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The most controversial issue in history teaching in Indonesia is the history of the 30 September Movement. History teachers have
to deal with seven versions of the narrative presented in history textbooks and a bunch of pseudohistories invented by students
from the Internet and social media outlets. This research analyzes the discourse of history teachers in teaching the history of the 30
September Movement in Indonesia. Critical discourse analysis based on the socio-cognitive approach was used to analyze the
perception and attitudes of 25 history teachers in five cities in Indonesia. The findings of the research show two typologies of
history teachers in dealing with the history of the 30 September Movement. The first is the conformist history teachers who try to
accept and confirm the official history but feel confused when dealing with other narratives. The second is the objectivist history
teachers who try to criticize the official narrative but are afraid to express it in the learning process. They tend to believe in one
narrative to be the historical truth that closely relates to the narratives in history textbooks. Based on the findings, it can be pointed
out that history teachers need an appropriate pedagogical approach that accommodates multiple narratives in teaching con-

troversial histories such as the history of the 30 September Movement.

1. Introduction

Scholars as well as educators who concern about the issues of
history education concur that the main objective of learning
history in formal education is to instill historical con-
sciousness. Historical consciousness refers to an individual
ability to establish the significance of past events in the
present and future contexts [1, 2]. This ability becomes useful
to construct social identity [3, 4], moral and ethical values
[5-7], civic intelligence to be a good person and civilian
[8, 9], and for some socio-practical uses such as strength-
ening social cohesion, conflict reconciliation, and trans-
formation [10-12]. If students have consciousness about the
past, then they will get a good sense of history in the present
time as well as a better vision for the future [2, 13]. Based on
this objective, it can be highlighted that learning history
cannot be merely understood as the process of recon-
structing past events, but it also can be perceived as the
process to search values and wisdom by understanding and
reflecting the legacy of the past. It can be expected that

students may have wisdom or be good in personality after
learning history.

Unfortunately, the main objectives of learning history to
instill historical consciousness seem to be hard to achieve by
the students. Some researches, such as [14-16], have iden-
tified the abuse of history education in which the learning
process tends to be used for legitimizing political power
rather than educating people to be a good citizen. The
motives of the abuse of history education mostly come from
political interest to secure political regime [15]. Meanwhile,
according to [17] philosophical discussion, it may come
from personal desire or lust. The traces of political interest in
history education can be identified in the curriculum,
textbooks, or other learning materials in the learning history
process. Unfortunately, the borders between the abuse of
history education and the efforts of history education to
strengthen nation-building and state empowerment cannot
be explicitly identified. Certainly, the objective of history
education is to provoke nationalism, patriotism, and cultural
heritage of the people [18]. However, this becomes wrong if
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the practice of history education is merely intended to le-
gitimize the regime or to marginalize the other that threatens
social cohesion and the process of conflict reconciliation and
transformation [10, 11, 19].

Challenges to promote historical consciousness also
occur in the learning process. Wineburg [20] studies in the
context of history education in the United States and gave a
detailed portrait of the challenges faced by both teachers and
students. Wineburg [20] mentioned that teachers and stu-
dents have their problems understanding and interpreting
multiple-perspective in teaching and learning history.
Teachers feel it is hard to use different lenses in under-
standing history, especially in the question about historical
facts, interpretation, and evidence, chronology, and conti-
nuity. Another case of practical challenge in history edu-
cation can be found in the history of the Holocaust. Levy and
Sheppard [21] mentioned teachers’ difficulty in teaching the
Holocaust because it is embodied in the emotions, traumatic
feelings, and experiences of students. The problems locate on
how society defines themselves and creates the present re-
ality and the vision of the future based on the traumatic
history of the Holocaust. A complex psychological and
memory of the past can deflect the moral lesson and ethical
values from the history of the Holocaust.

In the context of Indonesia, efforts to improve students’
historical consciousness confront a crucial problem in the
form of the desire to pursue historical truth [22]. The his-
torical truth tends to occur in controversial histories. The
exemplary case can be found in the history of the 30 Sep-
tember Movement. The history of the 30 September
Movement refers to a dramatic turning point of Indonesian
history when seven high-ranking generals were killed by an
organized group army, which later was associated with the
partisans of Indonesian Communist Party and accused of
having a will to overthrow President Sukarno (r. 1945-1965),
on the early morning of 1 October 1965. In the following
days, an army commanded by General Suharto, who later
became the president of the Republic of Indonesia from 1966
to 1998, succeeded to overcome the crisis and take control of
the capital of Indonesia, Jakarta. Unfortunately, in the latter
days, this political crisis transformed into a violent backlash
to eradicate all members and supporters of the Indonesian
Communist Party in all areas of Indonesia. As a result, from
1965 to the 1970s, about half a million Indonesian were
killed, and many more were exiled [23].

In Indonesian historiography, the narratives of the 30
September Movement have been long constructed by the
structural intervention of the political regime. At the
grassroots level, the narratives have been proliferating be-
coming specters of the past. It operates as a stigma from the
past to disregard the presence of particular groups in the
present, neither the perpetrators nor the victims. Most of the
scholars agree that this is caused by political interest. Many
researchers ensure that the narrative of the 30 September
Movement is used politically to legitimize power or on the
other hand seek justice [24] and impunity [25]. Perceiving
from a different point of view, the authors perceive that the
abuse of the history of the 30 September Movement can be
an indication of the failure of history education in nurturing
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the wisdom and moral lessons from the past. It can be said
that, for over fifty years after the tragedy, society cannot take
the enlightened narratives of anger and revenge from this
historical event [26].

The history of the 30 September Movement becomes
more intricate when it has been learned in the classroom.
According to [27], the teaching history of the 30 September
Movement is always challenging for teachers, students, or
even schools. Besides the ongoing curriculum development
that provides more space for critical and analytical thinking,
the fear to critically discuss the history is still haunting
teachers and students at practical levels. At the same time,
students can get a bunch of information about the history of
the 30 September Movement from social media outlets. This
has enriched the narratives and discourse within the
classroom. Similarly, based on the authors’ experiences,
most teachers have a willingness to pursue what they call
“Kebenaran Sejarah” or it can be translated into the word
“Historical Truth.” Teachers tend to perceive the history of
the 30 September Movement as an unresolved problem
threatening the axiological dimension of history education.
History teachers tend to be more judgmental in the lenses of
monoperspectives regarding this issue [28]. Moreover,
teachers also tend to debate regarding the “historical truth.”
Some of the history teachers believe that the historical
narrative in the history textbooks is fully wrong, particularly
in the section of tragedy 1965. However, as pointed out in
[27], teachers seem to find it hard to find the best educational
approach to teach the history of the 30 September Move-
ment. To a certain degree, it reflects a common situation in
Indonesian education in which the narrative of the history of
the 30 September Movement has still become problematic
for the teachers and students. From this point of view, the
presence of historical truth in history education becomes
essential to be examined [26].

In general, the truth can be explained based on five
theoretical frameworks, namely, correspondence theory,
identity theory, pragmatic theory, epistemic theory, and
alethic relativism theory. Correspondence theory claims that
truth can be achieved when the truth is a relation to reality
[29]. The identity theory emphasizes the presence of
prepositions that become a decisive element of truth [30].
The pragmatic theory perceives truth is a utility in which
truth can be achieved by looking at its utility [31]. The
epistemic theory claims truth in an epistemic term such as
justification, evidence, rationality, and verifiability [32]. The
theory of alethic relativism believes that truth is a per-
spectival of a subject [33]. Among those theories, the co-
herence between subnotion of truth becomes essential,
covering sentence truth, statement truth, belief truth, and
proposition truth. Moreover, the bearers of truth can be in
the form of sentences or utterances, statements or assertions,
beliefs such as judgment or thoughts, and propositions [34].

Following those theoretical frameworks, historical truth
can be defined as a claim of truth in a situation when a
historical narrative represents the reality of the past. The true
or falsehood of a particular narrative lies in how strong it can
represent the historical event. The claim has to meet with
some philosophical and theoretical criteria. Historical truth
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demands accuracy and authenticity [35]. According to [36],
historical truth cannot be separated from the problem of
representation. In this term, [36] then explains that the truth
is situated in the past that is highlighted by a representation.

Representation refers to the process of interpretation as
well as knowledge production and distribution through the
use of language, texts, images, illustrations, signs, and other
forms of objects [37]. Representation stands between two
mechanisms of human interpretation. The first system is
related to the process of calibrating the meaning of an object
with human cognition and mental representation. The
second system is related to the process of representing the
concept of human cognition and mental representation. The
linking process between meaning, representing, and ob-
jectification is called representation. It means representation
attains with human cognition, mental representation, and
objectification about an object.

Representation could not be directly associated with
reality. Jansen [37] believes that representation is a mere
imitation of reality; it is not a purely realistic representation
of an event or object. Jansen [37] adds that a representation
is constructed in and by a discourse in which it is engaged
with the problem of power/knowledge and the question of
subject. Based on this critical stance, Berger and Luckmann
[38] categorize three accounts of representation, namely,
reflective, intuitive, and constructionist. The assumption of
the reflective account posits representation as the image of
reality. The intuitive account believes that inside of the
representation lies an expression of the intended meaning of
a writer or speakers. Meanwhile, the constructionist account
stated that the representation was constructed through
language and discourse. In the context of learning, history
representation can be in the form of narratives, utterances,
text, images, or visualization of historical events.

Based on this background, this research analyzes the
discourse of history teachers in teaching the history of the 30
September Movement in Indonesia. In the context of the 30
September Movement, this research examines the question
about historical truth and covers essential issues such as
what is the construction of truth believed by teachers and
how it affects their perspective and discourse in the class-
room. The question provoked in this research specifically is
about how teachers interpret and take a position when
teaching the history of the 30 September Movement in
Indonesia and how they deal with multiple narratives that
occurred in the classroom. The analysis is focused on the
presence of historical truth that appears in the discourse of
history teachers. The analysis becomes important to give a
better educational approach to teach controversial history in
the classroom. Moreover, this can transform the legacy of
the history of the 30 September Movement as the source of
conflict transformation in the future.

2. Method

Critical discourse analysis with the social-cognitive ap-
proach [39] was used as the research method. Critical dis-
course analysis covered three analytical layers from textual
analysis, sociocognitive analysis, and social analysis. It

means critical discourse analysis provides a set of analytical
tools to reveal the discourse of history teachers, including
their ideology and mental models. It employed textual
analysis, contextual analysis, cognitive analysis, and social
structure analysis, which work as overlapping layers of
analysis.

The subjects of the research were 25 history teachers
from five cities in Indonesia Surakarta, Central Java Prov-
ince; Yogyakarta, Special Region Yogyakarta; Surabaya, East
Java Province; Palembang, South Sumatra Province; and
Medan, North Sumatra Province. The detailed profile of
history teachers can be seen in Table 1.

The number of research subjects might be too small in
number. However, this research used the idea of [37] about
an epistemic community and ideology as a form of beliefs,
norms, and values shared by a specific community [39].
Based on those ideas, the teachers were perceived as the
community who were living in the same epistemic com-
munity where they could share their beliefs, knowledge,
opinions, argumentation, and interest inside their com-
munities. The authors did not have any intention to gen-
eralize or simplify the discourse of historical truth by taking
the epistemic dimension as the representation of all of the
history teachers’ ideology or beliefs in Indonesia. Mean-
while, the information on the subject of the research can be a
lens to reflect the collective tendency of how teachers teach
the history of the 30 September Movement. Thus, it can be
marked that this research has a limitation in its weaknesses
to reach a wider subject of research. Even if it has weak-
nesses, this methodological approach could give a depiction
about the practice of learning controversial history in
Indonesia, such the 30 September Movement.

The data were collected through unstructured interviews
and classroom observation, particularly during the learning
topic of the 30 September Movement. As mentioned before,
this learning topic is controversial, and it is still problematic
nowadays. At least seven versions of the 30 September
Movement have been presented in the compulsory history
text book that drives teachers to decide in the classroom,
whether they select one narrative as the “historical truth” or
accept all narratives in an equal position. Thus, this issue
effectively provoked the teacher to objectify the historical
truth. The data are analyzed discursively by considering
three interplay layers: discourse analysis, cognitive analysis,
and social analysis [39]. These analyses were addressed to
reveal the discourse of history teachers, including their
memory, mental models, social cognition, attitude, and
ideology of the teachers.

3. Results

3.1. Teachers’ Perspectives and Attitudes to the History of the 30
September Movement

3.1.1. Conformist Teachers. The findings of the interviews
showed two typologies of history teachers in dealing with the
history of the 30 September Movement, namely, the con-
formist teachers and objectivist teachers. The conformist
teachers tended to provide a narrative of the 30 September
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TaBLE 1: Profile of history teachers.

Research Number of  Average of age Status and information Average years of

sites teachers (years) experience (years)
Teachers in Senior High School state, and member of the History

Surakarta > 254 Teacher Association. Mostly fresh graduates from State University. 34
Teachers in Senior High School state and member of the History

Yogyakarta 5 27.8 Teacher Association. Actively attend the discussion about history in 5.8

universities in Yogyakarta.

Teachers in Senior High School state and member of the History

Surabaya > 256 Teacher Association. Mostly fresh graduates from State University. 14

Palembang 5 28.4 Teachers in Senior High School state.ar‘ld member of the History 5

Teacher Association
Medan 5 27 Teachers in Senior High School state and member of the History 18

Teacher Association

Movement to students, which they called “the best,” “safe,”
or “appropriate” narrative. The term conformist explicitly
revealed the logic of the teachers that tended to use binary
logical thinking. This binary logical thinking showed the
trace of the oppositional logic in the mind of teachers such as
“bad,” “dangerous,” or “inappropriate.” Moreover, the
teachers tended to choose one among those words, which
was believed as the good side or the truth. In this context, the
authors highlighted a remarkable statement that could be
represented as follows: “if one narrative of the 30 September
Movement strengths the nationalism, then it becomes the
best or safe and common narrative.” From this statement, it
could be pointed out that the standard to assess the con-
formity or the good and bad of the narrative was based on
the ideology of nationalism. Nationalism could be seen as a
living ideology in the mind of history teachers that affected
their logic of the teachers to make a distinction between the
historical truth and historical wrong. By using nationalism,
the truth in historical learning would be closely associated
with normative prejudices rather than scientific qualifica-
tions. Consequently, it eliminated the discussion about
historical events and historical facts during the learning
process. From these findings, it can be highlighted that the
historical truth could not be defined terminologically but
should be understood as the historical logic that operates to
make a binary distinction between truth or wrong based on
normative qualifications and is unrelated to the historical
fact or scientific truth.

Although the teachers had already decided to pick up
one narrative and had an understanding of the historical
truth, it seemed that they still felt confused in their minds,
which represented their inconsistency with their statement
about the 30 September Movement. The first impression
appearing from the respondents when they talked about the
30 September Movement was the observable gesture of
delaying and carefully picking words to represent their
statements. During the interviews, teachers tended to protect
themselves by operating rhetorical and apologia words. It
felt like they knew that there were historical wrongs, but
worried to express their anxiety in the classroom. We
marked this gesture as the representation of a mental model
in which the teachers realized that the narrative of the
history of the 30 September Movement was an important as

well as a debatable issue. History teachers also admitted that
this issue attracted students’ attention in the classroom.
Most of the teachers told that many students asked about the
truth of the 30 September Movement. Teachers’ confusion,
whether telling historical wrongs or supporting the existing
narratives and pressure from the students, haunted history
teachers when they taught the 30 September Movement. It
tended to produce cognitive dissonance and shape their
mental model to pursue the historical truth. The excerpt
from Novi’s statement, a history teacher in Medan, could
represent teachers’ confusion:

“According to me ... [delaying] the narrative of The
Movement of Indonesian Communist Party on 30 Sep-
tember 1965 is important for the students ... [delaying]
because it relates to their nationalism... Let us imagine, for
the students in twelfth grade, they do not have a lot of
knowledge about this . .. [delaying] betrayal. As a history
teacher, I think we should give ... [delaying] a clear ex-
planation to the students.

Thus, they would not be ... [delaying] feel unsteady and
easily ... [delaying] agitated by other groups in society.
There is one case in Tebing Tinggi, Sumatra, Indonesia, my
hometown; my friend told me that a week after he taught
the learning material about The Indonesian Communist
Party movement, the symbol of hammer and sickle
appeared on the school wall. In the classroom, some stu-
dents stated that communists were not guilty... [long
delaying]. I think it is very dangerous. .. [delaying].

Of course, I already know many versions of this tragedy. If
there is an invalid version, we should not ... [delaying]
judge it. We should not make it a big problem ... [delaying].
It does not mean that I support the New Order or Old
Order’s narratives . .. [delaying] but I think we, as history
teachers, have a responsibility to teach that along with the
direction of the government, anyway, the most important
thing is strengthening our nationalism, right?”

From the above citation, it could be indicated that Novi
had historical knowledge about the history of the 30 Sep-
tember Movement. Moreover, Novi also already knew about
the political interest behind the narrative and could even
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mention the weakness of each version. Besides, Novi stated
that he got many references when studying Indonesian
history at a university.

The fact that the teachers were already known about
many versions of the 30 September Movement which could
be proved by looking at another research respondent,
namely, Ari, a history teacher from Surabaya. Ari could even
explain the weaknesses of the official narratives of the 30
September Movement by providing a counterdiscourse in
the form of the Gilchrist Document. Gilchrist Document
refers to a secret document that shows the intervention of
the Western world to overthrow President Sukarno in 1965.
Ari also mentioned some books and journals that critically
revised the official narrative about the 30 September
Movement and usually become a reference by his colleagues
in Surabaya such as a book written by John Rossa (2001)
entitled Dalih Pembunuhan Masal, and a book edited by
Benedict Anderson and Ruth T. Mcvey (2009) entitled A
Preliminary Analysis of October 1, 1965.

Teachers confirmed that they also already know and read
that works. However, although teachers knew other versions
of the 30 September Movement, they tended to follow the
official narrative and claim it as the historical truth. In
explaining this situation and avoiding a stigma that history
teachers seem to be a hypocrite, the analysis should be
refocused on Novi’s statement. It can be assumed that the
aspect of personal memory and social cognition affected
Novi’s mental model. The personal memory associated with
the historical references that constructed Novi’s thought
about the risks when teaching the 30 September Movement.
This personal memory was related to the historical
knowledge of the student or even their personal experiences.
Meanwhile, Nia, a history teacher in Yogyakarta, had a
different construction of personal memory. She believed that
the 30 September Movement was a “kudeta merangkak” or
the crawling coup. She explained the understanding of the 30
September Movement came from her colleague’s research.
She used that to teach the 30 September Movement in the
classroom. Even more, the versions of the narratives were
not so much different from the official history; thus, she
believed that her narrative will not produce resistance from
students.

The above cases could give a depiction of the role of
personal memory in constructing the mental model of a
history teacher. Different from Novi, who constructed his
mental model by empirical experience, the mental model of
Nia tended to elaborate on her personal experience and
historical knowledge. Even though there were many dif-
ferences, Novi and Nia seemed to agree on one rule that the
narrative of the 30 September Movement should not make
students confuse and resist the narrative presented in the
classroom.

3.1.2. Objectivist Teachers. Another remarkable finding was
the fact that the teachers also realized the great responsibility
and consequences of teaching the 30 September Movement.
In this circumstance, some teachers tried to be an objectivist
teacher. The attitudes of the objectivist teacher can be seen in

the case of Dany, a history teacher from Medan; Dany told
that the students nowadays receive a lot of information
about the 30 September Movement:

“I face so many challenges when teaching the tragedy of
1965. Many students already know this tragedy from social
media or television. Consequently, there are a lot of versions
that appear in the classroom. The students then start to ask
the sensitive topics regarding these issues such as the def-
inition of communism, the murder of seven generals in one
night, and so forth. I think, as history teachers, we should
read references to answer those questions. We should
answer in a moderate way to avoid interruption or critique
from the students. It should be done with a good expla-
nation. Thus, we could reach our learning objectives. I have
a bad experience when the students feel unsatisfied with my
answers. There was a student who blamed me for defending
communism.”

From Dany’s statement, it could be pointed out that the
students became more critical to ask questions to teachers.
The students, he said, tended to clarify the information that
they got from social media. The students also demanded the
truth when much false and asymmetric information dis-
tracted their beliefs; they tended to ask the history teachers.
Dany added that he should decide to answer students’
questions. On the one hand, Dany also felt in doubt to
provide one narrative, but on the other hand, he did not
want to make his students disappointed. It seems that Dany
contested his reputation if he made some mistakes in
teaching the 30 September Movement. Thus, Dany decided
to take a safe decision to give a moderate answer following
the official history, but by providing an understanding that
another story could also be right.

Meanwhile, some teachers tried to escape from the of-
ficial narrative by bringing their discourse. Ali, a history
teacher from Palembang, explained that he has a unique
method to teach the history of the 30 September Movement:

“I always try to present new notes and make . . . [delaying] a
new discourse. For example, if the narrative tells ...
[delaying] the cruelty of a members of the Indonesian
Communist Party, then I will ask the students about the
possibility of this party to organize such a big military
operation. The students then ask me and I will give them a
new understanding. I just want to equalize the narrative.
However, if there is a task, I always explain to the students
that they should choose the right answer according to the
textbook. It is because practically the task will be derived
from the textbook.”

Based on Ali’s information, it could be highlighted that
even the teachers tried to provide a new discourse. Un-
fortunately, it was like a devil’s circle that in the end, they
should choose one narrative. For Alj, it also could be marked
that the process of evaluation also forced the students to
follow the official narrative. Commonly, in the Final Ex-
amination, the topic of the 30 September Movement was
questioned in the form of multiple choice or essay tests. In



this examination, the students should choose one best an-
swer. Unfortunately, the question could not be critical. Thus,
the official narrative would come as the right answer for the
final examination. Therefore, the evaluation, to a certain
degree, limited teachers’ and students’ creativity to escape
from the absolute narrative.

In this circumstance, it can be seen that the history
teachers were being contested with their memory and social
cognition as well as the structural system of education that
forced them to pursue the truth in learning history. The
teachers might know many versions and found historical
wrongs in the narrative of the 30 September Movement.
However, delay in the teachers’ statement could indicate a
dissonance in the cognitive process of the teachers. The
experience of the past and social cognition constructed the
mental model of the teacher to make a safe decision when
describing history by following the official narrative.

When the teachers tried to escape from the official
narrative, they would be limited by the evaluation process
that brought them back to one decision to confirm the
official narrative that was based on the history textbooks. It
means there was a configuration between teachers’ decisions,
the process of evaluation, and the history textbooks.

In sum, it highlights the typology of history teachers in
teaching the history of the 30 September Movement and the
presence of historical truth in Table 2.

3.2. Historical Truth in the Classroom. The findings of
classroom observation showed the presence of historical
truth in the classroom. The best example could be found
when Satria, a history teacher from Surakarta, teaches the
history of the 30 September Movement. Satria planned his
teaching of the history of the 30 September Movement into
two learning periods. He used the elaboration of the Dis-
covery Learning and Discussion Learning model, which
were the two compulsory learning strategies suggested by the
national curriculum of Indonesia, as his learning model. He
opened the learning process by providing apperception in a
regressive style. Firstly, he explained the current condition of
Indonesian society and marked the importance of the issues
of the 30 September Movement in the present day. Then,
Satria divided the students into seven groups. Each group
had a task to analyze one narrative of the 30 September
Movement. Satria’s decision to divide the students into seven
groups could be seen as an act to reproduce the official
narrative in the history textbooks. The students were allowed
to search the information from the textbook or other ref-
erences in the library or even scientific journals from the
Internet.

In the second meeting, the students started debating the
history of the 30 September Movement. Each group had a
responsibility to defend the theory. In defending the theo-
ries, students tended to reproduce historical narratives from
the textbooks. For instance, the students who analyzed the
role of the Indonesian Army Force appeared to be domi-
nantly articulating their opinions during the learning pro-
cess. Meanwhile, other groups are unsure to articulate their
analysis based on the historical information that they got
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from the Internet or books. It seemed that they very much
depended on the historical information inside of the history
textbooks. In this discussion, some groups could not give
appropriate answers to encountering the official narrative.
They seemed to be defeated by the official narrative because
it was supported by the historical information in the history
textbook.

At the end of the learning process, Satria concluded by
verifying and summarizing the narrative of the 30 September
Movement. At this moment, Satria provided other narratives
to enrich students’ knowledge. He elaborated the entire
version of the history of the 30 September Movement into
one grand narrative that explicitly reproduced the narrative
of the history textbook. After that, Satria contextualized the
narrative of the 30 September Movement by using analogical
thinking, then directing students to collect the values of
nationalism from the event. He emphasized that, in the
present time, the students should avoid internal conflict such
as in the case of the 30 September Movement. At the end of
the learning process, he gave a task for the students to read
more references.

The findings in the classroom observation had shown the
presence of historical truth in the learning process. The
teacher seemed to be confident to teach this topic of
learning. As mentioned before, the historical truth appeared
in the unobservable form, behind the narrative of the history
textbook and teachers’ confession. The presence of historical
truth could only be marked when the students reproduced
the historical narratives from the history textbook precisely,
at the end of the learning process when the students mostly
believed that the Indonesian Communist Party was guilty of
the 30 September Movement. At this moment, it could be
noticed the influence of history textbooks in the logical
thinking of the teachers and students.

Based on the classroom observation, the authors con-
cluded the presence of historical truth in learning history. It
could be concluded that historical truth referred to truth-
fulness based on the common normative aspect that was
believed by the students that did not require scientific ev-
idence. This kind of truthfulness led the practice of edu-
cation using monologues that only emphasize on the official
narrative and monoperspective in looking at historical
events. This kind of monoperspective treats the presence of
other views of analysis and historical narratives in the
learning process. Affectively, it could cause a dilemmatic
problem in which the students might become ruder in
dealing with disagreement with others. This attitude cer-
tainly did not support the process of conflict reconciliation
and social cohesion in the society.

3.3. Genealogy of Historical Truth and History Textbooks.
Based on the empirical findings of teachers’ perceptions and
attitudes in teaching history of the 30 September Movement,
which at some point exposed the presence of historical truth,
the authors then analyzed its genealogy from the aspect of
historical narrative in the history textbook as the repre-
sentation of the historical past. The history textbooks in
Indonesia put the narrative of the 30 September Movement
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TaBLE 2: Typology of history teachers in dealing with the history of the 30 September Movement.

;1;;(:}:; Characteristic Logical thinking Tendency
. Pursue historical truth in the learning Binary (1) Accepting and cor}ﬁrmlp g the official nar.ratlves
Conformist histo oppositional logic (2) Confuse when dealing with other perspectives and
v pp 1€ narratives of the history of the 30 September movement
Objectivist Questioning the historical truth but afraid Moderate logical ~Criticizing and trying to escape the official narrative but

to express it in the learning activity

thinking

failed

as the learning material of twelfth grade, precisely in the
topic of “The Struggle against the Nation Disintegration”
and labeled the tragedy as “The Events that Caused the
Conflict of Ideology.” The remarkable narrative of the
history textbook was the act of denying and emphasizing one
narrative. The history textbook narrated the history of the 30
September Movement by providing seven versions of nar-
ratives: (a) the internal problem of Indonesian Army Forces,
(b) the intervention of Central Intelligence Agents, (c) the
competition between the United States and British, (d) the
role of President Sukarno, (e) the theory of chaos, (f) the role
of Suharto, and (g) the role of Indonesian Communist Party.
Seven narratives of the 30 September Movement were in-
equality posited, emphasizing the weakness of President
Soekarno and the role of the Indonesian Communist Party
in creating the crisis. On the other side, the act of denying
could be found in one narrative that exposed the internal
problem of the Indonesian Army Forces.

According to the narrative in the history textbook, the 30
September Movement was merely an event that was caused
by the internal problem of the Indonesian Army Forces. The
history textbook then denied this narrative by providing the
irrelevant reason by discoursing the simplicity of General
Nasution, one of the high-rank generals of the Indonesian
Army Forces:

“For example, based on the argumentation of Lieutenant
Untung, who states that the Generals of Indonesian Army
Forces live in richness and collect material for their welfare.
This action was defining the good name of the Indonesian
Army Forces. This argumentation actually was wrong and
opposite to the fact that General Nasution, for instance,
lives in simplicity.”

The history textbook also denied the narrative about the
role of President Sukarno in the 30 September Movement.
The history textbook explained that President Sukarno
wanted to diminish the opposition that came from the
Indonesian Army Forces. However, the history textbook
rejected this narrative by providing the fact that President
Sukarno rejected the 30 September Movement. Although it
denied the narrative of President Soekarno, the further
narrative of the history textbook gave a critical turning point
to the whole narrative:

“The theory presented by Nugroho Notosusanto and Ismail
Saleh could be categorized as the common narrative ac-
cepted by the Indonesian society. However, aside from the
debate about the representative theory of the tragedy 1965,

exactly since the era of Guided Democracy in 1959, Soe-
karno had dominated the political constellation who pre-
sented himself as the absolute leader in Indonesia. He also
became a moderator between two powerful groups in
Indonesia at that time: Indonesian Army Forces and The
Indonesian Communist Party.”

The next description of the history textbook then ex-
posed the wrongs of the Indonesian Communist Party, the
weakness of President Sukarno, and the presence of Suharto
and Indonesian Army Forces as the parties who gave a lot of
contribution to stabilize the crisis. Moreover, at the end of
the narrative, the textbook made a distinction between
Communism and Pancasila. Pancasila was then narrated as a
reflection of the official narrative of the 30 September
Movement.

The logic brought by the history textbook indicated the
similarity between the logic of the textbook and the teachers’
logical thinking. The history textbook gave a logical
framework to the teachers in dealing with the seven nar-
ratives of the 30 September Movement. This logic led to one
absolute narrative: the wrongs of the Indonesian Commu-
nist Party and the weakness of President Sukarno. The trace
of this logical thinking could be found in Indonesian school
historiography. Since 1974, the history textbook has
established the logical framework in a more extremely ways:

“The chance received by the Indonesian Communist Party
during the era of Guided Democracy reaches its climax in
the middle of 1965. In alliance with President Soekarno,
they divide the political constellation into a friend or foe. If
they are friend, the communist party will embrace, then,
meanwhile, if there is a foe it will eliminate by the com-
munist party.”

The narrative of the history textbook published in 1974
was derived from the national project initiated by some
scholars to write a national history. This project came from
the long debate about the philosophy of Indonesian history
and the demand to write the national history. Nugroho
Notosutanto, a historian who later became the Minister of
Education and Culture, took a great responsibility to lead the
project that, unfortunately, was debated by many critical
historians, including the contributor of textbooks and the
towering figure of Indonesian history, Sartono Kartodirdjo.
The root of the debate prolonged the issues of the first
Indonesian History Conference held by Gadjah Mada
University and Indonesian University at Yogyakarta from 16
to 17 December 1957. In this conference, historians and



academicians tried to formulate the future framework and
direction of Indonesian historiography. Mohammad Yamin
brought the discourse of national philosophy of history that
is closely associated with the willingness to impart the spirit
of nationalism in the mind of the Indonesian people by
providing a national history. In the opposite, Soedjatmoko,
who came to the conference to replace the position of
Mohammad Hatta, criticized Yamin’s conception and
provided a critical perspective on the philosophy of history.
Soedjatmoko believed that historians should be able to make
a clear distinction in their work between the political interest
and the development of historical knowledge and
historiography.

Explicitly, the discourses brought by Yamin and Soed-
jatmoko represented the debating framework of history
education that is still alive until nowadays. In Yamin’s eyes,
the national history demanded an absolute narrative to
strengthen the nationalism of the people. Therefore, Soed-
jatmoko presented a critical history that allowed multiple
interpretations to understand history. Soedjatmoko gave an
alert if nationalism with a certain political interest could
bring a negative result, a tendency to scapegoat others to
strengthen the nationality. Yamin’s conception was accepted
by society at that time. It was because, before 1957, there
were many historical narratives in society and had been
politically used to criticize the government. As a result, the
society demanded one representative narrative that could be
used to strengthen nationalism and nation building. Even
though this conference could not result in any decision, the
historian continuously worked and tried to revisit this issue
in the Second History Conference in 1970. The result of the
second conference was the project to write a national history
that was expected to be used for educational purposes. The
project successfully organized six volumes of Indonesian
History Textbooks. In 1974, those six volumes were reor-
ganized into three volumes of books that intentionally
provided for educational purposes for secondary schools and
primary schools. Until today, Yamin’s conception could be
found in the history textbooks in the form of an accentuation
of the spirit of nationalism and nation building. This
framework of the textbook is still used even with some
enrichment and revision of the context of the textbook.

Based on the textbook analysis, it can be noted that the
discourse of historical truth in Indonesia is rooted deeply
since the 1950s. The narratives of the textbook not only
brought historical knowledge but also constructed the logic
and mind of the society in pursuing the truth in history. As
mentioned before, the textbook designed students to pick up
one narrative and made a distinction between the truth and
wrongs. By this analysis, the history of the 30 September
Movement was driven by the mind and logic of the Indo-
nesian society that was extensively constructed by historical
learning in the educational institution. Since the era of the
New Order Political Regime (1966-1998), the practice of
learning history tends to be used only as political tools to
legitimize the power that has been proved to be the genesis of
historical truth in history education. In the presence of
historical truth, consequently, learning history forgets to
nurture the wisdom and moral lessons from the past.
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4. Discussion

The findings of the research have confirmed the presence of
historical truth in the perspective and attitudes of history
teachers in teaching the history of the 30 September
Movement. Based on the analysis of the history textbooks,
this also can be marked that the historical truth genealog-
ically rooted deeply in the history of education in Indonesia.
The presence of historical truth becomes perils in history
education [40]. Historical truth referred to the truthfulness
based on the common normative aspect that was believed by
the students that did not require scientific evidence. The
truth in historical learning would be closely associated with
normative prejudices rather than scientific qualifications
[41]. Therefore, there is no coherence between reality and
representation. Considering [34] framework, it tends to be a
strong coherence between belief and truth in the context of
historical truth. Historical truth requires merely normative
prejudice. In line with [38] argument, the presence of his-
torical truth in history learning cannot be separated from the
representation as to the element of truth that shapes the
narrative of history.

In facing the perils of historical truth, the authors
provoke a change of the philosophical foundation of
learning history by emphasizing the empowerment of the
teacher’s pedagogical skills. The ability of the teachers to
make a distinction between the past, the historical event, and
historical narrative is very useful to overcome teachers’
confusion. In this context, the authors would like to discuss
[42, 43] conceptions to overcome the problem in teaching
the history of the 30 September Movement. Speck and
Oakeshott [42] have divided the past into “the historical
past” and “the practical past.” The historical past refers to the
works of historians, the past that have been mapped and
systematically written by the historian in the form of books
or scholarly essays. Differently, the term practical past refers
to a version of the past that has practically been used by
people in their daily tasks and memory [44]. Even though it
has been strictly divided, the authors believe these terms
were naturally connected. People understand the past from
the works of historians, besides their life experiences and
memory. This kind of historical memory comes up with a
specific situation in which people recall their historical
knowledge and memory for particular reasons and purposes,
such as pursuing the truth. In this situation, the works of
historians are being represented by the people as their
practical past accompanied by some specific interest [45].
According to this categorization, history textbooks can be
categorized as a form of historical past that could not be
associated directly with the historical events in the past. This
form of historical past is then transformed by the teachers
and students into the practical past by elaborating on the
historical past with their memory and interest about the
history of the 30 September Movement. The teachers should
realize that the historical past is written by the historians as
the reflection and interpretation of the past; thus, it is full of
subjectivity [36, 46].

Furthermore, teachers also have to remember about the
axiological dimension of history education. According to the
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framework in [41], the representation of historical con-
sciousness and, to a certain degree, the axiological dimen-
sion of history education can be seen in the narratives of
history and the use of the history of an individual. The uses
of history refer to the practicality of the past in which it
covers the problem of how an individual can achieve moral
lessons, ethical values, and wisdom after learning the history.
It questions the benefits of learning history and to what
extent the students use history wisely either for personal or
collective interest. Theoretically, the axiological dimension
of history education is intermingled with historical con-
sciousness. Historical consciousness could not be generated
directly through historical narrative. In the psychological
perspective, the authors of [47, 48] defined that historical
consciousness can be derived from the process of narrative
in which the student tells and understands historical nar-
ratives. Grever and Adriaansen [49], based on the mental
structural approach, stated that historical consciousness
could be achieved through seven levels of consciousness:
time, reality, historicity, identity, politics, economy-society,
and morality. Burke [50] from the narrative perspective
stated that narrating history and understanding historical
narratives play an essential role in the construction of
historical consciousness. In different articulations, Seixas [7]
articulated historical consciousness in association with
historical thinking that could only be achieved by students if
the students can establish historical significance, use primary
source evidence, identify continuity and change, analyze
causes and consequences, take historical perspectives, and
understand the ethical dimension of historical
interpretation.

The above discussion has shown the complexity of
historical consciousness construction is not only as of the
understanding of the history but also constructed by the
dialectical of other aspects of narrative and psychology and
other psychological and mental cognitive processes [51]. The
historical consciousness can only be generated through a
learning process that accommodates three levels of trans-
mission: knowledge, values, and virtue. Transmission of
knowledge refers to the level of learning when students know
history in the form of historical narratives [52]. Based on this
knowledge, the students might be able to value history by
calibrating historical narratives with moral lessons and
ethical values; thus, at this level, the students get values from
history. The ability to value the past constructs the students’
the practicality of history scaffold the students to get the
virtue from the past event. This level of transmission covers
the transmission of virtue that represents how students use
history in their daily life both for their personal or collective
interest such as nationalism or patriotism [53, 54]. This
philosophical foundation destabilizes the position of his-
torical narrative as the absolute representation of the past by
giving a wise understanding to teachers that there is no
absolute narrative and many lenses to perceive the past
through historical learning, especially in the context of
controversial history in Indonesia such as the history of the
30 September Movement.

5. Conclusions and Recommendations

Based on the results and discussion, it can be concluded
there are typologies of history teachers in dealing with the
history of the 30 September Movement. The findings of the
research show that the first typology is the conformist
history teachers who try to accept and confirm the official
history but feel confused when dealing with other narratives.
The second is the objectivist history teachers who try to
criticize the official narrative but are afraid to express it in
the learning process. They tend to believe in one narrative to
be the historical truth that closely relates to the narratives in
history textbooks. Historical truth is the truthfulness based
on the common normative aspect that does not require
scientific evidence that is believed by the students. Based on
the idea of nationalism, the truth in history learning would
be closely associated with normative prejudices rather than
scientific qualifications. So, it can be concluded that teachers
tend to pursue historical truth when teaching the history of
the 30 September Movement.

Consequently, it will eliminate the discussion about
historical events and historical facts during the learning
process. Therefore, it can conclude that the historical truth
could not be defined terminologically but should be un-
derstood as the historical logic that operates to make a binary
distinction between the truth or wrong based on the nor-
mative qualifications without considering scientific truth. In
this circumstance, we could not expect too much from the
practice of history education to give more contribution to
conflict reconciliation. As explained before, the binary
logical thinking seems to preserve the conflict by silencing
other narratives with the discourse of historical truth. Thus,
efforts to achieve historical truth through a historical nar-
rative would not provide any moral lesson unless a desire to
scapegoat other groups or persons. Therefore, to enlighten
the narrative from the darkness of anger and revenge, further
research should provide a new learning approach to teach
controversial history without diminishing the axiological
dimension of history learning.

This study found two typologies of history teachers in
teaching controversial material, namely, conformist type
and the objectivist type. This study strengthens the results of
previous research which concluded that both teachers and
students have differences in understanding and interpreting
various perspectives in the teaching and learning process of
history. These findings also strengthen the theory which
states that the practical challenges in history education are
emotional involvement and traumatic feelings to personal
perspectives from both teachers and student in viewing a
historical event. Furthermore, this research helps educators
and students to understand the importance of studying
history and understanding historical facts from various
perspectives. In addition, this research also contributes to
policymakers, especially in the field of education, and it is
better to focus on designing an appropriate pedagogical
approach program as a form of accommodation for many
narratives in teaching controversial historical material.
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