in the most remote
past. According to this perspective, modern natimns: a continuum with the earlier
communities established within the same territoi§ometimes, these earlier
communities and the current nation are viewed asstime object, which remains

timeless and unaffected by changes taking placeigfmout centuries (Smith, 2002b).

As Balibar indicates (1991), the history of natitras been traditionally presented
in the form of a tale that creates a national cwity that begins in the remote past. In
such a tale, we can find the more or less decis@reds that belong to the history of
the nation, a nation which is viewed as the cultmmaof a secular project. This
romantic concept of nation creates not only a pgst and continuous phenomenon
based on the past, but also configures a solid dation to support the political
demands of the present (Billig, 1995). The natisndepicted as the natural and
preexisting foundation for the state. In this manniee romantic concept of a nation

allows an appeal to the past to confront and vatdithe present (Wallerstein, 1991).

In the mid 20th century and in face of this romampproach, another approach
towards national phenomenon was developed thainavk as the disciplinary or
modernist approach. National identities came tedmn as artificial inventions, directed
by political interests (Gellner, 1978). The natibsantiment is seen as something
acquired - mainly instilled by schooling - in cat with the natural character
promoted by the romantic approach. The states ee@ fs promoters of national
sentiment and not as political consequences oft@algphenomenon (Alvarez Junco,
2011). Therefore, it is the state that createsittimn and not the opposite (Cruz Prados,
2005).

This disciplinary approach to the nation has becéngedominant approach in
current historiography. There are very few histosiavho doubt that the nation is a
modern construct, a product of the new conditidreg arose after the Enlightenment
and following the American and the French Revohgio(Alvarez Junco, 2011;

Hobsbawm, 1997; Smith, 2002b). Jansson, Wendt & (8687) assert that in the last
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25 years, the discipline of history itself emphasizhat nations should be viewed as
social constructs. And, as Benedict Anderson hesady indicated (1983), national

communities form what has come to be knowmeasgined communities

As these authors suggest, the romantic approadhetanation creates a dual
illusion. On the one hand, it aims to convey theaidhat generations succeeding each
other throughout centuries in a more or less stédietory transmit an unchanging
essence that constitutes a national identity. Gn dther hand, the manner of this
national evolution is such that we perceive oueselas the culmination of a national
history (Balibar, 1991). Thus, nations and natiowlantity "are taken for granted as
something inherent to the human condition” (Billi95). However, the disciplinary
approach does include the premise that most otdneent nation-states did not even

exist in name or as administrative units one or ¢enturies ago (Wallerstein, 1991).

A main aspect over which these two conceptionhamsver the question: when
is the nation? (Connor, 2004; Ichijo & Uzelac, 2D0B the romantic approach, nations
can be found in almost any historical period, angxeh “they are as old as history”
(Bagehot, 1873. p.83). From the disciplinary apphpeghowever, to discuss a nation
there must be legal, political and economic comptneresent, which can only be
found in relatively recent historical conditionsn@her modern characteristic of the
nation is that it is a mass phenomenon and notiast @ne, which refers to both the
national consciousness and to the sense of ideabtut belonging to the nation
(Braudel, 1988). As Connor indicates (2004), it wext until the late 19th or the
beginning of the 20th century when the majoritygobups currently recognized as
nations became aware that they belonged to and peetieipating within a nation. The
pioneering work by Eugen Weber (1976) shows thattrpeople who lived in France in
1870 resided in culturally isolated towns and ccetedy lacked a national French
consciousness. According to Weber, the awarenebginf French expanded over the
following decades, primarily through schools, asnomnication networks began to
develop and education became centralized. Nonawhelthis process remained
incomplete by World War I. To Connor (2004), theekeh situation constitutes a
generality; this generality can also be deducenhfeosurvey of group identities among
European immigrants to the USA during the 19th aady 20th century. In these
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surveys, identities such as Croatian, Italian, Negian, Polish or the like were absent.

People identified themselves primarily in termgddir towns, clans or regions.

Hence, ethnic, cultural, historical and territorigctors are, in some way,
components that root themselves in the remote pdsle the political and economic
components, along with national consciousness, f@weodern character. In other
words, the political-legal factors that constitutgtions were established later, on the
bases of a vernacular pre-modern culture. Thereforesome way, the different
importance given to pre-modern and modern compsraithe concept of nation might
depend on the romantic or disciplinary understagdah the concept (Carretero &
Kriger, 2011).

One of the most relevant components of the natespecially in the western
context-is the territorial component. As Smith cates (1991), the national territory is
not any given territory, but is instead an "histali territory, one where land and
people have influenced each other in a beneficaimar across multiple generations. It
is the warehouse of historical remembrances andaheassociations. It is a place of
worship and exaltation, whose meaning can onlyrbsped by the initiated, those who
are conscious of belonging to the nation. In theywthe resources of the land are

exclusive to its people and cannot be used bydoess.

Understanding the territorial component in this m&n has fundamentally
essentialist and romantic features. The nationaltdey transforms into something
natural, something that has existed since the mpast and that has well-defined and
immutable limits (Alvarez Junco, 2011). From th@mantic conception of territory
stems a natural and immutable legitimacy regardsigwnership. Thus, the territory is
a cohesive factor for its inhabitants, but it isrdptive for those who do not belong.

However, the disciplinary approach supports the ithat the national territory’s
limits are ever-changing and diffuse (Janmaat, 2@086). Consequently, it rejects the
natural and atemporal character of the nationataey. The nation, as understood from
a disciplinary approach, is a culturally createdaapt that has a dynamic and variable
character, capable of changing throughout time,capdble of disappearing altogether.

This approach does not produce an exaggerated iafdggitorial cohesion but instead
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accommodates existing tensions amongst differegibms, cities or towns within the

national territory (Alvarez Junco, 2011).

Within the current historiography, the nation isewed as a modern social
construct, culturally created and with abstract andltidimensional character; the
nation is formed by various elements whose relativgportance is negotiable.
Therefore, the nation is - as are many other hegtbconcepts - a variable and dynamic
concept. Nevertheless, it is important to clarif\att the nation is not an ontological
concept - it is not given in a natural way by biathupbringing - but instead must be
taught and, therefore, learned. However, the nalioarratives that are present in the
teaching of history frequently reflect a romanticdaessentialist conception of the
nation, thus nationalizing both the events andpftueéagonists of the past (Carretero &
Lépez, 2010a). Thus, the concept of nation, whiatdenn historiography views as

arising in the mid 19th century, is occasionallgjpcted into the most distant past.

Despite that the fact that practically no currerstdrian doubts the constructed
character of the nation and national sentimentpleeatill feel passionately about
nations and continue to anchor their identity tenthwith the expectation of somehow
transcending their own brief existence (Alvarezcdyr2011; Carretero & Kriger, 2011).
Walker Connor (2004) extended this idea when he ncented that "while in
factual/chronological history a nation may be otemt vintage, in the popular

perception of its members, it is ‘eternal’, ‘beydimde’, ‘timeless’."(p. 35).

This situation leads us to question what type afagl about the nation are
transmitted in schools, what the objectives of héag history are and how these issues
influence students’ understanding of the concepnation. As we have seen here,
theoretical debates have been established witlstoriography about the concept of
nation, that are built upon two opposing ideas: tbmantic and the disciplinary

approach.

Within current historiography, this debate appearbave been resolved in favor
of the disciplinary approach, and the romantic apph has practically been abandoned.
Nonetheless, there are almost no empirical stuttias examine what concept of a

nation people ultimately acquire; this is the remgdy this subject warranted further
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investigation. There is a tendency to think thatéf understand how historical texts are
produced, we will then understand the impact thayehon the people who consume
them. However, as Werstch aptly indicates (199venethe most exhaustive analysis
about the production process does not allow usnterstand how people understand,
use or consume these texts and their meaning. fOheyrehe study presented here
focuses on participants elaborating narratives alloel “Spanish Reconquest” as an
exercise in making sense of an historical everititheelated to their own nation.

The “Spanish Reconquest” An Analysis of Narrativesand the Concept of the

Spanish Nation

The "Spanish Reconquest" refers to a period oflyeéf0 years during which
distinct Christian kingdoms carried out a seriexafquests in the Iberian Peninsula.
The Iberian Peninsula was dominated by Muslim pe=egho had arrived in 711 and
had been victorious over the then-dominant Visigoingdom. The "Reconquest” -
which encompasses a period during which the Spar@sbn did not yet exist - begins
in the year 718 and culminates in 1492 with theuésipn of the Muslims from the
peninsula. This process was reinterpreted by higfaphy throughout the centuries
and this event was converted into an enterpriseatbnal character, thanks to which
the monarchical institution was legitimized and mpahich the national Spanish
identity was built (Rios Saloma, 2005).

Rios Saloma (2005) analyzes how historiography readescribed this event
starting in the 16th century up through the 19thtwey, showing the changes in how
this historical process was conceptualized andedeadccordingly, it was not until the
18th century when, by the hand of the romanticohiahs, key concepts developed to
support the never-before used term of "reconquésstorians began to speak of "our
Spain®, referring to a political connection, anchsidered the Visigothic Kingdom of
the 8th century and "their Spain” as the same quneehich rightfully belongs - of
course - to the Spanish. Consequently, the appeaminterms such as "recover" and
“regain” begin to be used in relation to the teryit Thus, the idea arises that the fight
against the Muslims was a fight to take back lagiomal territory. As Rios Saloma

points out, we witness the emergence of a "natior@isciousness with no Visigoths,
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Asturians, or Cantabrians, but only Spanish. Tt&sanish were fighting to take back
something that had been unjustly seized from tHeing Saloma, 2005).

The term "Reconquest” acquired a new touch by thedhof romantic and
nationalist writers in the f9century. There was a need to endow the newly fdrme
Spanish nation with a common and exclusive pastwhaa different from that of other
European nations, so as to legitimize the new STdte fight against the Muslims and
the “reconquest” of the homeland was a significantl relevant period to use as a
foundation on which to build that common past.Hattcentury, the process of the wars
against the Muslims was understood as a conflichatfonal independence against
foreign domination, and the term “Reconquest” beganbe used routinely (Rios
Saloma, 2005).

The so called “Reconquest” - due to the romantitaniography of 18 and 14'
century - became one of the most important episadéise "history of Spain" and is
undoubtedly seen as the seed of the Spanish ndi@nwork of Rios Saloma (2005)
reflects the evolution of the “Reconquest” withipa®ish historiography placing this
event within the realm of the imaginary construetaf national communities (Alvarez
Junco, 2011; Anderson, 1983), and within what Halsh (1983) defines as the
invention of tradition. Therefore, the “Reconquesipears to be a particularly relevant
subject in order to analyze peoples’ conceptiormiaithe concept of nation and to see
to what extent these conceptions align with theaminc concept proposed by 19th
century historiography or with the 2tentury disciplinary view.

3.3.2. Objectives

The main objective of this study was to analyzephsicipants’ concept of nation
through the narratives that they construct arotnedsb-called “Reconquest.” We were
interested in analyzing whether the participantsilddhold conceptions closer to the

romantic or the disciplinary concept.

For this purpose, five dimensions of the studeméisatives related to the concept
of nation were analyzed. Those dimensions areeclab the features of national

narratives presented in the introduction sectiorst[Fwe analyzed the degree to which
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participants identified with the protagonists oé thistoric process in national terms.
Next, we examined whether they used terms suclspaifi” and “Spanish” to build the
narrative about the “Reconquest,” an event whiatuoed much earlier than the period
in which historians place the rise of nations armdiamal consciousness. The third
relevant aspect to the analysis was the repregammtat the origin of the Spanish
national territory. Fourth, we analyzed the mannexhich participants legitimized the
ownership of the territory after the conquests eadd by both Muslims and Christians.
In other words, we examined whether participanenstood territory ownership to be
something static, given in a natural manner, oretbing dynamic and ever-changing,
without a link to a national group. Finally, it erested us to know to what extent
participants understood the process of the “Recestjuas a process of struggle
towards the recovery of a national territory. Aatingly, focus was placed upon the
extent to which students used romantic terms astgativith 18historiography - which
interpreted the process as a reconquest of thenaétierritory - or whether, in contrast,
they de-nationalized the event by avoiding conmatatof "reconquest” or recovery and

speaking simply of conquests.
3.3.3. Method
Participants

The participants were 31 college students fromRaeulty of Psychology from
Madrid (Spain), who voluntarily participated withtqoarior knowledge of the objectives
of this study. These participants had taken sigighit years of history courses through
the mandatory educational system in Spain. Herespité not being representative of a
group of experts in history, this group does passesextensive education in the field.
The age range of participants was between 17 an@®@& old with a mean of 20 years

of age and standard deviation of 3.23.
Materials

During the interview, four unlabeled maps were utieat depicted Southwest
Europe and Northern Africa. Each map had a distireader referring to a specific

moment during the “Reconquest” (see Appendix 1l)e Participants were provided
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with a pen and different colored markers so thatytlould indicate the political

situation at the time described by the map's header

Procedure

A semi-structured individual interview was perfoanéifter receiving consent

from the participants, the interview was recorded.

At the beginning of the interview, participants wenvited to expound on the
general ideas they had about the events that @ctinrthe Iberian Peninsula from the
arrival of Muslim people and until the conquest Gfanada under the rule of the
Catholic Monarchs. Afterwards, the participants eversked to draw the political
landscape on each of the four maps described im#terials section above. The maps
were displayed in chronological order, with theedat the map header. There was no
time limit for performing this task. After they cqbdeted each map, we asked
participants for their opinions regarding differesipects such as: a) inhabitants present
at that moment in the Iberian Peninsula; b) caases motives for the conquests; )
legitimacy of the conquests; and d) territorialhtigpf ownership. At the end of the
interview, all participants were asked about usehef term “Reconquest,” including
those who had spontaneously used the term durgnterview as well as those who
had not. The terms “Reconquest” and "Spain" werly ised at the end of the
interview, except for cases in which participargsrganeously made use of them (see

Appendix 2 for a written copy of one of the intewis).

All answers were coded by a nominal system of categ, which allowed us to
categorize the participant narratives with respecttheir romantic or disciplinary
character into five dimensions corresponding to fihe outlined objectives: personal
identification, existence of Spain and Spanishijtteral representation of the origin of
the national territory, legitimacy of the territoaynd, lastly, overall interpretation of the
historic process.

In order to validate the categories, an interjudgalysis was performed for the

five analyzed dimensions. Two judges independesdtegorized answers from 20% of
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the total sample. The agreement index surpass@d68iB. all cases. The discrepancies

found were used towards improving the definitiorthaf categories.

Table 3 shows, as an example, the nominal categgmn performed for the

Personal identification dimension.

Table 3

Categorization for the Personal Identification Dinsg&n

Categories Description of the category.

Presence of identification Use of first person plural pronouns when

(Romantic category) referring to the protagonists of the historical
event.

Absence of identification Absence of first person plural pronouns when

(Disciplinary category) referring to the protagonists of the historical
event.

In the next section, the gathered results are sHoweach of the five analyzed

dimensions.

3.3.4. Results

Personal Identification with Historical Events

As noted before, one of the fundamental objectivkshe traditional teaching
focused on the nation is the construction of aomaii identity. This national identity is
constructed based on emotional and affective asp@t therefore thought it important
to examine to what degree the participants displaies type of identity relationship

with the analyzed event.

Romantic conceptionsAs we saw in their narratives, some participantsmmeously
used the first person plural pronouns when refgrtmmthe group of Christians. They

also used the verbal forms of the first persongllwhen arguing in support of the
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actions performed by this group. In these partitigaresponses, we found an explicit
identification with the group of Christians, andvae with that of the Muslims. We
found numerous examples of this phenomenon in Hreatives. Following are two

excerpts from the interviews with Ramon and Belén:

Well, it ended in 92, no? 1492 is when we pushenhtbff Granada, of that | am quite
certain... (...) The Battle of Las Navas De Toloss a battle of vast importance where
we triumphed over them. They kept giving ground ianithe end they only conserved

Granada that in the end, we expelled them from4®21(Ramon, 21 years old)

[And about the conquests made by the Arab peopleythu have drawn there, what are
your thoughts on that? What do you think?hat do you mean? You mean the conquest
that they made over us or the reconquest that waftlowards? (...) let's see, | don't
see that, | don't see that... but Spain also hasedits that have not been correct, (...)
because, for example, we then also, well... we @&bkaad with conquering America,

no?(Belén, 25 years old).

In this last excerpt, we observe a connection betv/as and “Spain,” and Spain
and the Spanish are continually perceived as th&agonists of historic events.

This is a romantic identification, centered in oatl identity, which establishes
an imagined connection and continuity between th&t and the present. The actors
from the past and present share certain featuraggasup, in this case their nationality.
Thus, the attribute of nationality becomes an atmalpand non historical category,
clearly seen as a much more ancient category ttendtionality defined by the current

disciplinary approach to history.

Throughout the interview with Eva, we find again ltiple instances of this

phenomenon.
The teacher spoke, for example, that a certain namr® given to certain things, as for

example is the fact of the Reconquest, but noresthehis territory had never been

ours.[It had never been ours..@f the Spanish, of the Catholic Monarchs.
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| imagine it should have been by means of force)'tsunot sure. | don't know whether

we used more strength in throwing them out or thdyfor coming in.

Man, we now have advanced almost... look, a lateoturies. And | also say that we
copied many advancements from them...they were miach advanced than us for

sure, come on. Then once we started making weap{ha, 25 years old).

We also found this type of personal associatioringyparticipants to one group
based on perceived common nationality when expli@sking for this connection.
Again, these connections arise between past amngkbmireand the national group is
perceived as being described as the same in theapdgshe present, as we can see in

the following fragments.

[Throughout this interview we have been talkingpabmany groups. Which one do
you identify best with?] do with the inhabitants of...you know, with thEa&ish.[And

why?] Well, because | was born here, because it is algaufture. | think to myself
Arabs coming today to invade us and... | pictureatmvould happen to them at this

moment(Sara, 22 years old).

[Different groups have appeared throughout thiscgse, do you or do you not feel
linked with any of them?] feel closer to the Catholic Monarchs, becausétrigow if
for example that happened to me | wouldn't likenpaenvaded by force and that they
would want to impose a series of things by forderéfore, like the Arabs did, even if
they brought good things, | wouldn't like it. Besalteven though they would come with

good things, deep down it is an invasi@losé, 18 years old).

As we see in the case of Sara, there are chaistaterihat, for her, are permanent.
In other words, her nationality is the same as tiidhe inhabitants when the Muslims

arrived in the 8th century.
Disciplinary conceptions.On the contrary, in other participants’ narratiibg process

is analyzed without association to any of the gsoup question. No "us-them"

distinctions are established, but instead both ggouere dealt with equally. In these

86



CONCEPTS ANDNARRATIVES OFNATION

narratives, the continuity between past and presebtoken, at least in reference to

national identity.

In the next fragment, we can observe this absefficelemtification with the

participant groups in the historical event:

| remember that this happened in 711 AD (...) TrebAveople disembarked in 711 and
began gaining territory quickly (...). The last\dikigoth nobles then took refuge in the
north and reorganized themselves again for the mqoest (...). At last, there was a
dynastic union between Castile and Aragon and lgnah 1492 they conquered

Granada.(Ricardo, 18 years old).

As we see, this participant speaks of Arabs, Vikigand Castilians, but in no

instance used the first person plural when refgriinthem.

The following table shows the distribution of perabidentification found in the

participant’s narratives.

Table 4

Personal Identification with the main charactertoé narrative

Frequency Percentage
Self-identification 14 45.2%
No Self-identification 17 54.8%
Total 31 100%

Conceptions about the Existence of Spain and Spahi®eople

We analyzed the use of the terms "Spain" and "Spanvhen making reference
to events from the process of the “Reconquest” dounthe narratives constructed by

the participants during their interviews.

Romantic conceptions.Some of the participants used the term "Spain"aritie term
"Spanish" to refer to the territory and the actofgheir narrative. On occasion, these
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terms were even applied to moments as far backea8th century, which is far earlier
than the existence of the Spanish nation. For thas@cipants, the existence of Spain
during this period seems certain, as the Spanidionadity is attributed to the
inhabitants of the Iberian Peninsula. In this weng diversity of the population and
their features are reduced to a single criteria defines their essence, in this case their
nationality. In other words, the Spanish nation &iasntique character, continuous and
invariable, that remains until the present. Hetltese national characteristics appear as

fundamental elements of the romantic narrativeegead by these participants.

To exemplify this phenomenon, we will concentratetbe expressions used by
some of the participants:

As | think about it the Arabs arrived to the penmiasfrom the south... they began
ascending all the way up and the Spanish starteéagng (...) and then Spain, gained
strength... and well, the typical story of ElI Ci@\. very famous Castilian nobleman)
(Pedro, 21 years old).

[Why do you think that Christians wanted to congirerse territories? What were their
motivations?]Well | don't know if any consciousness of Europe eontinents existed,
but there indeed was consciousness that Spaindheuh Christian territory... because
it had been Christian since ever. (...) The Arabd bbligated the Spanish to convert
into Muslims, so that also was a motivation to thirihem out again, because they tried
to change what their convictions we(®arta, 18 years old)

As we can see in these fragments, these partisipaoniceived of the people
undergoing the Arab invasion as already being Saznd the territory they conquered
as already being Spain. Thus, the land in whiclofalhese historic events take place is
not any given territory, but is the national temt of Spain - a territory which, for these

participants, even has some atemporal charactaristiits own.
Therefore, the Spanish become the protagonist gmoupe historical narrative

that begins with the arrival of Muslim people arduthe year 711. This “Spanish”

national group is presented as tightly linked te ¢chirrent Spanish national group. The

88



CONCEPTS ANDNARRATIVES OFNATION

Spanish nationality is constituted as an essergeishtransmitted from generation to

generation, as we can discern from the followingeegts:

| answered this like very intuitively, because lidg according to my understanding,
and without being racist, that the people that remd here from the whole Iberian
Peninsula, those were like the purest of who we calivSpanish people. And | believe
that it is from there that what we are today corimtem. (Maria, 25 years old)

[In your opinion, would you consider them Spanistiiat moment?| believe so, | do.

Because | really believe that we come from those whre here, | mean from the
Spanish. | mean, also from the Muslims but in a lgay, since well, as we threw them
out and so... really, | think there is more of thdsom the Catholic Monarchs, from the

Spanish(José, 18 years old).

As can be noted in these fragments, the "SpanighlUaderstood to be an entity
that is already present at that moment and thadtitotes the foundation of the current

Spanish people.

Disciplinary conceptions.In contrast, other participants reflected a conoephat was
closer to the disciplinary perspective with regrdise of terms referring to Spain and
the Spanish. From this approach, it is not consligrossible to talk about Spain as a
nation or as a single political configuration dgrirthat period. Therefore, the
characteristic of "Spanish" is not applied to ithabitants at any moment, and a

national character is not attributed to the teryitander dispute.

The next example, taken from the interview with ftagureflects this type of
conception that is closer to the disciplinary viexv.

There were distinct peoples, (...) | don't rementheir names right now, but come on, |
do know that at this time Spain was not a unity @astile, nor anything.[But when
you speak of Spain do you mean that Spain was efivat...?] No, that it simply was
not defined, was it? | think sfit was not defined but it was there? What do yloak
about that?No, it wasn't there, there was none, there was pairS(Laura, 21 years
old).
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As can be observed, even though Laura does notdwmmprehensive knowledge
about the different people inhabiting the peninsdiar ideas with respect to the
existence of Spain or the Spanish people duringpiaod are vastly different from the

romantic ideas. For her, in this period there camd talk about Spain just yet.

The following table shows the percentage distrioutof conceptions for this

dimension.

Table 5

Conceptions on the existence of Spain and Spaeisbie

Frequency Percentage
Romantic conceptions 21 70%
Disciplinary conceptions 9 30%
Total 30 100%

Note: Data from one participant was excluded becauseiridigidual did not respond directly
to issues related to this aspect of the study.

Representation of the Origins of the National Terriory

As we have analyzed, the territorial componentne of the most relevant in the
concept of nation, particularly in the Western estit The maps made by the
participants during their interviews add relevantformation regarding their
representations of the origin of the national tery. For this analysis, we were
particularly interested in periods that were chggrlior to the settling of national
borders. Thus, we felt it important to analyze leetthe participant’'s maps presented
romantic characteristics--permanence of territargiatural character, ancient origin--or,
disciplinary characteristics--change through timepodern origin for national frontiers.
We also considered it important to examine the tpainvhich the process known as the
"Reconquest" became viewed by the participants pgeess exclusively concerning
the "Spanish” territory.

Romantic conceptionsin the making of maps corresponding to distinct ranta from

the period of the "Reconquest,” we can clearly olessbow some participants attribute
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national characteristics to the territory of theerlan Peninsula which, from tl
disciplinary perspective, should appear much lattgnce, even though the Iberi
Peninsula was under the domain of the Visigothiogdom before the Milims arrived,
some of the participants represented the Chriskamgdom: - the subsequent
protagonists of the "Reconque - as the previous owners of the peninsula (hist
representation of the territory of both, Muslim a@tristian kingdoms, during the
eight centuries available ¢
http://www.lib.utexas.edu/maps/historical/shephég@il 1/shepher-c-082-083.jpg.

Figure 2shows an example of maps made by Marta. We cahaedhe politica
landscape prior to the arrival of the Muslims (y&@0) and that corresponding to -

end ofthe "Reconquest” (1492) are nearly the s

Figure 2 Maps drown by Marta (19 years ¢

Thus, the Christian kingdoms, which from the ronmarttistorical approac
constitute the essence of the Spanish nation,dir@apear as owners of the territory
the 8th century. These participants imagine theavshp of the territory such that

legitimizes the conception of “Reconques

Another interesting phenomenon found in the mapstbér participants is tt
manner in which they apply the current borderstiier national territories for all of tf
distinct periods analyzed (700 AD, 711 A[212 AD, 1492 AD)Figure { exemplifies

this phenomenon.
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) Situscion politics antes de a lggada de los pueblas de arigen drabe s la peninsuls Ibérics. En torno sl afg

700 4.C. bl Situggidn .,..|...;M{MEMMI‘LW'_H
turme al afie 723

ybes on la peninsals Dhérin, Ea

€} Sitwaciin politica on termo g 1712 (Hamile de bas Nasus dy Tolos) ) 1492, Vras bs comguistn de Granads baji el reinaide de los reves catblicos,

Figure 3 Maps drown by Juan (25 years old).

As we can see, the current national border of Battand the Spanish border with
France remain unaltered throughout eight centuridserefore, this representation
manifests an idea of national territories as soingthktatic and also reflects the notion
that, for these participants, the process of thectiRquest” is an exclusively Spanish
process, which totally excludes Portugal from eseRor these participants, the people
of Arab origin carried on with their conquests ooler the current Spanish territory,

respecting at all times the supposed Portuguesketsor

Disciplinary conceptions.In contrast to the participants who applied featuné the
national territory to instances much earlier thhgirt actual creation, we find other

participants who reflected an idea closer to tiseigdlinary approach in their maps.

These participants did not apply more recent palitformations, such as the
Christian kingdoms or the territory of Portugal, geriods preceding the arrival of

people of Arab origin. On the contrary, some pgéints recognize the existence of the
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Visigothic Kingdom prior to the arrival of the Musis and then the emergence,
centuries later, of the different Christian kingdorhe maps drafted by Julio, shown in

Figure 4, reflect this conception, which is clogethe disciplinary approach.

#) Situncion politics antes de b legada de los pughlos de orisen drabe o s peninsuly Ihérica. En torno al afio ne
on politica antes de n legad, X i I : al ae ) Situnchin politica ¢n of periodo de miin cxpansisn de los puchlos drabes cn la peninsuls Wérics. Ea
700 .C RO M AT I i apanaion de los puchlos jirabes cn ln pe a Ibérica. |

Situscién polilica en tormo 8 1212 (Batalla de las Navas de Volosy) o) 1492, Trus ba conguists de Granuds bajo ol reinade de los reves et

Figure 4.Maps drown by Julio (22 years old).

As we see, the Christian kingdoms do not appedha®wners of the territory
prior to the arrival of the Muslims, but instead exge later and do not reach total

dominion on the peninsula until 1492.

To these participants, the territorial frontiere dynamic and do not possess the
static character seen in previous maps. As caedmg she national borders of Spain and
Portugal do not appear with their current configgores until the final map (year 1492).
Moreover, the historical process is no longer leditto the current territory of the
Spanish nation, but instead includes the curremitdey of Portugal. The process,

therefore, is common to the two current nations, @ot exclusive to either of them.
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In Table 6, we can observe the distribution of tyyges of maps drawn by the

participants.

Table 6

Representation of the Origin of the National Temyt

Frequency Percentage
Romantic conceptions 16 57.1%
Disciplinary conceptions 12 42.9%
Total 28 100%

Note Three participants were absent because they uveriele to perform the necessary

task.

Conceptions about the Legitimacy of the Territory

As we noted previously, a romantic vision for tleeritorial attribute implies an
understanding of the national territory as a leggiie possession of the inhabitants of
the nation. This sense of belonging is viewed asetbing established in a natural
manner and with an immutable and permanent charattarratives about the
"Reconquest” provide us with important informatias it is viewed as a historic

process in which the "national territory” remaimgler dispute.

Romantic conceptions.During the interview, some participants displayedlearly

romantic conception, according to which, althouuggn territories were conquered by the
peoples of Arab origin, the territory legitimatabglonged to its previous inhabitants
and not to the Muslims. Independently of the eldpieme or the causes of this
conquest, the legitimacy of the territory remaingltered for these participants. This
conception clearly influenced the way in which therticipants justified or assigned

value to the distinct conquests, depending on tbemachieving them.

Some fragments are shown reflecting this conception

[This territory you drew in here as Arab territodg you believe it belonged to them in

a legitimate manner?jet's be clear, it can never be right for me thdielongs to them
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because | consider it as part of my territory...llwef our territory as Spaniards.

(Marta, 18 years old)

[And the territory you have drawn over there tlsabccupied by the Arabs, do you feel
that it would legitimately be Arab? If not, who glou think it belonged toANell, when

it is conquered legitimately or by power [it] becestheirs... but | do believe that in
essence it is Spanistduan, 25 years old)

As we can see, for these participants, the teyrib@s a national characteristic. It
Is a Spanish territory and is conceptualized bgehgarticipants as a natural entity and
somehow immutable, with a Spanish essence eveghhibmay be conquered by other

people.

As is observed in the following fragments of the@emiew with Sara, this
legitimacy of the national territory clearly infloees how subsequent conquests

performed by Christians five centuries later adgpd.

[And whom do you think that territory belonged td#4n, in that moment it is true that

it would be dominated by Arabs, but it was stiltleg Spanish. (...) Even though it had
been taken by force, but sooner or later they loaexpel the Arabs. (..[The conquests
you have drawn (making reference to the furthenstian conquests in the year 1212),
do you think they were legitimate®Jjonquests in the opposite way, to throw them out?
Man, they seem to me more legitimate. A bit maygimeate yes, because they are like
recovering what was taken from them. Man, warsratealright, but | do think it could

be slightly justified. To recover their territorynd customs and whatever they were not

allowed to do by the ArabéSara, 22 years old).

For these participants, the Arab conquests seenethomg temporary that occur
in a territory that still belongs to the Spanistdaa therefore destined to return to
Spanish dominion. These conquests to expel the iMsishre legitimized because a

territory is being recovered that naturally belotm$he Spanish national group.
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Once the territory is conquered by the "Spanishé tegitimacy of these
conquests appears logical and is taken for graakedie can observe in the last excerpt

from the interview with Sara:

[And the territory you have drawn over here (mapl492), do you think it belonged
legitimately to the Spanish as you sa®n! | think so[Why do you think it belonged
to them?]Well... | don't know... because they are the ores lave lived in there from

the beginning(Sara, 22 years old).

The legitimacy of the territory is founded in itsgsession since a past that is lost

in time. Thus, this legitimacy is seen as naturgieen. It has always been so.

Disciplinary conceptions.In contrast, some participants reflected a conoagtiat was

closer to the disciplinary approach. From this pecsive, the property and the
legitimacy of the territory are not permanent basgtéad can change over time. In
addition, there are no acquired or gifted righteroa determined territory. This
perception is reflected in the next segment ofitierview with Laura when she talks

about the conquest by the Muslims:

It seems to me they do have a right, why not?The territory does not have to be
anybody's, if they want and get it, then look [t's)just that really the territory belongs
to whoever wants to conquer it and can do so. Bbbdy has a right to it(Laura, 22

years old).

When speaking about the Muslims conquests, Laues ¢t advocate for the
territory belonging to a specific group. Possesssoperceived as something dynamic
and not static. As opposed to the romantic conergtithere is no connection between

the group and the national territory.

Table 7 shows the distribution of percentagesimdimension.
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Table 7

Conceptions about the Legitimacy of the Territory

Frequency Percentage
Romantic conceptions 19 63.3%
Disciplinary conceptions 11 26.7%
Total 30 100%

Overall Interpretation of the Historic Process

As previously mentioned, the term "Reconquest” basn entrenched in the
teaching of history from the mid 19th century ondvafFhe connotations of this term
make reference to a struggle for national indepeceleagainst foreigners and the
legitimate recovery of a national territory unjyssieized. We believe it was relevant to
observe to what degree our participants suppottedet romantic ideals about this

historical period.

Romantic conceptions.In the analyzed interviews, many participants téd some
conceptions connected to this focus on the trathti@and romantic character of the

"Reconquest.” We can see this idea reflected ildlt@ving examples:

The Arabs invade a territory that is not theirs.rig more than seven centuries they
keep trying to conquer what is the entire Spanghtory and, the Spanish, when it in
fact was in essence their territory before the Arahme in, they reconquered it again
to make it once again their omfduan, 25 years old).

In 711, we were colonized by the Muslims, moreess lwe assimilated their religion,
culture and language, especially in the south,@ltih some kingdoms were spared that
still belonged to Spain, (...) and then the Cathd®lionarchs started trying to recover
the territories that the Arabs had conquered andL492 finished recuperating them.

(Marta, 18 years old).

Clearly, to Juan, the territory under dispute isratory that essentially belongs to
the Spanish. Therefore, the "Reconquest” is a peotteat wins back the territory. The
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protagonists that experienced the Muslim conquest those who, over 7 centuries
later, finish "reconquering"” the territoty make it once again their oware perceived
as the same group throughout the centuries: th@iSpaeople. Thus, there is an
element of continuity, founded both in the ownepsbii the national territory as well as
in the rights of the inhabitants of this territothe Spanish people. In the interview
fragment from Marta, we can observe how the eigmtwries from the arrival of the
Muslims until the conquest of Granada by the Cathiglonarchs are interpreted as a
process of loss and the subsequent recovery ofitoitg thatbelonged to Spainthose
eight centuries become simplified and integrated mational framework of the history

of Spain.

In the next excerpt of the interview with José, sa® observe how this romantic

conception of the recovery of the national tergitappears again.

Besides, they had previously invaded us and weedatd recover again all our
territories. All of this started when they wantedconquer it all, when we had a nucleus
of resistance in the north, well of course then,bsgan reconquering.(José, 18 years
old).

Both the ideas of ownership and of the recoverythef territory appear in a
spontaneous manner in the interviews. The narratingd conforms to and gives
meaning to historical events along national lin€se participants were also asked
explicitly about their use of the term “reconqueand in their justifications, we can see

how this idea of recovering a national territoryleres.

Well to me to reconquest...I think that the Arabsmihey came what they were really
doing was conquering us, getting our lands, thedtaof the people who were around
there back then, (...) so we began recovering thesgories we used to be in before...

and that's why it is "reconquest.” We were recawgthem(José, 18 years old).

Disciplinary conceptions. In contrast, in a conception closer to the current
historiographic viewpoint, some participants coesédl the Christian and Muslim
conquests to be two different conquests, with nmotation of recovery or reconquest

attributed to the Christian conquests. The ideattiere is discontinuity between those
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who suffered the Muslim conquest and those who @rout the Muslims from the

Iberian Peninsula seven centuries later appeavse @&an see in the next fragment:

Well it is a term quite biased, because, let's k&G reconquest of what? If we were
speaking about a Visigoth king, who had thesettaiéas... The Visigoth king left north,
maintained his kingdom up north, and all the peoplethe peninsula and under
Visigoth rule left up north, and all those, who Wbuot fit, occupied the North with
their respective king. Then, 700 years later thaglsaid: that's enough, (...) let's all go
back to our territories of origin. Very well thetiat could indeed be called reconquest,
because all of those left, they were pushed out,ainthose, their descendants came
back and occupied those territories. (...) Bu thauld imply that this kihgdom should
have been maintained, (...) and everybody must ledtvfAnd you think it was not that
way?] No, | think it didn't happen like thafSo you would not use the term
"Reconquest"?No. [And so what term you would use insteadl®¢ll | would call that
phenomenon like... sort of like advance of the €iam kingdoms in the peninsula at the

start of modernity(Gema, 28 years old)

Gema perfectly narrated, in a cartoonish way, tmantic traditional vision of
the "Reconquest.” Unlike the romantic vision, Gdaowk into account both, the elapsed
time and the changes produced in the differentdongs during the nearly 700 years

that elapsed between these two events.

Table 8 shows the distribution of conceptions is timension.

Table 8

Overall Interpretation of the Historical Process

Frequency Percentage
Romantic Conceptions 25 80.6%
Disciplinary Conceptions 6 19.4%
Total 31 100%
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Presence of Romantic vs. Disciplinary Conceptionsni Narratives about the

“Reconquest”

As has been seen thus far throughout these intesyigarticipants demonstrated
romantic or disciplinary viewpoints in each of tfiee analyzed dimensions. Figure 5

shows the distribution of the type of general peoéixhibited by their narratives.
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% Percentage
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ROMANTIC INTERMEDIATE DISCIPLINARY

General Profile

Figure 5.General profile of narratives about the "Reconglies

Narratives from those individuals whose narratiwese categorized as romantic
for at least four of the five analyzed dimensionsrevassigned a general profile
categorized as romantic. Similarly, a general pgofvas considered disciplinary for
those individuals whose narratives were categoraedisciplinary for at least four of
the five dimensions. Narratives containing two dasiens that were categorized as
disciplinary and three categorized as romanticyioe versa, were interpreted as an

intermediate general profile.

To analyze the relationship between the five stlidianensions, a statistical
analysis was performed using the software SPSS. TBh@re was a significant
association between the dimensid@gerall interpretationand Legitimacy of territory
with »3(1)= 12.95,p<.001, where 83.3% of the participants were caiegdreither as
romantic or disciplinary in both dimensions at oncgin other words, their conceptions

were coherent for these two dimensions.. Therefibre, hypothesis holds that these
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dimensions are related. Only 16.7% of the partidipdnad split categorization with one

disciplinary dimension and the other one romantic.

Equally, we found a significant relationship betwehe dimension®verall
interpretation and Existence of Spain and Spanish peoplth 2 (1) = 4.80,p<.05.
From the total number of participants, 76.6% showedgruent conceptions in both
dimensions, and only 23.4% did not show the sartegoazation for both dimensions.

We also found a significant relationship betweea timensiond_egitimacy of
territory and Personal identificatiorwith 42 (1) = 4.47,p<.05. For these dimensions,
84.6% of the participants who showed a high levatentification showed a romantic
conception of the legitimacy of the territory, asnpared to 47.1% of those that showed

a low level of identification.

Finally, they? test for the dimensiorisxistence of Spain and Spansdople and
Legitimacy of territoryyielded a value fory?2 (1) = 8, 80,p<.01. This statistic
demonstrates a relationship between these two dimesn Specifically, 80% of the
participants who showed a romantic conception alibat existence of Spain also
showed a romantic conception about the legitimatythe conquered territories,
whereas 22.2% of the participants with a discipiin@nception about the existence of
Spain reflected a romantic conception about thiitegcy of the territories. We found
that for these two dimensions, the percentage dfcgants who displayed coherent
conceptions for both (79.3%) was significantly hleghthan those who presented

different conceptions of one against the otherq%).

3.3.5. Discussion

The results show that most participants interphet historical process of the
"Reconquest”, displaying a romantic conceptionhaf $panish nation. Despite the fact
that the participants were college students who heckived extensive history
instruction throughout their mandatory educatigpaaently they have not experienced
a process of conceptual change and their depictiyasit the Spanish nation differ

significantly from the disciplinary approach.
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The vast majority of participants (80.6%) interprethe process of the Muslim
and the subsequent Christian conquests in thealb&eninsula as a process of loss and
recovery of a preexisting national territory. Thision of the historical process as an
imagined reconquest constitutes what Wertsch (2@@fihes as a schematic narrative
template relied on by participants to give senseht&r own narrative. The results
indicate that this romantic vision of the processyented by 19th century
historiography, is still in force and remains as thaster narrative used by those trying
to provide meaning to the analyzed historical eyelabbsbawm, 1983)in addition, the
statistically significant relationships show hove tharticipants’ narratives, even though

not exclusively romantic or disciplinary, show glhidegree of coherence.

The romantic narrative of the "Reconquest," is filrohon the belief in the ancient
existence of the Spanish nation (Rios Saloma, 200% this ancient existence that
allows for discussion of loss and reconquest. Degjie fact that, from the modern
disciplinary approach, nations originated arounel mfid 19th century, approximately
70% of our participants demonstrated a romantiception about the existence of the
Spanish nation and the Spanish people. In otherdsyothe results empirically
demonstrate the statement by Connor (2004) thatetmbers of a nation, the nation has
an atemporal character. The participants not ohted their belief in this romantic
character with regard to Spain, but also with régarthe Spanish inhabitants. Just as
Rios Saloma notes, the traditional historiograptomf the 19th century shifted from
discussing Visigoth, Asturian or Cantabrian to tifging all of these peoples as
Spanish. Our participants also attributed thisomati characteristic to the protagonists
of the events, referring to all of these people$Sgmnish.” This conception of national
identity as something ancient is clearly in oppogito the disciplinary idea reflected in
multiple articles that point out how, during the ddie Ages, inhabitants of the
territories that would now be identified as Franoe England did not consider
themselves as French or English (Braudel, 198&irs&Vatson, 1977; Weber, 1976).

From the analysis of the results and closely rdlabethe romantic notion of the
“Reconquest,” it is relevant to highlight the manna which most participants
legitimized the possession of the territory undespdte. In contrast with previous
conquests by Muslims, those conquests by Chriskilmgdoms were considered

legitimate by 63.3% of the participants. Thus, ¢hex a discernable bias towards the
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actions performed by the “national” group, who préged more positively than those
actions performed by the Arab group. This highegitimacy derives from the
participants connecting the national territory with inhabitants. The "Reconquest”
becomes legitimized because the territory undepudés is within the familiar
boundaries that constitute the current Spanistomaliterritory. As signaled by Billig
(1995), we are accustomed to a world in which mafidimits are rigorously drawn,
even though it was not until the rise and develagnoé nation-states in the 19th and
20th centuries that these borders first made areaappce. Nonetheless, these
participants appear to maintain a naturalized emdutable idea of a national border, as

is reflected by their arguments regarding the iegity of territorial possession.

As we saw in the maps drafted by the participeb%% percent of them applied
national characteristics to the territory for datesll before these borders were
established. Hence, these participants imaginecxstent territories preceding the
arrival of the Muslims that reflect the existenddlee later Christian kingdoms or even
the current national limits of Spain, Portugal oarkce. These imagined territories then,
in some way, legitimize the idea of the “Reconqrieghile conferring an ancient origin
to the national territory. In this manner, the oaél territories implicated in the process
acquired some static and permanent charactertetit pertain to a romantic concept of

the nation.

It is worth noticing that this naturalization ofethterritory and its atemporal
connection with the nation does not appear to lmusive to the Spanish case that is
analyzed here. In Greece, we find a similar phemmmehat refers to the denominated
period of the Ottoman occupation and the subseq@ezek "recovery." The Ottoman
occupation of the territory currently occupied bse€ce took place in the 15th century,
when this territory was part of the Byzantine EmapiHowever, the romantic Greek
historiography reinterprets this process as anmation of the national Greek territory
with a recovery that culminates in the beginninghad 20th century. As signaled by
Billig (1995), by granting nations a monopoly ouee right to violence within their
territory, historical conflicts become nationalizethese conflicts evolve into wars
amongst nations, instead of counties, nobles oalrdipeages. This phenomenon
undoubtedly is reflected in the history of manyiorad today that nationalize territorial

conflicts from epochs much earlier than the biftithe nation itself.
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Other remarkable data from our study show that%502 participants display an
explicit identification with the protagonist groug the "Reconquest” by using first
person plural pronouns. It is important to mentibat this identification is of a
romantic and essentialist nature, as it recogn&emmtionality common between the
protagonists in the historical events and the wiered participants. This identification
occurs with inhabitants who - from the disciplinariewpoint - lack this national
identity given that the “nation” did not exist urttie mid 19th century. A direct linkage
is thereby produced between past and present,isncdse founded on a supposed,
atemporal national identity. This perspective isitcary to that of the disciplinary
approach, which is based on the ability to pregigédcriminate between the conditions
of the past and the present to develop an histamnderstanding. In addition, through
this type of romantic identification, the histodigarocess becomes interpreted as a
faceoff between "us" and "them." These results supihe tight connection between
history and identity issues that is so often reradrkpon (Barton and Levstik, 2008;
Hobsbawm, 1997; Wertsch, 2002). The relationshipnéb between this national
identification and the legitimization of the congtse of the own national group is
relevant because it poses a series of questions afv® relationship between history
and identity: At what point does this type of peraoidentification make it difficult to
take a critical stand regarding historical natioeaénts? How difficult does this self-
identification make it to consider alternative vmints? How does this self-
identification influence "other stories" that dotrfid in with the official history? The
results we obtained indicate a relationship betw&entype of personal identification
and a complacent view regarding the actions pesdray the national group, as

opposed to those performed by the Muslims.

As we have seen in this study, this romantic pextsge regarding the nation is
deeply present in the way that people make senstheofhistorical content being
analyzed. On numerous occasions, the participamsected and identified themselves
with the protagonists of the historical event tlgloua supposed common nationality.
The actions performed by the national group wetaedamore positively than those by
other groups. Similarly, the complexity of the bistal period known as the
“Reconquest” - which spans almost 800 years -tisnately simplified into a fight to
recover national territory. Many of the groups [@dpating in the process became

absorbed and integrated within the national grosgdfi
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This manner for making sense of historical conféatwell within the romantic
focus of history, which is strongly marked by thtamment of certain objectives of
national identification (Lowenthal, 1998; VanSlaght, 2008). However, it is evident
that this approach to understanding history diftgesatly - on occasions, in opposition -
from the objectives posed by the current disciplyiregpproach (Carretero, 2011). These
disciplinary objectives are fundamentally focusedtwe acquisition of critical historical
thinking (Levesque, 2008; VanSledright, 2008; Vila997). This historical thinking is
based on acquiring a set of skills that are charestic of historical experts (Carretero &
Lépez, 2010b; Gottlieb & Wineburg, 2012; Winebud®91). Some of these skills
include the development of critical thinking, thederstanding of historical time and
change and historical causality and source evaldtiee, 2004; Monte-Sano, 2010).
Disciplinary history delves into the past in seantmew questions and answers and not

with the goal of celebrating or justifying a glan®national past.

Authors such as Peter Lee (2004) have pointed out bn numerous occasions,
learning to think historically entails navigatingounterintuitive ideas. Historical
thinking is even described as an "unnatural prodg@¥meburg, 2001). Nonetheless, as
we have been able to observe in this study, manglests retain a romantic and
naturalized vision of the nation. It is perhaps swtprising that this romantic vision is
so powerfully presented considering how contemposacieties present themselves as
naturally organized into nation-states. Althoughe ttheoretical foundations that
nationalist movements are based on seem somewkaletd and better suited for past
centuries, less visible forms of celebrating théamaare still in existence, in what

authors such as Billig (1995) consider banal natiism.

Perhaps is useful to reflect on the origin of thesmantic conceptions of the
historical discipline and the concept of a natibhere is likely a dual origin. Within a
formal context, traditional instruction in many sdfs still dominates with explicit or
implicit content that is closer to the romantic atfe than to the disciplinary. It is
necessary to indicate that history, as an acaddis@ipline, still has advocates for the
romantic approach, and many school textbooks aodrams emphasize that banal
nationalism that Billig describes. Additionally,ighbanal nationalism is still present on
a day-to-day basis in most nations, particularlyhie informal context, through national

celebrations and rites, movies, novels or mass ammuation media (Carretero, 2011,
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Wineburg Mosborg, Porat & Duncan, 2007). All ofskemechanisms are related to the
process of production of a narrative around thecepnof the nation. This process has
been postulated as one of the most influentialhimm $ocial sciences nowadays and
numerous theoretical works have been developedcdrthe ways in which nations are
imagined (Anderson, 1983; Hobsbawm, 1983). Howeter,process of imagining the
nation through the consumption and internalizatmfnthe produced narrative by
students has not been analyzed. Our investigaboitributes relevant data regarding
how people imagine and construct the concept citeom, showing that the concept is
somehow naturalized; undoubtedly, this phenomeremds to be developed further in

the future.

Therefore, it is relevant to account for the strpngsence of romantic conceptions
used by people when facing historical content alfoeit own nation -- conceptions that
derive precisely from a romantic perspective abibwt very concept of the nation.
Understanding historical content in a romantic fashproduces a simplified
understanding of history and is usually biasedawvof of one’s own national group.
This understanding is distant from the skills amibwledge that constitute historical
thinking and that are characteristic of history extp (Carretero & Lépez, 2010b; Lee,
2004; Wineburg, 2001). The concept of a nation appeas a key element when
analyzing relationships between the emotional-itentomponents of historical
understanding and the cognitive aspects that cemgritical historical thinking. Both
components, cognitive and related to identity, ningstaken into account and analyzed
in conjunction with historical learning (Polman,d&). A process of conceptual change
(Carretero, Asensio & Rodriguez Moneo, 2012; Gaitt. Wineburg, 2012) that allows
students to understand the nation from a perspetiat is closer to those who argue for
a disciplinary way of thinking is a key element &hieving adequate historical
comprehension. For this purpose, we believe thatrdunvestigations are necessary to
delve deeper into this problem and into the roky@tl by identity components in this
process. Understanding this relationship would mienan historical understanding that
would equip students to interpret historical kna¥ge in all its complexity and, finally,

would prepare them to understand the complexityhef society in which we live.
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Students’ historical narratives and concepts abouthe

nation

Mario Carretero, César LOpez, Maria Fernanda Gonzéatz and Maria Rodriguez-
Moneo®

History is mainly taught through narratives. Paiicly national narratives are
central in the educational field (Barton & McCullB005; Carretero & Lopez, 2010a).
As Ballantyne (2005) notes, nation-states remaie tnganizing axis of school
narratives and historical analyses. In the ningteeentury nation-centered narratives
became the basis of national history within theopean colonies and in much of Asia
(Duara, 1995). The tight relationship between hyst@and the nation continues to be
active in the curricula of several countries (séedge, 2006; VanSledright, 2008 for
the United States. Grever, 2006; Grever & StuurnZ0q7; Van der Leeuw-Roord,
2009 for Europe). Despite the emergence of theigdisary and civic approaches to
history education, the national foundations of icuta and textbooks in Europe have
changed little since 1989 (Foster & Crawford, 200@n der Leeuw-Roord, 2009).
Furthermore, the number of nation-based approackdsch use a traditional
methodology of teaching history, has increased (M2B05). National narratives
attempt to bring continuity to the past, presemt future, making the nation a perpetual
protagonist. In such narratives, the stories thatt@ld — and how they are told — are as
important as those that must be forgotten. As nbiedRenan (1882/1990), forgetting

and even historical error-making are essentiabfadn the creation of a nation.

The influence of the narrative in the field of bist is molded by two different
processes: the production of historical accounthibiorians and the consumption and
appropriation of these narratives by students (¥¢brt 2002; Carretero & Kriger,
2011). The narratives produced by historians ses/eschematic narrative templates.

8 Study published in M. Carretero, M. Asensio & M. Rodriguez-Moneo (Eds.), History Education
and the Construction of National Identities (pp. 153-170). Charlotte CT: Information Age Publishing.
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These are generated in a social context, consifudi fixed model for the specific
narratives that people create in the process ofswwuing them. Therefore, the
preexisting national narratives provide the indiabwith a fixed model for inserting
the narratives that he or she constructs. Theseativees also explain or discuss
historical events. As we have noted thus far, tle@nncharacteristic of these national
narratives is that they are organized around armeomis and a temporal protagonist, the
nation, which is at once the origin and final degtion of the narrative (Carretero and
Lépez, 2010a).

In several countries, the main objective of natioraratives is the creation of a
sense of national identity. Epstein and Shiller0&0underscore how the viewpoints of
students, in addition to those of professors astbhans, regarding social problems are
molded by their identities as members of a fanatynmunity, region or nation. These
identities influence how students establish retetiops with historical content. It is
important to take into account that the studerdsia identities influence not only what
they know about their nation’s history but alsoitivalues and what they are willing to

accept about their nation (Hammack, 2011).

Linking identity and emotional aspects with histatievents does not necessarily
present an obstacle to an adequate historical staheling, as suggested by Bellino and
Selman (2012). Nonetheless, the type of natioretity pursued by these traditional
national narratives seeks to create a positive iematevaluation - frequently uncritical
of the nation’s history. From the viewpoint of loist education, it seems that these

identity-based objectives usually imply succeskfatning.

Research on history education and school textb@&setero, 2011) shows that
history has been recurrently positioned in the setlearriculum to instill in the future

citizens the symbolic representations that guaeante

a. A positive assessment of their own social grougstppresent and future;
both local and national.
b. A positive assessment of the country’s politicadlation.

c. ldentification with past’s events and characters aational heroes.
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These goals of history education could be consitiecgnantic because the
emerging of the nation-states cannot be fully ustded without the influence of the
romantic ideas and their intellectual context. Wimle idea of the nation as a specific
ethnic group which is under a process of awakeamd) finally constituting itself in a

community of destiny cannot be conceived of withitvet romantic ideal.

On the other hand, there have bdbe enlightened or disciplinary goalsf
fostering critical citizens capable of informed aftective participation in the progress

of the nation, including a possible criticism t@ tbwn local or national community. In
general they consist of:

a. Understanding the past in a complex manner, acugiti age and educational
level,

b. Distinguishing different historic periods, throughthe appropriate
comprehension of historical time,
c. Understanding the complex historical multiple céitiga

d. Approaching the methodology used by historians @vurg, 2001),
e. Relating the past with the present and the future.

These romantic and enlightened goals of historycatilon coexisted from the
very beginning and developed over time, being ths the most important goals in
many countries until approximately 1960. After thdte disciplinary goals started
having an increasing importance in many nationg.vithink, the romantic goals are
still having an important influence on studentstarical representations. As it will be

shown later in this paper, these romantic goald tem produce an essentialist
understanding of the nation.

Understanding and discussing the past from themaltipresent, in an uncritical
and essentialist manner, assumes a nationalizafidche events of the past and its
protagonists. The essentialist idea of the verycephof a nation is at the core of the
national narratives, whereby the nation is seeanasivariable and timeless element of
history on which people base their explanationsugibstorical topics. Similarly, the

main characters of the story are nationalized, in#o@ members of the national group,
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even if they couldn’t have been at a time thatrtagon did not exist (Carretero, 2011;
Carretero & Gonzélez, 2012).

If we consider the informal sphere of the transmrsof historical themes, we
find a similar situation. As Michael Billig (199%lso see Hansen, 2012, and Rosa,
2012) indicates, a world order built on nationpast of current common sense, as if it
were the only possible order and no others could hever existed. Effectively, the
nationalist idea that solely recognizes a politmaanization of the world based on the
nation-state has become the norm. However, wheze tis powerful idea about nation

originate? How did it become a global norm?

According to authors such as Renan (1882/1990) edin& (1978), nations are
focused on identity-based aspects related to wility and self-determination. The
nation is understood as something mutable and radd@t which depends on the will of
its members to continue existing. For nations tqpbeceived as stable and natural, a
group of beliefs, assumptions, rituals, represemtat and practices contributes to
modeling this collective will and developing thden of the nation as a natural reality.

Billig (1995) refers to this process as banal malsm.

The informal sphere of history education contaievesal examples of the
mechanisms that reinforce an essentialist ideasbély and the concept of the nation.
Numerous countries have celebrations and patniitials that commemorate historical
events, such as Independence Day. These rituglsaplanportant role in the formation
of citizens’ national identity. In several coungijestudents begin participating in these
rituals from a very early age in school, which é&stan emotional link between citizens

and the nation (Carretero, 2011).

As analyzed above, we find different educationakchamisms within both the
formal and informal spheres of history through whigstorical content concerning the
concept of nation is transmitted. These mechanmongribute - according to Benedict
Anderson (1983) - toimagining the community that we call a nation. The
representations of the historical problems and tipesare made through both narrative

explanation and historical concepts with a greaterdesser degree of abstraction.
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Without these concepts, it would be impossible émegate sophisticated historical

explanations (Koselleck, 1975).

3.4.1. Conceptions of nation in the context of higtical narratives

Most of cognitive analysis of historical thinkingndh expertise agrees that
historical concepts are used by both experts amite® in their historical narratives
(VanSledright & Limon, 2006; Voss & Wiley, 2006; Wesch, 2002). There is no doubt
that most of causal explanations of the studentutaliistorical problems are of
narrative nature. Whether they use abstract coadétalldén, 2000; Riviere, Nufiez,
Barquero & Fontela, 1998) or concrete ones (Cawetapez Manjén & Jacott, 1997).

Elsewhere (Carretero, 2011; Carretero & Bermud@z22Carretero, Castorina &
Levinas, in press) we have presented a theoretiwallysis of the interactive processes
of production-consumption of school historical aixres, specifying the role played by
concepts in those narratives. That analysis wasdobas previous work about students’
historical master narratives and its cultural addocational significance (Wertsch &
Rozin, 2000) and also in our comparative analys$ifistory textbooks of different
nations, most of them from Latin America (Carreté&oGonzalez, 2012; Carretero,
Jacott & Lépez Manjén, 2002). In the present chapte try to present an analysis of
the historical master narratives features and tag tey are related to the features of
nation as a concept, showing some of our empisgtiadies and results. Our proposal
distinguishes six common features of historical terasarratives:

1. Exclusion-inclusion as a logical operation contriilng to establish the
historical subject.This logical operation is performed in such a whgt any

positive aspect will be almost always assignedhi® mational “we”, and any
critical or negative aspect will be assigned tae“tdthers”. This logical operation
is very critical because it determines both thenmaiice and the logical actions

for that national subject.

2. ldentification processes as both cognitive and ctife anchor It is very
probable that this emotional feature will faciléadt a very early age the formation

of the nation as a concept, through a strong itleatiion process, instead of a
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cognitive rational understanding.

3. Frequent presence of mythical and heroic characi@ngl motivesMyths,
mythical figures and narratives are usually beytinte restrictions (Barton &
Levstik, 1996; Carretero, Asensio & Pozo, 1991;i5d#®97). When time and its
constraints are introduced, history, as a disaplis making its appearance.

4. Search of freedom or territory as a main and commarrative themeThe
narrative is based almost uniquely on the intentiba group of persons to be free
from some domination and trying to obtain a spect®rritory. Usually, the
territory is presented as having no differences wie present one.

5. Historical school narratives contain basic moraliemtations. Of particular
importance is the right to the mentioned spec#icitory that logically includes
the various violent acts performed and politicatisi®ens made to achieve it.

6. Romantic and essentialist concept of both the natiod the nationalsThis
implies the view of the nation and the nationaleesexisting political entities,
having a kind of eternal and essentialist nature.itAwill be shown below, we
have studied how the understanding of the natisna @oncept, is very much
related to the way previous narratives featuredaneg represented by citizens of

different ages.

3.4.2. Learned history: conceptions of students abbtheir own nation

The main objectives of our empirical research ia thst years have been to
analyze the concept of nation of 12 to 18 yearstildlents and adults (Carretero, 2011,
Carretero & Kriger, 2011). More specifically we weanterested in analyzing whether
their conceptions change as a result of both cegnidevelopment and school history
learning. Theoretically our objectives were alstatedd to examining whether both
Romantic and Enlightened goals of history teachiegre having an influence on
students’ and adults’ conceptions. As stated abweesxpected that traditional teaching
of national history would hinder conceptual chamgehistorical contents instead of

favoring it (Carretero, 2011).
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Most of the tasks used in our investigations havea with national foundational
or national historical themes and concepts, pddrbuin relation to the past of both
Spain and Argentina. Yet these themes have claalasities to those in other parts of
the world. We will present some of our main findings to how participants were
employing the concept of nation in their narrati@eme of these uses will be related to
the six narratives features previously mentione@ WMl not be presenting a detailed
analysis of every feature, as it can be found éieeav (Carretero & Gonzalez, 2012;
Carretero & Kriger, 2011; Lépez, Carretero & Rodgg-Moneo, 2012). We will be
focusing in the last feature, about the specifit @xplicit use of the concept of nation in

the context of national narratives.

As has been mentioned, the concept of a nation se¢erbe one of the central
concepts of history education, especially througmadional narratives, both inside and
outside of the school. As a matter of fact, abbathalf of the school historical contents

of any nation are about the own nation.

3.4.2.1. Medieval times in Spain. Conquest or Recquest as a foundational event?

In a study conducted with Spanish university stislewe attempted to analyze
their ideas about the concept of the nation throinghnarratives that they generated
about one of the foundational events of SpanistoyisThe main objective of the study
was to examine whether their conceptions had ramaharacteristics or whether, after
completing the obligatory schooling, their conceps were closer to a disciplinary
approach (see Lopez, Carretero & Rodriguez-Mon@b2&, for details).

Semi-structured individual interviews were conddcebout the Reconquest, a
period of nearly 800 years during which differertriGtian kingdoms made a series of
conquests in the Iberian Peninsula. The peninsadabeen dominated by Muslims since
their arrival in 711 and their victory over theing Visigoth Kingdom. The Reconquest,
which occurred before the existence of the Spanation, began in 718 and finally
ended in 1492 with the expulsion of the Muslimsyirthe peninsula. This process was
reinterpreted by historiography throughout the gees and converted into an
enterprise of national character, through which rti@nharchy was legitimized and on
which Spanish national identity was built (Alvatkmco, 2011; Rios Saloma, 2005).
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During the interviews, students were asked to eweicthe political situation
relative to four different moments of the Recondquesfour different mute maps. They
were then asked about such topics as:

a. The inhabitants of the Iberian Peninsula at tmaeti
b. The causes and motivations of the conquests,
c. The legitimacy of the conquests and

d. The possession of territory.

Towards the end of the interview, both participamiso had used the term
“Reconquista” spontaneously and those who had moé wasked about the use of this

term.

The results showed that 51.6% of the interviewesssttucted a narrative based
on a nationalist notion of the concept of the Sglamation, while 22.6% created a
narrative closer to the disciplinary concept of thation. The remaining 25.8%

displayed an intermediate conception.

The large majority of the participants (80.6%) skdva general interpretation of
the process based on the loss and subsequent neafvtbe national territory. Similar
percentages were found while analyzing conceptainthe existence of the Spanish
nation and the Spanish people in this historicaiopge Most (70%) of the participants
explicitly used the terms “Spain” and/or “Spanist@’ describe the territory under
dispute and the inhabitants of such a territory. fiké these data particularly relevant
because, although the creation of nations did moumbefore the end of the XVIII
century, most participants considered the Sparggiom and the Spanish people to be
the protagonists of the Reconquest.

In addition, nearly half of the participants (452%howed a spontaneous and
explicit identification with the national group. &be identity connections were reflected

in the use of the first person plural to refereth@enational group.

In this manner, expressions such as “In 711, weswelonized by the Muslims”

or “1492 was when we kicked them out of Granadadwstd this romantic identity
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connection with the national group, which was newsed to make reference to the
Muslims. Again, although the disciplinary spherensiders national identity to be a
modern concept that emerged with the concept abmaltsm in the XIX century, these

participants identified with the main characterstlud historical process based on an

alleged common nationality already established ftiomes as early as the VIII century.

Another important result of this study is relatedhe different ways in which the
participants legitimized the conquests made dutimig period. More than half of the
participants (63.3%) considered the conquests aglisimed by their own national
group to be more legitimate, while the remaining/26 considered the conquests made
by Muslims and Christians to be equally legitimalbe majority of the participants
used justifications such as the recovery of natiteraitory or argued that the Spanish
had more rights than the Muslims to occupy sudtitéey “because they had lived there

since the beginning.”

The identity connection with an essentialist chemaein the sense that it applies
a national characteristic to moments long before wery origin of the nation -
contributes to the creation of an “us” in oppositio the “them” of the foreign group.
This issue clearly constitutes an important elenoérainalysis, along with the different
methods of legitimizing the conquests of differgmbups. Related to the findings
regarding the different approaches to history aredyin this chapter, we can observe
how these types of historical arguments adapt ® dbjectives of the romantic
approach. The disciplinary approach would supposauli-causal analysis of the so-
called “Reconquista,” an analysis of the viewpomwitshe different groups participating
in the process. However, the majority of particigashowed an essentialist narrative
scheme based on the recovery of an alleged natierébry as the main explanatory

argument.

3.4.2.2. An essentialist understanding of nation ahindependence of Argentina

Another study was carried out in Argentina (seeré@aro & Gonzéalez, 2012, for
details). The topic the participants were askedutlb@s the Independence, which took
place in 1816 but was preceded by an importantigallievent in 1810, usually called

“May Revolution”. It consisted of both a meetingdaa demonstration against the
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political domination of the Spanish Crown. In geatéerms, it could be compared to

the Tea Party events in the United States.

Semi structured interviews were carried out with/A@entinean subjects, they
were girls and boys in equal proportions. TwentyenE2 year olds in the 7th grade, 20
were 14 year olds in the 9th grade, 20 were 16 gpéts in tenth grade and 20 were
adults (average age: 35) that did not have anyifspeducation in history. The students
came from two public secondary schools from thewnrrea of La Plata, Argentina and

came from middle class families.

The interview had two parts. In the first part veked the subjects to provide a
narrative about the Independence. The followingstjaes were asked: When did this

event take place? Who participated? How did it ceaifhy did it occur?

In the second part of the interview, we asked d$atly about the people who

were present at the “May Revolution”:

a. If they thought these people were Argentinean,
b. If these people felt that they were Argentineathat specific moment, and

c. If they were just as Argentinean as current Argesdns.

With these three questions, we sought to investigla¢ ideas the subjects had
about the process of “becoming Argentinean”. Istiéct sense, they were not yet
Argentineans as the country of Argentina did nasteyet. The first constitution of the
Argentinean state was not sanctioned until 1858twBen 1816 and 1853 several civil
wars took place motivated by different forms of amgation proposed by different
groups of power. It is also important to mentioattthe Independence was declared by
1816 under the name of the “United Provinces of3beth”, which was a territory quite

different compared to the present Argentina.

The first question was asked to probe the ideasitaihe origin and process of
creating nationality and national identity. The @@t question looked to investigate the

affective aspects of nationality: to feel ArgentiWéith this question, the subjects were
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asked to explain their beliefs about the existesfce feeling of being Argentine among
the people of 1810 and 1816. With the third questiey were asked to compare their
own ‘Argentineness’ with that of the inhabitantstbé Spanish colony in 1810 and
1816.

Answers to the first question were categorized into groups:

Affirmative.These subjects considered that the people depicthé images were
Argentines. Therefore they believe that a natidypaliin this case the Argentine -

existed before the constitution of a Nation Staté¢his case in 1810 and 1816.

Negative.These subjects considered that the people depictdte images were
not Argentine.

The following results were obtained. At age 12dstis gave 65% affirmative
answers and 35% negative answers. At age 14, theeardistribution was 70% and
30%; at age 16, 65% and 35; and finally 50% ofdtielts answered affirmatively and
50% negatively.

The results indicate that the majority of subjectsur study (62%), independent
of their age, affirm that the people that inhabited territory in 1810 and 1816 were
Argentine. The adult group was the only group thas different, indicating the same
proportion of positive and negative answers. Néwdess, the difference in the adult

group was not statistically significant.

The narrative elements that appear when the sgbjeave to justify the
“Argentineness” of the people are strongly esséstigAmong them, we can consider
the following:

a. The metaphor of “blood and spirit”. Nationality se® to be characterized as

something natural and intrinsic, somethagriori and without regard to the history of
the subjects. As 16 year old Santiago explains:
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No, they were not officially Argentine, but, thelly were in their spirit because what
they wanted was their territory being independemd avhat they did was to fight for
what belonged to them, and anyone who would fightHeir territory and for their
country deserves to be ArgentindSome people argued that they were not Argentine
because they were from the Spanish territory arggtina did not exist yet... What do
you think?].Even though Argentina did not exist at that momietitink that they were
Argentine because from the beginning, they rebedigainst the established power...
and they confronted it to become independent armktérgentine; and they wanted to
become Argentine... and if they wanted to be Argemtiare than to be Spanish... they

were Argentine in their blood.

b. The territory as a repository of “Argentinenegbke territory is understood as always
having been Argentine and transforming people Argentines, as can be seen in the
narrative of 12 year old Nehuén:

If they were born here, it was because they wegertine, they were born in Argentine

territory, not in Spain... it was here, it was ownlegl the Spanish, but it was an

Argentine place

Or 14 year old Luciana:

No, | think they were Argentine because even thaolgy were born when the Spanish

came to take over, if they were born here, in phage, they were Argentine

c. Nationality is previous to the formation of atiom; nation and nationality are

confused and they mean the same thing.

This is the case for 12 year old Jessica who dadtahe people:

In order to become free from Spain, they had toAlgentine because if not...If

not?] “Well, how are they going to gain freedom from tloeun country?

It is also demonstrated by an adult, Lali:
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[Were they Argentine?]Yes, from the moment they began to fight for tireedom,

yes....

Another interesting argumentation given by the rineavees is based on the
patriotic feelings that the people in the imaged. Ade question of feelings of national
identity also appeared in subjects’ narrativesuasifying the right of the colonists to
become independent. In this sense, our subjectatdipe essentialist ahistorical line of
argumentation that is also present in the teacbingational history (Chiaramonte,
1991).

Fourteen year old Constanza responds to our caugtenents in the following

way:

[And, some people say that they were not Argenbieeause the territory was Spanish
and Argentina did not exist yet. What do you tihkEven though it was a Spanish
territory, it does not have anything to do with tfeelings that someone has. Even
though | am living in Spain, it does not have amghto do with whether | feel
Argentine and | want to fight for my country

Lastly, we have selected the parts of the intersiesuere the subjects believe that
the people depicted are not Argentine and othetssthow the conflictive character of

this essentialist view of nationality.

Among the negative responses, which we considelisagplinary, is that of 16-

year-old Matias, who explains:

They were not Argentine. Some, a large majoriggl 8panish parents...they were not
yet Argentine...they were...territory of...the territargs called the United Provinces of
Rio de la Plata, they were from there, born in thated Provinces of Rio de la Plata.”
[That was Spanish territory before..Hxactly.[So, we cannot really say that they were
Argentine...]Argentine, no. In order to be Argentine they havga through an entire

process.
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We also found answers that allow us to see thelicbtiiat implies to explain in
historical terms the origins of the own nation. 8ltigh there are very few of these
cases, they are very interesting. Take 12-yeadéoh:

[Can it be said that the people in this image argeAtine?]No, most of them are
Spanish (doubt) the majority were Argentine becatsemajority were people that...
(He doubts again and repeats with securiy)this moment they were not Argentine. In
this moment they were not Argentine because olyiatisvas not Argentina, how is it
possible to be American if the United Stated didaxist yet? What was said was quite
contradictory.[So, what do you think? Were they or were they Aigentine?]“They

were not Argentine if Argentina did not existwHs just a project at that moment.

Juan is conscious of his own contradiction andeselves it by taking focus away
the formation of his own national identity. He uslkes example of the formation of the
United States and the formation of national idgniiit order to understand that one
cannot come before the other and, in this way, rteduces the idea of historical

process.

In the next case, the construction of identity mslerstood as a process in which
the juxtaposition of different identifiable projectauses a kind of identity crisis in

modern Argentine society:

They were not Argentine because...because the Repudndi not yet formed but, but
they were not Spanish either. They were in a poéformation[So, you mean that
they were not Spanish but they were not Argentitieee..] And they were looking for

their identity and we are still looking for it (.. (Manuel, adult).

3.4.2.3. Natives and nationals. Difficulties undetanding historical changes of the

own nation

Another particular event we studied in Argentinatie so called "Desert
Campaign". This was a national crusade that be§aB With the primary objective of
extending the territory of the nation and finallyterminating the indigenous people

who were already living in those areas for centurie
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By the late nineteenth century, the Argentine teryi was significantly smaller
than the current territory. Among other placesia ot include much of what is now
Patagonia. The land was inhabited and dominatedidigenous populations. In those
days there used to be frequent conflicts over despborder territory. The Argentine
government applied different policies trying to gaerritory, and finally conducted a

fierce campaign to achieve its goals of conquest.

The investigation considered whether the concegptiminstudents of the nation
and national character were of essentialist naturelisciplinary, according to our

previous distinctions.

Twenty students attending the Common Basic Cyclin@fUniversity of Buenos
Aires were interviewed. They were between 18 ange#lis old with a mean age of 18
years and 8 months. We asked them what they kbewt ahe Desert Campaign. More
specifically, what the main goal of the campaigrswahat individual and collective
subjects were involved, who had the right overtératory and why. Also it was asked
whether the conquered territory was or was not phArgentina and whether or not
they were native Argentines and finally they weskeal for their overall assessment of

the historical event.

We found that 65% of interviewees display an esaksttconception, that is, one
that conceives the territory as essentially Argesdn, independently from its historical

construction.

Thirty five per cent of participants maintainedisctplinary conception about the
territorial construction of the nation itself. Tseans that they claimed throughout the
interview that the territory of the nation was atbrical construction, over time, and
that Argentinean national territory changed considly from the Desert Campaign

onwards.
Daniela (19 years old), for example, asserts thattérritory was Argentina long

before the Desert Campaign, and therefore thigdgyis indigenous inhabitants were

Argentinean too. She shows a clearly essentiatisteption of the national territory,
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affirming a clear a historicity with regard to thenstruction of the nation (Carretero &
Kriger, 2011).

[Did the Argentinean State have a right over thgttey it conquered?Yes, as a State,
that is, as an institution, the State itself shouddve a right over the territory where we
live. [The territory that was conquered in the Desert @aign, was it Argentinean
before the Campaign?] (She think&s. Yes, yes. It was Argentinean territfBp the

territory was already Argentinean. And the Indiawko were born in that territory,

were they Argentinean¥es, obviously.

It is interesting to highlight the time gap in Delai's account, with reference to
identity. When she refers to the conquered tegritshe unites two times: the past,
suggesting that the State “should have a rightd e present (“we live”), referring to
where she lives today. In this statement, Danitdarty includes herself as a subject,
and this is why she needs to refer to the presbenvghe speaks of the past event. We
may infer that the romantic objective is speakingtgh Daniela’s words, and this is

how past and present are united in an identity key.

An example of the disciplinary conception is demmated by Lautaro (19 years
old):

[What do you remember about the Desert Campaigvttdt | know is the basics, the
government of President Roca... the three govertsremd the liberal policies of the
guys and the mentality of progress and civilizatialh imported from Europe and the
vision of the native people... or whatever, and ti@y mobilized to try to eliminate
all... all types of Indian life or whatever, to geew land, right? Expanding that,
basically (...).[Was the territory conquered in the Desert Campaim of Argentina?]

| guess part of what is now Argentina and what yuas$ forming with [the campaign],
right? To end the shaping of the country, they dnae removing everything that was
not supposed to be part of the counfmhe indigenous groups living in that territory,
were they Argentineans®o, they were not Argentineans. They were not m@zed as
Argentineans by themselves or by others... Only they can be seen as Argentineans
but then ... after it transcended that time, thes®€ Campaign. And now that they also

understand themselves belonging to what was orgdrfrom then onward$What do
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you think? At that time, they were or not Argentine?]No, at that time they were not.
Definitely not.[Why?] Because neither they considered themselves as isoclkthers
considered them as such. That is, the mentalitth@fmoment would not have been
considered as such because it was something catyplalien to what was to be
Argentinean|[The territory inhabited by them was or was notémrna?]l do not know
where you want to reach, but this ... No, it wasArgentina because Argentina had not
been shaped yet. To my knowledge Argentina is @ madnvention.

Lautaro has a clear historiographical perspecegarding the Desert Campaign.
His narrative shows an understanding of the natiod the national territory as a
historical construction developed over time. We aaer from his claims that to be
"Argentinean” is a quality that the natives do have. In other words, Lautaro thinks

the natives lack the necessary qualities to beideres] Argentineans.

3.4.3. Discussion

In the very same days we are writing this chamemumber of dramatic social,
economical and political problems are taking plac¢he world. The most important
economic crisis after 1929 is producing devastagfigcts on numerous European
countries in the short-term, but also forms a more serious problem for the long
term. Would it be possible to understand the EWismwithout considering the very
concept of the EU? Is the EU a new concept of natis the EU a nation of nations?
What would that mean? What is the role of eachiqdar nation in relation to the
whole set of EU?

In the context of this chapter, we would like topdrasize two main issues related
to these questions. First, it is important to tak® account that fully understanding
those, and similar problems, from social, econoamd political points of view, implies
a historical point of view. For this reason histati knowledge is necessary in our
schools and societies. There is no way to undeddtas present without understanding
the past. And there is no way to make sense gbdlssible future without establishing a
meaningful relation with the present and the p@siriletero & Solcoff, 2012). In other
words, historical understanding implies social aotitical comprehension, adding also

a unique temporal dimension.
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However, according to our studies it looks like tt@ncept of nation is not
understood in a proper historical manner. Studeat® a rather essentialist idea of the
nation, closer to a romantic than to a disciplineoynception. The romantic conception
has essentialist features, such as an eterndbtgrriegitimized in a tautological way.
Present nations appear in the mind of citizensnasutable political objects whose
historical origin is misunderstood, as if they éads “since always”, as some of the
research participants would say. The stability leése conceptions appeared very
clearly: no differences were found across differagé groups of 12, 14, 16, 18 year

olds and adults.

In the three studies, participants understood #retdry as a natural entity
belonging to the nation, which is, in turn, a pted®ined entity. This essentialist
conception of the territory also promotes an essksitconception of the whole nation
as the unit of unchanging and eternal destiny. Tbeception of the nation our
participants showed is linked to the concept afittary, and that is why the essentialist

character that is given to the territory might exgh#o the concept of nation in general.

We can consider the narratives as expressing tisete between the two types of
objectives for teaching history we have outlined\eh This is to say, between the
enlightened and romantic. As it was mentioned fitlsé pretends the consolidation of a
critical and academic conception of history, angl¢bcond relates to the construction of

national identities.

There are two probable causes for this romantierstanding of the nation, even
though much more research is needed. On one hasdportant to take into account
what Billig (1995) has considered “banal natiomalisfrequent in and out the school.
In reaction to an intense process of globalizatiormany societies nationalist ideas are
even more supported than before. Certainly, anpmalist idea promotes and is even
based on the romantic conception of the nationré@eno, 2011). On the other hand the
teaching of history in many schools around the @vaslstill something that should be
seriously improved; specifically, the excessive bagis on national narratives and the
romantic manner in which the nation is portrayedihinse narratives. A number of
significant contributors to history education hdneen trying to develop new proposals.

Most of them are in the line of developing disaigliy historical thinking in the schools.
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Peter Lee (2004) has pointed out how, on numeracasions, learning to think
historically (Levesque, 2008) entails navigatingum@rintuitive ideas. Historical
thinking is even described as an "unnatural proc@¥ameburg, 2001). This historical
thinking is based on acquiring a set of skills that characteristic of historical experts
(Carretero & Lopez, 2010b; Wineburg, 1991a; 1991h)rough these proposals, the
complex and dynamic nature of concepts such a®mand national identities are
acknowledged. Thus, students are given the oppbrttm address these issues in a

deep, critical way.

125






STUDY 5

Telling a national narrative that is not your o\ldaes it

facilitate disciplinary historical understanding?

César Lépez, Mario Carretero and Maria Rodriguez-Mmeo’

Abstract

National narratives and national identity are tvay lelements in the process of
teaching and learning history. Our study comes feotheoretical distinction between
romantic versus disciplinary understanding of thoaeratives (Carretero, 2011). The
majority of studies examining the influences ofio@&l narratives and identities on
students’ understanding of history have used hegtbrcontent of students’ own
nation. These studies reveal a romantic and naacalinderstanding of the concepts of
nation and national identity and a biased integtiet of events and actions related to
their own national group. On the contrary this gtudnalyzed the historical
understanding of 34 university students concertiinge features of historical narratives
about a nation other than their own, expecting ital fpossible differences. These
features were: national identity through the essabient of the historical subject, the
moral judgment about the national group actiond,the legitimacy of the ownership of
the territory. Our results indicated that particigahad a disciplinary representation
about the second and third mentioned features,eslseghey had a romantic conception
about the first one. Finally, some theoretical cdei@tions about the process of

learning and teaching history are presented.

? Study submitted for publication
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3.5.1. Introduction

Human beings interpret human actions in the forrmafratives. As noted by
Bruner (1990), people do not understand eventgperate entities; instead, they frame
events in larger narrative structures. The naredfiorm is an essential tool for teaching
and learning history. Thus, knowledge of historyoften addressed in the form of
narratives. Von Borries (2009) described the namastructure as an inevitable
condition of history. Cognitive analyses of histati expertise also agree that historical
research should produce good narratives (VanSkt2908; Voss & Wiley, 2006).

The most common narratives in the field of teachimgtory are national
narratives (Barton & Levstik, 2004; Symcox & Wilsth2009). These narratives have
several characteristic features (Carretero & Bememyud®012). First, the nation and
nationals are established as the main subject ei#rrative. Thus, a narrative of a
conflict between a national “we” against a foreftimey” is constructed. Second, these
concepts of nation and national identity are diggdaas timeless entities and applied to
every period of history. Third, a conflict over ational territory and its atemporal link
to the nationals is one of the narrative’s maimtés. Finally, the actions of the national
group are always judged morally positively in castrto foreign actions. In other
words, the past is presented in an ethnocentrimpraidragonas & Frangoudaki, 2001;
Reicher & Hopkins, 2001). These school narrativefiect national narratives that are
partly historical but also mythically developed ht the historical discipline. National
narratives essentially have two clear objectivdse Tirst objective is legitimizing the
creation of nation-states that emerged during @ tentury. As part of traditional
19th century historiography, history was reconsgtdas a logical sequence of events
that inevitably and naturally led to the creatiohtlee nation-state (Connor, 2004,
Wallerstein, 1991). The second objective of theagatives is the construction of a
national identity that cognitively and emotionalilyks the citizens in the present to the
actors in the national past. These two objectivaseha fundamentally romantic
character linked to the acquisition of emotional aaffective elements. Cognitive
objectives, which are linked to the skills thattbisans use when attempting to

understand the past, are practically absent irethasonal narratives (Carretero, 2011).
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Historiographical analyses of nation-states deschibw these nation-states tend
to forget and even invent parts of their histofldebsbawm, 1997; Renan, 1882/1990).
Interestingly, this “omission and invention” is nohly metaphoric or generic but is
sometimes based on false documents (Escalona, .200#)is way, it is possible to
maintain the community and permanence of nationd mational identity. This
permanent character, even if invented, has therddga of providing social cohesion to
a certain national community. As indicated by Wallein (1991), “Pastness is a central
element in the socialization of individuals, in tim@intenance of group solidarity, in the
establishment of or challenge to social legitimati(p. 78). The current approaches in
historiography that seek a distanced, complex, @rdctive understanding of history
are undoubtedly a threat to these romantic andmeiistic objectives.

In the field of teaching, national narratives haatablished what Wertsch called
schematic narrative templates (2002). These teswplare socially shared master
narratives that influence the specific narrativeat istudents construct when they learn
about their nation’s history both in and out of ®@hin such locations as museums
(Asensio & Pol, 2012; Gonzéalez de Oleaga, 2012).

Previous studies conducted with students have dsimraded the problem with
excessive emphasis on national narratives for g@ojte historical understanding.
Alridge (2006) notes that “American history textlkeopresent discrete, heroic, on-
dimensional, and neatly packaged master narrativas deny students a complex,
realistic, and rich understanding of people anchessen American history” (p. 662). In
a study from the United States, Wertsch (1998) shbow most students in the study
simply reproduced the official history without iatlucing irony or conflicting
interpretations of the narratives. Other studiedifferent countries reveal that students
normally use first-person plural pronouns, suchas,” “our,” or “us”, to refer to
national past events, linking their own nationaritities with protagonists from the past
(Barton, 2001; Barton & Levstik, 1998; CarreteroQ12; Lopez, Carretero &
Rodriguez-Moneo, 2012). The importance of identiks demonstrated by the
students goes beyond the mere use of pronounsdntiee national narratives that the
students are exposed to not only show a clearrdifte between “us” and “them” but
also attribute intentions and value judgments tfedint groups (Goldberg, Schwarz &
Porat, 2011; Hammack, 2010).
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In a study with students from Spain (Lopez et2012), it was found that a large
majority of students positively judged and furttegitimized the actions of their own
national group to the detriment of those percei@edthe other”. These results in the
field of history are consistent with the theorysaicial identity, which postulates that
people who define themselves in terms of their mastip in a specific group are
motivated to evaluate their group positively (Thjf@982). As it is well known,
membership in a national group defines an individuadentity such that she
internalizes a set of behavioral patterns, normd, group values with which she fully
identifies. This process is associated with moibratl and emotional elements and
explains the positive judgments towards the actadrtee own national group instead of
toward the actions of another national group.

Accordingly, similar to its protagonists, history mationalized. Historical events
are simplified to fit the national narrative thatso familiar to students. The result is an
understanding of history that is skewed favoraldward one’s national group and
exclusive to the “other.” Thus, the students’ ntiwes reflect how aspects of identity
are constructed both from within, emphasizing aggitimizing the elements of their
own group, and to oppose the other, creating arlgledifferentiated “them” and
delegitimizing their actions (Triandafyllidou, 1998

The main paradox is that this identity connectimsed on a supposed common
nationality even includes past moments in whichrtagon did not exist. However, as
reflected in that research, the feeling of a tiregleational community remains notably
present in students’ minds (Lépez et al., 2012)s Tonnection between the past and
present creates an understanding of the nationnatidnal identity as permanent,

natural, and immutable phenomena.

National identity is undoubtedly one of the mospaortant social identities for an
individual (Smith, 1991). It is practically impobte to think of a person who lacks a
national identity, which creates the impressiort thaional identity is as natural as
being men or women. The traditional romantic an@bnalist history that resulted from
the formation of nation-states in the 19th centatgmpted to show that in fact, these
national identities are man’s natural essence aiohnms are as old as history itself

(Alvarez Junco, 2011; Bagehot, 1873; Calhoun, 199Rhe major events since the
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beginning of history, including the rise and fdllkingdoms, empires, and civilizations,
are interpreted in terms of a supposed permanamtral, and immutable presence:
nations and national identity (Cruz Prados, 2005).

However, in current historiography, both nationsd amational identities are
interpreted as complex modern social constructsdéfson, 1983; Hobsbawm, 1983;
1997; Renan, 1882/1990). Additionally, in psychatagiterms, the learned character of
national identity is emphasized. Individuals aré¢ born with feelings about national
identity or patriotism; instead, these feelings E&ned. Moreover, these ideas and
feelings are always acquired (Bar-Tal, 1993). Mad&ates, which emerged at the end
of the 18th and the beginning of the 19th centuresated the nation and feeling of
national identity in citizens, mainly by establispi a common and compulsory
education, not vice versa (Cruz Prados, 2005). fHmeous statement of Giuseppe
Mazzini, "We have created Italy, now we have tcatedtalians,” clearly reflects this
idea (Hobsbawm, 1983). Indeed, according to mangentihistorians, most nations that
are highly familiar to us today did not even existadministrative units until one or two
centuries ago (Billig, 1995; Connor; 2004; Wallemst 1991). Moreover, the nation and
national identity are modern phenomena of the nsass® only of the elites (Connor,
2004). According to different classical meaningfierathe political changes that
emerged with the French and American Revolutiorth@end of the 18th century, this
national consciousness among citizens was builtented (Hobsbawm & Ranger,
1983), or imagined (Anderson, 1983). With the erarog of modern states, it became
necessary for the state to establish the natiomatidnal identity. As Wallerstein notes
(1991),

This is not really difficult to understand. The @snce is all around us. States in
this system have problems of cohesion. Once rezedras sovereign, the states
frequently find themselves subsequently threatdryeldoth internal disintegration
and external aggression. To the extent that “natiosentiment develops, these
threats are lessened. The governments in powerdraugerest in promoting this

sentiment. (p. 128).

As Connor indicates (2004), for most current najarational consciousness was

not present until the 19th and early 20th centuiesviously, people identified more in
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terms of a village, clan, district, region, or lbahnic identity (Weber, 1976). The

disciplinary approach defended by modern histoapgy differs greatly from the

romantic approach that understands national ideasitsomething ancient, natural, and
immutable. In modern historiography, these concepés understood as modern and
dynamic social phenomena with an instrumental ateraAs Benedict Anderson states
(1983), these nations are “imagined communitie<abse “even the members of the
smallest nation will never know the majority of itheountrymen, will never see or hear
or speak to them, but in the minds of each oneslthe image of their communion” (p.

5). The fact that nations and national identity mo¢ natural or essential concepts for
humans does not mean that they are not real orrtamgo On the contrary, it is because
of these concepts that so many people in the pastténturies have killed and have
been willing to die (Anderson, 1983). As Peter 8ahstates (1989), "National Identity

is a socially constructed and continuous processledining ‘friend’ and 'enemy
(pp.270-271).

To date, studies on the concepts of nation or nalimentity have revealed that
students have an understanding that is closettralditional romantic view than to the
disciplinary one (Carretero, Castorina & Levinas,press; Lopez et al., 2012). This
romantic view leads to an understanding that isdmlaand lacks the complexity of

historical events.

Nearly all of the previous studies have focusedantent related to the history of
the students’ own nation. To explore further thBuence of identity elements and
national narratives on the understanding of histary think it is important to analyze
how students interpret content that relates toraiga country instead of their own
countries. This content was not expected to estaldin identity link. Additionally,
because the content focuses on a foreign natiensttidents have not been exposed to
that nation’s national narrative. Thus, by compgusnch a study with previous studies
focused on one’s own nation, it is possible to munecisely identify the influence of

identity elements and narratives on students’ wstdading of historical events.
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Understanding Others National Histories

To analyze the ways in which students assign mgaoihistorical content related
to a foreign nation, we analyze the narrativespriish students regarding a key theme
in Greece’s national history. The period analyzetens to the so-called “Ottoman
occupation of Greece” and the nation’s subsequedépendence. A conflict over
national territory and wars of independence arérakalements in the romantic national
narratives of most countries (Barton & Levstik, 20@Carretero & Kriger, 2011,
VanSledright, 2008). The following excerpt from Beeek declaration of independence
perfectly reflects the romantic view of this histat process:

We, descendants of the wise and noble people ofagjelve who are the
contemporaries of the enlightened and civilizedamat of Europe (...) find it no
longer possible to suffer without cowardice and-sehtempt the cruel yoke of
Ottoman power which has weighed upon us for moea tfour centuries (...).
After this prolonged slavery, we have determinethl® arms to avenge ourselves
and our country against a frightful tyranny. Therwsich we are carrying on
against the Turk is (...) aimed at the advantaganyf single part of the Greek
people; it is a national war, a holy war, a war thkeject of which is
to reconquer the rights of individual liberty, afoperty and honor, rights which
the civilized people of Europe, our neighbors, gnjoday (National Greek
Assembly, January 27, 1822. Declaration of Gree#tependence) (Lozano,
2004).

As shown in this excerpt, different core componemqmgear in a romantic national
narrative. First, the Greeks who proclaim indepeede are understood as the
“descendants of the wise and noble people of Heéllasa clear interpretation of the
Greek identity as ancient and permanent. Seconel, ntiain dispute centers on
“reconquering” a national territory that has beaibjscted to Ottoman rule for more
than four centuries. Last, there is a clearly pasijudgment towards the Greek cause
with the use of terms such as “wise,” “noble,” @frededom.” However, the Ottoman
contingent, which is the outgroup, is linked tantersuch as “cruel,” “terrible tyranny,”

and “slavery.”
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A clear reflection of this romantic national naivatwas collected by Antoniou

and Soysal (2005) in an analysis of textbooks us&iteece:

The Greeks maintained their customs and traditjfsosn ancient and Byzantine
times] and created new ones. They organized thas Isignificantly differently
from those who enslaved them [the Ottomans]. thisugh this method that they
differentiated themselves and maintained theiromati consciousness. (p.111)

The Greeks never believed that the Turkish conquésBreece] also ended the
life of Hellenism. There is further proof that tA@urkokratia [Ottoman rule]
coincides with the reshaping of Hellenism. Durihg tarkness of slavery, with
tremendous tenacity, the neo-Hellenic consciouswassunited, and in 1821, the
Greeks took the reactionaries in Europe by surgwsh their liberation struggle

against Ottoman rule]. (p.115).

These extracts, which are from the end of the 198@arly have the same ideas
concerning the teleological character of the Greatkon and the clearly negative view
of the Ottoman “other” that are present in suchudeents as the aforementioned one
from the early 19th century.

3.5.2. Objectives

The main objective of this study was to analyzertheatives used by students to
understand key historical events of a foreign matibhroughout a detailed analysis,
specifically three dimensions were consideredtFRive were interested in analyzing the
concept of national identity as the main subjecttied narrative. Second, we had
considered the participants’ moral judgments alloeitmain actions of different groups.
Finally, we examined participants’ ideas relatinghe ownership of a foreign national

territory.

Therefore, we aimed to analyze whether studentsanees regarding a foreign
nation had the romantic characteristics reflected previous studies on their
understanding of their own nation (Lopez et al.120or whether narratives about the

history of another nation were less romantic aroden to a disciplinary view. As we
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had noted before, students tend to understand alagirnations through idealized and

mythical narratives and not as contemporary higtpaphical explanations.

3.5.3. Method
Participants

The participants were 34 college students fromRaeulty of Psychology from
Madrid (Spain) who voluntarily participated withoptior knowledge of the study’s
objectives. These participants had received litleno education in school about the
content used. Abundant references to classicald8rage commonly found in Spanish
textbooks, but content related to later periodshsas that analyzed in this article, is
much more rare. However, it is important to no@ntim Spain, as in many countries in
the European Union, history in primary and secoyndaducation is a compulsory
subject that students study for six to eight yedepending on their specialties and
regions. Thus, the interviewees had received sagmt academic instruction in history.
The age range of the participants was between d 2@iyears old with a mean of 19.28

and a standard deviation of 3.11.

Materials

During the interview, participants were providedthwithree sheets of paper
containing maps and information on the historia@icpss analyzed (see Appendix 3).
Each sheet referred to a different period of trez@ss. The first period, specifically, the
period of the Byzantine Empire, represents theasitn prior to the Ottoman conquest
(Varana, 2006). The second period represents tinatisin during Ottoman rule (Miller,
1913; Shepherd, 1923). The last period refers 8e&¥’'s independence and subsequent
expansion (Whistler, 2010). Each sheet includesnallsamount of descriptive text

about the period and several political maps.

Procedure

Semi-structured individual interviews were perfodnét the beginning of the
interview, the materials with information regardiagch of the three periods analyzed

were provided. Questions were subsequently askadecoing each of the periods in
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chronological order regarding such aspects as a)wdre the inhabitants of the Balkan
Peninsula at that time, b) the territorial rightavéinership, and c) the legitimacy of the
actions carried out by the inhabitants. After tast Iperiod, the participants were asked
about aspects related to the nature and antiquitgsreek national identity (See

Appendix 4 for a written copy of one of interviews)

The answers were coded by a nominal system of aaésg which allowed us to
categorize the participant narratives with respecttheir romantic or disciplinary
character; the categories corresponded to thewwltp dimensions: understanding

others’ national identity, moral judgment of acspand territorial right of ownership.

To validate the categories, an interjudge analysis performed for the analyzed
dimensions. Two judges independently categorizesivars from 20% of the total
sample. The agreement index surpassed 85.7% o takk cases. The discrepancies that
were found were used to improve the definitionhaf tategories.

In the next section, the results are shown for e@f¢he analyzed dimensions.

3.5.4. Results

Understanding Others National Identities

As noted above, national identity is a central @emof national narratives.
National identity enables the establishment of atinoaous subject, the nation, in the
romantic narrative and grants national identity a&ural, timeless, and permanent
character. However, most historians currently ustded national identity as something

socially constructed in modern times.

The national identity in the historical process lgred in this study is not the
students’ Spanish identity but a different one:@reek national identity. The narratives
produced by the students allow us to analyze tdems about foreign national identity
and examine whether they establish a continuousauhb the narrative.
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Romantic Conceptions. Most participants showed ideas similar to the raman

approach to Greek national identity. The followegerpts illustrate this conception.

[How long could the feeling of belonging to the &kenation have been present?]
think since always. We come back to the same thiinge forget history... there has
always been a feeling of saying | belong to Greszegncient Greece (...). And then
came a moment in which you say, “From here on!” @né¢he other spreads the word;
(...) they create that feeling until they say: “Wevdeen invaded by the Romans, the
Byzantines, the Ottomans; now is our moment.” Nowhe 19th and 20th centuries,
(...) there is not the same thought that “we canrmadything,” and that is when they
say, “Now is the time for us to rebel and becondependent as GreekgMaria, 21

years old).

Clearly, according to Maria, the Greek nationahtitg has always been present.
This identity is the protagonist subject in histaagd establishes the link between
classical Greece and the present. In each analygaatical period, namely, Byzantine,
Ottoman, and Greece’s independence, the histosigaject of the Greeks is always
present. The following excerpts from Carlos’ anddgo’s narratives reflect this same

idea:

Man, certainly in the Ottoman Empire, there werengnavho still had the feeling of
being Greek. | am sure that it endured since tfté ftentury until they managed to
conquer it (...). Then, possibly yes, the feelingbieen dragging on for centuries until
the present (...). Certainly, they had to modify #amds of things, but | do think the
feelings have continued over the centuries. (...)f€bkng is still there. It has always
passed from one generation to the other. (...) Tdwdirfg arises, you give it to the
children, the children give it to their childrenntil they really achieve this. Yes, it is
true that many centuries have passed, and thenfgebbuld have been lost, but it has
been recovered later because there was somethewauBe if not, what is Greece going
to be called. What? What? Because if not, it wdnddcalled something else (...); that

is, it could have been called otherwise, but itmiagCarlos, 21 years old).

[From what point in time do you think the peopleoninhabited the Balkan Peninsula

had a Greek national identity? Do you think itasnething from the third period®o, |
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think since always. (...) | think there have alwagsrbpeople with this type of thinking,
but because of the fact that the Ottoman Empire thae and subjected them, it was
more soothed and quiet. However, later, they tawkef and decided to rebel and
become independent. In other words, they have alweysted, but it was more

controlled(lgnacio, 18 years old).

According to these participants, the feeling of €krédentity was passed from
generation to generation. The connection betweean®te past and the present is
established based on this common identity that Ibeeh latent for centuries until

independence was obtained.

This way of understanding national identity appesatsiral and inherent to human

nature, as shown in the following excerpt from Josarrative:

(...) you always have a feeling of belonging to sbimg before; it is inherent to
everyone that we belong... such as we are descenofattis Spanish Reconquest, and,
of course, the Moorish culture drowned us, and w&eehchanged from that as well...
but even if we have been invaded by them, we Haayshad the feeling of belonging
to something earlier (...) since an unknown time wkech a thing was born. The
identity of a territory like this... well-defined,veell-defined territory, and you feel like
you belong to it, I do not know when it was borat bthink that yes, that there was
always something, and also the Greeks now willtiflewith the previous times, with

classical Greece. Modern Greeks try to be descesdarthat(José, 17 years old).

This continuous idea of a national identity appledoth the Greek and Spanish
cases. However, it is interesting to note the ithehitk produced when discussing the
Spanish Reconquest, when we observe the emergdntes’oagainst “them,” the

“Moors” who were the invaders.

Disciplinary Conceptions. In contrast, some participants expressed ideast dbeek

national identity as a recently constructed idgntit

| think people felt identified with their... they had identity according to the historical

moment... for example, those in the Ottoman Empaehthve been here (...) from the
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14th to 19th [century]; during that time, at be8iere were generations that identified
with this. | do not think that since classical Geedhere has been a feeling of classical
Greece spreading from one generation to anothel). I(think that it is something that
has emerged, in fact, all because of economicestsr.. in fact, the identity is not what
people feel from classical Greece or themselves#, ttiey feel Greek, but it has been
imposed. Somehow, Greeks have made themselvésstheey must feel Greek, like the
Spanish feel Spanish and the French feel Frenchs Isomething that has been
establishedAlba, 18 years old).

Clearly, according to Alba, national identity istn@ natural characteristic of
human beings but is something that is imposed atabkshed for different reasons.
Additionally, the timeless continuity of the Gree#tional identity from a remote past is
not accepted. We can see this same idea in thenioll excerpt from the interview

with Juan:

[The idea that there has been a continuity, that@neek identity has always been
present, somehow descending from the so-callesictdsGreeks, do you agree with
that?]l don’t know, but if | have to give my opinionjstsomething that emerges at the
time, emerges with the currents of nationalism ahdt maybe did have certain

traditions, but the Greek feeling, | do not thihlatt it emerges before 1700 and after...
(Juan, 18 years old).

In this case, the Greek national identity is intetpd as a relatively modern
factor, and as the following example reveals, saingttotally different from periods in

the distant past:

(...) in the end, they are not really Greeks... (...)dam they believe they are
something that they are actually not... because ois\yoafter more than 1000 years,
they are not Greeks, as much as they endeavor. thlégbe since the beginning, there
were people who considered themselves Greek, lreality (...) nationalist sentiment
iIs more typical of the 19th century... also the Zf#htury, and | do not know whether
in the 18th century because it takes time to aris#o not think that it happened in
earlier centuries, at least not with such force...)([Some historians state that the

Greek national identity has been present in allig#s since classical Greece; do you
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agree with this or not?] Man, | do not think so, lasay, they are as Greeks as me...
they are really not Greeks, thousands of years lp@aased since that time; there is no
way for them to be Greekalfredo, 18 years old).

These participants are aware of the historical titm& has elapsed and the
changes produced during the vast period of timéyaed. The Greek national identity
IS not something that emerges naturally; insteadhas a constructed and modern
character. As we see in these excerpts, the paatits deny the continuity of the
historical Greek subject from classical Greeceluhié independence of the Greek
nation in the 19th century. The existence of a l@se historical subject, the Greeks, is
divided, and the different identities of the inHahts in different historical periods are

taken into account.

Table 9 shows the distribution of percentagesHis dimension.

Table 9

Understanding Others’ National Identities

Frequency Percentage
Disciplinary Conceptions 12 35.30%
Romantic Conceptions 22 64.70%
Total 34 100%

Moral Judgments of Actions Conducted by Different Goups

The national narratives tend to judge the actidntheir own groups positively
compared with other groups. The participants ia #tudy, who were not Greek, did not
have a national identity linked to any of the greuparticipating in the process
analyzed. Moreover, the participants have not legrosed to a national version of the
historical process investigated. Consider the tfgadgments found.

Romantic Judgments. A portion of participants judged the Greeks’ actiomore

positively than the Ottomans’ actions. This judgineas based on a supposed timeless
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permanence of the Greeks in the disputed territbimg following excerpts reflect this

view:

[We are going to proceed now to the last periodl e what has occurred from the
previous situation of Ottoman rule to the new giturg. Well, here what has happened
is an uprising of what we were calling pre-Greelgaiast the empire that has occupied
their lands... and then the process of independeegarb[Do you think the people had
the right to become independenY3s, | think so because of what | was saying before
the Ottoman Empire had no right, and the ByzanEngire either... a moment comes
when the people living there have to say, “Hey vehaappening here?’(Luis, 29
years old).

Luis judges Greek independence as legitimate, valsetiee Ottoman Empire is
“occupying” a territory over which it has no “rightin the following excerpt from the
interview with Manuel, we again find this positiygdgment concerning the Greeks’

actions:

[Good, we are going to proceed to the third pericell me what has occurred from the
previous situation to this new situatioifhe Greeks that lived in that territory got tired
of it, so it is, of Ottoman rule and reclaimed whads rightfully... and here | would say
it was legitimate, of course! Because they were wieoe there before... they had
arrived earlier, began earlier; the typical thingrom earlier is so important
sometimes... here it is considered legitimate andrctley try to become independent
and go on tryindManuel, 18 years old).

Manuel’s judgment is based on a view of the Gregksvious existence in the
territory that legitimates their search for indegemce from Ottoman rule. In this way,
the Greeks’ actions are judged more positively ttharse of the Ottomans, which we

see again in the following excerpt:

[Does it appear to you that [the Ottomans] hadrihlet to conduct these conquests or
not?] 1 do not think so, (...) it does not seem right to e following seems better to
me... (...)[Do you think [the Greeks] had the right to becomdependent?)¥es,

because they had been subjected to different esfoirex long time, and why can’t they

141



STUDY 5. TELLING A NATIONAL NARRATIVE THAT IS NOT YOUROWN

decide? If they were the ones who lived th¢ded who were those who had been
subjected for so long?Their ancestors..[But whose, what people?[he Greeks.
[Okay, when had Greeks been in that territory $sheeon’t know man... I'm thinking,
homo sapiens in Greece (laughs), but that doesomie out of any time (Cristina, 18

years old).

Again, the actions of the Greeks are judged morgtigely than those of the
Ottomans, and the legitimacy of the Greeks’ actisnsstablished based on the idea of

the Greeks’ timeless existence in the territory.

Disciplinary Judgments. Most participants in this category did not judge Greeks’
actions to be more legitimate than those of them@dins. These participants did not
think that the Greeks possessed a historical rettsatnlegitimated their actions. The

following excerpts from interviews with Isabel aBtisa reflect this perspective:

[And these conquests from the Ottomans that yoe baen telling me about, from your
point of view, does it seem to you that they haal rilght to perform theseMan, the
Byzantines did the same thing... one is just as bateaother... the conquests from the
Byzantines are like those of the Ottomans but ngthmore..[Okay, in that sense, does
it seem to you that [the Greeks] had the right exdme independent, that those
territories became part of Greec&ights?... in that view, the same right that thay h

and them and them... to conquer what is others aadargoegIsabel, 18 years old).

[Now that this territory belongs to the Ottoman Hrapin your opinion, do you think
they had the right to carry out these conquedts8]difficult... | have never considered
it. 1 think so. If everyone has the starting pooitmaking conquests, advancing and
stopping the army and power of the previous empwead|, if everyone starts from the
same base, it is also legitimate for those who oened the peninsuld...) [In your
opinion, do you think [the Greeks] had the rightpimclaim independence or not?]
Well, | guess they did not agree with the ruledarce during the Ottoman Empire,
which were very strict and didn’t allow the country the empire to develop, and the
Greeks fought for independence and better rule,chvhhey have achieved and

expanded..(Elisa, 18 years old).

142



CONCEPTS ANDNARRATIVES OFNATION

As we observe in these excerpts, there was notegrisgitimacy in the Greeks’

actions compared to those of the Ottomans.

The following excerpt again reveals this lack afiienizing the Greeks compared

with the Ottomans.

In the 19th century, nationalist movements begaanterge throughout Europe, which
wanted to somehow legitimate their ownership okerland... (...) I do not know how
society would have been then; maybe the Greeks disceiminated against... but
actually, they were about the same as the peomg tere rebelling against... 400
years have passed between when they rebelled aed thky were conquered by the
Ottoman Empire. Over 400 years, there is time feogte to be integrated and form
part of the same society. Of course, like the athighe Greeks] did not have the right
to rebel either, and they were actually rebellingaast people exactly the same as
they... because they formed part of the same culéirdhe end of the day, | think they
rebelled against them for their rights. Howeverteafall, the people they rebelled
against had the same right to be there as themy ahe actually the same people; 400
years had passed; they are the same people as asithey want to say they are
different in terms of religion and all that... thegne not throwing the same people out
that had conquered them... at the end of the day,wleee the same descendants; they

are the same people(Alfredo, 18 years old).

In this case, the actions of both groups are judegdally. Additionally, the
process is not interpreted as a struggle betweem different groups, and the
interpretation rejects a static and opposite canmepof these identities. Alfredo
understands these identities as changing and, antrawareness of the time that
transpired, calls into question the permanencaefifferentiation between Greeks and
Ottomans for over 400 years. Thus, Alfredo does jundge the Greek group more

positively because it is not even distinguishaldenfthe other group.

Table 10 shows the distribution of percentagesHisrdimension.
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Table 10

Moral Judgments of Actions Conducted by Differerdups

Frequency Percentage
Disciplinary conceptions 24 70.6%
Romantic conceptions 10 29.4%
Total 34 100%

Ownership of the Territory

National territory is a central element of bothiomal identity and a nation.
Dispute over territory and the legitimacy of possas generally comprise a foundation
of national narratives. It is important to statettthese disputes are also reasons for real
disputes between nations and can even lead toWarnarratives of our participants
allow us to analyze their conceptions of foreignioral territory. The two types of
conceptions found are discussed below.

Romantic Conceptions.A romantic conception of territory involves undargling it as
a fixed, legitimate, and unquestionable propertyhef national group. The connection
between the territory and national group is undedtto be established since ancient

times. The conversation with Angela reveals theseeptions:

[Since when do you think this territory belonged tte Greeks?Well, since the
conquests began, since the people began to unite,.asince always, so to speak. It did
not belong to anyone else befofm that sense, who do you think the territorytioé
peninsula legitimately belonged to in [the periddhe Ottoman Empire]? Who do you
think owned it?]It was actually the Greeks’, so to speak. | meawais the Greeks who
first inhabited it... who had roots there. Becauseythan establish your culture, they
can take it away from you, but it is really sthlere in the background and will always
come out. That's what | think, realljThen, what territory do you think legitimately
belonged to them?h particular, the first area, the Peloponnesiarear the area here.
The area where they have always been, the islanglkich are the areas that always
had Greek influence. The others have had Greelkanfle but not as much as these

areas have hadHow long do you think this territory belonged Gyeece?[Since they
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first established themselves there... and they had beere since alway@®ngela, 18

years old).

In this account, the territory has always been tethe Greeks, and there is an
unchanging, timeless connection. This idea recarghé following excerpt from the

interview with Irene:

[And the territory, do you think the independentritery legitimately belongs to
Greece?]Yes, right? If they have lived there all their Bvend believe that it is their
land... Yes, | think sgWhen you say they have lived there their whdie.li?] Well,
see, all their life... they have been invaded andhsbat | don’'t know. Greece is
supposed to have had a territory since ancient gin@and if it has always belonged
somehow to Greek people who have settled theng htihee not moved from there; well,
yes, it is legitimate[When you say they have been there since... sincenwfor
example, before these period¥¥¢ll, since ancient Greece, yes. They have beamglos
or gaining territory, but there has always been sokind of core that is maintained.

Well, yeqIrene, 18 years old).

In this perspective, the different peoples who hateupied the territory over

time are regarded as invaders of a territory tle&drps at all times to the Greek people.

[To whom do you think the territory belongs duritings period [the Byzantine period]?
To the Byzantines, the Byzantine Empire, but...nktliat the Greeks are there; the
Greeks have been there the whole time. They anmeedely this territory (...)[And in
the sense of the territory, do you think the teryit that became independent
legitimately belongs to Greece?gs, but it's that... what | think is that it doeobg to
them because they are defined by the territorthaf) are Greeks because they live in
this territory, are located in this territory... bease they are from there, they are from
the Peloponnesian peninsula, only the Peloponnepamnsula defines the Greeks,

right? (José, 17 years old).

Jose perfectly shows the connection between lamd retional identity. The
Greeks are defined by the territory they occupye Breeks are - essentially - from

there.
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Disciplinary Conceptions. Most participants did not regard the territorytias Greek
nation’s unchangeable possession. On the contemgording to these participants,
territory has some dynamic characteristics regagrdis possession. In the following

conversation with Belen, we find these charactiedgst

[Does it seem to you that it legitimately belonggthe Byzantines] at that timeWell,

at that time, they had won it, right? So to spadkwever, | also don't think that a
territory belongs to anyone concretely... (...) busitot attached to anyone. (.[ln
that sense, does it seem to you that the terrftorthe period of the Ottoman Empire]
legitimately belongs to the Ottomans or nd¥®), as with the Byzantines, it is a matter
of ambition to have more territories; we are gobegconquer more territories, but | do
not see that it has to belong to anyone as | said the Byzantines... (...) but it does
not belong permanently to anyone. The territorhexe and is managed in the way that
the empire that arrives there wants to manage .t.) (In the period of Greek
independence], does it seem to you that the teyritegitimately belongs to the
Greeks?]No, not to them eitherf[Why?] | don’'t know; what | see is that the
territories... well, what | have said before, they déinere, and an empire that wants to
have more territories, well they are going to coequhem, but | don’t think that
because of this that it always owns this territenyd that the territory has always
belonged to it, because it is not so. It's supposede well-organized, and if they
organize it and manage it well and enrich the aiéaan be considered theirs, but it is

not going to be like this forevéBelen, 17 years old).

Thus, the territory is not a fixed possession afaséion or people. There is no
established legitimacy of territorial ownership. the following excerpt from Clara’s

narrative, this disciplinary representation ocagain:

[With regard to territory, does it seem to you ttias territory that becomes part of the
Greek nation is legitimately GreekR®]an, if | think from the current point of view...

because it is what we've always seen, that Greztieis way! Because it is so! So | say
yes, it is legitimate because it is what they putlee map ... but thinking of the past, it
is the same as before, maybe yes and maybe no.[Wheh you say that Greece is this
way “because it is,” to what are you referring3pically, when they show you a map

ever since you were little, you see the same méyere aire very few changes, then you
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think that this territory has always been like tlaautd always has belonged to the same
people. However, when you study, you see thatwfigssnot so, that things change, that
before it belonged to some people, later to othiater to others... until now.(Clara,

17 years old).

In this example, we can clearly observe that Claaa aware of the differences
between the present and past and knew that whateppo familiar in the present, such
as the connection between a specific territory anthtion, does not apply equally to

every historical moment.

Table 11 shows the distribution of percentageimdimension.

Table 11

Ownership of the Territory

Frequency Percentage
Disciplinary conceptions 23 67.6%
Romantic conceptions 11 32.4%
Total 34 100%

To analyze the relationship between the three studimensions, a statistical
analysis was performed using the software SPSS. IBh@re was a significant
association between the dimensiavisral judgments of actionsand Ownership of
territory with 2 (1) = 14.65, p<.001. This statistic demonstrate@slationship between
these two dimensions. Specifically, 91.3% of thedip@ants who showed a disciplinary
understanding of the territory’s ownership also veb disciplinary judgments of
actions, whereas 8.7% of the participants with sciglinary understanding of the
territory’s ownership reflected romantic judgmeantsactions. We found that for these
two dimensions, the percentage of participants dibplayed coherent conceptions, i.e.,
disciplinary or romantic for both dimensions (85)3%vas significantly higher than
those who reflected split categorizations, with atisciplinary and one romantic

dimension (14.7%). Thus, the hypothesis holdsttiege dimensions are related.
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There were no significant relationships between thederstanding others’

national identitydimension and any of the other two dimensionsweat analyzed.

3.5.5. Discussion

Regarding to the three features of the narratinedyaed, the results show that the
majority of the participants (64.7%) created a teme historical subject based on a
romantic conception of Greek national identity. Hwer, with respect to moral
judgments about the actions of different protagogisups in the historical process, a
majority of judgments were in agreement with thescgilinary view (70.6%).
Additionally, in relation to disputes about terrimd ownership, there was also a

majority of disciplinary conceptions (61.8%).

National identity was mostly understood as a phexrmn that remains
unchangeable through the broad time period analyapdroximately 14 centuries).
Thus, the majority of Spanish students thought that feeling of Greek national

identity has always been present.

Although these participants have never been exptseadxtbooks with a clear
romantic view of the events analyzed, such as tivadieated in the introduction, the
students’ ideas about Greek national identity #iikisgly similar to those reflected in
the Greek textbooks. In a cognitive analysis, tloisception of national identity enables
the participants to organize the historical naveatihey construct around a constant
protagonist. Thus, the historical narrative revelaound the historical subject of the
Greeks. In this way, participants structure therratives in a way similar to 19th-
century historiography. That is, both the studemd the historiography of that period
regard history as a logical succession of everasrihturally and teleologically lead to
the constitution of a nation. Thus, according tis tlomantic view, the Greeks, whose
origin is lost in ancient times, suffer from congtseof different empires that occur over
time, but without ever losing their identity as aimgroup. The logical consequence

and ultimate end of this story is the establishnoénihe Greek nation.

This romantic understanding of national identityffets greatly from and

sometimes opposes the way in which current histerianderstand this phenomenon
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(Anderson, 1983; Connor, 2004). The disciplinaswithat regards national identity as
a recently constructed and learned phenomenon, @@ to the 18th century, is
notably rare among the participants. The majorify tlee participants does not
understand national identities in this way and dat nealize that our current
understanding of national identity as a mass phemom is difficult to apply to periods
prior to the 18th century. However, the particigabelieve that the inhabitants of so-
called classical Greece and those of the Greedeb#wame independent in the 19th
century share the same national identity. This viiee simplification and an inadequate
understanding of history because the organizatioolassical Greece into city-states
was never related to the nation-states that emdrgélde 19th century. This way of
understanding national identity ultimately oblitiss the complexity of changes in

cultural, demographic and political terms produited territory over time.

However, the aspects analyzed in this study thatliaked to emotional and
affective elements, such as moral judgments andoapts ownership rights over a
territory, reflect more disciplinary characteristicThus, the actions of the narratives’
protagonist group are not judged more positivelgntlihose of other groups. Most
students did not legitimize the Greeks’ actions entlian those of the Ottomans.
Similarly, most students did not establish a pemnarownership link between the
Greeks and the territory of the Balkan Peninsulasivparticipants viewed the territory
as a possession changing over time, not as thekGma&on’'s unquestionable
possession. It is interesting to note the sigmifiaalationship between these two more
emotional and affective dimensions using tjge test. This relationship reveals
consistency in the participants’ narratives in éhéso dimensions, with 85.3% of the
participants falling into the same categorizatidneither disciplinary or romantic in
both dimensions. Interestingly, 61.8% of the p##taots elaborated a disciplinary
narrative regarding both dimensions, whereas o8I$% offered a romantic narrative

for both dimensions.

The results of this study reveal important differes from previous studies on the
conception of one’s nation. Recently, a study wasfgpmed on Spanish college
students’ conceptions of their own nation (Lépezakt 2012a). The study, using a
methodology similar to the one in this article, lgpad the same aspects related to

nation and national identity by focusing on a keyi@d traditionally called the Spanish
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Reconquest. Both historical periods, the SpanistoRguest and the one used in this
study on the Ottoman occupation of Greece, wererpnéted via romantic
historiography in their respective nations as & lard subsequent recovery of their
national territories even though, in both casesntions did not exist in those periods.
This type of narrative, which is centered on theowery of national territory, is present
in most countries (Carretero & Bermudez, 2012; €aro & Kriger, 2011). The results
from the study on the Spanish Reconquest showedmgta predominant romantic
understanding of national identity but also a rotitaunderstanding of national territory
and the actions performed by the national grouge 3tudy showed a clearly positive
bias towards the actions of their own national graompared with those of other
groups.

The fundamental differences between the understgrafi one’s own nation and
a foreign nation are rooted in moral judgments @ednational territory’s legitimacy of
ownership. The present study on the understandiagareign nation demonstrates that
moral judgments regarding different protagonistugoare more egalitarian when one’s
own national group is not involved. Applied to tinederstanding of historical content,
these results seem to support an idea indicatedelgral authors working from a
psychological viewpoint. These authors noted thatoteonal implications and
motivational characteristics, which influence judmts, values, and individual
behavior, emerge from beliefs related to one’s amai identity. For example,
experiencing emotions such as pride or shame ismde fulfilling or violating certain
norms and values. When an individual is identifigith a group, she will justify the
actions of her reference group to avoid experienghame, and she will not feel

obligated to do this when analyzing a foreign gr¢Bar Tal, 1993; Fiske & Taylor,

1984; Markus & Zajonc, 1985; Rdduez-Moneo & Carretero, 2012). Also, very well

known literature about thinking processes has sHothat a "my side" bias will be

affecting reasoning operations that human beingyap tasks which are related to our
identity issues. In general terms, we tend to aw®rdiogically true statements related to
our views and we tend to consider logically falssesnents opposed to our theories
(Kuhn, Weinstock & Flaton, 1994). This particulaasoning process has also been

studied in relation to historical problem solvingnjon & Carretero, 2000).
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A similar phenomenon occurs in conceptions of tenyi Foreign territory that is
not linked to one’s own national identity is undewgl as a possession that changes over
time and is not exclusively tied to any particutapup. In contrast, conceptions of
territory associated with one’s own national gr@aup predominantly romantic; that is,

the territory is regarded as the nation’s legitaiatural, and permanent possession.

Another fundamental difference between previouslisiion one’s own nation
and this study is that in this study, the partinigadid not establish an identity link with
any group in the historical process analyzed. Aflainvas not constructed between
“we” and “they.” As indicated by Tajfel and Turngr979), the mere awareness of the
presence of an outgroup is sufficient to triggeetigroup discrimination that favors the
ingroup. In this study, the lack of an identityKicould justify both the absence of

positive biases towards a certain group and theatiegbias towards the opposing

group.

Additionally, it is important to note that theseri@pants were not exposed to a
dominant Greek national narrative about the evanédyzed in school. As discussed in
the introduction, these national narratives areamby structured around the idea of the
nation and citizens’ timelessness but also showiaged, positive point of view
regarding their actions. The studies on historicahtent related to one’s nation
(Alridge, 2006; Barton, 2012; Lopez et al., 201Bpw that students reproduce these
master narratives that make it difficult to critigaunderstand the complexity of
historical events. The results of the present stdeyonstrate that students build a
romantic narrative regarding national identity, mwshen the content is related to
another nation. In this case, we cannot assumesthdénts are reproducing the official
Greek narrative in the textbooks used in that agunEven though a plausible
hypothesis would be to consider a possible gematsdn of their romantic
understanding of their own national history (se@édet al., for details). However, to
organize their narratives, the students constructedhistorical subject with
characteristics similar to those of the Greek mationarratives. In contrast,
legitimization of the Greeks’ actions and the dgéiegzation of the Ottomans’ actions
do not appear in most cases, nor does the idearedk& immutable right over the

territory.
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This study clarifies and better identifies the umfhce of identity elements and
national narratives on understanding historical teoh These elements appear to
fundamentally influence emotional and affectivensgats, such as the students’ moral
judgments. Most of the students’ intellectual dis@a from the content regarding a
foreign nation is more consistent with certain Iskihat characterize critical historical
thinking (Carretero & Lépez, 2010; Lee, 2004; Sejxd012). Some of these skills
specifically relate to the ability to consider afiative versions of a historical process.
The impartial moral judgment offered by most of teeidents enables them to
accommodate different approaches to the same iost@vent without supporting one
of the participating groups. Thus, for example, tiggority of students considered each
group’s different demands over the disputed tawiteithout highlighting a single link
between the territory and a certain group. Thidadised interpretation of historical
events related to a foreign nation is also consistgth fundamental skills associated
with historical thinking, such agerspective takingr historical empathy(Wineburg,
2001; Seixas, 2012). These skills refer to thatgid understand that that people in the
past did not all share our way of looking at therldio(Lee, 2004). Thus, most
participants were able to depart from the modeea iof territories as naturally linked to
current nations and their inhabitants. The legitynaf this connection, which is
presented as unquestionable in most current nataies, was not applied to the foreign

nation’s territory in the historical process anakyz

However, this perspective taking was not presettiénstudents’ understanding of
national identity. Significantly, this study showsat the concept of national identity,
which is central in the learning of history, rewia timeless, romantic, and naturalized
quality for the students even when the concept ewmrsc foreign identities. This
understanding of national identity as natural aadranent throughout history prevents
students from understanding these identities’ cemplconstructed, and changing
nature, which is notably central for understandioth the past and current societies in
which they live (Gottlieb & Wineburg, 2012).
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STUDY 6

Studies in learning and teaching history: implicatons

for the development of historical literacy

Mario Carretero and César LépeZz®

3.6.1. Cognitive studies in historical knowledge

In this article, we will present a general overviefnrecent studies on the learning
and teaching of history from a cognitive perspext{Carretero & Voss, 1994; Lee,
2005; Leinhardt, Stainton & Virji, 1994; Levesqu#008; Levstik & Barton, 2008;
Seixas, 2004; Stearns, Seixas & Wineburg, 2000s\8o€arretero, 2006).

The term “thinking historically” is owed to authasach as Holt (1990) and Pierre
Vilar (1997) and since its inception has held titeriest of authors who have questioned
the way in which history practices its intellectwairk. Similarly, this concept has been
adopted by educators who are interested in teadhistigry and determining how to
transfer the “epistemic features” of this disciplito education (Leinhardt & Ravi, 2008;
Levesque, 2008).

As far as the cognitive characteristics of the auasi disciplinary domains are
concerned, some often utilize mathematics, formadicl or strictly controlled
experimentation in their cognitive operations. lie tognitive literature, these domains
are considered “well-structured domains”. These alomare largely characterized by
problems that have easily identifiable constraintgheir formulation, almost always
yield a single solution, and have solutions that generally accepted by the scientific

community.

10 Study published in C. Lundholm, G. Peterson & |. Wisted (Eds.), Conceptual change and
intentional perspective (pp. 167-187). Stockholm: Stockholm University Press.
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It is well known that domains such as history olitmal and social sciences do
not typically consider employing mathematics omfat logic (even if they make use of
them in specific instances) or use strictly coméablexperiments. In contrast to well-
structured domains, reasoning and problem-solvingilomains such as history are
typically carried out verbally rather than matheicedlty. In these domains, the evidence
used to reach a solution is presented as an ardgugesrerally bound by interpretation.
These problems have more than one possible solutioth require the exact
identification of the problem’s restrictions (whicire typically not found in the
formulation). In most cases, there is not a consef® a single solution. Regarding the
type of knowledge that history experts acquireinaall domains, there is much debate
over differing types and relationships. Neverthgldésom cognitive psychology, a high
degree of consensus has been reached in termparhsag knowledge into two broad

types: conceptual knowledge and procedural knovedugneburg, 1996).

VanSledright and Limén (2006) have presented ailddtanalysis of the distinct
types of knowledge present in learning and teachisgpry. In doing so, these authors
distinguished between conceptual and proceduralwlauge, and included two
categories within the first: first and second ordenceptual knowledge. For these
authors, first order conceptual knowledge consistsconceptual and narrative
knowledge that answers the “who”, “what”, “wheréiyhen”, and “how” of history.
Examples of first order knowledge include conceptgh as “names”, “dates”,
“democracy”, “socialism”, “stories of nation buitdj”, “change over time capitalism”

and others.

Second order conceptual knowledge, for these agitirorolves the knowledge of
concepts and ideas that investigators impose dw@@ast in order to interpret it and
thus give it meaning. This knowledge makes refexencmetaconcepts, related to the
epistemological conceptualizations of history. Henconcepts such as “cause”,
“progress”, “decadence”, “proof’, “primary and sedary sources”, “historical
context”, “author perspective”, and “source relidyi constitute second order
conceptual knowledge. Second order knowledge ait® & the intersection between
first order conceptual knowledge and procedurakhkedge.
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Procedural knowledge refers to the comprehensiah application of specific
practices (e.g., reasoning or solving historic peois) that researchers activate when
they investigate the past and construct interpogtatthat result in first order conceptual
knowledge. Some examples of procedural knowledge source evaluation,
construction of cognitive maps and models, intdgiien of an event within its

historical context, argument elaboration, reseaaol, document elaboration.

Studies on learning and teaching history have &atjy been centered on
evaluating each of the aforementioned types of kedge separately, neglecting the
importance of the relationship between them. A prdpstorical literacy must take into
account both types of knowledge, trying to refles,far as possible, the knowledge of
experts in the domain of history. But what are tognitive features that define an

expert in history?

In order to answer this question we suggest beggwith the study of Leinhardt,
Stainton & Virji (1994) (see also, Leinhardt & Rav2008), which based its
methodology on interviews with seven history prefesals and two non-university

teachers. Based on the interview analysis, thetb®eustate:

History is a process of constructing, reconstrggtand interpreting past events,
ideas, and institutions from surviving or inferahtevidence to understand and
make meaningful who and what we are today. Thegs®dnvolves dialogues

with alternative voices from the past itself, widgcorders of the past, and with
present interpreters. The process also involvestaating coherent, powerful

narratives that describe and interpret the eveadsyell as skillful analyses of

quantitative and qualitative information from adhetical perspective. (Leinhardt,
Stainton & Virji, 1994, p.88).

In light of this characterization, Voss & Wiley (@8) elaborated a list of ten
cognitive activities that a history expert must gEss. These activities are divided into
three larger categories: evaluation of evidencenformation gathering, analysis and
construction of narrative, and reasoning and prabdelving. The list is presented in
Table 12.
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Table 12

Fundamental Cognitive Activities of History ExpeAscording to Voss and Wiley
(2006).

Evaluation of Evidence in Reasoning and Problem  Analysis and Construction
Information Gathering Solving of Narrative
» Emphasis on original * Use of “weak methods”  Construct valid narrative
sources before others (analogy, decomposition, about specific event
generation and
« Use of heuristics: confirmation of hypothesis; « These narratives must
corroboration, source and and “compensating for the  possess quality in five
contextualization restrictions” of the problem  areas: coherence,
chronology, exhaustivity,
« Mental representations of ¢ Use of counterfactual contextualization and
events, subtext generation reasoning and distinction causation
between cause and enablii
« Selection and definition of ~ antecedents * Possess expositive and
the object of study narrative components

e Must gather alternative
narratives

3.6.2. Evaluation of historical evidence and reasamg in history

Some of the fundamental skills that students mogtiige to achieve an adequate
historical literacy - based on, as we have inddastudies of experts - are those related
to problem solving. That is to say, it is not omllgout students acquiring conceptual
components that are later mechanically appliedntaexam, rarely to be used again,
unless on another test. Here, we are referringitls shat will permit students to solve
significant problems in the field of history, aneeoof the most relevant skills is

learning to evaluate historical evidence.

One fundamental aspect of problem solving consiklecating and considering
the evidence. As Baron (1990) indicated: “The ukewdence, in light of goals, to
strengthen or weaken possibilities, is inferenoéerence relies on heuristics and other
kinds of rules. Inference is only part of thinkinggwever, the rest is search.” (Baron,
1990, p.29)
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Therefore, the way in which people search for,&ekevaluate, and use evidence
in problem solving is of decisive importance (Lim@& Carretero, 2000). This
importance is even greater in the case of histaryhich, due to the ill-defined nature
of the relevant problems, the possible answersaied. The work of a historian can be
analyzed as a context in which uncertain situataomainate, and in which the selection
of evidence, its interpretation, and the capaatyevaluation play a predominant role in

the process of historical reasoning (Carreterd.£18994).

Therefore, skills such as learning to evaluatectieglibility of a text, learning to
frame the text in its own context, capturing itbtkel nuances, understanding that the
text cannot be disassociated from its author, dhdraelated issues must be part of a
history expert’s repertoire. Note that in realitye idea of considering these skills to be
important assumes an understanding that historknawledge, implies a process of
construction. That is, from an educational poinviefv, teaching should begin with the
assumption that students consider the contentsstairi as the result of this process of
intellectual construction and as something for Whibe conclusions are open to
interpretation, rather than closed. In other woelaphasizing problem solving when
teaching history is appropriate because historglfitss presented as a dialectical
relationship of questions and answers regardingptts¢ and its relationship with the

present.

On the other hand, evidence evaluation is critoedause it determines whether
the “proof” in favor of one position or anotheryvgn a particular historic problem, is
adequate and whether it suggests one conclusi@amather. The process of evidence
evaluation in history begins with data, which areqtiently incomplete and even
contradictory, followed by attempts to reconstriadter the fact) the goals and causes of

these data.

It is evident that one of the necessary objectivies students must achieve in
order to carry out an adequate evaluation of ewides the appropriate use of specific
heuristics. It is worthwhile to mention a study danted by Wineburg (1991a), which
analyzed the way in which people evaluate primary secondary sources when they
reflect on historical evidence. The work of thistrear is quite relevant; not only

considering its basic facets, but also in the utdtonal applications it can have when
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using historical documents in class. In a contéxtamsforming the teaching of history,
using documents in class would be beneficial. Thisspecially the case given that an
important part of historic work is conducted witxts, based on proof or evidence for

specific positions over others.

More concretely, Wineburg's (1991a) study (see ad¢oeburg, 1991b; 2001)
analyzed the differences between one group of iest® - history experts - and another
group of high school students in their senior yddre fundamental differences found
between the group of experts and the high schadkesits relate to the greatest and best
use of heuristics by the experts. The use of thezgistics would significantly improve
evidence evaluation on the part of the high scseaiors and are among the objectives
that we must take into account when we refer thal literacy. The first heuristic is
corroboration or the act of comparing documents with one anotW¥meburg
formulated this heuristic as "Whenever possiblesckhimportant details against each
other before accepting them as plausible or like{Wineburg, 1991a, p. 77). The
second one isourcing defined as the act of looking first to the soun€¢he document
before reading the body of the text. The last ls#igriscontextualizationdefined as the

act of situating a document in a concrete tempemmelspatial context.

Likewise, one of the present authors has recentlgstigated the use of images in
evidence evaluation. In several studies, we preseahistoric image commonly seen in
textbooks to subjects of different ages and askedr explanation regarding the image.
The image, which can be seen in Carretero & Gomz@g®06, p. 124), was an
engraving of T. De Bry and was also the object wf investigation in a comparative
study of textbooks (Carretero et al., 2002). Owults, obtained with adolescents and
adults in three countries (Argentina, Chile andi®palemonstrate that students move
from considering the image, at age 12 and 14,“nealistic” way (i.e., as almost a copy
of the reality that supposedly occurred) to comémde the image itself as a
historiographic product that does not copy a peality, but is a product of history and,
therefore, requires interpretation and analysismfra theoretical and distanced
perspective (Carretero & Gonzalez, 2008, Carret2dd). This last conceptualization
has only been found in some 16-year-old studerdsraadults.
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After having compared students from different coest and having found the
same developmental sequence, we have confirmedhehavolution of this heuristic of
interpreting historic images is not dependent dtucal influences. Rather, it responds
to evolutionary patterns, determined by cognitieeelopment and, in large part, by the
quality of learning in school. Note that in thisaclging pattern in the representation of
historic images, the step from a concrete way afsitering historical “objects” to a
complex and abstract way is apparent.

Studies conducted by Limon and Carretero (19996p@@tempted to shed light
on the reasoning processes that are produced biepne of a historical nature. More
specifically, these authors analyzed (among otbsures) selection processes, evidence
evaluation, and hypothesis formulation. They exaaioniversity history professors as
well as students taking their last course of undehgate history study; that is to say,
experts at different levels. These authors analyhedprocess of solving a specific
problem: the expulsion of the Moors from Christpmain by the Hispanic Monarchy as
decreed by Felipe Il in 1609. The participants evasked to answer the question: Who
benefited from the expulsion of the Moors in thecby of Gandia (a region of the
present Spanish territory)? To do this, they warst fgiven five documents that
provided related information. After reading theseuments, they were asked to choose
between four options and justify their answers,|&rmg which documents were used.
The second phase was conducted similarly with fisev documents. Later, based on
the answer given, they were provided with argumd#rdsrefuted the chosen option and
then they were asked the initial question againalfy, participants were interviewed
by the researchers, who commented on the partispanswers with an emphasis on
the facts that refuted their hypotheses. The fistalge of this phase consisted in
analyzing whether, in light of this information etlparticipants partially or completely
modified their hypothesis, counter-argued to deféneir position, or arrived at a

different conclusion.

Although there were seemingly no important diffeesnbetween groups as far as
the amount of evidence used and the frequency &f there were differences in two
other important areas: a chronological considematio their answers and the
contextualization of problem content. The more exgeoup, for the most part, was

aware of the time that had passed since the expulsf the Moors and of the
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contextualization of the problem (they did not estvely focus on the Duchy of
Gandia to interpret the evidence and they also paedethe mentality of the time
period). Therefore, we reason that both considaradf the temporal dimension and the
historical contextualization of information const# important skills involved in

reasoning and solving problems of a historical reatu

Reasoning in the field of history has charactersstf “informal reasoning”, but
also possesses domain-specific characteristicsldétal 2006). Causal reasoning in
history, as indicated by Voss and Wiley (2006)ekaat least two great difficulties: the
impossibility of using a control group in experini@iion and the presence of temporal
antecedents. There are no control groups in histasyorical events occur only once
and there is no way to establish differences witloatrol group. To address this issue
historians use a counterfactual reasoning to devalbypothetical condition control. In
addition, history is accumulative; that is, pastiaats and events influence current
events. The historian is able to differentiate &k into account both the enabling
antecedents - more remote in time - of the hishtbewent as well as the direct causes of

the event, while novices pay attention only toldtter (Voss and Wiley, 2006).

3.6.3. Analysis and construction of historical naratives

3.6.3.1. Narrative thought and its development

The construction of historical knowledge is intielsgt connected to the
elaboration of narrative (see Carretero et al.,4199alldén, 1994). However, the
influence of narrative extends beyond the fielchstory and the learning of history,
constituting a basic instrument of human knowledgeerefore, narration not only
comprises a type of discourse and a specific textu#iguration, but also a particularly
human way of organizing thought (Carretero & Atsrre2008). Humans narratively
interpret their own actions and behaviors and thofsethers. Therefore, there is a
predisposition for organizing experience using ptuctures (Bruner, 1990). As a
result, narrative thought constitutes its own urgaé method of thought that provides
characteristic ways of constructing reality. Othethors also come to the defense of
this universal nature of narrative thought, suctgan (1997), who maintains that “we

are narrative creatures: we often give meaninditays in the form of narration”. Egan
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(1997) posited a cultural development theory ofdrimwhich language is the structure
and narration is the central cognitive instruméhé& individual mind is considered to
accumulate and recapitulate society’s stages dbryisThis author established five
progressive stages of comprehension that posstesesdting elements for determining
how students of varying ages and levels of educatian approach history as a

discipline and how they can understand it in déférways.

Focusing on linguistic forms of comprehension,fitst of these stages, for which
oral language is the instrument and the centralallcomponent is myth, is labeled
mythic. This stage extends from 2-3 years old, | untiiating alphabetization occurs
around 6-8 years old. Its central components comdibinary structures (good-bad,
rich-poor) and fantasy, a category that mediatgsosipes: for example, ghosts as a
mediating category between the dead and the livirigerefore, small children are
capable of understanding a story or concept thaixmessed in binary concepts. As
such, they tend to understand historic knowledgscimool as a “tale” of “good and
bad”, and the central aspects of “time” and “spat®S historiographic categories)

cannot be understood except in a very basic sense.

Egan’s second stage of comprehension, called thantic stage, is related to the
beginning of alphabetization and oriented towarel development of rationality, and
takes place approximately between ages 9 and 12.birfary structures decrease to
make space for a more complicated reality. Thigessacharacteristics are associated
with knowledge of the limits of reality and identifThere persists, however, a desire to
go beyond these limits, a desire embodied by therdi of the hero. This is a stage
situated betweemythosandlogos in which individuals and their emotions become
relevant. These narrative abilities permit an usterding of historic knowledge closer
to historiography. However, several limitations eemdue to the tendency towards a
heroic and romantic nature of this cosmovisionwinich characters and individual
figures have great importance in the causality istohic phenomena (see also our

related study, Carretero, et. al., 1998).

The third stage, the philosophic, is fundamentehgracterized by the search for
relationships and can be reached by approximaggyl2-15, after having accumulated

the abilities from the two previous stages. It imes going beyond the romantic interest
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in details to searching the theory, law, and gdmacaels. It is precisely this search for
integrating and totalizing models that makes youthnerable to dogmatism and
unconditionally defensive of various “absolute hsit A risk that characterizes this
stage is the rigidity of laws and concepts thataogeneral models, such as ignorance
of the flexibility and versatility of reality. Anber characteristic of this stage is the
transition from heroes to the appearance of comptelerstanding of social agents, thus
passing from individual deeds to an abstract remtagion of social processes.

The last stage of narrative development consisisoafc comprehension, which
is characteristic of adult life. It is necessaryclarify that although it is considered
“last”, it is not a guaranteed stage of developmBather, it is reached as long as there
is adequate cultural appropriation. Ironic compreinen is characterized by a high level
of reflection on one’s own thoughts and by senisjtitoward the limited nature of
conceptual resources that can be employed to uaddrghe world. Therefore, the irony
consists in having a mind sufficiently open to moae the insufficient flexibility of
our minds. One of the main features of this stagesists of disregarding the concept of
a totalizing “truth”, while at the same time deyglny the capacity to recognize the

multifaceted nature of the social world.

Egan’s theory of understanding narrative highligtite influence of the first
narrations over the later adult comprehension @fibrid. At the same time, this theory
provides several guidelines regarding the goald #tadents must achieve when
understanding history, principally through its @éire components. Therefore, as
shown below, developing a vision that is criticllexible, and distanced from
dogmatism, typical of the ironic stage, and alse improvement of different
restrictions from the mythic, romantic, and philpb@ stages, constitute cognitive
achievements that can establish the base of lesteric literacy.

Elsewhere (Carretero, 2010; Carretero & Kriger, 80@ve have analyzed the
narrative structure of Argentine students of défarages (between 6 and 16 years old)
regarding central themes to their history learr(imglependence and the “Discovery of
America”). Findings demonstrate that their naredivcan be explained, in general

terms, according to the previously outlined positaf Egan. At this time, we cannot
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include examples from the interviews conducted, thely indicate that this author’s

position constitutes a research strategy that mayepquite promising in the future.

3.6.3.2. Narrative mediation in learning history

As several authors in the philosophy of historyctsas Ricoer & White among
others) and Barton & Levstik (2004) in our fieldveaemphasized, narratives are a
powerful cultural tool for understanding historyea though, as is well-known, the
explicative and logical structure of historiogragaiinature also requires fairly complex
deductive and inductive elements. Starting froms ffoint and recognizing that the use
of narrative in the teaching of history holds nuausr benefits, we must not overlook
that its use brings with it several possible protdethat complicate the learning of
history. Avoiding these problems should be onehefdtudents’ goals when we discuss

achieving an adequate historical literacy.

As previously indicated, the use of narrative hegmploy and manage the
concept of causal relationships. Narratives areanggquence of random events; rather,
they are used in an attempt to shed light on how event causes another and the
factors that affect these relationships (Barton&vdtik, 2004). Nevertheless, narratives
do not include all of the events related to a themall of the actors that participated in
these events. Therefore, one of the objectivestiaients must be the understanding
that, inevitably, narrations simplify history, telbme stories but not others, and mention
some central characters while neglecting others wah® lesser-known and more
anonymous (occasionally entire social groups). fieac that hopes to develop a
historical literacy should invite students to avtiese biases and become aware that
there are alternative histories, seen from othersgeetives, that reclaim other

protagonists and must also be taken into account.

Another fundamental objective that our studentstraakieve when working with
narratives is the realization that they are tootsunderstanding history, but they are not
history itself. That is to say, narratives are et by concrete people who determine
which actors take part in them, when and whereetlents begin, and when and where
they end. It is easy to forget that they have biegentionally constructed and are

essentially tools that mediate our knowledge ofonys but that despite their abundant
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use and familiarity, they are not history (BartoriL&vstik, 2004; 2008). If students are
not able to view narratives as a tool for learnitiggse narratives become viewed as
history itself, resulting in the problems previgushentioned: the simplification of

history and the exclusion of other histories anthizoof view.

Even though history does not require the exclusse of a narrative format, this
frequently occurs. It is primarily in the educatbrambit where historical narratives
acquire a greater importance, being often idewtifigth the learning task (Halldén,
1994). There are two types of concrete narratikasdppear quite often in the realm of
education: individual narratives and national nares (Barton & Levstik, 2004;
VanSledright, 2008). Alridge (2006), starting fran exhaustive analysis of American
textbooks, revealed that the narratives regardmeg“great” men and the events that
guided America toward an ideal of progress andlization continue to be the
prototypical way through which many historians aextbooks disseminate knowledge.
This observation demonstrates the predominate mpresef these types of narratives in
the teaching of history. An analysis of its chagastics and its influence over the
students’ abilities when learning history can pdevclues about some of the skills that

students need in this regard.

The individual narratives are those centered ardbadoersonal lives of relevant
historic figures, in comparison with those in whitle focus is on more abstract entities
and events such as nations, economic systems,| stwémge, civilizations, and
impersonal concepts of this nature. Examples adehirdividual narratives are easily
recalled from our own experiences in school: sgoné Columbus, Julius César, and
Napoleon are classic examples. Frequently, thegees are on the sidelines of other
events and individuals that comprise the historamaitext, and the most controversial
aspects of their lives are generally not showni@gk, 2006). However, in the informal
ambit, these narratives begin to join other morengmous narratives, above all those

from novels and movies.

The use of this type of individual narrative istjfied, in part, due to the fact that
the more abstract accounts are identified as liketye difficult to understand and as
motivating students to a lesser degree. As Bartah laevstik (2004) indicate, these

individual narratives have the power to humanizgdny. Students may identify with
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these characters and put themselves in their ptaoeler to gain an idea of the feelings
that guided them and even to imagine how they gthdent) might have acted in those
situations. Through these narratives, students klam to value the role that one

individual can play in a society and contemplagpbssible impact of one individual.

Nevertheless, although these last narratives cantighly motivating component
and more easily understood by students, they alsdupe a series of characteristic
biases that complicate the acquisition of a histdiferacy. For example, when
narratives are exclusively for individual and persouse, there is an absence of causal
explanations of a structural nature based on squuditical, or economic factors. At the
same time, the impact produced by collective acti®nunknown. On numerous
occasions, the incarnation of a historic event lnstoric figure (who is then seen as the
cause and the principal actor of the event) ocdtss emphasizing individual causes
(Carretero et al., 1994; Halldén, 1994; 1998; R&jéNufiez, Barquero & Fontela,
1998). The case of the “discovery of America” wihristopher Columbus or that of
Abraham Lincoln and the process of emancipation ex@mples of this incarnation
(Alridge, 2006). Naturally, this simplification ohistory produces its own de-
contextualization and, at the same time, negleittsrandividuals or social groups that
participated in these events.

In any case, there are negative effects for the ypcausal explanations that
students employ when understanding history. Whadesits face more abstract texts
that are more difficult for them to understand ytiagtempt to use individual narratives
as a tool for comprehension in order to give megminthe narration. From there, they
search for individual motives or reasons that willow them to understand what
occurred. As noted by Halldén (1986), in an analysi the explanations given by
students about certain historical events, thesdéar&pons focus on the actions and
intentions of individuals. For these students,dbgct of study in history is persons or
personified phenomena. To Halldén this personificabf historical explanations can

arise in various aspects:

One aspect of personalization is connected witlvigne that the course of history
is directed by Great Men or Women. A second aspeaterns the personification of

the state, political institutions and other orgatians. A third has to do with the
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tendency of students to transform structural exgdlans into the kind of explanation
where the actions or needs of the people consttheeexplanans (Halldén, 1998.
p.131).

Therefore, a predominant use of these individuairati@es can foster the
emergence of these biases in historical explargtiaile they develop a vision of
history as a fragmented series of stories abowbadies. It seems evident that the
predominant use of these narratives can complicgtitedents’ learning of a
contextualized history, in which there is space ifaportant aspects such as social,
political, and economic factors and the role ofadé#nt social groups. History should
provide these students with knowledge of the coripds, contradictions, and nuances
of that history, while this type of narrative prete simplistic and one-dimensional
portraits (Alridge, 2006).

Another type of narrative that is often found irthb¢he realm of education and
that of daily life is the national narrative (Symc& Wilschut, 2009). In the educational
ambit of each country, the study of history typigalloes not center on random
narratives from any part of the globe or necessé&oim the geographical area in which
the student lives (for example, Europe, Latin Arcerior Asia). However, there is one
theme present in practically all countries wherchézg history: narratives that make
reference to “our country’s history” (Barton & Leiks 2004; Barton & McCully, 2005;
Carretero, 2011).

This is not surprising if we take into account thia¢ teaching of history that
emerged at the end of the™@entury was conducted with marked identity purppse
connected to the nations’ building, and thereforghwhe purpose of decisively
contributing to reaching the aforementioned goBlsy(l, 1997; Carretero, 2011). This
type of narrative substantially influences the waywhich students understand and
analyze information about the past (VanSledrigh®08). One of the principal
difficulties that they face is that which pertatesconsidering another’s point of view.
One of the fundamental components of historic ditgr must be exactly that: taking
different versions of history into account, inclagiother points of view, and making
space for “unofficial” histories. Nevertheless,\&grtsch (1998) indicated in his study

of stories from U.S. history, few subjects introdumny into these stories or comments
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that account for conflict between interpretatiotf®2 majority has appropriated the
official version of history and reproduces it alh@sgthout nuance. Thus, one of the
implications an elevated degree of appropriatiothef official narrative might have is
fostering an epistemological vision of history asnething closed, unique and true
(VanSledright, 2008).

This type of narrative, however, not only diminishiée importance of these
“other histories”, but it also influences the typlecausal explanations students give to
specific historic events. Taking the term used bwrith (2001) these national
narratives become a kind sthematic narrative templatemore abstract and generic
narratives that are socially shared - which infeeens fundamental when building
specific historical narratives. For example, in tase of the U.S., there are two present
schematic narrative templat@s the vast majority of national narratives, tlomeept of
progress and that of liberty. Therefore, studeststheseschematic narrative templates
to explain past events (Barton & Levstik, 2004) n€equently, the resistance of Native
Americans facing waves of European colonists isns&® an obstacle in achieving
progress and the Vietham War is justified by thedch bring freedom to that country.
We have also found similar results (Carretero &mB&dez, 2012; Carretero & Kriger,
2001) in Argentine students. Students, due to exeesise of these national narratives,
do not have access to the most controversial aspEchistory, complicating the
development of a more critical perspective thatl vailow them to consider the
difficulties, dilemmas, and, in short, the realifythe democratic realities in which they
live (Alridge, 2006; Grever & Stuurman, 2007).
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STuDY 7/

Thinking historically about national narratives

Mario Carretero, César Lépez and Maria Rodriguez-Mameo'

Abstract

National narratives are central within the discipliof history and its instruction.
Traditionally, these narratives, mainly romanticature, depict the nation as a timeless
protagonist of history, legitimising its actionsdaonstructing ahistorical national
myths. Studies of these national narratives indiddat students have a romantic
understanding of the narratives. This study, cotetl@among 22 historians, analysed
the way in which experts think about these natiorzatatives. The results demonstrate
a different type of understanding among expertsnftbat of students. The national
group disappears as a protagonist in history, #see of moral judgments is not
considered to be part of the work of the historiang the national narrative itself is
understood as an ideological and political consiwac rather than an historical
construction. Finally, the implications for histoal thinking itself and its applications in

education are presented.

u Study in preparation

169



STUDY 7. THINKING HISTORICALLY ABOUT NATIONAL NARRATIVES

3.7.1. Introduction

History has traditionally been viewed as a subjbat is relatively easy to teach
and learn. Good history instruction was the eqeingbf telling a good story that could
be reproduced by a good learner (Barton & Levs#R04; VanSledright, 2008).
However, research conducted over the past few dsdaals demonstrated that learning
history is more than memorising facts from the pasd has attempted to determine
what it means to think historically (Lee, 2004; &, 2004; Voss & Wiley, 2006;
Wineburg, 1991); that is, what do history expem®w and how do they attempt to
understand the past? Studies have shown thatibatdrinking is far from simple and
intuitive (Wineburg, 2001). While fruitful theoreal analyses have been conducted on
the cognitive characteristics of historical expat{Carretero, et al., 1994; Gottlieb &
Wineburg, 2012; Lee, 2004; Levesque, 2008; Seig@94; VanSledright &Limon,
2006; Voss & Wiley, 2006; Wineburg, 2011), empilistudies with history experts,
i.e., historians with extensive experience in histl research, are rather scarce (Limén
& Carretero, 1999, 2000; Wineburg, 1991a, 1998k gaper aims to contribute to the
development of these empirical studies and focasehe way that experts think about
national narratives. Undoubtedly, national naregithave become - and remain - a key
element of modern history as a discipline.

History as an academic discipline was born in tite L& century, arising from
the emergence of nation-states and the establighofiestate-wide general education
(Hobsbawm, 1997). Undoubtedly, history was, fromlbeginnings, a legitimising tool
of new nation-states (Gellner 1983; Hobsbawm & Rand983). From this period
originated what has been called the romantic agprda history (Carretero, 2011),
which has greatly influenced the way history is duced and understood.
Historiography and the history curricula of eactiiora were filled with characters,
battles, and national historical events to esthtli® foundations of the present nation
in the remote past, i.e., to nationalise histargid not matter that these events occurred
long before the rise of nations or that the protégfs had never heard of the current
nation (Berger & Lorenz, 2010). The nation was enésd as a natural and timeless
element of history (Bagehot, 1873). As Ernest Resaid, "Oblivion, and even
historical error, is essential in creating a ndtiRenan, 1882/1990). The pre-eminence

of the national elements of romantic historiograpéas transmitted to the educational
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environment. A key goal in teaching history was autstedly the construction of a
national identity and national moral values for ti@v citizens (Carretero, 2011; Grever
& Stuurman, 2008). History instruction sought téabtish an identity link between the

present and the past based on the nation.

This national link between the present and the pesstited in the development of
a national narrative unique to each nation. Thesgomal narratives - often more
mythical than historical - were the only true higtaround which teaching and learning
revolved (Barton & Levstik, 2004; Symcox & Wilschi009). The influence of this
romantic approach to history extends to the pres€atlay, it is not difficult to
recognise the strong link between history and #ten and the presence of identity and

moralistic goals in the teaching of history (FosteCrawford, 2006).

However, in the last decades of thé"2@ntury, a modern disciplinary approach
emerged that focused on defending the importand@eofliscipline of history and of
historical knowledge itself and attempted to dissiec history from political usage
(Symcox & Wilschut, 2009). Based on this approagtent cognitive studies have
attempted to analyse the nature of historical kedge and the characteristics of
historical thinking and their application in theathing and learning of history
(Carretero and Voss, 1994; Levesque, 2008; Sedi®l; Stearns, Seixas & Wineburg,
2000). These studies challenge the effect of thdittonal romantic focus on the nature
of history itself. Historical knowledge cannot beewed as given knowledge that is
embedded in a truly singular national narrativer(®a & Levstik, 2004). Thinking
historically requires realising that knowledge bé tpast is not a matter of common
sense. Indeed, most historians today agree uparotirger-intuitive nature of historical
thinking (Lee, 2004; Wineburg, 2001). This unnaltwmad counter-intuitive nature of
historical thinking requires an awareness of tie between the past and present
(Seixas, 2012). As noted by Carlo Ginzburg:

The historian's task is just the opposite of whasinof us were taught to believe.
He must destroy our false sense of proximity topbe@f the past because they
come from societies very different from our own.eTimore we discover about
these people's mental universes, the more we shiukhocked by the cultural

distance that separates us from them (as citedmeMirg, 2001, p.10).
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The break between this way of understanding histoy the continualistic nature

of the nation and national narratives under theiticmal romantic approach is evident.

According to the modern disciplinary focus, thinkinistorically does not consist
of memorising a series of dates, characters, antev& a national narrative. Historical
knowledge is not just knowledge of a narrative. éal studies have emphasised the
need to take into account the central conceptastbry, such as nation, revolution, or
democracy (Lee, 2005). Modern historiographicallys®s of a concept as central to
history as “the nation” represent a revolution e tway that history itself is made
(Anderson, 1983; Connor, 2004; Hobsbawm, 1997).s&hstudies demonstrate the
modern and instrumental nature of the nation cangepcing its origin between the
18" and 18' centuries. Taking this into account, the romamtiocess of building

history through nation-based narratives derivethfemcient times seems impossible.

Under the modern disciplinary approach towardsohyst‘the nation” is not the
core concept. Other concepts, the so-called seocdd®l- concepts or meta-concepts
(Lee, 2004; Limén, 2002), have taken on new relegdor historical thinking. These
concepts make reference to the methods used lyrihist to investigate and describe
historical processes and periods. Thinking hisatiycpresupposes thinking about the
past as historians do. From the first studies coredliby experts of history (Voss,
Greene, Post and Penner, 1983; Wineburg, 199hgtpresent, we find a consensus on
some of the meta-concepts that historians use uy sthe pastsource evaluation,
identifying continuity and change, analysing cauws®d consequence, perspective-
taking/historical empathyandunderstanding ethical dimensiofisee, 2004; Levesque,
2008; Mandell, 2008; Seixas, 2012; Wineburg, 2001gse analyses have revealed the
complexities of knowledge and historical thinkingdatherefore the complexities of
teaching and learning history.

The relevance of these historical thinking skitiscognitive analyses is far from
reflected in history classes. Indeed, national ateves continue to be the backbone of
history instruction in the great majority of coua$ (Foster & Crawford, 2006; Van Der
Leeuw-Roord, 2004). The modern disciplinary apphodces not deny the importance
of the narrative format in the learning and teaghaf history. Understanding how

historians comprehend, use and produce historigabtives has been emphasised as
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part of historical thinking. However, the histori@onstructs narratives that must be
based on evidence to provide a reasonable accoundgtorical events (Voss & Wiley,
2006). Narratives that revolve around national elets to explain periods before the
rise of nations themselves do not provide an adeduasis for understanding the past.
Modern historiographical approaches have conceivédnarratives as tools for
understanding history, not as history itself (Bar& Levstik, 2004; Berger, Eriksonas
& Mycock, 2008). Therefore, there is no single tnagrative - as the romantic approach
proposes - but multiple narratives that can be gtvas alternatives or that may
compete with or even be opposed to one anotherd@an, Jacott & Lopez-Manjon,
2002).

As noted here, the concepts of the nation and matioarratives are key elements
in the tension between romantic and disciplinargrapches to history. The different
ways of understanding the national phenomenon wevaifferent epistemological
choices in how to understand history (LOpez & CGane 2012). No doubt, this tension

in academia is also reflected in the teaching aadhing of history.

Until now, different theoretical works have higtiigd the influence of the
excessive emphasis on national narratives on tderstanding of history by students
(VanSledright, 2008). At the empirical level, resdahas demonstrated that students
have a skewed understanding of the events relatdteir own nations that closely
approximates the romantic approach (Barton, 20i8hek, Carretero & Rodriguez-
Moneo, 2012a, Lopez, Carretero & Rodriguez-Mon@€42p).

Our work with Spanish students on the so-callecat8gh Reconquest” highlights
this romantic understanding (L6pez et al., 201Z&ge Reconquest - a period in which
the Spanish nation did not exist - began in 718emded in 1492 with the expulsion of
Muslims from the Iberian Peninsula. This process wanterpreted through romantic
historiography and became a national theme basdbeoloss of Spain to the Muslims
and its subsequent recovery; Spanish national itygemas been built upon this theme
(Rios Saloma, 2005). In this sense, we can saytbatery idea of the Reconquest is an
“invented” concept if we apply the essential idéddobsbawm and Ranger (1983) that
national traditions are invented solely to giveitiagacy to the national past. Similarly,

one could also say that “the Reconquest” is an dimel" concept because it helps to
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imagine the nation, as Anderson states (1983). Mery¢he empirical facts of the 800
years of Muslim presence on the Iberian Peninsuthathe fighting between Christians
and Muslims during that time should instead berdefias successive conquests by
different sides. Importantly, there was not a sngtruggle between Christians and
Muslims, but over 800 years, alliances varied amoedain Christian and Muslim
factions, and there was even infighting among éasti of the same religion. It is
essential to observe that once the term of thealeecReconquest has been introduced,
only one narrative is possible. This narrative iciffy assumes several conditions.
First, the territory of the Iberian Peninsula bgjed almost entirely to a single political
entity called Spain, and logically, that entity wiakabited by Spaniards. Second, the
Spaniards, at least in some significant numbeesg, fthen invaded by the Muslims and
hid in small northern territories of the Iberianniesula. Finally, these groups of
Spaniards toiled legitimately for over 800 yearsegain their lost territory. The major
problem with this view of history based on the Repeest is that these three
assumptions - grounded in the existence of the iSlparation - are strictly false, as can

easily be observed in any publication of acadenstoly.

However, participants in the study we conducteal#isthed a national identity
linked with certain protagonists in the historigabcess, thus building a narrative of
confrontation between "we, the Spaniards” and "thehme terms "Spaniards" and
"Spain” were used by most students in their nameatieven though this was an
historical period in which the Spanish nation dat exist. This way of establishing a
link between the present and the past in nati@raig reflects the tendency of students
to understand the past from the national presesmodistrating a lack of historical
perspective. It also shows a clear continualistierpretation of the nation and the
national identity as unchanging concepts throughaitory. Another important result of
the study concerns the development of moral judgsnand the legitimatisation of the
actions of various groups. Most students judgedaitteons of the supposed national
group to be more legitimate than the actions of twhkas perceived to be the other
group. Finally, the narratives of the students wexg/ similar to the national romantic
narrative, which interprets the historical procassa loss and subsequent “Reconquest”
of Spain. Importantly, the very term "Reconquesthich was central to the narratives
of almost all participants, is a term that did appear until the century - long after

the period to which it refers - on the basis of amtic historiography. Therefore, this
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study demonstrated that students understand tregmal narratives in a biased way
that is very much in line with the identity obje@s of romantic historiography. This
approach to understanding national narratives 1y \different from the historical

thinking proposed by the modern disciplinary apploa

If we want our students to think historically abdahis type of content that is so
common in history classes, it is important to ustierd how they currently think about
it. It seems equally relevant to understand howegxpistorians think about these
national narratives. To date, no empirical studia@ge been analysed the way in which
historians think about these key themes. The ptestrly, focused on the same
historical content of the so-called “Reconquesithsato shed light on how experts think
historically about this subject and to uncover difgerences in the ways that students
and experts consider these themes. It is also esiradto contribute to the debate on
historical knowledge itself by analysing experintting on the concept of the nation,
which has traditionally been central to history.

3.7.2. Objectives

The primary objective of this study was to analyise way in which history
experts understand national narratives. Specificalé were interested in analysing the
historical thinking skills employed when considerithese narratives and their beliefs

about key concepts in these narratives, such amaatdentity and the nation.

Thus, we analysed four central dimensions of thenih national narrative of the
Reconquest. The first dimension was the constmaifdhe narrative’s protagonist. The
second dimension was the role of moral judgment$ the legitimatisation of the
various groups involved in the narrative. The thdionension examined was the
participants' ideas about the very term “Reconduegtich is the backbone of the
traditional romantic narrative. Finally, to analydbe existing debates within
historiography surrounding this term and the natigphenomenon, the participants’

interpretations of a romantic excerpt written lngaowned historian were analysed.
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3.7.3. Method

Participants

Twenty-two historians were recruited from differémsétitutions in Madrid, Spain
(see Table 13). All possessed at least a docteakee in history and had taught history
at the college level. Therefore, they were all abm®d to be high-level experts

dedicated to both research and publication.

Table 13

Backgrounds of the Participants

Specialisation o
o o Participants
Institution (Historical Degree

] (Total= 22)
Period)
Medieval PhD 3
Autonomous
. . Modern PhD 4
University
Contemporary PhD 3
Complutense  Medieval PhD 4
University Contemporary PhD 1
CSIC Medieval PhD 2
UDIMA .
. . Medieval PhD 1
University
Carlos Il _
_ _ Medieval PhD 1
University
Rey Juan
Carlos Modern PhD 2
University
Alcala
. . Contemporary PhD 1
University
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Materials

During the interview, four unlabelled maps were dusieat depicted Southwest
Europe and Northern Africa. Each map had a distireader referring to a specific

period during the Reconquest (see Appendix 1).

At the end of the interview, participants read aoneept from a book entitlela
Reconquista. El concepto de Espafia: unidad y duoads [TheReconquest. The
concept of Spain: unity and diversitffaldedn, 2006) (see Appendix 5). This passage
was chosen as a historiographical text represgatafithe traditional romantic view of

the Reconquest.

Procedure

A semi-structured individual interview about the-cadled “Reconquest” was
conducted. After receiving consent from the paphaits, the interview was recorded. At
the beginning of the interview, participants wareited to expound briefly on the main
ideas they had about the events that occurred etbtirian Peninsula from the arrival
of the Muslims (711 A.D.) until the conquest of Gada under the rule of the Catholic
monarchs (1492 A.D.). Afterwards, the participawesre asked to draw the political
landscape on each of the four maps described im#terials section above. The maps
were displayed in chronological order, with theedat the map header. After they
completed each map, the participants were askedhiir opinions regarding the
following: a) the inhabitants present during eaehqa on the Iberian Peninsula; b) the
causes and motives for the conquests; and c) gitenlacy of the conquests. To extract
participants’ ideas about the concept of the Regest at the end of the interview,
participants were asked explicitly about the termd &s use to depict this historical
process. Finally, to delve into discussions regeydhis concept within the discipline
itself, the participants were asked to read theemptcwritten by the historian Julio
Valdedn in his book “The Reconquest” (see Apperilixand express their opinion

about it.
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To avoid influencing the participants’ answers, tleems “Reconquest” and
"Spain" were only used by the interviewer at the eh the interview, except when
participants spontaneously applied these terms.

The narratives of the participants were examinezbraing to four dimensions
derived from the interview questions: constructajrthe protagonist of the narrative,
moral judgments about the actions of the protag®nisonceptions about the term

“Reconquest”, and the interpretation of a romaeicerpt about the Reconquest.

The participants’ answers were coded according tmoainal system of
categories, which allowed us to categorise theigyaants’ narratives with respect to
those dimensions. To validate the categories, &er-rater reliability analysis was
performed. Two judges independently categorisedvarss from 20% of the total
sample. The agreement index surpassed 84% insdtcdhe discrepancies found were
used to improve the definitions of the categories.

3.7.4. Results

Constructing the protagonist of the narrative

A key element of the romantic interpretation of #tecalled “Reconquest” is to
establish the Spaniards as the only protagonidtseimistorical narrative. In this way, it
Is possible to establish continuity between the pasl the present and to establish a

link between the student’s identity and the idesdiof the historical protagonists.

Regarding the construction of the protagonist @& thstorical narrative, it is
interesting to analyse both what historians did diddnot do. No historian established
an identity link with any participant of the naiv&t There was no use of the first
person plural, such as “we” or “us”, to refer to identity relationship between the
historian and the protagonists of the historicatatave. By not providing this identity
link, the historians made a distinction between tiresent and the past, taking
perspective on the differences between the two.
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The participants established multiple subjects l# thistorical narrative that
underwent changes as historical time advanced. efdrey, different groups of
protagonists appeared in their narratives. As amgie, in the following excerpt from
the interview with H1, the different groups thahabited the Iberian Peninsula at

different times during the so-called “Reconquesgirevlisted:

[In reference to the first period analysed, 711 AThis is very easy to do because they
are basically Visigoths (...JAround the year 722, what was the situatioh?}these
Cantabrian mountain areas, there were towns inuhkey considered "independent”
that did not assimilate the Visigoth culture. Tivegre not Christians either. (...) The
few sources that we have called them Astures andtaBGaans (...); some are
reminiscent of Celtic origin, other Basque[and the rest of the Iberian Peninsultf?¢
rest of the Iberian Peninsula is a conglomeratévioislim elites, (...) of Syrian origin,
mostly of Egyptian, North African, Berber origin(...); this population is also dotted
with Jewish communitiefin reference to the third time period, 1212 A.Ddf's see, in
the early 13th century, Seville is still Aimoha@®rdoba, which is Almohade ... (...).
Christians, peoples from Ledn, Aragon, Catalonial anitially Almoravids first and
then Almohades - they are pushing for what is &ermediate zone ... (...) the northern
zone that would divide it from a Portugal that ipanding, (...) Galicia, has always
been a particularly development, Leon, and in Le@ould separate Asturias, because
the Asturian nobility is also very unique (...) @esand Leon have never had to do
anything. (...) Navarra... even with the Frencheohwould also separate it, and then
Catalonia and Valencia. And Baleares. | mean, lodk,is absolute political
disintegration. In both the north and south ((H1).

The above example indicates the complexity of theous groups that settled in
the Iberian Peninsula during the 800-year procgssile groups, such as the Visigoths,
disappeared over the centuries, while others, sashthe Castilian, Leonese, or

Aragonese groups, arose.
In addition, no historian used the category of ‘{@aed” to refer to the inhabitants

of the peninsula during the period analysed. Thiegory would not be applicable to

this period. The following excerpt from the inteswi with H1 exemplifies this idea:
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[Do you think these people of the Christian kingdofim 1492 A.D.] had much to do
with the inhabitants of these areas before thearaf Muslim peoples or did not have
much to do with them7]consider that they didn’t have much to do. | &edi this of the

Spanish, the English, the Englishness and Sparsshok Spain, all this is nothing,
absurdities that we invent ourselves looking bat&aiogically. (...) | believe that there
are not essentialisms of historical continuity theg, shall we say, rooted in ideological
genetic issues in any way, nor in cultural hometanthat is, we have interpreted -
deriving from the nationalism of the 19th [centurypur history backwards. And then
we talked about Spain and Portugal, if we even idenghe Portuguese, (...). And, of
course, this joy that is seen, for example, inititerpretation of Islam and Islamism is
one of our major current problems, "Christianitydatslam have been at war all their

lives”. Well, this is an outrage, it seems to meaaasistorian, and atrocious.

With respect to identifying change and continuibese historians do not establish
a continuous Spanish identity over the period ey Instead, they recognise the
existence of multiple participating groups, whidsoachanged over time. The historical
subject of the narrative is not singular but midtipnd changing. This complexity is a
clear break between the national group of the pteaad the various groups of the
historical past.

Moral Judgments about Actions of the protagonists

Certainly, traditional national narratives are gitienising tool for a nation’s
actions. To this end, the national group's actiares always judged positively, while

those of the “out group” are judged as illegitimatainjust.

In romantic historiography, the "Spanish Reconduests a process of invasion
of a national territory by the Muslims and a suhssy legitimate reconquest by the
Spaniards. The Spanish are presented as the ch@npiodefending Christianity
against the infidels. Thus, the romantic narratieéends the unquestioned legitimacy of

the actions of "the Spaniards”, which are preseaseaghorally positive.
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However, virtually no historian established thigaer legitimacy of the actions
of one group over another. Surprisingly, the fewesaof judgments in favour of a

particular group were in favour of the Muslims vas see below.

[Do you think they [the Muslims] had the right torquer this territory or notAnd in
that respect, | always try to look for somethingilesitrying not to make value
judgments. | do not know whether they had or hadmé& right to conquer. What
happened is they conquered. And then | try not ap, svell, unfortunately this
happened, unfortunately that happened ... {A3.we discussed earlier, do you believe
that these conquests [of the Christian kingdomskvegitimate, that they had the right
to do them?50, so as to not answer as before, | would saysome extent it seems to
me as unfair; although | hate to, | would say, whapity that the Christians won! I'll
justify it intellectually (...). While the statug Ghristian communities in the Muslim
invasions was very perpetual and legally hardleetkd (...), the deteriorating situation
of the Muslim and Jewish minorities under the Glarsinvasion was rapid. And this in
itself is partly an unjust thing | see (...). Ibtart to analyse it or if | had to write an
article, 1 would not write this, but 1 do notice ah affectively, emotionally, | am

sympathetic with those who lost.

Most of the judgments of legitimacy issued by tisdrians were contextualised
judgments. That is, they considered both the hisitbmoment as well as the group that
built this legitimacy. There were no legitimatingoral judgments in favour of a
particular group. The following excerpts refleceske impartial judgements regarding

the actions of different groups:

[Do you think that these Muslim peoples had thentrigp conquer?]Within the
parameters of that time, of course. Yes, yes,gastther peoples had done so at the
time. They were within their parameters, we shoulot resort to present-day
perspectives and attribute other motiv@#ith regard to the later Christian conquests].
In some accounts, we can find references thatdirédries were theirs, depending on
whether they go back to one point or another, tieg@th kingdom or other images
that interest us .| suppose you will ask if they Hae right to or did not have the right
to ... The same answer as before. Yes, but noeésons of country, or all those things.

Neither for the reconquest, this is a concept tha not like.(H8)
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[Do you think that Muslims had the right to makege conquests or not..£fonquest
is a conquest. Someone forcibly imposes it on anoBor the Arabs and the Chinese...
it is evident. Here there is a kingdom, which is Wsigoth’s, the Arabs invaded and
end of story (...)JAnd do you consider that the territory they coeispd is legitimately
Muslim?] It is as legitimately Muslim, as any conquered itery is legitimate. (...)
[What do you think about conquering these Chriskargdoms? Do you think they
were right to do this?] say the same as before, they conquered thenpddAnd
would the territory be rightfully theirs?Jrefer to it as before. They wofH13).

The historians’ narratives are focused on analyiilegcauses and consequences
of the actions of different groups and avoid makingral judgments in favour of a
particular group. The following example from theeiview with H3 exemplifies this

preference for analysing causes and the consequarstead issuing moral judgments.

[I ask you now about the legitimacy of the terrigsroccupied by these different realms
[of the Christians] that you drew..This question that you are asking me about
legitimacy never occurred to me because | do notkth can answer it. Was it a
legitimate conquest? Well for them yes, but thisisthe interpretation that | can make.
I do not think about it in terms of what was |lagigite or not, because | believe that this
isn’t the type of analysis that | have to makeavdnto make an historical analysis and a
critical reflection about certain things knowingetletails |1 know. But | could not get
into whether it was legitimate or if they had thght to or whatever. Obviously they are
very successful strategies for kingdoms, becaustil€decomes a vast territory that
will facilitate what will later be the expansiontin America, which for Castile is a
fantastic thing. Aragon for its part, has all thepansion into the Mediterranean, but is
subsidiary to Castile. And Navarra is quickly sulbgdl into this Hispanic monarchy,
which has its own absolutely brutal pillars of legiacy. (...) But | do not get into

whether it is legitimate or not - | do not issuattinoral opinion(H3).
Sometimes this lack of issuing moral judgments &sedol on a feeling of

inadequacy in judging the past from the presenttipas as evident in the following
excerpts from interviews with H2 and H12:
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[Do you think that these conquests were legitimgitat they had the right to do them?]
But | think ... there is a question. When we arikirtg about this kind of thing,
conquests, especially in the Middle Ages, | thimk tword “rights” is not correct.
Because does the United States have the right ter &akistan and kill Osama bin
Laden? We're talking in the 2Tentury about these rights or non-rights... buthsit
time, | think we cannot speak of rights at all. iRgghave nothing to do with it. But |
think they didn’t consider if they had rights ortnthey wanted to win and advance and
gain land. And in conquering more land, they becaiaeer. They did not consider
rights at all, and we, when we look at that tim#hihk it is anachronistic to use current
ideas. All that our society understands as a sesfagasonable things, at that time, was
not consideredH2)

[Regarding these Muslim conquests, do you think/ thad the right to make these
conquests or notAVhat happens is that we cannot establish criteaaea on our
current understanding of what the state is, theeded of the state, the defence of the
nation, territorial rights, etc. ... either of thevo great ideologies of that time, Christian
and Muslim, is considered to have the right to expds religious model. (...) It isn’t
something that can be justified on the basis ditsgr non-rights as we interpret them
(...). So it is not something that one can comeatoe.(H12)

Thus, for some participants, the issue of moradjjnents is beyond the historical
discipline. For them, it is not about making contetised judgments from a distance
but rather about not making judgments at all. Tdll®Wwing excerpts illustrate this idea:

[Do you think that the conquests of these Muslirogdes, did they have the right to do
them or not? think that question cannot be answered. | meae, @n answer, but not
as an historian. And moreover, even as ordinarigeits, | think it would be an unfair
question. Shall we say that it makes no sensertsider that, they have no more right
to conquer than the Visigoths had to keep it. [And the territory they conquered, you
think that is rightfully theirs?The same, | could give an opinion but not a judgnasn
an historian (...). | plead amoral in that sensecause | do not think it makes sense. |
mean, | think for an historian to answer that qu@sin the affirmative or negative ... |
would not know what to call that ... an impostoraartainly very outdated. They are

concepts that are not handled todéy5)
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[These advances, these Muslim conquests, do yok they had the right to make these
conquests?This isn’'t an historical concept, to have rightsrmt have rights is not an

historical concept. We can utilise it now to assass current situation. That is, about
conquests and invasions produced now or to morals®it past situations. But at the

moment when this occurred, there was no such con¢€p).

For these historians, such assessments do natitalh the scope of history and
even make history difficult to understand. Howevas the following excerpt

demonstrates, for the romantic nationalist apprpsibh an assessment is at the core.

[Do you think that Christians had the right to makese conquests? (..)bok, we are
getting into beliefs. (...) One really justifiesetiChristian ideology and another, the
Muslim. Once conquered, the justification is cle®uslims have come here, so the
Christians have it easy, "They have taken awayteuitory”. But do you really think
that Christians in the 12th or 13th century wersiyoths? Raised in this way, history
arises only from a nationalistic point of view. Andtionalism started in the 19th
century and is the evil we suffer today worldwided aespecially in Europe. (...)
Nationalism is based on the distinction from othétrss taken as if the nation were a
person. And from that point of view, it is how biigtis made today. So the state pays
me, for me to do history according to the Spantsites (...) And those committed to
Catalonia and the Basque Country will make histoyysaying "We are the best" and

will make history from the Basque or Catalan pahview.(H19).

Table 14 shows the percentage distributions of theral judgments of

participants.
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Table 14

Moral judgments of different groups

Frequency Percentage
Moral judgments in favor of
_ 2 9.1%
particular group
Impartial judgments 11 50%
No moral judgments 9 40.9%

Thus, virtually all narratives produced by thesstdrians are devoid of biased
moral judgments. For some, the issue of moral juEgmis even seen as external to the
discipline. The participants made a clear distorctbetween how we judge the actions
of various groups in the present and the pastthem, the ethical dimensions we use in
the present to judge actions as "having the righbt "legitimate and illegitimate" are
modern concepts that do not apply equally to thst.phegitimacy was seen as
something that each group constructs to justifyadSons. Participants recognised that

construction without morally judging it.
Conceptions about the Term “Reconquest”

Undoubtedly, the romantic focus on the Muslim casis of the Iberian
Peninsula at the beginning of 8entury and the subsequent conquest of the Gimisti
kingdoms revolves around the term “Reconquest”. aRdigg this term, 1€entury
historiography built a Spanish national narrativatthas been dominant in both school
and academic areas until recently. This narrati@e been an unquestionable master
narrative in the analysis of this historical peridaday, in the discipline of history,
various research projects have arisen that challehg appropriateness of the term
(Rios Saloma, 2005). However, the debate and, withodoubt, the usage of the term

are both still present today.

185



STUDY 7. THINKING HISTORICALLY ABOUT NATIONAL NARRATIVES

Towards the end of the interview, participants wask&ed explicitly about the
term “Reconquest”. The vast majority of them regelcthe appropriateness of using the
term “Reconquest” in analysing the process.

There is a very recent book on the term Recondpyestartin Rios, it is his thesis. What
he did was try to understand a term that was squitbus in the history of Spain in
general and where it came from, and he delvedafitthe literary works he could find.
And he found that it was something that was vecgnt | do not remember if the first
testimony was from the late 1&entury or even the 19 That is, before that, the
concept of the reconquest didn’t exist (...). Whamportant is that the notion of “the
Reconquest” has been incorporated into books amstiohography. Right now, non-
Spanish scholars, European medievalist historignsak of the reconquest of Spain
constantly and even periodise it, speaking of thaen8h Reconquest. But in fact, the
term “reconquest” is a term that is tremendousladed from an ideological point of
view and forms part of a cocktail of traditionaldafairly reactionary ideas regarding
the historical identity of Spain. It is no coincide that when this really exploded was
during the crisis of ‘98. When the crisis of ‘98caoed and intellectuals ground
themselves down trying to understand the histonuzadition of Spain and what Spain
meant, if it exists or not, and if it exists, whtaheant within a European and universal
context, the reconquest was one of the key elerétigs whole cocktail. And so, its
beatification in the Franco era can still be felt the textbooks that young people study
now. (H7).

The term “Reconquest” is considered fundamentatlyidgological element. As
the following excerpts reveal, the term “Reconquest a very a posteriori
interpretation of romantic historiography, suppugtia romantic conception of the
Spanish nation:

[In your opinion, what does the term “reconques€am?]The Reconquest is a concept
born out of two myths: First, in the 14th centut$th century it is the myth of sacred
Spain. (...) The sovereigns will use the idea @firsps an element that legitimises their
conquests, but we're talking about a very recenipge(...) In the 18century the idea

of a Spanish national identity is being developed an identity that speaks of the

Reconquest is being constructed: we have returoednquer what was taken from us.
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And in this way, the idea of an eternal Spain bezomatural (...) the land is eternal,
the country is the land, and those who live onai$9it on to future generations. The
history of Spain therefore dates back to prehistdtyis not seen as an artificial

construct - that is what the construction of théiarastate in the 19th century is - but as
something eternal. And all these myths are recaldgre) As always in history, it is an
idea that is reworked, revisited, and reinterpretedhationalistic terms. But the idea of
nation is much more modertH20).

[Do you think that the term “reconquest” would beappropriate term to describe the
process?No, it is not an appropriate term. What happens etimres is that we have
become accustomed to certain concepts that we ¢travesed deeply, we know that
they do not correctly describe reality, we knowtttheey are ideological and that they
were created to justify something that is anachsboi. but they allow us to
communicate. Then there is this thing that is smical when historians talk among
themselves and put in quotation marks. The “recestjy in quotes, to say that it isn’t
a true term but we do not have another way to refehis complex process. And then it
is accepted among historians, as when we say “Spaimjuotes, because if we are
talking about Spain in the Middle Ages, Spain dat exist and so on... it's like
assimilating a concept that we all know does nacdbe the reality. The reconquest
would be one of those concepts that only the ulaenalist historiography, which

really has no academic presence, would acceptuas (iH22).

Despite the inadequacy of the term Reconquest, mparticipants highlighted its

usage, both within history itself as well as in eation.

We keep talking about the reconquest uncriticdlysome ways, this should be blown
up. But we do not finish these things. Because #@hey| think, conventions that are
useful to us in some extent (...). | am aware thay weigh on us without any doubt.
Then reconquest... well, the conquest then. Thguast of Christian peoples. There are
stubborn people who insist on calling it this ((who do not feel like making all the
criticism that social history has made, and they, $he reconquest, the reconquest and
let's talk about the reconquest. And of coursénlioriography outside of Spain speaks
of the reconquest. “Reconquest”. The ReconquestasReconquest in Britain and in

America and everywhere. It should be qualifigdil).
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[Well, I guess you've heard this term reconquesduggarding this period of time.
What do you think about the use of that term, ygrea that it was a reconquest?] (t..)
is clear that initially Pelayo and the first kingehs were not reconquering anything.
They were conquering new territory. Because thos® Wwegan to conquer these
territories hadn’t had them before, had not poseddtiem previously. Because of this,
the term reconquest would not be correct. Nor waulgke in the future. What happens
is that it is a term that has been coined in suetag, that when | explain this subject to
my students, | tell them this term is incorrectt Bhere comes a time when certain
terms are generalised to the point that it is theywo understand what we mean. (...) It
is a term coined from the ideological point of vie(x.) History should be de-
ideologised, and then one can explain what seemasore@ble or rational, not
ideological or subjective. Then, it is clear th&etterm reconquest is an absolutely

ideological term and, after explaining all of thisis still used.(H2)

Most understood the term “Reconquest” as an idemdbgerm. That is, the
romantic narrative that revolves around the “Rec@&st] is not considered adequate
from the point of view of historiography but is segs ana posteriorireconstruction,
mainly with ideological objectives. These goals easslly revolve around the
legitimacy of the Spanish and Christian identitiieTterm “Reconquest” is described as

a "cheat", "wrong", or "inappropriate"”, yet pantiants recognise it as a key term, both

in academia and in schools.

Some participants, when asked about the appropasseor inappropriateness of
the term, limited themselves to confirm its exiseenbut did not address its
appropriateness from the point of view of historagghy. However, some participants
advocated the use of the term “Reconquest” as pepri@rm to explain the historical

process, as in the following example:

It is an accepted term, | have not used it becausell, | do not agree that Reconquest
is an ideological term, because there comes a then it becomes a definition tool.
When you don’'t have a lot of explaining to do, yeter to Reconquest and many
aspects that have to do with the Christian advaagaanst Islam come to mind. It is true
that here a thesis has been done on the subjectewvetal articles by the same author

have shown that the Reconquest is invented as ewiogical tool, as an nationalist
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instrument ... but | think it is useful especialliten talking to foreigners (...JDo you
think then that the term Reconquest is an apprigpteaam?]To explain certain things |
think so. | don’t believe that it should be disratssWhen you get in-depth, | haven't
needed it (...), but if | were to write an artidielling a foreigner all this, it would be
much clearer because they understand very well wh@atReconquest is. They have
been taught in schools. They understand very wwall vt is. So there is no need to give
precise details. The term Reconquest summarisets @Hat it is a modern invention ...
well, what are we going to do, also the term “stwre” is not used in history until the
19" or 20" century, or others such as “social class”. You nsay that is ideological,

but history is always ideologicalH11).

Table 15 shows the percentage distribution of gigeints’opinions regarding the

appropriateness of the term “Reconquest”.

Table 15

Interpretation of the term “Reconquest”

Frequency Percentage
Inadequate 17 73.3%
No value 2 9.1%
Appropiate 3 13.6%
Total 22 100%

Interpreting a Romantic Excerpt about the “Reconquest”

At the end of the interview on the historical presainder analysis, participants
read an excerpt from the book entitled "The Recestjurhe Concept of Spain: Unity
and Diversity" (Valdeon, 2006) (See Appendix 5)rt@ialy, the concept of the nation
is central to the romantic narrative of the RecasjuDefending the permanent and
ancient character of Spain enables the romantiainag of the Reconquest. This book
was chosen as representative of the romantic vemahwas written by a distinguished

medievalist.

The vast majority of participants disagreed witl ideas in the passage.
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[The idea that this paragraph addresses, | damaw if you agree...No, it is not that |
disagree, it is not a matter of opinion, it is thiats wrong. Technically wrong, that is,
when it says that the concept of Spain was alwegsept, that requires a lot of nuance.
He says "in the area where Christians took refuge"start, it is not clear that the
Christians took refuge. These were Christian artte were not controlled, but the
idea that all Christians went north, hunkered doavrd then went back for them, that is
precisely the ideological construct given in latenes, it did not happen that way. (...).
"However the term Spain was always present."(his Tdea that Spain is a kind of
monolith that has always been there is a tremenduistake. It is a fundamentally
geographical concept that has been reworked andtegireted constantly. When it is
necessary, it is pulled out like the flag; whenessary, it is minimised and sometimes
does not mean the same territory for one as foermsth(...) And the rest of the text,

again, it is a naive understanding of that ideolo@y7).

For participants, the narrative based on the idea dimeless Spain is not
acceptable from the point of view of history, bl existence of these narratives whose
aims may be more political than historical is retiegd. These ideas are again reflected

in the following passages:

Well, the term “Spain” was never used, one spedks$lispania in a geographical
sense. In a political sense, it is nonsense. Téatni the 16th or 17th century, one
speaks of a nation being born, and the people sftifeafelt Castilian, felt Andalusian,
felt Galician, but by no means the term Spain. (B Hispania applies in a parochial
or geographical sense (...), but by no means aateom (...) But it is this, and this is
what we get paid for. In France it is even worseduse they consider themselves
French since the dawn of time. There is no doudnt alfterwards it is about identifying
or justifying dominion over a territory and sociehut by no means does the concept of
the state of Spain exigt19).

Spain did not exist. The nation state of Spainnditiexist until the 18&entury with the
liberal bourgeois revolutions. This was somethifggegit was Hispania. It is true that
with the construction of nation states, it is neceg to seek legitimacy in the past
regarding your origins. These origins can be tratedk ... to the Visigoth era and even

to Roman times. (...). So what we have here isagclsdor Spain, myths of origin, the
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kings... But they are rather, from my point of vied" century legitimising political
constructions. And | was surprised to read it frduio Valdedn, who is a medievalist
and who is pretty leftist.(H4).

The type of romantic narrative defended in the gcdrom the book is
considered a legitimising national and ideologicarrative but not an historical
narrative. The following excerpt from the interviewith H5 exemplifies this

perspective:

[What do you think of this excerpt, would you agveiéh it or not?]l have two ways of
seeing it. One, the simplest, is that in the enel@mds up reacting more for ideological
reasons than anything else. To me this soundsSiganish nationalist historiography.
Then there is a crucial issue of the controversyr@cent years about Spanish
nationalism and the national question in Spain. Migere is the issue of from what
time is there a national consciousness in Spairvi@isly the national consciousness as
the national sentiment justifies the existence 8&panish nation state even in times in
which there was no such thing. So reading it Iiis,tout of context, it sounds to me
that this author is defending the antiquity of thational sentiment. (...) My idea is that
the national sentiment in Spain or the Spanishestas we should strictly say, can only
be detected in a very clear and undeniable waynftbe war of independeng&9™
century]. This sounds like a perennialist conception abowet history of the Spanish
nation. That is, a concept that argues that thenBganation and national sentiment or
both have existed since ancient times. | think mroskehistorians, and there are many,
quote Alvarez Junco, but many more probably cortest claim. (...) | do know that
there is an entire literature put forth in recerdgays, especially during the first two PP
[Partido Popularjovernments in first decades of thé'2&ntury, an entire recovery of
the national historical literature. Which, in turrg also a literature that reacts against
a modernist literature of Spanish nationalism. Aaywthere is a political context for

all of this.

Thus, most participants emphasised the incorrestogshe ideas in the excerpt
from an historiographical point of view. It is imésting to note how the participants
considered the excerpt as characteristic of a tnravith purposes distinct from

historiographical ones. That is, the ideologicall golitical objectives of this narrative
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are highlighted. For the participants, these usatdre centred on the concept of nation
and Spanish identity are an obstacle to an histouaderstanding of the historical

process analysed.

Again, we found a participant exhibited neitheresmgnent nor disagreement with
the ideas sustained in the excerpt. However, sdntieeoparticipants did express their

agreement with the ideas presented in the passage.

[Would you agree with that excerp¥ds, and | would say more. Some kings did not
completely abandon the term Hispanie. Alfonso Whp called himself the Hispanie
Imperator and demanded that the other kings orperansula pay him vassalage, was
convinced that that country existed and that staelsnged to him. (...) In addition, the
peninsular church itself is still considered theunth of Spain. (...) | mean, that the term
Spain is not abandoned. There is a book by Margva)lthat is about the concept of
Spain in the Middle Ages, in which he delves ihtotexts and realises that it does not
disappear at any time. Above all, why would Gaut dssappear if Spain itself
disappears? (...) What we can say is that the ssuponfirm that in the Middle Ages,
the concept of Spain had not disappeared. (...)t\WHeatexts say is what they say, and
we may like or not, but it is what it ig411).

As we see, this participant defends the continaitythe concept of Spain and
makes no reference to the differences that othdicyeants mentioned between the

geographical usage of Hispania and the more magkage of Spain.

Table 16 shows the distribution of percentagesgoéement with the presented

excerpt.
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Table 16

Interpretations of the Excerpt on the Reconquest

Frequency Percentage
Disagree 17 77.3%
Nither agree nor disagree 1 4.5%
Agree 4 18.2%
Total 22 100%

3.7.5. Discussion

The results of this study show how the vast majafithistorians denationalised
the historical narrative of the so-called “RecorsjueSpecifically, three elements
characterised the narratives of the experts. Fpstiticipants denationalised the
protagonist of the narrative. Second, participansided biased moral judgments of the
actions of the different groups present in the atare. Finally, most of the participants
recognised the national narrative of the so-cdlReconquest” as an ideological and
inadequate interpretation of the historical process

The establishment of the historical subject is m@nin the construction of
historical narratives. For the romantic nationadigproach, the nation and the nationals
are the timeless subjects of the narrative. Thisnpaent subject provides an identity
link between present-day citizens and past natian@rs. However, historians of this
study established an historical subject in a veffe@nt way. First, they did not
attribute the national adjective “Spanish” to thietpgonists or to the territory. Second,
many historical subjects were recognised, anddéstities of these subjects changed as
historical time progressed. Thus, the Visigothshef8" century eventually disappeared
over the centuries, while new protagonists emergedh as the Asturian, Castilian, or
Aragonese. Finally, the historians highlighted th#erences between these various
protagonists and denied essential continuity basethhe nation. Moreover, none of the
historians showed an identity link with the protapts; they did not use the first person
plural, such as "we" or "our". This is, without autbt, a complexity of the historical
narrative, but it is also a denial of the anciemi @ermanent nature of the nation and
national identity. Undoubtedly, historical thinkisgills such as identifying change and
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continuity and historical empathy were very muclesent in the way in which

participants built different historical subjects.

Regarding the issue of moral judgments, we alsmdosignificant differences
between the romantic national narrative and therpmetations of our participants.
Romantic national narratives are full of positiveoral judgments concerning the
national group. The actions of the national group aften judged positively, to the
detriment of other groups. However, virtually nastbrian issued these legitimising
moral judgments regarding the actions of any padrt. Only 9.1% legitimised the
actions of one group over another, but they didnhsiavouring the group of Muslims,
who from romantic nationalist historiography argasled as the "other". Fifty per cent
made impartial judgements when judging the actiohshe various groups, without
siding with any of them. The remaining 40.9% didt mesue any type of moral
evaluation. For this 40.9%, such assessments watlthave been within the ability of
the historian; such assessments are not seen &asstanical problem. We can say,
therefore, that 90.9% of participants did not liegge the actions of any group over
another and that no historian legitimised the adtiof the supposed Spanish national
group. Therefore, the objectives related to thasimrassion of national identity values,
so central to romantic national narratives, areeabsn the interpretations of the
participants. It is interesting to note how thetdrigns in the study highlighted the
problem of judging past actions with current matandards, which is precisely one of

the characteristics of romantic national narratives

Most participants (73.3%) highlighted the inadequaicthe term “Reconquest” in
understanding the historical process and stresBedinstrumental, ideological and
political nature of the Reconquest as a romantitatige. This involves considering
national narratives as tools used to reinterpretpast, in this case, with legitimising
ideological goals. However, from the perspectivdratlitional romantic history, these
narratives are considered as history itself. Theysingular narratives understood as
objective truths. Therefore, for our participantfie romantic narrative of the
“Reconquest” is an inadequate tool for understapdine past. Importantly, although
only 13.6% of historians considered the term “Repmst’ as appropriate, the
participants recognised the term “Reconquest” akespread and frequently used. This

contradiction between the inadequacy of the termmfrthe point of view of
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historiography and its common usage in disciplinamg educational contexts reflects

the difficulty of contesting these strongly entrkeed national narratives.

The historians in our study assessed this typemifantic narrative, such as the
excerpt presented at the end of the interview fgggendix 5), as wrong or incorrect
from the point of view of history. In analysing thexcerpt, the vast majority of
participants (77.3%) disagreed with the romantioception of the nation, which was
presented as the backbone of the narrative. Fot pasticipants, the concept of the
Spanish nation was not applicable when speakingpethistorical process at hand as
this concept did not arise until several centulasr. Participants explicitly highlighted
political and legitimising present-day usages tihag type of national narrative has.
These analyses demonstrate that the critical letlwéen the present and the past is also
subject to analysis by historians. That is, theohigns did not limit themselves to only
analysing the negative implications of the romantterpretation to understand the past

but also analysed its political and legitimisingpimations regarding the present.

The implications of the judgments these experts ena&gjarding these national
narratives go beyond the content discussed in stugly. As noted, the national
narratives of many countries share certain chaiatts with those analysed in this
study (Carretero & Bermudez, 2012; Carretero& LGp2@l0b; Barton & Levstik,
2004), such as the following: the presentationhef mation and nationals as timeless
entities, positively biased judgments in favour tbeir own national group and
reinterpretation of the past according to a naticnde. Considering that these national
narratives have traditionally been a central toolbbth producing and transmitting
historical knowledge, we believe that the expect#fical mode of interpreting these

narratives is revolutionary for the discipline.

However, the way in which the experts understanmsl lational narrative about
the “Reconquest” is in stark contrast to a studydcmted with university students on
the same subject (Lopez et al.,, 2012a). Most ofstinely participants demonstrated
interpretations that were very close to the rontanérrative of the “Reconquest.” Of
the participants in the study, 80.6% interpretes historical period as a process of the
loss and recovery of a pre-existing national teryit that is, as a reconquest. In

addition, 70% of the students established the natigroup of the Spanish as a
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continuous and permanent subject within the hisaébrnarrative. In addition, they
established an identity link with this protagonisting phrases such asthink that the
Arabs, when they came, what they were really devag conquering us, getting our
lands (...), so we began recovering those (...) antstehy it is a Reconquest. We
were recovering thefr(Lépez et al., 2012a). For most students (63.3%®,actions of
the "Spanish" were legitimate, in contrast to tbgoas of the Muslims. This legitimacy
was based on the prior existence of a Spanishasfriwhich was taken from its
rightful owners by the Muslims. The narrative oé tstudents, therefore, is a simplified
interpretation based on a struggle between "we'Sgp@niards and "they" the Muslims
in a “Reconquest” process of Spanish territory. Farst students, the concept of a
nation is understood as something of a timelessr@alhe entire romantic narrative of

the “Reconquest” is built around this romantic agpicon of the nation by the students.

Considering the way that historians in this studgrpreted this narrative about
the “Reconquest”, we can understand the significdistrepancies between their
interpretation and that of the students. The espanterpretation was not only more
complex - as can happen in other areas of knowledget also revealed, on many
occasions, an opposite way of thinking about thedenal narratives. While students
continue to reflect an uncritical, biased, and rotitainterpretation centred on national
identity elements, experts denationalised the hegtbnarrative, deploying a number of
historical thinking skills such as perspective-tekor the identification of change and

continuity.

The present study empirically shows how historiamderstand and give meaning
to historical knowledge. Previous studies have rdomted to the analysis of expert
knowledge of history, focusing on the interpretatad historical texts (Wineburg, 1991,
1998) or solving problems with historical contehinfén & Carretero, 1999).This
article sheds light on defining the characteristithistorical thinking with respect to a
key element such as national narratives. Howewathdr studies are necessary to

embrace the complexity of expert historical thirgkin

With regard to education, until now, a large numbkstudies have focused on
the analysis of the historical knowledge of studentainly centred on describing their
prior knowledge (Barton, 2001; Lee, 2005; Lee, nskn & Ashby, 1998). This study,
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based on an analysis of the historical knowledgexpkrts, helps establish the ultimate
goals of adequate historical literacy. If we waat students to develop this method of
historical thinking about national narratives, ikems necessary to produce an
epistemological shift from a romantic to a diseiplly understanding (Carretero, 2011;
Carretero, Asensio & Rodriguez-Moneo, 2012; GditBeWineburg, 2012). To do this,

changing the way we understand substantial concgptd as the nation or the national

identity, seems central.
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GENERAL DISCUSSION

Starting from the tension between the romantic disgdiplinary approaches of
history, the main objective of this dissertatiorswlae analysis of the concepts of nation
and national identity. As shown in studies 3, 4 &m&tudents’ understanding of nation
and national identity is strongly influenced by @mtic elements. Their narratives are
closely tied to the nineteenth-century romanticratares that granted the nation and
national identity a timeless and natural characldris romantic understanding of
historical events is stronger when it comes to @ointrelated to the own nation.
Students’ narratives about historical events megato their nation are different in nature
to those constructed by expert historians. Diffeesnfound are not just based on
guantitative aspects regarding the complexity efrthrrative. Historians’ understanding
of national narratives reveals some characteristissociated with the disciplinary
approach that are qualitatively different from &’ interpretations. In many cases,

the narratives constructed by students and histoase not only different but opposite.

The results of this dissertation show a gap betweistorical knowledge in
schools and academic settings that certainly seelegant to consider if we want our
students to acquire a proper historical literacyar(€ero & Loépez, 2010). This
difference between students and experts is redwbteth students are negotiating with
historical content regarding to a nation differeh&in their own. In that case, the
impossibility of linking national identity to theoaotent seems to favor a distance taking

similar to that of the experts.

The study conducted with Spanish students on thmakbed "Reconquest” (Study
3), reveals how most of the students built a sifigglinational narrative centered on the
loss and subsequent recovery of the national aeyrifThe use of national features to
make sense of a historical process in which theniSpanation did not exist yet shows
identification between past and present. Studeppdyaconcepts and characteristics
from the present to explain the past. This idesdifon between past and present in a

national manner is also reflected in the way piaiats used pronouns such as "we" or
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"our" to refer to people and events from the natiopast. Thus, a national main
character is constructed; in this case "the Spdsilarin addition to this group
identification, students attributed intentions amthde moral judgments about the
actions carried out by different groups. The adioh the own group were judged as
more legitimate than the ones carried out by thbels. Therefore, most participants
seem to have achieved the objectives proposed éoyaimantic approach of history.
That is, they have built a timeless national gradqmse existence somehow legitimizes
the possession of the territory and the actiongraken to own it. Most students seem
to be very clear about who legitimately owned tispdted territory and who had the
right to take the necessary actions to controfhius, the disputed territory is not any
territory, but a territory whose possession is soomenaturally given.

As shown in Study 4, these romantic interpretatiohthe national past are not
just a Spanish phenomenon. The studies conductedrgentina reveal strong
similarities in the way students and even adultdeustand these national concepts.
Thinking the nation and national identity as pererdrand natural concepts seems to be
a common interpretation in different nations. Tisisiot to say that these conceptions
are context independent. Every nation has its oeculmrities and its own historical
development. Acknowledging these differences thame some key elements that
become central in many nations. As presented inthiberetical background section
romantic uses of national narratives and naticthetity are two key elements found in
many nations (Barton & Levstik, 2004; Foster, 20¥2nSledright, 2008). Although
future research is needed in order to explore phienomenon in different nations,
students’ understanding of their own nation is iocadance with a romantic

interpretation of history.

Students' historical interpretations change sigairftly when the historical content
does not refer to their own nation. In Study 5, diarted with Spanish students using
content about Greek national history, the resutiews relevant differences. It is
important to note that although every historicaérvis unique, both the content of the
so-called "Spanish Reconquest” - used in StudyaBd the "Ottoman occupation of
Greece" share common characteristics. Basicallth poocesses were reinterpreted by
each nation’s historiography in a romantic andamatiist manner as a process of loss

and subsequent recovery of the national territgkgtgniou & Soysal, 2005; Rios
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Saloma, 2005). However, most participants in Studyd not attribute a permanent and
historical belonging of the Balkan Peninsula to aayional group. As seen in Study 3,
this attribution indeed happened when the territorydispute was the own national
territory. In contrast to what we saw in the stuthncerning the own nation, the
majority of the participants in Study 5 did notfeem biased moral judgments towards
any group. For most of the participants, thereasagiven legitimacy for the actions
carried out by any group over the others. The @pgnts also reflected this identity

distance in the absence of the use of terms suhedor “us”.

Therefore, through Studies 3 and 5 we can bettdenstand the role of identity
and emotional elements in understanding histogeahts. As we have seen in Study 1,
the relationship between identity and the learnifighistory is complex and still a
matter of many discussions. This problematic refegthip is a relevant issue even
within the academic level of history. From the rami@ point of view, the development
of national identity is not only desirable but iseocof the main objectives of the teaching
of history (Barton & Levstik, 2008). On the conyarfrom a purely disciplinary
approach, these identity elements are left outikidadiscipline of history and constitute
an obstacle to historical understanding (Hamma@kQ® Regardless of the approach, it
seems clear that students bring their own idestttethe classroom. Therefore, it seems

necessary to consider their influence on the legrprocess.

Taking into account the findings in Studies 3 anditseems clear that
establishing a national identity link between thedent and the historical content seems
to favor a romantic understanding of history. Studemoral judgments are less biased
when there is no such identity link. The link beéwemoral judgments and historical
content is a central issue to historical thinkiBguton & Levstik, 2004; Rusen, 2004).
The relationship between past and present is difted with moral issues. Sometimes
we judge the present based on past events ands otleejudge the past from present
values. Indeed, from a romantic point of view, tigtgets all its power and utility when
used as a resource for moral behavior. This morkldetween past and present is just
possible if they are both presented and understmogimilar (Nieto, 2007). In this
sense, an identity link between the student antbreal content is fostering this
continuity between past and present. Studies 35asdow how moral judgments are

mediated by national identity. As traditionally edtfrom social psychology (Tajfel &
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Turner, 1979) the mere awareness of belongingcertain group functions as a trigger
to assess the own group in positive terms as ogptséhe out-group. In the case of
history, national identity is a historical groupreference for individuals. Through this
historical identity, “the human self expands its\p®ral extension beyond the limits of
birth and death, beyond mere mortality” (Risen,42G068). However, that continuity
is based on a romantic and ahistorical view ofamati identities. Study 5 shows how
moral judgments have less romantic characteristiben the link between student

national identity and the historical content iskeo.

Also, students understand an element such as th®ng - which is central in
many historical narratives - in a more disciplinangnner when it is not that of their
nation. This is important as long as it allows arencomplex view of historical events.
History, seen from the current disciplinary poifitview, must be able to account for
changes over time. Students are more likely to idenghe territory as historically
dynamic and having no natural owner when dealiny) aiterritory different than their
own national territory. Most of the students in &tu3 understood their national
territory as having a timeless and static natiooaher from ancient times until
nowadays. However, history should be able to aratliat foreign country called past
(Lowenthal, 1985). The past is not a copy of thespnt or vice versa, and therefore
looking to the past is complex and full of quessiolTaking part of any group
uncritically hinders considering other points ofewi other arguments and other
narratives that give us a more complex and completgerstanding of the past.
Furthermore, a romantic understanding of the owional history leads, in many cases,
to the construction of narratives of confrontatioetween "we" and "they" (Herzog,
2012; Triandafyllidou, 1998). As we saw in the cadgethe "Reconquest" the vast
majority of the students simplified more than sewemturies in a constant struggle
between "we Spaniards" and "they Muslim”. In faaistory is full of conflicts and
struggles between different groups, which shouldpbg of historical analysis and
cannot be ignored. However, giving these strugglesational character and linking
them to the current national group could lead tleast two negative consequences. On
the one hand, it involves misunderstanding natiadehtities. That is, it involves
attributing a national identity to people from aspaho were completely unaware of the
national phenomenon (Weber, 1976). In doing tlisniities different from the national

disappear and history becomes inadequately sira@lifon the other hand, linking these
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supposed national struggles with the current sdanatould lead to consider them as
natural and irresolvable conflicts. Thus, the masd the present are mixed, and these
struggles between different groups become somehstorically legitimized. That is
the case, for example, of the conflict betweenelsead Palestine, in which there are
frequent claims based on the ancient biblical pafsthe Jewish people, which
legitimizes the construction of the Israeli st&arfd, 2010). Similar claims and disputes
can be found, for example, in the case of Cyprigtphcally claimed by Turks and
Greeks, or the more familiar case of the disputsvéen Spain and the UK over the
Rock of Gibraltar. Therefore, it seems that buiddimstory in terms of struggle between
"us" and "them" not only is historically wrong, biitalso hinders the education of
citizens inclusive towards those “other” groupsr{Ba & Levstik, 2004). This way of
constructing history in its worst form “can creatgonsor, maintain and justify
xenophobic hatred, racism and the obscenity ofiettleansing” (Foster & Crawford,
2006, p. 7). Understanding history in a discipljnaray could help students to realize
that national identities are constructed, inculdad@d dynamic. These identities are
changeable constructions and not eternal. Therenarg@ure and eternal national
identities based on natural elements. The dis@pfimpproach on these social identities
shows how they are not a necessary human conditg&ince they have not always
existed - and how national identities are consyaetthnging. Therefore, a complex and
dynamic understanding of these identities in histmuld help teachers and students to

develop inclusive skills towards others (Lopez &1€tero, 2012).

As seen in Study 5, when students deal with a obrdka nation different than
their own they build a narrative in a more disciply manner. However, there still
remain some romantic features. We are precisernaf to their representations of
national identity. Indeed, despite dealing with @tent unrelated to their national
identity, most of them understood national idertiiy this case the Greek identity - in a
romantic fashion. That is, for most of them, thee€k national identity has existed
practically since forever. It is not understoodaasecent phenomenon, linked with the
rise of nationalism in the nineteenth-century, tssiunderstood from the current
disciplinary approach. On the contrary, the vaspnitg of the participants constructed
a main character of the narrative based on thaelGnational identity. Although the
students neither legitimized nor made biased moddgments toward this group, this

naturalization of Greek national identity constitan inadequate understanding from
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the historical point of view. As well as when stotsedeal with the own nation, the past
and the present merge. In both cases, the mairaatkes of the historical events are
categorized with national characteristics even giotlnese historical events occurred in
medieval times or before. For example, in the cabeGreece, the participants
understood that the Greek national sentiment wesady present in the so-called
Classical Greece and that feeling, transmitted fgeneration to generation, transfers
unchanged to nowadays. This type of permanent ameless construction makes it
difficult, for example, to distinguish between thecient and the contemporary world.
For instance, for most participants, the feelinfsdentity of the inhabitants of city-
states in Classical Greece such as Athens andaSpathe same feelings that emerged
at the time of the birth of the Greek nation in theeteenth century.

Therefore, it is important to note that, for mosttlee students, national identity
remains a timeless protagonist of historical nareat even when dealing with other
nations’ identity. Thus, narratives constructedpayticipants gain an organization and
structure that allow students to interpret hist@ay a logical narrative. However,
although this may be useful from the standpoint bafilding a coherent and
homogeneous narrative, it is not so from the pointiew of historical knowledge. As
stated by Michael Billig (1995), we are so usedi¢aling with national identities, that
we find it hard to think of people who lack themowkver, as many historians have
shown, these identities are not natural or spootadut constructed, imagined or
invented, and, of course, inculcated and learneddéfson, 1983; Gellner 1983,
Hobsbawm, 1983). Considering studies such as Welfg®76), which shows how the
consolidation of these national identities in thepgation did not occur, sometimes
even until the twentieth century, we can better ensthnd the historical

misunderstanding of applying that concept to ceesusr millennia ago.

Framing the results of studies 3, 4 and 5 in tekl fof conceptual change, we can
conclude that both when dealing with a contentteeldo our nation and to others, a
conceptual change regarding the concepts of natioth national identity seems
necessary. In both cases, the students showedamntionconception of these concepts,
understanding national identity and the nation asatral and permanent concept.
Thus, these main concepts of national narrativesiat only understood in a simplified

way, but also historically incorrect. It seems clézat there is a need to develop a
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conceptual change towards a more disciplinary wstdieding of these concepts so that
students are able to understand them in a simi@y ®as historians do nowadays.
However, given the preeminence of identity and éonal features found in relation to
the own nation in Study 3, it seems that this cphed change might be more difficult
to achieve when it concerns the own nation thanmdesaling with a different nation.
That is, in the case of a foreign nation, studguéssist in their romantic vision of
national identity, but they neither establish aaniity link with that foreign national
identity nor make biased moral judgments abouthis does occur when it comes to
their own nation, and could become a "protectivit" behen changing the concept of

nation and national identity from a romantic cortc@pto a more disciplinary one.

Thus, putting in relation the studies conductedstudents’ understanding about
their own nation (Studies 3 and 4) and the one tahdereign nation (Study 5), can
shed some light on the role of identity issues dstablishing history goals (mainly
developed in Study 1). Therefore, if we want tstéo historical literacy in our students
we should take into account that the identity Ibed¢ween students and content has a
strong influence on moral interpretations. Thisniitg link seems to identify past and
present leading to a misunderstanding of the pHstcould also have serious
implications for the civic education of our studenas it could imply also
misunderstanding struggles in the present (HasleHmgan, 2012). Yet it seems clear
that in order to achieve a historical understandmfigconcepts such as nation and
national identity just breaking this identity litketween students and content is not
enough. The analysis carried out with expert hists in Study 7 contributes to better

establish the objectives for our students whemiagrabout these complex concepts.

The fact that concepts such as national identityraation are socially constructed
does not mean they are not historical concepts ¢fsmh, 1983). Their presence in the
field of history remains central, so it is interegtto analyze how history experts handle
these concepts and make sense of national nagafihe results of Study 7 show how
a large majority of historians defend a modernist aisciplinary view of these

concepts.

Their narratives on the so-called "Reconquest" ey different from the

nationalistic and romantic interpretation. The Sglamation and the Spaniards are not
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the protagonists of this historical period. For thest majority of experts, it is not

possible to speak of Spain or Spaniards at that. tirherefore, the narrative of loss and
subsequent “Reconquest” of Spain is absent. Diftecharacters emerge, change or
disappear during the process. Thus, those différisidrical characters give complexity
to the narrative, allowing for different historicalentities to be taken into account. In

this sense, there is no "us vs. them" interpreatatio

Apart from this lack of identification with the vaus protagonist groups, most
historians did not make biased moral judgments tdveeny specific group. Many of
them thought moral judgments to be alien to theiplime of history. That is, for them
the focus of the historian must be on analyzingsealtand consequences of events, not
making moral judgments about them. In any case,dwlenot find any romantic
legitimacy of the actions carried out by a parécujroup as it was found in Study 3,
conducted with students. It is also important tonsider how historians clearly
established differences between past and presatdég@ries so familiar to us such as
"having rights or not" do not have the same meainnghe past as in the present.
Therefore, we cannot use the same criteria to judgel actions of the present and the
past (Seixas, 2012). That is, experts understastbridal changes as a fundamental
issue to consider when linking historical contefthwnoral judgments. As discussed by
Rusen (2004), from a disciplinary approach, chasgessential in relation with moral
values. Change is what gives history its sense.reftwe, moral values become
temporalized and contextualized, denying them tecsdad permanent nature. This way
of understanding moral values regarding nationalati@es should be considered as a

tool for thinking historically.

A main difference between students and experts wdesmding with national
narratives is the conception of the narrative fitssfudents understand the narrative as
“the History”. That is, the narrative they buildsha unique and closed nature and
intends to reflect the past as it was. There isawon for alternative narratives or other
views. However, experts realize that national newea are constructed explanations
built after the events happened and that thesatnhags have a specific purpose. That is,
the narrative is not an exact reproduction of thgt @s it was, but a reconstruction made
by historians from - and sometimes for - the preséhus, most experts believed that

each of the groups participating in the historipedcess builds its own legitimizing
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narrative of the past. The role of the historidngréfore, is to account for the diversity
of narratives, but without taking part for any dfei. However, students clearly
defended a romantic narrative of the Reconquesttéspret the events. Thus, on the
one hand our studies confirm that sometimes stsdemderstand national narratives as
history itself, excluding critical or alternativasews (Wertsch, 2004; VanSledright,
2008). On the other hand, our studies contributentpirically determine how experts

understand these narratives.

In this sense, it is relevant to discuss how tret m@ajority of experts qualified the
romantic narrative of the Reconquest, and the veryn, as historically inadequate.
Terms such as “ideological” or “deceitful” were caoron in their responses. However,
they recognized the preeminence of the term evémnmtihe academic field. Therefore,
national narratives as the so-called "Reconqueststl operative both in the academic

field and in the school. Yet, students’ and histos’ interpretations are often opposite.

4.1. Understanding nation and national identity: An epistemological choice for

history

It seems relevant to take into account how themtison between a romantic and
a disciplinary conception of nation implies a diéfiece in the way history itself is
constructed. Thus, from the romantic approachohysts a tool for celebrating the
national past and claiming the present (Lowenth8B8; Foster & Crawford, 2006;
VanSledright, 2008). As in the case of the Recostjuestory is reinterpreted to justify
the actions of the national past. Moreover, nareaticonstructed from the national
present become legends, myths and unquestionaliles t(Alridge, 2006; Wertsch,
1997). History is no longer that foreign past amtdmes familiar. In order to learn
history we just need to consult that particularratare. Therefore, these sequences of
dates, people and events, inserted in the natierahtive, end up forming historical
knowledge as a whole. There is no place for comifngnsources or historical inquiry.
The past is reflected in these narratives and shbelpreserved as a mirror in which

current citizens must look at themselves.

By contrast, the disciplinary approach on the matigghenomenon challenges all

these ways of thinking about the nature of hisi@yz Prados, 2005). If nations are
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social and political constructions of the ninetéecgntury, it has no historical sense to
nationalize the past before their birth. One gddhe current disciplinary approach is to
dismantle and demystify those familiar nationalratwves (Berger & Lorenz, 2010;
Foster, 2012). In order to achieve this goal, meésessary to look at the past from the
past itself, in a complex exercise that has bededcaistorical empathy (Lee, 2005).
Understanding the past from the disciplinary powfit view involves raising new
questions and finding new answers, not looking the past to confirm answers given
in advance from our present. The results of outlystuith experts can provide a better
understanding of the thinking skills that are neeteorder to achieve these objectives.
It seems that taking an emotional and identity pessve is one of the elements that
characterize this historical thinking when dealwigh national narratives. Furthermore,
experts’ historical thinking relies more on anafhgicauses and consequences of
historical events, rather than on intentions andaijoadgments about the actors of the
past. Historians also take into account that natioarratives are constructed by certain
groups and have specific intentions. That is, thegome aware of the instrumental

nature of history.

As we have seen throughout the empirical studiethisfdissertation there is a
significant tension between romantic and discipingoals of history. It seems clear
that romantic and nationalist history is very prgga the students’ mind. Most of them
seem to have acquired a strong identity link wititional history, which from a
disciplinary point of view is very distant from wihe called historical thinking. This
romantic understanding is moderated when it cornea tontent related to a nation
different that the own. In that case, there is mot@nal distance from the content that
allows the contemplation of different historicalrgegectives. In the case of experts, the
tension between the romantic and disciplinary agghmes has a paradoxical character.
On the one hand, most of them consider the romargion of national narratives as a
fallacious and inadequate vision of history. Tluigantic vision in many cases goes off
the field of history to enter into ideological apdlitical uses. Thus, for our historians
romantic history should be left behind, since @ds to a misunderstanding of history
and obstacles historical thinking. On the otherdhatespite this strong criticism, they
also recognize that this approach is still in fobogh within the academic field and in

the way historical knowledge is transmitted at st.0
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4.2. Narratives: Cultural Tools or History? Students’ and Experts’ Perspectives

The permanence of the romantic approach is retlectehe strength of national
narratives in and out of schools. These romantional narratives constitute a frame of
reference for students when developing their owstohical narrative. These master
narratives, as in the case of the Reconquest,ugmeogted from the social sphere. For
example, there are many celebrations reenactingSgfaish Reconquest, in the so-
called "Moors and Christians" holidays across Sgfatdwns and cities. These patriotic
reenactments of history are frequently carriediouhany countries, and constitute an
informal tool through which social narratives amnstructed and reinforced. It is easy
to find these kinds of national narratives alsméwspapers, museums (Asensio & Pol,
2012; Gozalez de Oleaga, 2012), novels, films (\Mimg et. al. 2001) or in the internet.
Even in the political arena many times we find refees to such romantic visions of
history. Consider, for example, statements by Jesgia Aznar, former Spanish

president, on the relation between Spain and Isla@nrorism:

The problem Spain has with Al Qaeda and Islamimtesm did not begin with
the Iraq Crisis. In fact, it has nothing to do wgbvernment decisions. You must
go back no less than 1,300 years, to the early@&tbury, when a Spain recently
invaded by the Moors refused to become just angitezre in the Islamic world
and began a long battle to recover its identityis Reconquest process was very
long, lasting some 800 years. However, it endectessfully. There are many
radical Muslims who continue to recall that defeagny more than any rational
Western mind might suspect. Osama Bin Laden isobtieem (Aznar, 2004)

I have never heard any Muslim apologizing for ageming Spain and
maintaining their presence in Spain for eight ceef) never. Why do we
Westerners always have to apologize while they ngo@ (Monge, 2006, para. 1)

These fragments illustrate the idea that Spain thassame entity in the VIII
century as in the twenty-first century. Also, iwwerth considering the link between the
current national situation and the past through"Beconquest” narrative. Aznar, as a
Spaniard, is considering himself as a continuatadhat medieval Spain, thinking that

Muslims should still apologize nowadays. These mrguts and conceptions about the
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Spanish nation and its past are much related tosthdents’ interpretation of the
Reconquest shown in Study 3. Therefore these nasatire familiar to individuals and
become as unguestionable tales of the past thrthaghuse in different social ambits.
In this sense, these national narratives don nostitate just a tool for understanding
the past, but history itself. Furthermore, Valdeof2006) excerpt used in Study 7 (see
Appendix 5) reflects how despite strong criticisrtiggse romantic national narratives
and arguments are still at work not only in theoinfal context but also within the

academic level.

These national narratives constitute mediators ithitll in students a sense of
belonging and give them a specific role in soc{&ylig, 1995; Bruner, 1990; Wertsch,
2004). 1t is through these socially shared nareatithat individuals acquire - most times
incorrectly - the first tools to learn about thespdach nation provides its citizens, with
these specific national narratives - primarily thgh formal education - as well as
controlling access to alternative narratives (Wrt2004). The results in Study 3 show
how the specific narrative of the "Reconquest” dear reference for the participants
when constructing historical knowledge. Furtherm@® mentioned, many narratives
from the social and political settings relatedhe hational phenomenon, reinforce what
Billig called banal nationalism(1995). This banal nationalism is a celebratiorthef
nation in the daily life of societies. Thus, gehesghematic narrative templates
generated through novels, documentaries, movigaiotic celebrations reinforce the
romantic idea of nation. These schematic narrateraplates about the nation go
beyond specific narratives such as the “Reconqubkst’display the same romantic and
natural conception of nation. It is worth noticirigat these schematic narrative
templates and this banal nationalism are ofteniwithe scope of implicit knowledge
(Ross, 1989). For this reason, these beliefs ddoediscussed, but strongly held in

society.

The empirical studies of this dissertation conddickéth students and experts
shed light on the influence of these social narestion the construction of historical
knowledge. Our studies show how the relationshijween national narratives and
historical understanding is quite different betwsardents and historians. In the case of
students, these national narratives are a reliablece for understanding their own

identity. Thus, they become part of the narrativgdinking their identities with those
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actors from the past. As noted by one the partitgd| really believe that we come
from those who were here, | mean from the Spani3ihat is, national narratives
constitute not only a framework to know the past &lso to know ourselves. In this
sense these national narratives become “our” raltioarratives and part of “our”
history. On the other hand, for historians, thestonal narratives not only are detached
from their identity, but also historians questibeit validity as a tool for understanding
the past. As one of the historians pointed outhithk that this stuff about Spaniards,
English, the Englishness, the Spanishness... theseoasense that we invent looking
at the past from a teleological point of view”. Ttlisconnection between identity and
the narratives allow historians to critically dissuthese narratives and include
alternative narratives. Thus, for historians theseatives are, in the best place, just one
possible tool for understanding the past, not thet ptself. In fact, these national
narratives are also historical constructions tinaiugd be analyzed in historical terms

and not taken as truth.

4.3. Implications of the concepts of nation and nainal identity for history

Focusing on the analysis of the concepts of natrahnational identity, the results
of this thesis make a contribution to the discpliof history and both teaching and
learning processes. In a disciplinary level, thissertation underscores the strong
debates currently taking place on the role of @#on and identity in history (Barton &
McCully, 2005; Dragonas & Frangoudaki, 2001; Epsté& Shiller, 2005). It is
important to recognize the value of concepts likéiam and national identity for the
discipline of history. In the last few decades,r¢hbas been a growing emphasis on
understanding historical concepts (Lee, 2005; Lim2802). The new disciplinary
approach does not focus just on the productionisibhical narratives, but grants an
important role to the study of historical concepisthis sense, the concepts of nation
and national identity are central to the disciplias the entire discipline of history has

been developed around them for many decades.

Changing the way the discipline understands theseeapts would cause a change
in the way history is thought and produced. Frora fgioneering contributions of
Anderson (1983), Hobsbawm (1997), Renan (1882/1%) Gellner (1983) on

national phenomena, there has been a clear disaiplshift in understanding the nation
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and history itself. Although currently there ar#l sbme romantic interpretations, most
historians support a disciplinary and modernistragph to understand the concept of
nation (Ichijo & Uzelac, 2005). This thesis hashtighted the implications that this

disciplinary shift has for establishing the objees and uses of history. Also, this
dissertation has shed some light on the role oh#reative format when analyzing these
concepts. The relevance of the concepts of natimh raational identity is central to

when historians produce historical knowledge ancerwktudents generate historical

explanations.

In this sense, the results of this thesis emphakizeelevance of understanding
these concepts in the teaching and learning obtyisGiven the central role that these
concepts have historically played, their influergmees beyond the conceptual level to
include other levels of historical thinking. In est decades, studies on students’
understanding of historical concepts have focusedwm different levels. On the one
hand, studies have focused on students’ undersiguadisubstantive concepts such as
revolution, democracy, or state (Berti, 1994; L2@05). However, these analyses have
been relegated to a secondary role, taking spei@atance the understanding of the so-
called second-order concepts, as empathy or chandecontinuity (Ashby & Lee,
1987; Barton, 2001; Lee & Ashby, 2001). The stugiessented in this thesis retake
substantive concepts analysis such as nation amhabkidentity, but studying them in
relation to second order concepts and the veryr@atd history. Thus, historical
thinking skills such as empathy, identification a@hange and continuity or
contextualizing ethical dimensions seem to be edlato the manner in which
substantive concepts like nation or national idgrdre understood. Thus, it is worth
noting the relation between these key substantmecepts and the second order
concepts. Thinking the nation and national idensisynatural phenomena hinders the
development of those historical skills, as welliageads to misunderstanding these
concepts. However, the modern disciplinary appraackhese concepts fits into the

development of historical thinking and the achieeatrof second order concepts.

It seems clear that this disciplinary shift in thay nation and national identity are
understood within the academic field is not refectin students’ thinking. The
empirical evidence of this phenomenon, along vhghitlentification and analysis of the

elements that reinforce this romantic view, leangards future research in teaching and
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learning history. The empirical studies conductetthstudents allowed us to detect the
influence of identity issues and national narragive students’ historical understanding.
It seems clear that an excessive emphasis on betrepts plays an important role in

developing a romantic conception of the nation aational identity. Studies such as
Study 5, conducted on a foreign nation, help ugsnderstand how to produce a better
understanding of these concepts. Using historicaitents detached from students’
national identity and disconnected to an officiational narrative, can be an appropriate
- although not sufficient - benchmark for histogaining. Certainly, the way in which

this learning could be transferred to a discipynanderstanding of the own nation is a

matter of future research.

In order to define clearly how students can achiaveetter understanding of
concepts, it seems necessary to understand theew@srts think historically about
them. In the last decades there has been a gramtegst in understanding historical
thinking defined as the way in which historiansduroe and understand history. Recent
cognitive approaches describing what concepts ilts @re relevant to historical
thinking have challenged the romantic manner ofngohistory. Determining how
historians understand concepts such as nation ateohal identity represents a major
contribution to both historical knowledge and edigel implications. The analysis
carried out in Study 7 clarify on the one hand tigberts clearly support the idea of
nation as a modern and socially constructed coné@ptthe other hand, the study
allows us to identify second order concepts or nwteepts that experts use when
negotiating with national content. They can be sammed in three actions:
deconstruction of a national main character ofdnystavoidance of moral judgments
and understanding national narratives as ideolbgaastructions. These features of the
experts’ historical thinking applied to the fieldl teaching and learning can be a good
guide for achieving a better historical literacystndents.

4.4. Limitations and Future Research Lines
Studies on the relationship between the nationahpmenon and history have

been primarily theoretical in nature. This thegisks to complement these analyses also

at an empirical level. The studies presented herguat a small step forward in the field
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that has been opened. In this sense, our studiglpranswers, but they also raise new

guestions that need further research.

The methodology and the objectives proposed in eathe studies are research
choices that undoubtedly have certain limitatioBgice some limitations affect the
three empirical studies presented here, they a®usgsed together. In every study we
chose to carry out in-depth individual semi-stroetl interviews. Our interest was
mainly to analyze the ideas about nation and natiaentity that participants would
generate in their narratives. These individualringvs provided us with information
on how the participant understands these concptsever, this methodology does not
cover some important aspects of interest. Althotlgh concepts in which we were
interested are ultimately handled by the indivigulaéy also have an important social
component. In this sense, phenomena such as natiendty is also socially generated
and implemented many times in a social context.otder to cover the social
components of concepts such as nation or naticetity, it would have been
interesting to conduct group interviews. Carrying group interviews could allow us to
examine social elements that arise in the inteyactbetween participants. This

interaction undoubtedly influences the performarafesach individual.

In this sense, people’s representations on concmis as nation are certainly
contextualized. National identity is not static mature, but dynamic, complex and
contextual. It is possible that the influence oégh identity elements on historical
interpretations depends on the context in which plagticipant is involved. The
aforementioned difference between individual ansugrinterview is just one possible
modification of the context. For instance, part@ips positioning and the ideas about
national identity that he or she activates could digerent if the participant is
surrounded by national fellows or by foreignersnirly, if participants’ identities are
not only different but also conflicting, their rgsentations about their own identity and
that of others may be strongly influenced. Consitterexample, a sample comprised of
Israelis and Palestinians dealing with a histormattent such as the establishment of
the Israeli state. There are certainly many exaspleconflicting interpretations of
history. In this line, other interesting analysisuld be considering identities that are

not entirely antagonistic but complementary. Foarsgle, it would be interesting to
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study the relationship between local and globatiities. It may be the case of national

identities and new emerging identities as Européantity.

Nation and national identity, as well as being eatudal, are relevant in different
fields. In this case, our focus was on the fielchistory, but there are many others. As
well as these concepts are relevant to the fielthistory, they are also involved in
current social events. Consider for example, masglsphenomena such as sporting
events. Social political issues such as internationigration also involve national
identity issues. Nowadays, in a context of deemegoc and political crisis we are
witnessing the emergence of strong national antbmadtst movements, in which no
doubt national identity plays a central role. D@as individual experience national
identity consistently in these different areas? Himathese different areas relate to each
other, if they do at all? These are some questibaisexceed the contributions of this

dissertation, but that certainly could be considenefuture research.

Focusing on the field of history, the historical ntent used to analyze
participants’ conceptions is specific and as suehits own limitations. The content of
the "Reconquest”, used both with students and expefers to one of the myths of the
origin of the Spanish nation. Would we find the sadisciplinary and romantic ideas
using another historical content? Since it is dohisal process that has traditionally
been interpreted as a struggle of identities, igenikely than others to promote
extreme representations. For future studies it ddd interesting to analyze historical
contents not so explicitly conflictive.

Regarding the analysis carried out and the evideraenined in each study, they
were primarily focused on the distinction betweeomantic and disciplinary
conceptions. As stated in the main objectives gectnvestigating the tension between
the two theoretical approaches was one of our rgamis for this dissertation. The
studies reflect the empirical existence of thesettveoretical interpretations. As shown,
participants were not always consistent in themaatic or disciplinary conceptions
throughout every different dimension. However, omiggected the main differences
between disciplinary and romantic conceptions,atld be interesting for future studies

to analyze the nuances and intermediate concepbietvgen the two main categories.
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This analysis could help to better understand tfognession from a romantic to a

disciplinary conception.

The samples used in the studies also set someatioms. In the two studies
conducted with students, our goal was testing @eapthout specific training in
history. For instance, adding history college stugleto our sample could provide
relevant information regarding the role of the leeé knowledge on the concepts
discussed. Our studies allow us to analyze paatitgp with very different level of
knowledge. On the one hand, Psychology studendtumlies 3 and 5 can be considered
novices in history, although they have been taugbtory for several years during
compulsory education. On the other hand, as show&tudy 7, historians possess a
level of expertise that could be considered thendwsg level. Therefore, for future
studies it would be interesting to analyze the samecepts of nation and national
identity in samples with intermediate levels of Whedge. This would be interesting if
we consider that agents such as school teachel®senlevel of knowledge could be
considered intermediate - are one of the medidieteeen academic history and the

students.

Our participants’ national identity is also a faattio consider. The goals of this
dissertation are not tied to any particular natids.noted before, the relevance of the
national phenomenon in relation to history has sgereeral features that can be applied
to many nations. However, the peculiarities of eaation and historical content call for
future studies that precisely examine these diffegs. As mentioned before, national

identity is a contextualized phenomenon and eatbmhbas its own particular nuances.

Finally, in the three empirical studies presentedehwe were interested in
conducting a primarily qualitative analysis of papants’ narratives. We also consider
useful complementing this qualitative analysis gsjuantitative analysis to inform us
about the percentage of participants in each categod significant relationships
between these categories. In future studies, omrleehand, it would be interesting to
go deeper into the qualitative analysis, so thatadd detect new relevant elements for
understanding the concept of nation and nationahtity. In order to perform this

detailed analysis, it would be appropriate to usemaller sample size. On the other
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hand, increasing the sample size would be benkfiemprove the representativeness

of the results to the populations analyzed.

4.5.Conclusion

The concept of nation is still a key element fosthiy. Its influence on the
discipline extends from a conceptual level to affee way in which we look to the past
itself. Emotional and moral aspects - so commomigtory - are especially relevant
when it comes to the own nation. Thus, when histbecomes a tool for the
construction of national identity and national olaiabout the past, it goes beyond its
academic boundaries to encompass social and pbldagpects. That is when history
turns into a powerful tool to build social iderggi The relationship between these
social constructions and the way in which the irdlial builds his or her own identity is
certainly complex. The mass media, family, memsrialovels, school education and
textbooks are among the most common mediatorssnirtteraction between the social
and the individual level. As shown in this disseoia, national narratives play a central
role when the individual constructs his or her omarratives about the past. These
mediators usually transmit a banal nationalism teatforces the idea of nation and
national identity as natural, mythical and immuéatgalities.

This relationship between history and the natiopaenomenon has been
theoretically analyzed within the disciplines ostiory, sociology or political science.
Many studies have led to a deconstruction of théhiogl nature of nations and national
identities, bringing a revolution to the way histas understood. The main contribution
of this thesis is to add an empirical analysishie study of the relationship between
history and the national phenomenon showing the Wy individual actually
understands this relationship.

Despite the disciplinary turn adopted by most Mhiates abandoning the
nationalist vision of history, this dissertation ogls how students' historical
understanding of the national phenomenon is stithyghical and romantic one. This
romantic understanding of history is emphasized nvitecomes to historical content
related to students’ nation. That is, when idensitd emotional elements come into

play, critical and historical thinking are relegatéo a secondary role in favor of
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mythical and romantic thought. This thesis shows kstudents display romantic skills
when their national identity is at stake. They twukrratives that legitimate and claim
their nation history. This leads to simplified, $&a, and invented views of history that

are fully consistent with the national narrativesistructed in the f9century.

This dissertation has analyzed how students’ utal®léng shows less romantic
features when the link between identity elementstastorical content is broken. Their
narratives are not so focused on claiming andifegting, allowing for a more critical
understanding that includes alternative historigsions. However, this identity breach
is not enough for students to denaturalize themceptions on national identities.
Although they are dealing with identities differghtain their own, the romantic vision

about national identity itself remains predominant.

The empirical analysis conducted on experts’ uridading of these national
contents can contribute not only to the educatiosetting, focused on students’
learning, but also to the disciplinary level of tbiy. The study carried out with
historians allowed us to identify some of the makills that historians use when
dealing with national narratives. Fundamentallyesth skills can be summarized in
three: First, they denationalize the main charaotethe historical narrative. Second,
historians avoid moral judgments that legitimateckaim for any group. Finally, they
understand national narratives as teleological anailons constructed with specific

purposes.

Certainly, nations and national identities arel sténtral elements in today's
society and people continue to be fascinated viigmt A better understanding of how
these concepts are conceived is not only a matteterest for historical thinking and
the study of the past, but it is also central tmpoehend the society in which we live.
The results of this thesis are just a first stefhia understanding, which can ultimately
contribute to view history in a more critical wagdaalso help students to understand

nations and national identity in the present.

220



REFERENCES

Ahonen, S. (2001). Politics of identity throughtbry curriculum: narratives of the past

for social exclusion - or inclusiordurnal of Curriculum Studies, 83, 179-194.

Alridge, D. P. (2006). The limits of master narvas in history textbooks: An analysis
of representations of Martin Luther King, Jieachers College Record, 10%62-
686.

Alvarez Junco, J. (2001Mater dolorosa. La idea de Espafia en el siglo }¥¥ter
dolorosaThe idea of Spain in the T@entury]. Madrid: Santillana.

Alvarez Junco, J. (2007). Prélogo [Prologue]. In Klarretero, Documentos de
identidad. La construccion de la memoria histogoaun mundo global (pp. 11-
16). Buenos Aires: Paidos.

Alvarez Junco, J. (2011)Spanish Identity in the Age of NationManchester:
Manchester University Press.

Alvaro, M., & Rodriguez Moneo, M. (2002). Educarrga paz ensefiando Historia
[Educating for peace through teaching histohyyestigacion y desarrollo: revista

del Centro de Investigaciones en Desarrollo Humda®l), 40-53.

Anderson, B. (1983)lmagined communities: reflections on the origin apead of

nationalism.London: Verso.

Antoniou, V. L., & Soysal, Y.N. (2005). Nation artde Other in Greek and Turkish
History Textbooks. In H. Schissler & Y.N. SoysatE), The nation, Europe, and
the world: textbooks and curricula in transitigpp.105-121). Berghahn Books.

Asensio, M., & Pol, E. (2012). From Identity Musesino Mentality Museums:
Theoretical basis for history museums. In M. Can@t M. Asensio & M.
Rodriguez-Moneo (Eds.Hlistory Education and the Construction of National
Identities(pp. 257-268)Charlotte CT: Information Age Publishing.

221



REFERENCES

Ashby, R., Foster, S. & Lee, P. (2009). Seriesobhtiction: International Review of
History Education, Volume 5. In L. Symcox & A. Wilsut (Eds.)International
review of History education: National History Stams. The problem of the canon
and the future of teaching Histofpp. ix-xi). Charlotte, NC.: Information Age
Publishing.

Ashby, R., & Lee, P. J. (1987). Children’s conceptempathy and understanding in
history. In C. Portal (Ed.)The history curriculum for teacher§p.62-88).

London: Falmer Press.

Ashmore, R. D., Jussim, L. J., & Wilder, D. (Ed&PO1). Social identity, intergroup

conflict, and conflict reductioNew York: Oxford University Press.

Aznar, J. M. (2004, September 21). Seven Thes@®day’s Terrorism. Lecture at
Georgetown University, Whasington D.C.

Bagehot, W. (1873Physics and Politicd.ondon: Henry S. King.

Balibar, E. (1991). The nation form: history anédtbgy. In I. Wallerstein & E. Balibar
(Eds.),Race, Nation, Class: ambiguous identitfpp. 86-106). London: Verso.

Ballantyne, T. (2005). Putting the nation in itaqd?: World history and C. A. Bayly’s
The birth of the modern worldn A. Curthoys & M. Lake (Eds.)Xconnected
Worlds: History in transnational perspectiygp. 23-44). Canberra: ANU E press.

Baron, J. (1990). Harmful heuristics and the impraent of the thinking. In D. Kuhn
(Ed.), Developmental perspectives on teaching and learnimgking skills:
Contributions to human developmépp. 28-47). Basel: Karger.

Baron, J. (1995). Myside bias in thinking aboutréiba. Thinking and reasonind.(3),
221-35.

Bar- Tal, D. (1993). Patriotism as fundamental dfsliof group member®olitics and
the Individua) 3(2), 45-62.

222



CONCEPTS ANDNARRATIVES OFNATION

Barton, K.C. (2001). A sociocultural perspective ohildren’s understanding of
historical change: Comparative findings from Northéreland and the United
StatesAmerican Educational Research Journal, 881-891.

Barton, K. C. (2001). “You'd be wanting to know aibdhe past”. Social contexts of
children’s historical understanding in Northernldred and the United States.
Comparative Educatiqr8?7, 89-106.

Barton, K. C. (2009). The denial of desire: Howntake history education meaningless.
In L. Symcox & A. Wilschut (Eds.)International review of History education:
National History Standars. The problem of the caaod the future of teaching
History (pp. 265-282). Charlotte, NC.: Information Age Rsihing.

Barton, K. C. (2012). School history as a resodmeconstructing identities. In M.
Carretero, M. Asensio & M. Rodriguez-Moneo (EdBlistory Education and the
Construction of National Identitiegp. 93-107). Charlotte, CT: Information Age
Publishing.

Barton, K. C., & Levstik, L. S. (1996). Back Wherm&Was Around and Everything:
Elementary Children's Understanding of Historicah&. AmericanEducational
Research Journal, 33), 419-454.

Barton, K. C., & Levstik, L. S. (1998). “It wasn& good part of history”: Ambiguity
and identity in middle grade students’ judgments higtorical significance.
Teachers College Record,,3978-513.

Barton, K. C., & Levstik, L. (Ed.). (2004 eaching History for the Common Good

Mahwah, NJ: Lawrence Erlbaum Associates, Inc.
Barton, K. C., & Levstik, L. S. (2008). History. lh Arthur, C. Hahn & I|. Davies

(Eds.), Handbook of education for citizenship and democrfuy. 355-366).
London: Sage.

223



REFERENCES

Barton, K. C., & Mc Cully, A. W. (2005). Historydéntity, and the School Curriculum
in Northern Ireland: An Empirical Study of SecongddBtudents' Ideas and
Perspectiveslournal of Curriculum Studies, 80, 85-116.

Bellino, M. J., & Selman, B. L. (2012). The intecsen of historical understanding and
ethical reflection during early adolescence. A platere time is squared. In M.
Carretero, M. Asensio & M. Rodriguez-Moneo (EdBlistory Education and the
Construction of National Identitigpp. 189-202). Charlotte, CT: Information Age
Publishing.

Berger, S., Eriksonas, L., & Mycock, A. (Eds.) (8O Narrating the Nation.

Representations in history, media and the @txghahn Books.

Berger, S., & Lorenz, C. (Eds.) (2008he Contested Nation: Ethnicity, Class, Religion
and Gender in National HistorieBasingstoke: Palgrave Macmillan.

Berger, S., & Lorenz, C. (2010)ationalizing the Past: Historians as Nation Builsle
in Modern EuropeNew York: Palgrave MacMillan.

Berti, A. E. (1994). Children’s understanding ofetltoncept of the state. In M.
Carretero & J. F. Voss (Edsognitive and instructional processes in history
and de social studigpp.49-75). Hillsdale, NJ: Erlbaum.

Bettelheim, B. (2005)Psicoandlisis de los cuentos de hafRsychoanalysis and fairy

tales] Barcelona: Critica.

Bietti, L. M. (2010). The construction of the mows#If in autobiographical memory:
being an ‘ordinary’ man within the experience oftdtorship in Argentina. In S.
Salvatore, J. Valsiner, J. T. Simon & A. Gennaragl;, YIS: Yearbook of
Idiographic Science: Volume (®p. 253-273). Rome: Firera & Liuzzo Publishing
Group.

Billig, M. (1995). Banal NationalismLondon: Sage.

224



CONCEPTS ANDNARRATIVES OFNATION

Boyd, C.P. (1997)Historia patria. Politics, history, and national egtity in Spain,
1875-1975 Princeton, NJ: Princeton University Press.

Braudel, F. (1988)The identity of France: vol.1. History and Enviroemh. London:

Collins.

Bruner, J. (1990)Acts of MeaningCambridge, MA: Harvard University Press.

Bruter, M. (2005)Citizens of Europe? The emergence of a mass Eumopea

identity. New York: Palgrave Macmillan.

Calhoun, C. J. (1997Nationalism.Minneapolis: University of Minnesota Press.

Carretero, M. (2011 onstructing patriotism. Teaching of history andnmoeies in
global worlds.Charlotte, CT: Information Age Publishing.

Carretero, M., Asensio, M., & Pozo, J. I. (1991dg@itive development, historical time
representation and causal explanations in adolescém M. Carretero, M. Pope,
R. J. Simons & J. I. Pozo (EdsDearning and Instruction. Vol.lll. European

Research in an International Contdgip. 27-48). Oxford: Pergamon Press.

Carretero, M., Asensio, M., & Rodriguez-Moneo, Md§.) (2012)History Education
and the Construction of National Identitie€harlotte CT: Information Age

Publishing.

Carretero, M., & Atorresi, A. (2008). Pensamient@rrativo [Narrative thought]. In
Carretero, M. & Asensio, M. (EdsBsicologia del pensamien{pp. 269-289).
Madrid: Alianza.

Carretero, M., & Bermudez, A. (2012). Constructidgstories. In J. Valsiner (Ed.),

Oxford Handbook of Culture and Psycholofpp. 625-646). Oxford: Oxford
University Press.

225



REFERENCES

Carretero, M., Castorina, J.A., & Levinas, M.L. (press). Conceptual change in
history. In S. Vosniadou (Ed.ternational handbook of research in conceptual
change. Second editioNew York: Routledge.

Carretero, M., & Gonzalez, M. F. (2006). Represeotees y valoracion del
‘descubrimiento’ de América en adolescentes y jésete la Argentina, Chile y
Espafna [Representations about the “discovery” ofeAta among adolescents
and young of Argentina, Chile and Spain]. In M. i@&ro, A. Rosa & M. F.
Gonzalez (Eds.)Ensefianza de la Historia y memoria colect{pp. 115-144)

Buenos Aires: Paidoés.

Carretero, M., & Gonzalez, M.F. (2008). “Aqui vema<olén llegando a América”.
Desarrollo cognitivo e interpretacion de imagenesohicas [‘Here we see a
Columbus arriving to America”. Cognitive developrheand interpretation of
historical images]Cultura y Educacion, a@), 217-229.

Carretero, M., & Gonzalez, M. F. (2012). Historicerratives and conceptual change

about the nation. Manuscript in preparation.

Carretero, M., Jacott, L., Limén, M., Lopez-ManjoA,, & Leon, J. A. (1994).
Historical Knowledge: Cognitive and Instructionatdlications. In M. Carretero
& J. F. Voss (Eds.)Cognitive and Instructional Processes in Historydahe
Social Sciencefpp. 357-376). Hillsdale, NJ: Lawrence Erlbaum.

Carretero, M., Jacott, L., & LOpez-Manjon, A. (200®1exican and Spanish history
textbooks. Do students learn the same sthgérning and Instruction, 1451-
665.

Carretero, M., & Kriger, M. (2006). La usina deplatria y la mente de los alumnos. Un
estudio sobre las representaciones de las efera@stelares argentinas [Patriotic
industry and students’ mind. Students’ represeraton commemorative events
in Argentina]. In M. Carretero, A. Rosa & M.F. G@tez (Eds.)Ensefianza de la
Historia y Memoria colectiv@pp. 169-196). Buenos Aires: Paidos.

226



CONCEPTS ANDNARRATIVES OFNATION

Carretero, M., & Kriger, M. (2008). Narrativas higtas y construccion de la identidad
nacional: representaciones de alumnos argentina® € “Descubrimiento” de
América. [Historical narratives and national idgntconstruction: Argentinian
students’ representations about the “Discovery” Ainerica]. Cultura y
Educacion, 2(), 229-242.

Carretero, M., & Kriger, M. (2011). Historical reggentations and conflicts about
indigenous people as national identit€slture and Psychology, 12), 177-195.

Carretero, M., & LoOpez, C. (2010a). The Narrativeedmtion on historical
remembering In S. Salvatore, J. Valsiner, J. T. Simon & A. Gamn (Eds.),
Yearbook of Idiographic Science (Vol.(Bp. 285-294). Roma: Firera & Liuzzo.

Carretero, M., & LoOpez, C. (2010b). Studies in méag and teaching history:
implications for the development of historical tdgey. In C. Lundholm, G.
Peterson & |. Wisted (Eds.Begreppsbildning i ett intentionellt perspektiv
[Conceptual change and intentional perspective]. (b§7-187). Stockholm:
Stockholm University Press.

Carretero, M., Lopez, C., Fernanda, M. F., & RodezyMoneo, M. (2012). Students
historical narratives and concepts about the natioM. Carretero, M. Asensio &
M. Rodriguez-Moneo (Eds.Mistory Education and the Construction of National
Identities(pp. 153-170). Charlotte CT: Information Age Pshing.

Carretero, M., LOpez Manjon, A., & Jacott, A. (199Explaining historical events.

International Journal of Educational Research(2)7 245-253.

Carretero, M., Lopez, C., & Rodriguez-Moneo, M. 120 Thinking historically about

national narratives. Manuscript in preparation.
Carretero, M., & Montanero, M. (2008). Ensefanzaprendizaje de la Historia:

aspectos cognitivos y culturales [Teaching andnlegr history: cognitive and

cultural issues]Cultura y Educacion, @), 133-143.

227



REFERENCES

Carretero, M., Rosa, A., & Gonzalez, M.F. (Eds2D06).Ensefianza de la Historia y
Memoria colectiva[Teaching history and collective memoryBuenos Aires:

Paidos.

Carretero, M., & Solcoff, K. (2012). Commentary Brockmeier’s remapping memory:
The relation between past, present and future mstaphor of memoryCulture
and Psychology, 18), 14-22.

Carretero, M., & Voss, J. F. (Eds.). (199€ognitive and instructional processes in

history and the social sciencedillsdale, NJ: Lawrence Erlbaum.

Chiaramonte, J. (1991) ElI mito de los origenesamhistoriografia latinoamericana.
[The myth of the origins in Latinamerican histoniaghy] Cuadernos del Instituto
Ravignani, 25-39.

Connor, W. (2004). The timelessness of natiblaions and Nationalism, 135-47.

Crawford, K. A., & Foster, S. J. (2007)var Nation Memory: International
Perspectives on World War 1l in School History Dexiks Greenwich, CT:

Information Age Publishing.

Cruz Prados, A. (2005l nacionalismo, una ideologifNationalism, an ideology].
Madrid: Tecnos.

Cuesta Fernandez, R. (1998ociogénesis de una disciplina escolar: la historia

[Sociogenesis of a scholar discipline: histoBércelona: Pomares-Corredor.
Cuesta Fernandez, R. (1998Jio en las aulas. La ensefianza de la historia spaBa
entre reformas, ilusiones y ruting€lio in the classroom. Teaching history in

Spain between reforms, hopes and routikkdrid: Akal.

De Rooij, P. (2006, September 1). De canon alsmiddle.De Volkskrant.

228



CONCEPTS ANDNARRATIVES OFNATION

Dominguez Ortiz, A. (2000).Espafna, tres milenios de historifSpain, three

millenniums of history]. Madrid: Marcial Pons.

Dragonas, T., & Frangoudaki, A. (2001). The peesise of ethnocentric school history.
In C. Koulouri (Ed.),Teaching the History of Southeastern Eurdpp. 35-47).
Ann Arbor, MI: Center for Democracy and Reconcibatin Southeast Europe.

Duara, P. (Ed.). (1995Rescuing History from the Nation: Questioning Néimes of

Modern China Chicago: University of Chicago Press.

Egan, K. (1997)The Educated Mind: How Cognitive Tools Shape Ouddistanding.
Chicago: The University of Chicago Press.

Epstein, T., & Schiller, J. (2005). Perspective terat social identity and the teaching
and learning of national historgocial Education, 64), 201-204.

Epstein, T., & Shiller, J. (2009). Race, gended #re teaching and learning of national
history. In W. C. Parker (Ed.)Social Studies Today: Research and Practice
(pp-95-101). New York: Routledge.

Escalona, J. (2004). Family memories: inventingpA#o | of Asturies. In I. Alfonso, H.
Kennedy & J. Escalona (EdsBuilding legitimacy. Political discourses and
forms of legitimation in medieval societigp. 223-262). Boston: Brill.

Evans, R. W. (2004 he social studies wars: What should we teach tiidren? New

York: Teachers College Press.

Ferro, M. (1984)The Use and Abuse of History, or, How the Pastaisght after the

Great Fire London: Routledge.

Fiske, S. T., & Taylor, S. E. (1984ocial CognitionNew York: Random House.

Finn, P. (2007, July 20). New manuals push a Pasye view in Russian schoolkhe

Washington PosRetrieved from http://www.washingtonpost.com

229



REFERENCES

Foster, S. (2006). Whose History? Portrayal of igmamt groups in U.S. History
textbooks, 1800-Present. In S. J. Foster & K.A.wdoad (Eds.),What shall we
tell the children? International perspectives omaal history textbook&p 155-
178). Greenwich, CT: Information Age Publishing.

Foster, S. (2012). Re-thinking historical textboaks a globalised world. In M.
Carretero, M. Asensio & M. Rodriguez-Moneo (EdBlistory Education and the
Construction of National Identitiefpp. 49-62). Charlotte CT: Information Age
Publishing.

Foster, S. J., & Crawford, K. A. (Eds.). (200&8yYhat Shall We Tell the Children?
International Perspectives on School History Teasiso Greenwich, CT:

Information Age Publishing.

Gellner, E. (1978)Thought and Chang&€hicago: University of Chicago Press.

Gellner, E. (1983)Nations and nationalismNew York: Cornell University Press.

Goldberg, T., Schwarz, B., & Porat, D. (2011). “@buahey Do It Differently?":
Narrative and Argumentative Changes in StudentgiMyrFollowing Discussion
of "Hot" Historical IssuesCognition and Instructior9, 185-217.

Gonzalez de Oleaga, M. (2012). Historical narrativethe colonial, national and ethnic
museums of Argentina, Paraguay and Spain. In Mre@ao, M. Asensio & M.
Rodriguez-Moneo (Eds.MHistory education and the construction of national
identities(pp. 239-255). Charlotte, NC: Information Age Rsihing.

Gottlieb, E. & Wineburg, S. (2012) Between Veritasd Communitas: Epistemic
Switching in the Reading of Academic and Sacredtddys Journal of the
Learning Science®1(1), 84-129.

Grever, M. (2006). Nationale identiteit en histohisbesef. De risico’s van een canon in
de postmoderne samenleving [National identity astbhical awareness. Risks of

a canon in a postmodern sociefyjdschift voor Geschiedeni$l9, 160-177.

230



CONCEPTS ANDNARRATIVES OFNATION

Grever, M. (2012). Dilemmas of common and pluratdny: Reflections on history
education and heritage in a globalizing world. In Géarretero, M. Asensio & M.
Rodriguez-Moneo (Eds.History education and the construction of national
identities(pp. 75-91). Charlotte, NC: Information Age Pubirg.

Grever, M., & Stuurman, S. (Eds.) (200Beyond the Canon: History for the 21
century.London: Palgrave Macmillan.

Halldén, O. (1986). Learning Histor@xford Review of Education, ,123-66.

Halldén, O. (1994). Constructing the Learning taskistory. In M. Carretero & J.F.
Voss (Eds.),Cognitive and Instructional processes in historydatme social

sciencegpp.187-200). Hillsdale, NJ: Lawrence Erlbaum.

Halldén, O. (1998). Personalization in historicaésdriptions and explanations.

Learning and instruction, (&), 131-139.

Halldén, O. (2000). On reasoning in History. InRJ.Voss & M. Carretero (Eds.),
Learning and Reasoning in Histofgp. 272-278). London: Routledge.

Hammack, P. (2010). Identity as Burden or Benefitith, Historical Narrative, and
the Legacy of Political ConflicHHuman Development, 5373-201.

Hansen, J. M. (2012). De-nationalize history andatwhave we done? Ontology,
essentialism, and the search for a cosmopolitarnative. In M. Carretero, M.
Asensio & M. Rodriguez-Moneo (EdsHistory Education and the Construction
of National Identitiegpp. 17-31). Charlotte, CT: Information Age Pubirgy.

Haste, H. (2004). Constructing the citiz@wlitical Psychology, 28), 413-440.

Haste, H., & Hogan, A. (2012). The future shapespiesent. Scenarios, metaphors and
civic action. In M. Carretero, M. Asensio & M. Raguez-Moneo (Eds.Hlistory
Education and the Construction of National Ideest(pp.311-326). Charlotte
CT: Information Age Publishing.

231



REFERENCES

Heider, F., & Simmel, M. (1944). An Experimentalu8y of Apparent Behavior.
American Journal of Psychology, ,.5743-259.

Herzog, T. (2012). Can You Tell a Spaniard When B&e One? ‘Us’ and ‘Them’ in
the Early Modern Iberian Atlantic. In P. Cardim, Herzog, J. J. Ruiz lbafez &
G. Sabatini (Edsfolycentric Monarchies. How did Early Modern Spand
Portugal Achieve and Maintain a Global Hegemolyihton: Sussex Academic

Press.

HobsbawmE. (1983). Introduction: Inventing traditionk E. Hobsbawm & T. Ranger
(Eds.),The Invention of Traditiofpp. 1-14). Cambridge: Cambridge University.

HobsbawmE. (1997).Nations and Nationalism since 1780: programme, nmgality.
Cambridge: Cambridge University Press.

Hobsbawm, E., & Ranger, T. (Eds.). (1988he Invention of TraditianCambridge:
Cambridge University.

Holt, T. (Ed.). (1990). Thinking Historically: Narrative, Imagination, and
UnderstandingThe thinking seriedNew York: College Board.

Hsiao, Y. (2005). Taiwanese Students’ UnderstandifigDifferences in History
Textbook Accounts. In R. Ashby, P. Gordon & P. L&&ls.), Understanding
History. International review of History EducatioWol. IV (pp. 54-67). New
York: Routledge.

Ichijo, A. & Uzelac, G. (Eds.). (2005\hen is the Nation®Rew York: Routledge.

Janmaat, J. G. (2002). Identity Construction adddation: The History of Ukraine in
Soviet and Post-Soviet Schoolbooks. In T. Kuzio.&FAnieri (Eds.),Dilemmas
of State-Led Nation Building in Ukrairfpp. 171-190)London: Praeger.

Janmaat, J. G. (2005). Ethnic and Civic Conceptairthe Nation in Ukraine's History
Textbooks European Education, 3), 20-37.

232



CONCEPTS ANDNARRATIVES OFNATION

Janmaat, J. G. (2006). Popular conceptions of mabiod in old and new European
member states: Partial support for the ethnicicdnamework.Ethnic and Racial
Studies, 2@), 50-78.

Janmaat, J. G. (2008). The Civic Attitudes of Ethdinority Youth and the Impact of
Citizenship Educationlournal of Ethnic and Migration Studies, (3%, 27-54.

Janowitz, M. (1983). The reconstruction of patriotism: education for iciv

consciousnes£hicago: University of Chicago Press.

Jansson, M., Wendt, M., & Ase, C. (2007). Talesoaf nation. A study of social
science students’ conceptions of “nation”. Papersented at the 7th biennial

meeting of the EARLI special interest group on @ptoal change, Leuven.

Jelin, E. (2003)State Repression and the Labors of Memiglipnesota: University of

Minnesota Press.

Jonker, E. (2007). Citizenship, the canon and trescof the humanities. In M. Grever
& S. Stuurman (Eds.Beyond the canon: History for the twenty-first cent(pp.
94-109). New York: Palgrave Macmillan.

Kammen, M. (1989). History is our heritage: The tpi#s contemporary American
culture. In P. Gagnon (EdHlistorical literacy: The case for history in Ameait
education(pp. 138-156). Boston: Houghton Mifflin.

Kamusella, T. (2010). School History Atlases adrimaents of Nation-State Making
and Maintenance: A Remark on the Invisibility oétdogy in Popular Education.
Journal of Educational Media, Memory, and Socié(y), 131-138.

Kaviraj, S. (1992). The imaginary institution ofdia. In S. Amin & G. Pandey (Eds.),

Subaltern studies VII. Writings on South Asiandmstand Societypp. 1-39).
Delhi: Oxford University Press.

233



REFERENCES

Kohn, H. (1944)The Idea of Nationalism: A Study in Its Origins @&ackground New
York: Macmillan.

Kohn, H. (1962)The Age of Nationalism: The First Era of Global tdry. Westport,

CT: Greenwood Press.

Kohn, H. (1994). Western and Eastern Nationalism]. Hutchinson & A.D. Smith
(Eds.),Nationalism(pp. 162-165)Oxford: Oxford University Press.

Koselleck, R. (1975). Geschichte, Historie. In Quiiger, W, Conze & R. Koselleck,
Geschichtliche Grundbegriffe. Historisches Lexikumar politisch-sozialen
Sprache in Deutschlangbp. 593-595, 647-718), Stuttgart: Klett-Cotta.

Koselleck, R. (1996). A Response to Comments on@aschichtliche Grundbegriffe.
In H. Lehmann & M. Richter (Eds.)The Meaning of Historical Terms and
Concepts(pp. 59-70). Washington D.C.: German Historicuetitute.

Koselleck, R (2004 historia/Historia. Madrid: Trota.

Kuhn, D., Weinstock, M., & Flaton, R. (1994). Higtal reasoning as theory-evidence
coordination. In M. Carretero, & J. Voss (Edognitive and instructional
processes in history and the social scien€pp. 377-401). Hillsdale, NJ:

Erlbaum.

Kuzio, T. (2001). Nationalizing States’ or Natiomilling? A Critical Review of the
Theoretical Literature and Empirical Evidend¢ations and Nationalism7(2),
135-54.

Kuzio, T. (2002). The Myth of the Civic State: Aittral Survey of Hans Kohn’s
Framework for Understanding Nationalisithnic and Racial Studig8%(1), 20-
39.

Lafuente, M. (1861)Historia general de EspafgGeneral History of Spain]. Madrid:
Tip. Mellado.

234



CONCEPTS ANDNARRATIVES OFNATION

Lee, P. (2004). Understanding History. In P. SeiXksl.), Theorizing historical
consciousnes®p. 129-164). Toronto: University of Toronto Press

Lee, P. (2005). Putting principles into practicederstanding history. In M. S. Donovan &
J. D. Bransford (Eds.HJow students learn: history, mathematics and sestic the

classroom?pp.31-78). Washington: National Academies Press.

Lee, P. J., & Ashby, R. (2001). Empathy, perspectaking and rational understanding.
In O.L. Davis Jr., S. Foster & E. Yaeger (Eddijistorical empathy and
perspective taking in the social studigsp. 21-50). Lanham: Rowman and
Littlefield.

Lee, P.J., Dickinson, A.K., & Ashby, R. (1998). Rasching children’s ideas about
history. In J.F. Voss and M. Carretero (Edsiternational review of history
education: Learning and reasoning in history, \&l(pp. 227-251). Portland, OR:

Woburn Press.

Leinhardt, G., & Ravi, A. (2008). Changing Hist@icConceptions of History. In S.
Vosniadou (Ed.)International Handbook of Research on Conceptuabrgje
(pp. 328-345)Mahwah: Erlbaum.

Leinhardt, G., Stainton, C., & Virji, S.M. (19947 sense of historyEducational
Psychologist, 2979-88.

Lévesque, S. (2008)Thinking historically: educating students for theenty-first
century.Toronto: University of Toronto Press.

Levstik, L. S., & Barton, K. C. (2008Researching history education: Theory, method,

and contextNew York: Routledge.
Limén, M. (2002). Conceptual change in history.Nh Limon & L. Mason (Eds.),

Reconsidering conceptual change: Issues in theod @ractice (pp. 259-289).

Dordrecht: Kluwer Academic Publishers.

235



REFERENCES

Limon, M., & Carretero, M. (1999). Conflicting datand conceptual change in history
experts. In W. Schnotz, S. Vosniadou & M. Carre{&ds.),New perspectives on
conceptual changép. 137-160). Amsterdam: Pergamon/Elsevier.

Limon, M., & Carretero, M. (2000). Evidence evaloatand reasoning abilities in the
domain of history: An empirical study. In J. Vos&, M. Carretero (Eds.),
Learning and reasoning in histofpp. 252-271). New York: Routledge.

Loewen, J. W. (1995)Lies my teacher told me: Everything your Americastany
textbook got wrongNew York: The New Press.

Lépez, C. & Carretero, M. (2012). Identity constrac and the goals of history
education. In M. Carretero, M. Asensio & M. RodegtMoneo (Eds.)History
Education and the Construction of National Ideest{pp. 139-150). Charlotte
CT: Information Age Publishing.

Lépez, C., Carretero, M., & Rodriguez-Moneo, M. ¥28). Is the nation a historical

concept on students’ mind? Manuscript submittegtdalication.

Lépez, C., Carretero, M., & Rodriguez-Moneo, M.12B). Telling a national narrative
that is not your own. Does it facilitate discipligahistorical understanding?

Manuscript submitted for publication.

Lowenthal, D. (1985).The past is a foreign countryCambridge, MA: Cambridge

University Press.

Lowenthal, D. (1998)The heritage crusade and the spoils of hist@smbridge, UK:

Cambridge University Press.

Lozano, J. (2004). Las revoluciones burguesas: Rtosmo y Nacionalismo
[Bourgeois Revolutions: Romanticism and Nationa)isrRevista digital de
Historia y Ciencias Sociales. Retrieved from

http://www.claseshistoria.com/revolucionesburgu&sestionario.htm

236



CONCEPTS ANDNARRATIVES OFNATION

Maalouf, A. (1998)ldentidades asesingslurderous identities]Madrid: Alianza.

Maestro, P. (1997)Historiografia y ensefianza de la historjBlistoriography and

teaching history]Alicante: Universidad de Alicante.

Mak, G. (2005).Gedoemd tot kwetsbaarhejpoomed to vulnerability]. Amsterdam:
Atlas.

Mandell, N. (2008). Thinking like a Historian: A &nework for Teaching and
Learning.OAH Magazine of History22(2), 55-59.

Mandler, J. M. (1984)Stories, scripts and scenes: Aspects of schemaytheo

Hillsdale, NJ: Lawrence Erlbaum Associates.

Markus, H., & Zajonc, R. B. (1985). The cognitivergpective in social psychology. In
G. Lindzey & E. Aronson (Eds.}Jandbook of social psycholodpp. 137-230).

New York: Random House.

Miller, W. (Cartographer). (1913). The Ottoman Erepin 1801. [Historical map].

Retrieved from http://www.themapdatabase.com/catéigaation/asia/turkey/

Monge, Y. (2006, September 23). Aznar pretende lgupidan perdon por haber
“conquistado Espafa y ocuparla por ocho siglos’hpkzexpects an apologize for
“conquering and occupying Spain for eight centdtieEl Pais Retrieved from

http://www.elpais.com

Monte-Sano, C. (2010). Disciplinary Literacy in tdis;: An Exploration of the
Historical Nature of Adolescents' Writinglournal of the Learning Sciences
19(4), 539-568.

Nakou, I., & Barca, I. (Eds.) (2010Contemporary public debates over history

education. International Review of History Education SerigSharlotte, NC:

Information Age Publishing.

237



REFERENCES

Nash, G. B., Crabtree, C. A., & Dunn, R. E. (200ktory on trial: culture wars and
the teaching of the paf®ensilvania: Vintage Books.

Nieto, J. M. (2007).Medievo constitucionaJConstitutional Middle Ages]Madrid:
Akal.

Paxton, R. J. (1999). A Deafening Silence: Histbextbooks and the Students Who
Read ThemReview of Educational Resear@¥(3), 315-339.

Peck, C. L. (2011). Ethnicity and students’ histaliunderstandings. In P. Clark (Ed.),
New possibilities for the past: Shaping history ation in Canada(pp. 305-
324). Vancouver: UBC Press.

Pérez Garzon, J. S. (2001a). Nacion espafola yluawa liberal: la perspectiva
historiografica de los coetaneos [Spanish natiord diberal revolution:
historiographical perspective of contemporary pepph C. Forcadell & I. Peird
(Eds.). Lecturas de la Historia: Nueve reflexiones sobre Hastoria de la

Historiografia(pp. 23-54). Zaragoza: Institucion Fernando el @ai6

Pérez Garzon, J. S. (2001b). Los mitos fundacigngleel tiempo de la unidad
imaginada del nacionalismo espafiol [Myths of origimd the time of imagined

unity of Spanish nationalismiistoria Social, 407-27.

Polman, J. L. (2006). Mastery and AppropriatioriVeesans to Understand the Interplay
of History Learning and Identity Trajectorie®ournal of the Learning Scienges
15(2), 221-259.

Popson, N. (2001). The Ukrainian History Textbodktroducing Children to the
‘Ukrainian Nation.’Nationalities Papers29(2), 325-350.

Reicher, S., & Hopkins, N. (20013elf and NationLondon: Sage.

Reisman, A., & Wineburg, S. (2012). Ways of knowenyd the history classroom. In
M. Carretero, M. Asensio & M. Rodriguez-Moneo (Bdslistory Education and

238



CONCEPTS ANDNARRATIVES OFNATION

the Construction of National Identitigpp.171-188). Charlotte CT: Information
Age Publishing.

Renan, E. (1882). What is a Nation? In H. K. Bhalgh890) (Ed.),Nation and
Narration (pp. 8-22). Routledge: London.

Rios Saloma, M.F. (2005). From the Restoratiom#oReconquest: The construction of
a national myth (An historiographical review."6.9" centuries) En la Espafia
medieval, 28379-414.

Riviére, A., Nufiez, M., Barquero, B., & Fontela,(E998). Influence of intentional and
personal factors in recalling historical texts: dvdlopmental perspective. In J. F.
Voss, & M. Carretero (Eds.),earning and reasoning in history. International
review of history educatiof)/ol. 2) (pp. 214—-226). London: Woburn.

Rodriguez-Moneo, M., & Carretero, M. (2012). Camhionceptual en historia:
Influencias piagetianas e influencias recienteonf@ptual change in history:
Piagetian influences and current trends]. In J.Arcta Madruga, R. Kohen, C.
Del Barrio, I. Enesco & J. Linaza (EdsQonstruyendo Mentes. Ensayos en
homenaje a Juan Delv§bp. 313-326). Madrid: Editorial UNED.

Rosa, A., Blanco, F., Travieso, D., Mateos, A.l.D§az, F. (1997). Memory of the
collective past. History consumption as a basisnfdional identity. In G. Bellelli

(Ed.), Social Memory and Collective Representati®ari: Universita de Bari

Ross, M. (1989). Relation of Implicit Theories thet Construction of Personal
Histories.Psychological review96(2), 341-357.

Rusen, J. (2004). Historical Consciousness: nagatiructure, moral function, and
ontogenetic development. In P. Seixas (Efhgorizing historical consciousness

(pp. 63-85). Toronto: University of Toronto Press.

Sahlins, P. (1989Boundaries: The Making of France and Spain in thgeRees

Berkeley: University of California Press.

239



REFERENCES

Salas, M. (2010)Mitos patrioticos: apuntes sobre la construccién dacionalismo
espafol en la literatura del siglo XKPatriotic myths: notes on the Spanish
nationalism construction in the twentieth centurgerature] Valladolid:
Universidad de Valladolid.

Sand, S. (2010)he invention of the Jewish peaplendon: Verso.

Santayana, G. (1909)ife of Reason. Reason in Common SelNse York: Scribner’s

sons.

Seixas, P. (Ed.). (2004Y.heorizing historical consciousnessoronto: University of

Toronto Press.

Seixas, P. (2006). What is Historical ConscioushdésdR. Sandwell (Ed.)To the Past:
History Education, Public Memory and Citizenship @anada (pp.11-22).
Toronto: University of Toronto Press.

Seixas, P. (2012). Indigenous Historical Conscieasnan Oxymoron or a Dialogue? In
M. Carretero, M. Asensio & M. Rodriguez-Moneo (Bdslistory Education and
the Construction of National Identitigpp.125-138). Charlotte CT: Information
Age Publishing.

Seton-Watson, H. (197 Mlations and State8oulder, CO: Westview Press.

Shepherd, W. R. (Cartographer). (1923). The Ottofpire, 1481-1683. [Historical
map]. Retrieved from https://ged.princeton.edu/iadep/User:Student/The_
Ottoman_Empire_1481-1683

Smith, A. D. (1991 National Identity London: Penguin.

Smith, A. D. (1998)Nationalism and Modernisnhondon: Routledge.

Smith, A. D. (2002a). When is a NatioGeopolitics, 72), 5-32.

240



CONCEPTS ANDNARRATIVES OFNATION

Smith, A. D. (2002b). Dating the nation. In D. Censi (Ed.),Ethnonationalism and
the Contemporary World: Walker Connor and the StofiiNationalism(pp. 53-
71). London: Routledge.

Stearns, P. N., Seixas, P., &Wineburg, S. (208@powing, Teaching, and Learning
History: National and International PerspectivetNew York: New York

University Press.

Stuurman, S., & Grever, M. (2007). Introductiond@lanons and new histories. In M.
Grever & S. Stuurman (EdsBgeyond the Canon: History for the 2¢entury(pp.
1-16). Basingstoke & New Cork: Macmillan.

Symcox, L., & Wilschut, A. (2009). Introduction. In Symcox & A. Wilschut (Eds.),
National History Standars. The problem of the caaod the future of teaching
History. International review of History educatigwol. 5. pp. 1-11). Charlotte,
NC.: Information Age Publishing.

Tajfel, H. (1982). Social Psychology of IntergrouRelations. Annual review
of Psychology33, 1-39.

Tajfel, H., & Turner, J. (1979). An integrative trg of intergroup conflict. In W.
Austin & S. Worchel (Eds.)The social psychology of intergroup relatiofgp.
33-47). Monterey, CA: Brooks/Cole.

Triandafyllidou, A. (1998) National identity andethother'Ethnic and Racial Studies.
21(4), 593-612.

Tutiaux-Guillon, N. (2012). A traditional frame faglobal history: the narrative of
modernity in French secondary school. In M. CarmeteM. Asensio, & M.
Rodriguez-Moneo (Eds.MHistory education and the construction of national
identities(pp. 109-123). Charlotte, NC: Information Age Rsihing.

Valdeon, J. (2006).a Reconquista. El concepto de Espafa: Unidad grdigad[The
Reconquest. The concept of Spain: Unity and ditygrdvadrid: Espasa.

241



REFERENCES

Valls, R. (2007).Historiografia escolar espafola: Siglos XIX-X}panish scholar
historiography: Nineteenth and twentieth centuriedjadrid: Universidad
Nacional de Educacion a Distancia.

Van der Leeuw-Roord, J. (Ed.). (2004istory changes. Facts and figures about
history education in Europe since 19he Hague: EUROCLIO.

Van der Leeuw-Roord, J. (2007). Two Steps Forw@ue Step Back: Shoring Our
Stories and Looking for the Common Threads. In a8 (Ed.),Making a
Difference: Fifteen years of EUROCLIPp. 66-73).The Hague: EUROCLIO.

Van der Leeuw-Roord, J. (2009). Yearning for yefgr Efforts of history
professionals in Europe at designing meaningful affdctive school History
curricula. In L. Symcox y A. Wilschut (Eds.National History Standards. The
problem of the canon and the future of teachingdtys International review of
History education (Vol. 5. pp. 73-94). Charlotte, NC.: Information &g
Publishing.

VanSledright, B. (2008). Narratives of Nation-Sfdtéstorical Knowledge, and School
History EducationReview of Research in Education(BR 109-146.

VanSledright, B., & Limén, M. (2006). Learning artdaching in social studies:
Cognitive research on history and geography. IAl®xander & P. Winne (Eds.),
The Handbook of Educational Psycholo@yp. 545-570). Mahweh, NJ: Lawrence

Erlbaum Associates.

Varana (Cartographer). (2006). Map of the Bordéth® Byzantine Empire, 550, 1025,
1270. [Historical map]. Retrieved from http://commsovikimedia.org/wiki/File:

Byzantine_Empire_animated2.gif?uselang=es

Vasagar, J. (2012, November 24). Michael Gove axe@xam system of neglecting
British history.The GuardianRetrieved from http://www.guardian.co.uk

Vilar, P. (1997)Pensar historicament@ hinking historically]. Barcelona: Critica.

242



CONCEPTS ANDNARRATIVES OFNATION

Von Borries, B. (2009). Competence of historicahking, mastering of a historical
framework, or knowledge of the historical canonlInrSymcox & A. Wilschut
(Eds.), National history standards: the problem of the carend the future of
teaching historypp.283-306). USA: Information Age Publishing.

Von Heyking, A. J. (2006)Creating citizens: history and identity in Albedachools,
1905-1980Calgary: University of Calgary Press.

Voss, J. F., & Carretero, M. (Eds.). (200@earning and Reasoning in History
International Review of History education (Vol. Rlew York: Routledge.

Voss, J. F., Greene, T. R., Post, T. A., & PenBeC. (1983). Problem-solving skill in

the social sciences. In G. H. Bower (Edlhie Psychology of Learning and
Motivation (pp. 165-213). New York: Academic Press.

Voss, J. F., & Wiley, J. (2006). Expertise in Histoln N. Ericsson, P. Feltovich & R.

R. Hoffman (Ed.), The Cambridge Handbook of Expertise and Expert
Performancgpp. 569-584). Cambridge: Cambridge UniversitysBre

Wagoner, B. (2010). Remembering Apparent Behawostudy of narrative mediation.
In S. Salvatore, J. Valsiner, J. T. Simon & A. Gamn(Eds.),YIS: Yearbook of

Idiographic Science - Volume (pp.221-251). Rome: Firera & Liuzzo Publishing
Group.

Wallerstein, 1. (1991). The construction of peopleti: racism, nationalism, ethnicity.

In 1. Wallerstein & E. Balibar (Eds.Race, Nation, Class: ambiguous identities
(pp- 71-85). London: Verso.

Weber, E. (1976)Peasants into Frenchmen: the Modernization of R&rahce, 1870-
1914 Stanford, CA: Stanford University Press.

Wertsch, J. V. (1997). Consuming Nationalistulture and Psychology, 361-471.

Wertsch, J. V. (1998Mind as ActionCambridge: Cambridge University Press.

243



REFERENCES

Wertsch, J. V. (2001Bpecific Narratives and Schematic Narrative Tengd&Raper
presented at Canadian Historical Consciousnessninngernational Context:
Theoretical Frameworks, University of British Colbi®, Vancouver, BC.

Wertsch, J. V. (2002)Voices of Collective RememberinGambridge: Cambridge

University Press.

Wertsch, J. V. (2002) Memoria colectiva: Cuestioretacionadas con una perspectiva
sociohistérica [Collective memory: Issues regardirgpciohistorical perspective].
In M. Cole, Y. Engestrom, O. Vasquez (Ed9Jente, cultura y actividad.
Escritos fundamentales sobre cognicibn humana coadga (pp.183-188).

México: Oxford University Press.

Wertsch, J. V. (2004). Specific narratives and 8dltec narrative templates. In P.
Seixas (Ed.)Theorizing historical consciousneg§s. 49-62). Toronto: University

of Toronto Press.

Wertsch, J. V., & Rozin, M. (2000). The Russian &ation: Official and unofficial
accounts. In J. F. Voss, & M. Carretero (Edsearning and reasoning in history:

International reviewof history educatiofpp. 39-59). London: Routledge.

Whistler, R. (Cartographer). (2010). Growth of Greérom independence to early"20
century [Historical map]. Retrieved from http://comans.wikimedia.org/wiki/

File:GreciaAComienxzosDelSigloXX.svg?uselang=es

Wils, K (2009). The evaporated canon and the oveedasource: History education in
Belgium: An historical perspective. In L. SymcoxAy Wilschut (Eds.) National
History Standars. The problem of the canon andftitere of teaching History.
International review of History educatiofol. 5. pp. 15-32). Charlotte, NC.:

Information Age Publishing, Inc.

Wineburg, S. (1991a). Historical Problem SolvingSAidy of the Cognitive Processes
Used in the Evaluation of Documentary and Pictofaidence.Journal of
Educational Psychology, 8B), 73-87.

244



CONCEPTS ANDNARRATIVES OFNATION

Wineburg, S. (1991b). The reading of historicaltéeXNotes on the breach between
school and academ#gumerican Educational Research Journal, 285-519.

Wineburg, S. (1996). The Psychology of teaching laadning history. In R. Calfee &
D. Berliner (Eds.),Handbook of Educational Psycholodgp. 423-437). New
York: Macmillan.

Wineburg, S. (1998). Reading Abraham Lincoln: Anpent/expert study in the

interpretation of historical text€ognitive Science, 22), 319-346.

Wineburg, S. (2001)Historical Thinking and Other Unnatural Act$hiladelphia:

Temple University Press.

Wineburg, S., Mosborg, S., & Porat, D. (2001). W@anh Forrest Gump Tell Us about
Students' Historical Understanding? (motion picius@cial Education 68), 55.

Wineburg, S., Mosborg, S., Porat, D., & Duncan,(2007). Common Belief and the
Cultural Curriculum: An Intergenerational Study Historical Consciousness.

American Educational Research Journéd, 40-76.

Zizek, S. (2010, October 28). Boinas verdes cortraosumano [Green berets with

human facesfel Pais Retrieved from http://www.elpais.com

245






APPENDIXES

Appendix 1. Unlabeled Maps Used During the Interviess in Studies 3 and 7

a. The political landscape prior to the arrivatted peoples of Arab origin to the Iberian

Peninsula, around the year 700 AD.

b. The political landscape in the period of the mmaxn expansion of peoples of Arab
origin in the Iberian Peninsula, around year 722.
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c. The political landscape around 1212 (Battle @ Navas de Tolosa)

d. 1492. After the Conquest of Granada and underute of the Catholic Monarchs
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Appendix 2. Witten copy of one of the interviews aaied out in Study 3

ENTREVISTADOR: Vamos hablar sobre un tema histégoe esta comprendido entre
dos momentos. Estos dos momentos son la llegalts geieblos arabes a la Peninsula
Ibérica y la conquista de Granada por parte d®&ges Catdlicos. Cuenta un poco qué

idea tienes tu de qué paso6 entre esos dos momentos.

JOSE: Pues que llegaron los arabes, que nos imgadyeeso, que empezaron que Si
con las taifas, que si con las mezquitas y todo @se las construyeron por Espafia,
que trajeron cosas importantes, que fueron buesr@sruestra cultura. Luego también

lo del Cid y todo eso, las guerras que hubo, quaparecen los mozarabes y los
mudéjares, que eran espafioles... Vamos, que erdarms que estaban con los arabes
y al contrario... Que fueron conquistando toda laimp®ra y que luego hubo una

resistencia por el norte y luego ya desde ahirig§ianos se fueron reagrupando y ya

fueron conquistando para abajo poco a poco.

ENTREVISTADOR: Muy bien, vamos a hacer ahora ungeste tareas. Tienes aqui el
mapa mudo y la tarea consiste en que tu intentesnalr sus ideas de quiénes estaban
en ese momento habitando este territorio. Los pgetie origen arabe llegan a este
territorio aproximadamente en el 711. En este primapa tu tienes que intentar
plasmar las ideas que tu tengas de quiénes edtabaando este territorio antes de que

llegasen los pueblos de origen arabe.

JOSE: A mi me suena que estaba la Corona de @astilra, estaba como dividido en
dos... Aqui estaba como la corona de Castilla... Lyggaqui algo mas deberia haber,
pero no me acuerdo ahora mismo. Hombre, jestoatadal!... Lo que me acuerdo es
gue esto estaba dividido por las coronas y hul®dém los casamientos para anexar

cosas...realmente creo que habia tres, pero se aaexiolas de por aqui y se juntaron.
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a) Situacion politica antes de la llegada de los pueblos de origen drabe a la peninsula [bérica. En torno al afio
700 d.C.

ENTREVISTADOR: Hablame un poco quiénes estabarmabitando ese territorio.

JOSE: Estaba la corona de Castilla, que yo creoamies se habia anexionado, o
después, no me acuerdo, con la que estaba por aguestaban por aqui los otros...

tampoco estaban con guerras y tal pero eran comaosréistintos. Entonces, yo creo

gue tenian sus peleas y tal porque querian conmebdhundo...querian hacerse con
toda la peninsula.

ENTREVISTADOR: En ese sentido, en los distintositi@ios que tu has dibujado ¢te

parece que habia una alta cohesion entre ellosnada cohesion o baja cohesion?

JOSE: Yo creo que entre los dos, habia como unta @stabilidad, si habia cohesion,

pero creo que también querian juntarse, dominaesaotro y demas, conquistar todo.
ENTREVISTADOR: ¢Y con Portugal?
JOSE: Con Portugal yo creo que estaban mas trasquil

ENTREVISTADOR: ¢ Pero habria una alta union, una bajoén o una media unién?
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JOSE: Yo creo que media, no lo sé, un trato normal...

ENTREVISTADOR: Vamos a pasar al segundo mapa. Eienee intentar hacer un
poco lo mismo, lo que pasa es que ahora si tedgtmmos en el afio 722 que es el afio
de maxima expansion de los arabes en este tesritBE un momento de maxima

expansion. Intenta dibujar como quedaria el mapssemMmomento.

JOSE: Pues yo creo que Portugal sigue por su tedsé ahora mismo... Yo sé que por
Galicia y por la zona ésta, ahi fueron los arabaisiyera una cosa que visité yo, que era
de un monje o algo asi. Que habia como una cuepalegron desde alli y empezaron
la Reconquista y todo eso. Entonces, si estabbrammd por aqui deberia ser que
llegaron hasta aqui, por esta zona...por aqui elaiesistencia... Y por aqui estaria la
zona por donde mas fuertes eran.

b) Situacién politica en el periodo de méxima expansion de los pueblos arabes en la peninsula Ibérica. En

torno al aiio 722

ENTREVISTADOR: ¢ Y ese territorio como los denomiaa®?
JOSE: La zona donde mas fuertes se estaban.

ENTREVISTADOR: ¢ Pero le pondria es algin nombre?
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JOSE: No sé coémo les llamarian, sé que por agafi@stlas ciudades... No me

acuerdo... Es que las ciudades que tenian por agé sicserian los reinos de taifas...
ENTREVISTADOR: ¢ Cémo denominarias el territorio deite?

JOSE: Como la zona de resistencia. Es que no needicai seguian ya los reinos o los
habian destrozado, pero creo que no, porque 3 lestgba el Cid y todo eso que estaba
con el de la corona de Castilla... Yo creo que talalgbia seguir dividido. Esto
deberia seguir siendo la corona de Castilla.

ENTREVISTADOR: Has dibujado aqui que ha habido uoasquistas arabes ¢qué
opinas de estas conquistas? ¢ Qué te parecen?

JOSE: Hombre, yo por un lado pienso que no me pdnen, estaban invadiéndonos...
Y entonces claro, hubo guerras, que si nos coragarsty tal... Nos daban libertades y
eso cuando nos conquistaban, pero cuando nos haignistado ya no podiamos estar
como estabamos antes. Pero luego también por aretfacbueno porque trajeron cosas

buenas para nuestra cultura... Trajeron como masrault

ENTREVISTADOR: Cuando dices nuestra cultura teerek a...
JOSE: A la cultura de los que estaban por aqusaaté cultura cristiana por decirlo

asi, a la espafiola... a la de la peninsula en general

ENTREVISTADOR: O sea, que por un lado hay cosas&sig cosas malas.
JOSE: Claro, porque trajeron cosas buenas, pem poalcomo las trajeron, que fueron

trayendo la guerra y demas para conquistarnos.

ENTREVISTADOR: En ese sentido, este territorio gas dibujado aqui que
conquistaron los pueblos de origen arabe ¢ Te pgeren ese momento les pertenecia

de manera legitima? ¢ Piensas que no, que pertertiexdaa quién?

JOSE: Yo realmente pienso que de manera legitimapnoue se supone que
estdbamos nosotros antes. Entonces realmente,bg&@rdusido hablandolo... Pero

cuando tu coges algo por la fuerza, yo creo quesride una manera muy legitima.

ENTREVISTADOR: ¢ Entonces a quién pertenecia, @pinion?
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JOSE: En mi opinion yo creo que les perteneceriesaa los reinos de la Corona de
Castilla, a la otra y demas, que estaban anteaquor Porque estaban antes, y aunque a
lo mejor ellos consiguieran esto también por lasr@s... Ya, si lo que han quitado
ellos por las guerras, se lo quitas ti con masrgsier Yo creo que todavia es menos

legitimo que lo anterior.

ENTREVISTADOR: Muy bien, vamos a pasar entonces@liente mapa, si te fijas es
el afio 1212. La idea es un poco la misma que kEntks, que intentes plasmar la idea

gue tu tengas de cdmo estaba la situacion en esemao.

JOSE: Yo creo que Portugal seguia como siempre. cr&@ que aqui los musulmanes
ya no estaban... Es que yo creo que la batalla dedsas de Tolosa fue una batalla
gue hubo... Pero que no fue entre cristianos y musu#sy.. Yo creo que por lo menos
teniamos mas como antes, esto estaria bastantiéddivpero luego ya con los Reyes
Catolicos eso era gque se junto algo... Se anexiagm..alLo de tanto monta monta

tanto, eran la corona de Castilla y la de AragénntoBces yo creo que aqui estaba el
reino de los Reyes Catdlicos... Por aqui puede sertqdavia hubiera territorios

musulmanes, estaban por su zona fuerte.

¢) Situacién politica en torno a 1212 (Batalla de las Navas de Tolosa)
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ENTREVISTADOR: Pues cuéntame un poco qué ha papads pasar del anterior
mapa a este otro.

JOSE: Pues yo creo que ya ha pasado lo que tebeomttes de que se empieza con las
reconquistas del norte y ya se ha ido reconquistdod territorios y se ha ido
arrinconando hacia su zona fuerte a los musulmd@saqui hay ahora mas o menos
un poco de estabilidad y me suena que hubo poastdbilidad y entonces los Reyes
Catolicos... Vamos los espafoles, los cristianos,deairlo asi, que estaban ya desde
antes, que estaban por esta zona y que tambiéa &lgiohos musulmanes que estaban
por esta zona, al igual que habia cristianos giaas por los territorios musulmanes...
Y habia un poco de paz, pero los antiguos que @&stadx aqui, 0 sea, los cristianos por

llamarlo asi, todavia querian recuperar estosdens.

ENTREVISTADOR: Veo que tienes un poco de duda emdrlos esparfioles o

cristianos ¢ Por qué tienes esa duda?

JOSE: No sé, porque se... Espafia es Espafia ahooapqeraquellos tiempos era

Espafa pero no es Espafia como es ahora... Entonces, gi llamarlos espafioles en
genérico o llamarlos los de los Reyes Catdlicassalke la corona de tal... No sé. Como
estaba un poco dividido...

ENTREVISTADOR: En tu opinidn, ¢ Tu les consideragapafioles en ese momento?

JOSE: Yo creo que si, mas bien. Porque realmeategere venimos de los que estaban
por aqui, o sea de los espafioles. Hombre, tamlgidasdmusulmanes, pero en cierta
parte menos, porque claro, como luego les echanesoy. Realmente creo que hay

mas de los de los Reyes Catdlicos, de los esmafiole

ENTREVISTADOR: Bueno, entonces estas conquistashgueido haciendo ¢Qué te

parecen? ¢ Por qué crees que querian realizar@spsstas?

JOSE: Hombre, un poco como todo, por temas dedipetiticos y demas. Pero luego
también porque éramos cristianos principalmentsyrusulmanes como que era como
un choque, y por aquellos tiempos, antes que sragisantas y demas, habia como un
clima de tension... Entonces claro, se juntaba tod¥..ademas, que nos habian

invadido ellos antes y nosotros queriamos volvescaperar todos nuestros territorios.
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Todo esto comenzd cuando ya querian conquistar thg® estabamos sobre todo ya
con los nucleos de la resistencia por el norte méade Pues ya claro, comenzamos a

reconquistar...

ENTREVISTADOR: Entonces, por motivos religiososyriteriales, econdémicos...
Muy bien. En este momento, esos territorios que diagjado ahi como territorio

musulman ¢ Te parece que les pertenecian de magémma?

JOSE: Hombre, como ya dije antes, realmente creo rqu Pero en cierto modo
llevaban bastante tiempo ya en estos territorias,lc cual ya formaban parte de ellos,
en cierta forma... Entonces, no me parece que estmvige forma legitima, pero
también después de llevar tanto tiempo ahi y derfbdvado tantas cosas buenas, hasta
hace que si que tenian cierto derecho a estapetoi,no como invasores, Sino que yo
creo que deberian de haber llegado a un acuerdoppder seguir por ahi, pero no en
plan... Como los jefes, por decirlo asi, sino habegado a un acuerdo con los Reyes

Catolicos para seguir estando todos juntos.

ENTREVISTADOR: Y estos otros territorios que hasbujgdo que han sido
conquistado por los Reyes Catélicos ¢ Te parecemndegitimamente de ellos?

JOSE: ¢ De los catdlicos o de los musulmanes?
ENTREVISTADOR: De los catélicos.

JOSE: Es que yo realmente creo que si, porque &stdsrios en un principio si eran
suyos y se los quitaron los musulmanes, aunquerdrajcosas buenas y en estos
territorios creo que tuvieron menos influencia mssulmanes... Hombre, tuvieron
influencia pero menos que en su zona fuerte comdaytbamaba... Porque aqui
estabamos més con guerras y aqui estaban comodas mas tranquilas y pudieron

hacer mas cosas buenas por decirlo asi.

ENTREVISTADOR: Vamos a pasar ya a este ultimo mapanes que dibujar la
situacion en 1492, después de la conquista de Gaana

JOSE: Después de la conquista de Granada loot@sitmusulmanes estaban ya casi

en las dltimas, entonces no sé como estaria. Nbtedavia continuaba la division pero
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creo que si. Me suena que me explicaron que pdalmgnte éstos fueron los que mas
colaboraron con la guerra, los de Castilla, loseRe@atdlicos, pero que los de aqui
también hicieron un poco y que con la Reconquagtaatolicos se fueron quedando ese
territorio del que tenian antes con la Reconquistemas. Creo que todavia quedaba

por aqui cierta resistencia musulmana, pero no sgi€é grado.

d) 1492. Tras la conquista de Granada bajo el reinado de los reyes catélicos.
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ENTREVISTADOR: Hemos estado viendo los distintobitaates que ha habido desde
que llegan los pueblos de origen arabe. Tu ensesittdo, ¢ Te parece que los habitantes
gue hay ahora en este territorio son de alguna radoe continuadores de aquellos que

habia antes de la llegada de los pueblos de oédgghe? ¢ Te parece que tiene mucho
que ver, que no tienen nada que ver?

JOSE: Yo creo que en cierto modo no, porque yaudsspe todo el tiempo que ha
pasado, toda la cultura arabe, ya no éramos cones.aNos habian influido y nos

habian cambiado, que ya las cosas no eran coms, aae todas las cosas que nos
habian traido, rasgos de su cultura, avances t&cmior decirlo asi, habian traido

muchisimas cosas. Entonces, ya no éramos iguallcpuele antes. Estabamos ya
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influidos por la cultura musulmana. Entonces real@esi es una continuacion pero

distinta. Habian cambiado las cosas bastante

ENTREVISTADOR: Hemos visto que han aparecido dissngrupos en todo este
proceso que hemos estado hablando, ¢ Tu te sientegado o identificado con alguno

en especial o no?

JOSE: Hombre, yo me siento méas cercano con lossdRéyes Catolicos, porque ahora
mismo si por ejemplo me pasara eso a mi no me rigugiae me invadieran por la
fuerza, que me quisieran imponer una serie de qumak fuerza. Entonces, como lo
hicieron los arabes, aunque trajeran cosas bueoasme gustaria. Porque aunque

traigan cosas buenas en el fondo es una invasion.

ENTREVISTADOR: Bueno, en la conversacion que heteoglo ha surgido un poco
el término de reconquistar, de recuperar. ¢Pargué significa el término de

reconquista?

JOSE: Pues para mi, reconquistar... Yo creo querdised cuando vinieron realmente

lo que estaban haciendo era conquistarnos, coesdm nuestras tierras, las tierras de
los que estaban por ahi en aquel entonces, estabguistandolas. Entonces nosotros
cuando empezamos a recuperar los territorios destidamos antes... Pues por eso

reconquista. Estabamos recuperando también.

ENTREVISTADOR: O sea, qué piensas que es un téraumose adecua bien a lo que
hemos estado viendo.

JOSE: Si.

ENTREVISTADOR: Muy bien, yo te voy a contar ahora poco que entre los

historiadores hay dos opiniones o dos enfoque® dpi¢ hemos estado viendo. Hay
unos historiadores que no utilizan el término Reo@sta, sino que utilizan el término
de “conquistas musulmanas” para denominar un paecconquistas primeras que
hemos visto y después denominan “conquista crestiaride los reinos cristianos” para
denominar esta segunda que hemos visto, pero Hzanmtieste término de

“Reconquista” para no dar la connotacion de queResos Cristianos estuvieran

recuperando algo que les pertenecia previamemnme, gile lo ven como dos conquistas
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mas independientes. Sin embargo, hay otros hidtmea que si que utilizan ese
término de “Reconquista”. Piensan que los musué®aealizan unas determinadas
conquistas sobre unos habitantes que después muealveeconquistar lo que les
pertenecia a ellos. Estos son digamos dos enfatjfeeentes que existen, ¢ Con cudl

estarias tU mas de acuerdo?

JOSE: Hombre, es que en cierta forma realmentenénpula no era nuestra desde un
principio, o sea, no era realmente de nadie. Estabahi y nosotros también tuvimos
gue conquistarla desde antes, entonces realmeatequasta y tal... Pero yo pienso que
realmente si estaria bien, porque aunque nosolt@ramos cosas para conquistarla

antes por decirlo asi, si la teniamos antes...

ENTREVISTADOR: Cuando dices que nosotros tuvimoe ganquistarla antes, ¢A

quiénes esta refiriendo?

JOSE: No sé como decirlo, por la peninsula handeasauchisimas culturas, por los
distintos... Entonces realmente los pueblos mas iapws que habia por aquel
entonces, que si los Reinos Cristianos y demas..esAtivieron que convertirse o
tuvieron que pelear hasta unificarlos todos, pairtteasi. Entonces realmente en cierta
forma, nosotros... vamos, los cristianos, tuvieroe gonquistarla antes para tenerlo
como estaba en un principio. Pero una vez quen&siga esto, yo creo que si estaria
bien Reconquista, porque una vez que lo tenianmvsjexirlo asi, de una forma u otra
vinieron los musulmanes y nos conquistaron toddegitorio. Entonces como nos
conquistaron... Si nosotros volvemos a recuperagratdrio que teniamos antes de la

conquista, yo creo que si que es una reconquista.
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Appendix 3. Maps and Description of the Three Perids Used During the
Interviews in Study 5

First period. Byzantine Empire*4to 14" centuries.

Since the fall of the Western Roman Empire (fifgntry) until the mid-1%
century, most of the Balkan Peninsula was underuteeof the Byzantine Empire.

Byzantine Empire. 550 A.D.

*Rome
* Constantinople

Byzantine Empire. 1025 A. D.

Rome:
* Constantinople

Byzantine Empire. 1270 A. D.

Rome
* Constantinople
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Second period. Ottoman Empire:"itb 19" centuries.

In the 12" century, the Byzantine Empire began a long dedfineng the wars
against the Ottoman Empire. In the™eentury, a series of Ottoman conquests of the
Byzantine territories in the Balkan Peninsula cuolatéd in the capture of
Constantinople in the mid-15century. These territories formed part of the Gta
Empire until the 18 century.

The Ottoman Empire. 1481 A. D.
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Third period.Greek independence and expansior™ and 28" centuries
In 1821, the Greeks rose up against the Ottomashsl@ciared their independer

after many victories. Subsequently, the Greekttagriwas expanded until it reached
current configuration.

| Crecimiento de Grecia desde la independencia hasta 1923
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Appendix 4. Witten copy of one of the interviews aaied out in Study 5

ENTREVISTADOR: Vamos a estar hablando de acontegitos historicos que han

ocurrido en la peninsula de los Balcanes, quetasdésaqui. Este es el material que tu
vas a tener, se trata de tres periodos que esdénamtos cronoldégicamente. Como ves,
cada uno tiene un pequefio texto explicativo y unapas. Los tres hacen referencia a
acontecimientos que han ocurrido en esta penimgilas Balcanes. Simplemente se
trata de que los leas y de que los entiendas, mueldéos memorices. Léelos ahora y si
tienes alguna pregunta me consultas. Fijate sobiceen lo que va pasando la peninsula

de los Balcanes.

JOSE: (Lee los documentos) El Imperio Bizantinoi aguquedado reducido... Porque

si lo verde es todo el Imperio Otomano... ¢ Ya loélaninado completamente?
ENTREVISTADOR: Claro, en ese periodo ya no existienperio bizantino...
JOSE: Claro, lo han conquistado los otros y yaepexte a ese territorio...

ENTREVISTADOR: Bueno, si te parece vamos empezaepprimer periodo. Vamos
a estar hablando de lo que ha ocurrido en estanqadaide los Balcanes. ¢Quiénes
crees, qué habitantes crees que habria duranterasier periodo en esta peninsula,

como les llamarias a sus habitantes?

JOSE: Bueno, pues aqui dice que el Imperio Bizantir¥ que luego poco a poco...
Bueno no, te dice que se va reduciendo su tewitddo esto es territorio bizantino vy,

poco a poco, con el paso del tiempo lo van conguikt los otomanos...

ENTREVISTADOR: Vale, durante este primer perioddQuignes estaban ahi
habitando?

JOSE: Los bizantinos
ENTREVISTADOR: ¢ Se te ocurre algun otro grupo detge

JOSE: No sé, aqui no dice nada, pero parece qudtlaa bizantina, aunque supongo
que dependera de la zona, todas las zonas soerdé@srsegun su evolucion. Aunque

todos estén bajo dominio bizantino supongo queen@igual aqui que aqui o aqui...
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ENTREVISTADOR: ¢ Pero centrandonos solamente langeld...?

JOSE: ¢ Centrandonos solamente en la peninsulagr@)Es que luego cuando habla
ya de los griegos, se refiere a la gente que vigian ese territorio, ¢no? No es una
cultura nueva, sino que es la gente que vivia agio..es un imperio nuevo. Me
refiero, es el imperio que ya habia ahi. O seaulura es lo que forma... Habla de
imperio griego... Al final... Dice directamente “losiggos”, o sea, que todo el rato
siempre ha habido griegos ahi porque es la perinkulGrecia, o sea la peninsula del

Peloponeso... Supongo que siempre han sido griegos.

ENTREVISTADOR: Vale. Y lo que es el territorio, Habdo de este territorio de la
peninsula de los Balcanes, ¢A quién crees quenpedda ese territorio durante este

periodo? ¢ De quién es ese territorio?

JOSE: A los bizantinos, al imperio bizantino, per&s.que yo pienso que ahi estan los

griegos. Han estado los griegos todo el rato. 8eafepor ese territorio.

ENTREVISTADOR: Vale. Vamos a pasar ahora al segupddodo. Cuéntame un
poco, en tu opinidn, qué es lo que ha podido ppaea pasar de la anterior situacion

que hemos visto a esta nueva situacion en estadegeriodo.

JOSE: Bueno, pues que el Imperio Otomano terminécpoquistar todo el territorio

gue tenia el Imperio Bizantino. Al menos colonizdlnde introduciendo unas nuevas
costumbres y todo lo que significa una nueva caltutCambiando un poco a la gente,
a los griegos que vivian en la peninsula del Pelepo. Introduciendo nuevas cosas,
pero lo que tenian en el Imperio Bizantino no tgrdaqué ser eliminado. O sea, todo

eso quedo igualmente.

ENTREVISTADOR: Vale, muy bien. Igual que mas conaglat que estaban ahi los
bizantinos en el primer periodo ¢Quiénes estatianaaen este segundo periodo en la
peninsula de Peloponeso?

JOSE: Siguen siendo griegos, lo que pasa es gare astjuiriendo una nueva cultura. Y
nuevas costumbres, y no sé si nueva lengua y smld=s su periodo de evolucién, pero
siempre han sido los griegos. Y luego ya, buentesade pasar a la Ultima parte,
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supongo que aunque haya conquistado el Imperio @tonmodo lo que tenia el
Bizantino... Lo Unico que significa eso es que haidalguerras, que han ganado los
otros, pero lo importante es que han introducidmnureva cultura en los griegos.

ENTREVISTADOR: Y estas invasiones que me estanatwht del imperio otomano,
desde tu punto de vista ¢ A ti te parece que taetdegcho a realizar esas conquistas, te

parece que no?

JOSE: Si, desde mi punto de vista la guerra escalgcesta en nuestra naturaleza vy si
han conquistado este territorio pues, no s€, és.pako que yo pienso es que la guerra
esta justificada si vas a unificar un territoriorgpaue no... Es algo normal en la
naturaleza humana... Y no sé, a mi no me parecequalto hayan conquistado, no me
parece que sean malos por haberlo hecho ni nadaighar Al revés, es un proceso de

evolucion, es algo que siempre pasa.

ENTREVISTADOR: Y ese territorio, ya te digo siemmentrdndonos en la peninsula
de los Balcanes, ¢ Durante este segundo periodadecss que perteneceria de manera

legitima a los otomanos o por el contrario piermgasno, que pertenecia a otros?

JOSE: Si, si lo han conquistado si. Bueno, slash,cporque siguen siendo territorios...
Han ampliado sus fronteras y ya esta, pero todoro Rego se ve mas adelante que
siguen cambiando las fronteras, que es todo el.ré&e@mpre cambia, nunca te quedas
con unas fronteras establecidas, porque las guewasinevitables, estd nuestra
naturaleza... Y claro, yo pienso que al conquistdolainico que introdujeron fue

nuevas culturas, nuevas costumbres y un poco |dgukicho antes... Que la gente que
es griega ha pasado por eso, pero son un pocodds, tel resultado de todas esas

culturas.

ENTREVISTADOR: Vale, muy bien. Vamos a pasar ahailatercer periodo.
Nuevamente, cuéntame qué es lo que ha pasado geaade la anterior situacion del

periodo dos a esta nueva situacion.

JOSE: Supongo que ha sido una especie de... Gusita Gilgo asi, porque si los
griegos de la peninsula del Peloponeso, o seaan/Homanos no? Supongo que
claro, es como una guerra civil, que tendrian oidesles porque alli ha sido asi la

evolucion de su cultura... Porque se hayan ido viafiftwenciados... De una serie de
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pueblos diferentes a lo que tenian, o sea, nousklga quizas por las normas que
tuvieran, por cualquier cosa. Porque no estuvieglanacuerdo con lo que hubiese
establecido el Imperio Otomano en ese territoriellgs se sentian otra cosa... Y
querian darle sentido a lo que ellos eran, y por cagsieron quedarse su propio

territorio y dividirse del imperio...

ENTREVISTADOR: Vale, esto que me has estado comelotale que se independizan

¢,Crees que tendrian derecho a independizarsedg®sgjrcrees que no?

JOSE: Si, porque es como su libertad. Si no tdesieaigo, de un grupo, pues lo que
haces es, para sentirte tU mismo, es irte de alliser auténtico y ser lo que ellos son.
Si ellos se veian diferentes a los otomanos, pwes,da solucion que tenian... No me
parece gque es algo que haya estado mal hechonpesé, supongo que si que tenian

derecho y no es algo malo.

ENTREVISTADOR: Y en el sentido de lo que es eliterio, ¢tu consideras que el

territorio que se independiza pertenece de maegfarha a Grecia?

JOSE: Si, pero es que... Yo lo que pienso es queespertenece porque, si se definen
por el territorio, si son griegos por qué viven ese territorio, se localizan en ese
territorio... Porque son de alli, son de la peninsigh Peloponeso, solamente la

peninsula del Peloponeso define a los griegos, ¢no?
ENTREVISTADOR: Para ti, ¢cual es tu opinion?

JOSE: Que no, que una misma cultura puede estifezantes territorios. Pero si aqui
si que se definian por eso... Supongo que aunque Ipagado por diferentes culturas,

si se sentian diferentes. Han hecho bien en indegzese.
ENTREVISTADOR: ¢ Pero el territorio era legitimanegtiego?

JOSE: Si, yo creo que si... a ver, no creo que sga lrgitimo en realidad, porque no
te pertenece algo porque si... No creo que fuestntegino creo que les perteneciese
legitimamente... Se lo ganaron ganando las guerrasacios otomanos... Entonces si

gue les pertenecia cuando ganaron las guerrasies a
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ENTREVISTADOR: Y, digamos, esa identidad griega gestamos viendo
principalmente en este tercer periodo, que la gemtka independizado y que tendria
ese sentimiento de identidad nacional griega yeftepencia a la nacién griega... Ese
sentimiento de que la gente tuviese esa identidatbmal griega ¢ desde cuando crees
que eso ha ocurrido? ¢Crees que es algo que sgujeo ague ya existia en estos
periodos o incluso antes o no...? ¢Desde cuando gueeka gente que habitaba ahi

tenia ese sentimiento de identificacién con Grecia?

JOSE: Supongo que no mucho antes de esto, no namtes del Gltimo periodo,

porque... No sé, porque podian haberlo hecho en wealgnomento ¢no? ¢Qué
diferencia hay? Si lo hicieron entonces es porgae habia mucha... Estaban
disconformes con eso, porque si de verdad hubiestado tan mal aqui, pues ya lo
hubieran hecho antes. Lo hicieron en el momento.ma& creo yo, no sé lo que
pensarian en el momento... Pero si lo hicieron ee®seria porque ellos no podian

aguantar ya mas. Se verian completamente diferahi@gerio otomano...

ENTREVISTADOR: Cuando me dices que no podian aguamt mas, ¢consideras que
antes estaban ahi aguantando? ¢Pero en estosopedoasideras que habria ese

sentimiento de identidad nacional griega también?

JOSE: Es que me pregunto que antes del imperionontué es lo que hubo en ese
territorio... Pero antes del imperio romano, el terid griego estaba como... Eran
griegos, o sea, antes del imperio romano... Lo dpdds griegas y todo eso, ¢esos ya
se definian como gente griega?

ENTREVISTADOR: ¢ TU qué crees, crees que se defmtdmo gente griega?

JOSE: Es que no me acuerdo como era... Si de veraauhlyia un pueblo griego
formado antes, que seria el que hay después dedbdoe se ha quedado después de
todo, o si no estaban tan unidos y quizas, el pugtiégo quedd unido después de esto,
cuando se rebelaron todos los que tenian las misteas diferentes a las de los
otomanos y entonces fue cuando se creo el Imperen& Pero quizas si siempre ha
habido una identidad griega desde antes de losnmeng luego ya se conquisto el
imperio romano, y ellos se sentian griegos y romagohan pasado por todo este
periodo con esa disconformidad hasta que vieromaqua oportunidad en el Imperio
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Otomano. A lo mejor era un momento de declive ogdario y por eso utilizaron ese

momento para independizarse...

ENTREVISTADOR: Vale, bueno, te cuento: como sabesy las ciencias
experimentales como matematicas o fisica, los ifierd, cuando trabajan con un
concepto suelen tener una definicion y la mayoeialtbs suelen estar de acuerdo en
torno a esa definicion. Sin embargo, en cienciasaks, en historia en concreto, eso
nos suele ocurrir asi, sino que no todos los h#tores opinan lo mismo sobre un
mismo concepto o incluso sobre un mismo aconteotmigistorico. En ese sentido,
segun un enfoque de todo esto que hemos estadidoyialgunos historiadores opinan
que estos griegos, estos habitantes del terceodmerserian de alguna manera los
continuadores o los descendientes de lo que semileaioa la Grecia Clasica. En ese
sentido, consideran que este sentimiento de idmhtithcional griega es algo que,
digamos, ha estado de alguna manera presente paET@aI@Nte en estos territorios y
que la gente se he identificado con Grecia a gplde todos estos periodos. Consideran
que estos griegos son continuadores o descendiédatiss antigua Grecia clasica. Por
ejemplo, se consideran descendientes de esto®gyegn parte del Imperio Bizantino,
pero, sin embargo, consideran el Imperio Otomamaocana ocupacion extranjera del
territorio nacional griego. Este periodo otomanwie® como un periodo de ocupacion
hasta que en este ultimo periodo recuperan de alguamera el territorio que siempre
ha pertenecido a los griegos. ¢ Estas de acuerdestoro no estarias de acuerdo con

esto?

JOSE: si, si de verdad se refieren hasta el imm¢dimano, que ellos habian estado a
gusto, se sentian identificados...

ENTREVISTADOR: Lo que se refieren estos histori@does que este sentimiento de
identidad nacional griega que hemos visto aqujue dicen es que eso viene de la
Grecia Clasica. En ese sentido se consideran diisoses, que esa idea de identidad
nacional griega se ha ido trasmitiendo y que denasignanera el imperio bizantino

seguia esas identidades, sin embargo el impenmoato...

JOSE: O sea, que estaban mas emparentados...
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ENTREVISTADOR: Si, como dices, consideran que haycierto parentesco con el
imperio bizantino y sin embargo el imperio otomaeoconsidera como una ocupacion
extranjera de algo ajeno... Y que ocupa el territgtie siempre habia permanecido de

alguna manera los griegos.

JOSE: Claro, es que supongo que los Unicos queabyas son los que se
independizaron... Pero yo creo que es bastante gembpbrque siempre tienes un
sentimiento de pertenecer a algo anterior, es embtera todos que pertenecemos...
Como que somos descendientes de la Espafia de dadqRésta y, claro, la cultura de
los moros nos empapo6 y hemos evolucionado a pEr#so igualmente... Pero aunque
hayamos sido invadidos por ellos, siempre hemaddezi pensamiento de pertenecer a
lo anterior, a lo que era realmente definido yadda® se sabe cuando nacidé una cosa
asi. La identidad de territorio asi, bien definida, territorio bien definido y que tu te
sientes perteneciente a eso... No sé cuando hulz@eidoreso. Pero yo creo que si, que
siempre se tiene algo y que, ademas, los griegabal@ si que se sentiran identificados

con lo anterior, con la Grecia Clasica. Se pretemtscendientes de eso.

ENTREVISTADOR: Bueno, en ese sentido, estos hetlories que te estaba
comentando de esta segunda opcion, al considegaesias griegos son continuadores
de la Grecia clasica y del imperio bizantino, cdeskn que, por ejemplo, la ciudad de
Constantinopla, la actual Estambul, deberia pertna Grecia ya que en su momento

pertenecid al imperio bizantino. ¢ A ti eso quéaeepe, estas de acuerdo o0 no?

JOSE: Yo creo que no,... que Constantinopla no petcfana la Grecia clasica, ¢no?
Que Constantinopla ha sido como la ciudad mas irapta porque la division de Edad
Media, con Edad Moderna, creo que se hacia a plertat caida de Constantinopla, del
imperio romano de oriente. Fue a partir de entongasdo se dividio la historia y en un
momento tan importante pertenecia a los romanos..cro que ahi Grecia tuviese
nada que ver. El imperio romano es lo mismo, lakaitos o al menos... También se
sentiran identificados con eso. Quizas yo creo lgudentidad del pueblo nace en el
momento de mayor esplendor, cuando mas orgullosdgsuestar de pertenecer a eso.
A lo mejor los espafioles pues nos pasa con la @btz Reyes Catdlicos y ahi surgio
lo de ser espafiol... Aunque bueno, la Reconquistaritezior a eso... Asi que supongo
que seria otro anterior. Bueno, habria nacido asetesoncepto de espafiol. Pero

hablando de esto, supongo que los griegos, si mh&éntimiento griego con la Grecia
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clasica no creo que Constantinopla... Ademas Estaatimra mismo... No me acuerdo
a qué pais pertenece, a Turquia. Lo que yo maaefie tiene nada que ver, no creo

que tenga mucha cultura griega.

ENTREVISTADOR: Vale muy bien. Esto, ya te digo, kes que opinan algunos
historiadores, pero como te decia hay otro gruplisteriadores que tienen un punto de
vista diferente. Consideran que estas personash@gyeen este tercer periodo y ese
sentimiento de identificarse con la nacion griegdeytener una identidad nacional
griega, consideran que es algo que surge en estelmea mediados del siglo XIX,
mediante un proceso de cambios econdmicos, canpoidtscos, con el auge de los
nacionalismos... Consideran que esa identidad ndajpiega surge en ese momento, y
consideran que no se puede aplicar a periodosaeten este siglo XIX... Es decir,
gue durante estos periodos anteriores no considgiatta gente tuviese una identidad
nacional griega, porque consideran que eso seragasie alguna manera en este tercer
periodo. En ese sentido, rompe esa continuidadladarecia Clasica que veiamos
antes, sino que consideran que es un procesovagtente moderno que seran mas en

este siglo XIX. En ese sentido, ¢ estas de acuemniesn?
JOSE: ¢ Que es cuando nace alli la cultura griega?

ENTREVISTADOR: No la cultura, sino el sentimiente alentidad nacional griega,
que es cuando alli la gente se identifica con kEdnagriega... Estos habitantes se
comienzan a identificar con Grecia, que tenganses¢imiento de identidad nacional

griega...

JOSE: Pero ¢y por qué entonces el nombre, quenyja de antes, el de los griegos de
antes de los romanos? ¢ Y por qué se pusieron tambi®mbre de Grecia?

ENTREVISTADOR: En ese sentido, ¢ tu estarias derdoumn esta otra explicacion?

JOSE: No, yo creo que es imposible que no hayaiditf] siguen siendo... A lo mejor
no los descendientes directos, pero si que tiepertaner... Si, el sentimiento de que
tengan que pertenecer, pero estar completamenteemparentados con la Grecia
Clasica. Es algo que... Vale que hayan pasado pdmpeério Bizantino y por el
otomano y hayan adquirido todo lo que significairven otro lugar practicamente...

Coges todas las costumbres nuevas y cambias, ashguee hayan surgido en este
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momento, después del Imperio Otomano, yo creo quesgfamente por llamarse

también Grecia...eso significa que si tenian el sgatito ese.
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Appendix 5. Excerpt of “La Reconquista. EI Concepto de Espafia: Unidad y
Diversidad Used in Study 7

“After most of the Iberian Peninsula was conquebgdMuslim invaders, in the area
where Christians took refuge various political eest were gradually developed,
starting with the Kingdom of Asturias and followéy the Kingdom of Pamplona.
Nevertheless, the term <Spain> was always preséhgr as a reference to a past of
unity - unity lost after the defeat and death seffieby the Visigoth King Rodrigo in the
Battle of Guadalete in 711 - or as expectation dtitare project and, of course, a
project of unity. Certainly in medieval times it svdnoped to achieve someday the
reunification of the various Christian groups, ddgosng what was called nothing less
than <the whole Spain>. This is demonstrated biouarmedieval chroniclers from the
Kingdoms of Castile and Leon as well as from thev@r of Aragon, the Kingdom of

Navarre or the Kingdom of Portugal.”
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Appendix 6. Written copy of one of the interviews arried out in Study 7

ENTREVISTADOR: Vamos a hablar de los acontecimisntiue ocurrieron en la
peninsula Ibérica desde la llegada de los pueldasigen musulman hasta la conquista
de Granada por parte de los Reyes Catélicos. Meyebnente, ¢ me podrias decir que
pasé en ese periodo, desde que llegan los pueklosrigen musulman hasta la
conquista de Granada?

H2: Bueno, muy resumido, en primer lugar que lleghos arabes, se produce esa
conquista, que no invasion, esa conquista detdgoj que termina con la monarquia
visigoda y comienza una organizacion del terigtoein el cual, en contra de las teorias
tradicionales de que vienen en una mano con ladaspan la otra con el Coran y
obligan a la gente a convertirse... Pues bien, se gab no es asi, sino que hay el
estatuto de dignis, o de protegidos, que son ki®$uy los cristianos, que mantienen su
religion... Pero bueno, organizan una sociedad eqguk por supuesto, ellos son
dominantes y hay unos dominados. No hubo muchateesia, la resistencia es muy
pequefia. Y en la parte norte pues comienzan, hay gmpos, los astures, que vivian
ahi de manera independiente en la época visigpttias, posiblemente por razones de
caracter econdmico y social empiezan a organizeridorio de manera administrativa
y politica y comienzan a organizar un reino. Lomuosva a ocurrir en la zona del
Pirineo donde hay determinados nucleos, el nuaeBaimplona y el nucleo de Aragén
y el nucleo después de la Marca Hispanica, quendiepge la monarquia franca. Bueno,
pues a partir de ahi hay una evolucidon muy imptetéanto en la zona de los arabes
como en la parte cristiana, en la que distintasoei distintos nucleos que estan en el
norte, van haciéndose cada vez mayores y vanraanteonquistar el mayor territorio a
los arabes. Van tomando fuerza al mismo tiempdhayeuna debilidad cada vez mayor,
por problemas internos, dentro de los grupos deempatlsulmanes y cada vez los
musulmanes quieren mas terreno, mas terreno, gastdos reinos del norte son cada
vez mas fuertes, los del sur son cada vez masedépllega un momento en el que los
Reyes Catdlicos, Isabel como reina de Castillan&reto como rey de la corona de
Aragon, plantan cara final a los arabes que est@i eino de Granada, que conservan
solamente el Reino de Granada y conquistan el ggn@Granada. Hay una cosa que no
he dicho, pero que es importante y es que en dieizdom momento va a surgir el reino

de Portugal. Durante bastante tiempo hay un equilie poderes, aunque el reino de
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Castilla termine siendo dominante... Pero bueno, deema muy breve, muy breve,

muy breve... Lo que pasa en ocho siglos.

ENTREVISTADOR: vale, perfecto. Vamos a hablar urtgpae este periodo. Como
ves, aqui hay un mapa mudo. Se trata de que istptdsmar un poco, en tu opinion,
cual seria la situacion politica en este momentm&ves, antes de la llegada de los
pueblos de origen musulman a la peninsular Ibénmctorno al afio 700. No se trata de

gue seas muy minuciosa ni muy precisa. Sino quaraa la idea general.

H2: La situacion politica, creo que era muy simplacia el afio 700 lo que tenemos
aqui es una franja, en la que estaban los asfoesantabros, aunque los cantabros
estaban... Practicamente estaban asumidos por loesastlos vascones... La frontera
tendria mas o menos por aqui y esto seria la SapamY tenemos el Reino Visigodo

claro.

a) Situacién politica antes de la llegada de los pueblos de origen drabe a la peninsula Ibérica. En torno al aiio

7004.C.

ENTREVISTADOR: En ese sentido, ¢te parece que a&aiticha unidad entre los

habitantes, que habria mucha cohesién, o no...?

273



APPENDIXES

H2: Yo nunca he creido en el alto grado de cohed@rerritorio hispano hasta muy,
muy avanzada, hasta bastantes siglos mas tardeunito que si esta claro es que el
Reino Visigodo, la autoridad, los reyes, en la mguaia visigoda tiene un objetivo
claro, y es hacer de la peninsula Ibérica su eseditico. Y si que tiene unas ideas de
ir logrando esa unidad del territorio, terminanda el reino de los suevos e intentando
conquistar el mayor territorio posible. Exceptuandn esa franja norte con la que no se
atreven... Bueno, con los vascones tienen algunasagsuzas... Pero, quitando eso,
quieren conseguir una unidad desde el punto da kefigioso, desde el punto de vista
juridico, que tarda mucho en que haya una unidddi¢a, legislativa, pero desde el
punto de vista de los habitantes. ¢Qué se siemgparos? Pues lo dudo. Claro, como
no tenemos datos tampoco para ello, es muy difiier qué se sentian o no.

ENTREVISTADOR: Vale, muy bien. Pues vamos a padawraa a este segundo
momento, la tarea es un poco la misma, pero aharomento seria el momento de
maxima expansion de los pueblos de origen musulfanorno al afio 722, ¢como

quedaria la situacién en ese momento?

H2: Pues aqui lo Unico que tenemos es como nuoléxp, es este pequefio nucleo del
nacleo astur. En el 722 es la batalla de Covadgmyalo tanto tenemos a Pelayo, que
no sabemos qué es. Es un jefe local de los aspuodmblemente. Y el resto, pues
vamos a llamarle emirato dependiente. Estan eméseentos de formacidn del emirato
dependiente. Que mas 0 menos seria una cosa egilepdaro, la Septimania no esta

muy claro que entre a formar parte... Yo lo dejasia a
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b) Situacién politica en el periodo de maxima expansion de los pueblos drabes en la peninsula Ibérica. En

ENTREVISTADOR: Muy bien. Y estas invasiones que has estado comentando,
¢qué te parecen desde tu punto de vista, te pguecéenian derecho a realizar esas

conquistas de ese territorio 0 no?

H2: Bueno, pues esto es como ha ocurrido siemptedas los pueblos. Se expande, se
expande, se expande a través de conquista. ¢ eehdgrtenian los visigodos de haber
entrado antes y de quedarse con el territoriordpelio Romano? ¢ Qué derecho tenia el
Imperio Romano de haberse hecho con el territasjpamo? Pues con el mismo derecho
qgue habian entrado los visigodos y habian ent@&loomanos, llega un momento que

llegan los arabes. Yo aqui creo que no se puedartddderechos.

ENTREVISTADOR: Muy bien, perfectamente. Este teria que hemos visto aqui que
han conquistado los pueblos de origen arabe, &a gerteneceria? ¢Les perteneceria a
ellos, perteneceria a otros? ¢A ti te parece qign@mente, quizas de facto si, pero

legitimamente no era suyo...? ¢Como lo ves?

H2: Una vez que lo conquistan es suyo, una vezlguwenquistan. Como todas las
conquistas militares, ésta ademas fue una espe@asko, porque si a los romanos les

costo 200 afios conquista del territorio, a éstexdsto diez como mucho, por echarle
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largo. Una vez que una persona conquista deldeaites suyo, se lo queda. Es suyo, lo

organiza y lo controla politicamente, econémicamemibda esa serie de cosas.

ENTREVISTADOR: Muy bien, y en ese sentido, ¢Cuaesn sus motivaciones,

porque querian conquistar esos territorios?

H2: Hay varias teorias, la primera es la expandemxpansion, la expansion... Una
fuerzas expansiva del islam, que organiza un gignci® y entonces necesita seguir
conquistando para poder pagar a sus soldados. §émen un botin no van a poder
pagar soldados, evidentemente. Un imperio comimpkrio Arabe que empieza a

expandirse de una manera tremenda, por supueste mieresaba tener tierras, ¢como
no? Y después hay otra teoria, que no sé comacadtf, desde luego poco creible, y es
que los arabes, ante el fracaso de conquistar &umgipla, que es el imperio

dominante y que si no conquistan la capital noavaonquistar el imperio, y fracasado
el intento por mar, la teoria dice que quierendieg Constantinopla por tierra. Es un
poquito estirar demasiado el asunto, me parece pearo bueno. Ellos siguen y entran
en Francia, y de no haber sido por la batalla déePxy pues realmente hubieran

continuado y hubieran conquistado todo el teratpisible l6gicamente.

ENTREVISTADOR: Vale, muy bien. Vamos a pasar ahmraste tercer mapa, es un

poco la misma tarea y en este caso es el afio 1212.

H2: Bueno, aqui ya tenemos a Portugal. En 1212rtesel Reino de Leon, Reino de
Castilla. En 1212 tenemos Reino de Aragon, y aeguerhos... Me he comido
Pamplona... Reino de Pamplona, Reino de Aragon... Estéa condado catalan.
Bueno, el reino de Castilla estaba mucho mas abajque ya habian conquistado
Madrid, habian conquistado Toledo, asi que todabastnucho mas abajo... No me
acuerdo de Portugal honestamente por donde pdtegar, pero ya podrian llegar por
aqui. Y claro, todos estos ya son reinos de tadas, no los voy a dibujar, porque

claro...
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¢) Situacién politica en torno a 1212 (Batalla de las Navas de Tolosa)

i

t
fEiga
s
|

ENTREVISTADOR: En este sentido, estas conquistasme has estado hablando para
pasar del anterior mapa a éste, ¢ por qué creeguguian estos distintos reinos realizar

estas conquistas, cuales eran sus motivaciones?

H2: Pues l6gicamente, por lo mismo. Hay unos requesse estan organizando y sobre
todo en esta época que estamos hablando. Todosihos que pueden expandirse se
expanden, tienen mas tierras. Esto es una tareaizatiora importante que no sélo lo
vemos en esta época. Lo vemos hoy en dia. Aqueltigne un territorio y puede
expandirse, se expande. Entonces yo creo que tianem intereses de caracter
econdémico-social, politico también, que les mueveharerse con mas tierras,

evidentemente.

ENTREVISTADOR: Y en ese sentido, ¢A ti te parecee @sas conquistas eran

legitimas, que tenian derecho a realizarlas?

H2: Es que yo creo que... Hay una cuestion. Cuandones hablando de este tipo de
cosas, de conquistas, sobre todo en la Edad M@iliereo que la palabra derechos no
es correcta. Porque ¢tiene derecho Estados Uniglasaa en Pakistan y matar a Osama

bin Laden? Claro, estamos hablando en el siglo &&Xésos derechos o no derechos...
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Pero, en aquella época yo creo que no podemosrtblderechos para nada, no tiene
nada que ver. Es que yo creo que nadie se plansesdazia derecho o no, ellos querian
conquistar y avanzar y hacerse con tierras. Y afjeistar mas tierras se hacian mas
ricos. Ellos no se planteaban para nada los deseghnosotros cuando miramos esa
época, yo creo que es anacronico utilizar ideasabes. Todo lo que nuestra sociedad

entiende como una serie de cosas razonables yehiaépoca ni se lo planteaba.

ENTREVISTADOR: ¢ Qué opinas del territorio que hanguistado? ¢ Consideras que
les pertenecia de manera legitima o no a esto®fR€instianos?

H2: De la misma manera que era, por decir, legitierde visigodo cuando llegan los
arabes, es legitimamente arabe cuando llegan gsatpes, que ademas, estos grupos
probablemente no tengan nada que ver con los ar@emue vivian aqui. Es decir, que
se consideren legitimos duefios de ese territoem pada. Claro, en el tema de la
legitimidad también hay que tener mucho cuidada hdra de utilizar el lenguaje de
épocas pasadas de nuestra historia. La legitiridguliede aplicar a ciertas cosas, pero
¢quién tenia los titulos de propiedad aqui? Noah#hilos de propiedad. Llega un
momento en el que empieza a haberlos. Pero eg@sta que estamos hablando... En
algunos monasterios empiezan a escribir y conseldanmentos de compra y venta,

pero no hay un titulo de propiedad, entonces...

ENTREVISTADOR: Vale, perfecto. La situacion que daga un poco en este ultimo
momento. Una vez que ha sido conquistada Granada.

H2: Pues aqui tenemos el reino de Portugal, agqeirtes el reino de Navarra, aqui

tenemos la corona Aragon aqui tenemos la corofzadtlla.
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d) 1492. Tras la conguista de Granada bajo el reinado de los reves catélicos.

ENTREVISTADOR: Bueno, supongo que habras oidozatilreferente a este periodo
el término de Reconquista. ¢ Tu qué opinas del esssd término, estas de acuerdo que

fue una reconquista?

H2: El término Reconquista, yo creo que el que mgoexplicado todo este asunto del
término de Reconquista ha sido Barbero en algursusi®bras y, en concreto, en la de
La formacion del feudalismo en la peninsula IbériEatonces, esta claro que en un
principio Pelayo y los primeros reinos no estanomgoistando nada. Estan
conquistando un nuevo territorio. Porque los queienzan a conquistar esos territorios
no los habian tenido antes, no habian sido poseegoeviamente. Luego, por tanto, el
término reconquista no seria correcto. Tampocaeté en el futuro. Lo que ocurre es
que es un término que se ha acuiado de tal manerg,o cuando explicé este tema a
mis alumnos les digo que este término no es carrpero llega un momento en el que
determinados términos, que se generalizan hagpanab que es la manera de entender
de qué estamos hablando. Entonces hablamos deajuéstan probablemente de manera
impropia. Yo lo utilizo asi, creo que es un términgpropiamente acufiado. Es un
término acufiado desde el punto de vista ideolégicmue hay que tener en cuenta que

estos términos los utiliza gente que lo que quidenostrar es que este es un territorio
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cristiano. Y lo que ha sido la teoria tradiciores, que los cristianos que estan en el
norte tienen que resistir al musulman y tienen eglearlos. Entonces para echarlos se
ponen a reconquistar el territorio para los cniga Pero claro, lo que no sabemos es si
Pelayo era cristiano. Se trata de desideologizhrskaria, entonces uno explica lo que
parece razonable o racional, no lo ideoldgico subjetivo, evidentemente. Entonces,
esta claro que el término reconquista es un térrabsmlutamente ideoldgico y que,
explicado todo esto, se sigue usando.

ENTREVISTADOR: No sé si has leido la obra de JWaldeén que se titula

precisamentd_a reconquista (Lee el fragmento de la obra de Julio Valdeémn, ve
Apéndice 5). Como ves, precisamente habla de gumepse hubo deseos de recuperar,
incluso él comenta esa idea de recuperar la udddeispafa. ¢ Estarias de acuerdo con

esa opinién?

H2: Julio Valdeon, le conozco muy bien... Entenceando él escribe este librolde
Reconquista parece como que habia empezado a perder el rdna. persona
brillantisima y un hombre inteligentisimo. Y hal@@olucionado desde el marxismo
inicial, que practicO durante muchisimos afios ygdyedespués, se volvido hacia un
campo muchisimo mas conservador. Entonces , yogere@se libro responde mas bien
a una idea conservadora. Que no hay que perdevstdetampoco. Es decir, que llega
un momento en el que comienza a existir una idegudemejor unidos que separados.
Yo dudo mucho, ademas no tenemos datos para canliirnpor ejemplo, ¢qué pensaba
la gente? ¢La gente que vivia en Castilla queriartana unidad de Espafia? Nadie
hablaba de Espafia. Ultimamente han salido alguboss|que muy correctamente
hablan de las Espafias. Y bueno, esto si, las Espaéanecho desde el exterior, sobre
todo en documentos del siglo XVI, cada vez queatsahdel rey, se habla de los reyes
de las Espafas. Yo cada vez estoy mas convenada,t@mpoco me he puesto a
estudiarlo con detenimiento, y es que se identific@astilla con Espafia y entonces
Espafa es Castilla. En los documentos se indicaataugmente, cuando se habla de
Castilla se la llama Hispania. Y en mapas del skid y XV, aparece Hispania y
Aragon, e Hispania es Castilla. La palabra Hispasta encima de Castilla. O sea, que
es una cosa que parece que habria que ver clagddiQpania era Castilla. ¢ Se entiende
gue Espafa tenia que ser todo el territorio? Pogwyo tengo seguro. Y es una cosa
que también les digo a los alumnos: el no tenerctzsas claras, el no defender
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determinadas cosas desde el punto de vista ideolégio nos hace ser peores
espafioles, sino que tu explicas las cosas comes guee han sido de manera obijetiva.
Y entonces no te puedes inventar que los espafjolesgan la unidad porque, ¢qué
sabian ellos? Ellos dependian de un rey que emyale Castilla. Los que vivian en

Zaragoza dependian de un rey que era el rey dedArafp creo que, dadas las pocas
facilidades de comunicacién de aquella época, I €llos tenian mas claro era la
autoridad que tenian por encima. En Zaragoza pseliiael virrey de Aragon, en

Cataluiia el virrey de Cataluiia y en Valencia ekyide Valencia. Yo no creo que ellos
tengan conciencia de unidad. Los uUnicos que puedponer conciencia de unidad,

porque la unidad se impone, son los monarcas, yntwsarcas no fusionan los reinos.
Esta claro que hay un mismo rey que es rey dell@asthragon, pero el rey de Castilla

y Aragon, ¢qué hacen para fusionar aquello? ¢ Tiasanismas leyes? No. ¢ Tienen las
mismas cortes? No. Cada uno tiene sus cortes. éggoes evidente que en aquella
época, ni por parte del pueblo ni por parte deréy®s hay esa idea de unidad. Hay
gente gque piensa que cuando no sé quién se casw @Nquién, ya se unen. Pero es

gue no era asi.
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