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YI. A SOCIAL STUDIES CURRICULUM FOR A MODERN WORLD: THE PERSPECTIVE

The taék is to redesign American social studies education: present
a design that is Fqlévant and comprehensivg. The goal seemé commendable.

It proves to be an‘ovefwhelming assignmeﬁt. We wish to éhare with classroom
teachers the size of that task, the weigHﬁ of that burden. We‘think that
by our exberiences ﬁe.can convey some'propositioqs.which may make the job of
social studies classroom teachq;.more-unde;standable gnd ﬁore effective.

~ The Marin Social Studiés Project.wés.funded ﬂnder ESEA, Title III.
The désignation is for innovafive and e#emplary programs. Initialiy conceived
by Penrod Moss, subsequently at California State College,. Dominguez Hills, it
adopted the formal title, "A Social Studies Curriculum for a Modern World."
Within the limits. of the Project title andrrelated behavioral objectives, the
Bfoject, directgd by G. Sidney Lester, had much leewéy.

The great potential éiven by tﬁe broadly -encompassing nature qf MSSP
required that our perspectives on ébcial studies‘curriculum be different from
those of mostapeople in social studies. We'consciousiy became a'staff of.
generaliéts in a world of~apparént.sﬁecialisté.; Our perspectives emerged as
different from the classroom teacher worry%ng over'tomo¥row's lesson plan,

CERIC

wll Toxt Provided by ERIC



stacks of papers to be'graded, timing Friday night's baskétball game, and

moonlighting to pay off‘last'yeaf's bills. Our perspectives became different
from curriculum developers concerned about seliing their subject matter
packages. Our perspectives were unlike thbse of college professors facing
publish or perisﬂ. .

Our perspective encompasses socia; stﬁdies.education writ large.

We actively éuitﬁvated that perspective. We nurtured it wﬂen we made’ our
first decision. That-deciéion-was'tq proﬁect no saéred cows: our intention
was to tell it like it is, or moré pfoperlyé?like it has to become.

Initially we set out to fielq test néw social studies p¥ograms. For
its éccomplishment we identified ove;'twd hundred ﬁeachers willing to use
thesé materials. The result séﬁ ééw social studies‘matérials,.whose authors
raﬁged from Angell to Taba in more thah seventy programs, used by over six
thousand students in Marin County, California.

- The flood éf‘new materials presented temporarily difficult proglems.
Since most teachers were'not oriented';oward the new social studies, MSSP
held county-wide workshcps, bringing in nationally known coﬁsultants to give
their perspectives about the latest ideas and techniques in social studies
éducation. The staff organized two county-wide.committees to deal with_
different aspects of the new social studies--tﬂe fesultant nucleus' of persons
helped attunerothers. ‘Local colleges:and univeréities sought staff support
for extension programs in social studies innovation. -

As an evaluation éfeiect we. developed an evaluation instr;ment appro-

‘priate to a variety of curricular programs. This entailed an examination of

literature and contacts with persons in the field of evaluation. The result




E

was the development of two instruments, each designed to meet the special
requirements of MSSP criteria.

The Marin Project established a resource center to display new projects,
materials, newsletters and publiications dealing with the latest in social
studies vducation. The center be«awe the rocal point over a wide area for
disseminating new developments in social studies. It was necessary to identify
curriculum development projects around the natiun so we could communicate
with each. No one had systematically put this information together, so we
published the nation's first comprehensive directory of social studies research
and development projects. To deal with the larger dimensiens of the purposes
of social studies educition, a conference of leading names in social studies
education was convened to help formulate a proper rationale for a social
studies curriculum for a modern world. This paper is greatly influenced by
that enlightening conference.

Covertly we gained a number of perspectives. One comprehepsive target
of MSSP is a rational K-12 curriculum. BRased partially on our field test data,
we found that we had to examine both psychological and epistemological bases

of the new social studies, including learning activities and teaching strategies.

~The works of Piaget, Maslow, Gagne, Festinger, Bloom, Scriven, and a host of

O

others became central in our curricular design.

The staff entertained many discussions about the distinction, if any,
between facts and values. We examined relative teaching strategies. We found
it necessary to tighten up social studies definitions, so often carelessly
tossed about. We came to appreciate the role of elementary schecol teachers.

The apparent trends in social studies education were examined. We argued
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rciutive merits of new textbooks—-particularly thosé éonsidered for adoption
in Callfornia eiementary schools, | |

Our Intention ls to transmit the conclusions from these efforts to
meuannL people in the educatioﬁ process, particularly those on the firing
line in the‘teaching-learning environment--the classroom teacher. The means
of transmission is a change package.coﬁsisting of four major documents. One
is Ehe evaluation of field ﬁest materials. A second means is ﬁh;ough an in~
service training program designed to ;cquaint teacﬁers with what is happening
in soclal studies instruction énd methods, The third document is a self-
diagnosis instrument by which individual teachers or entire departments can
compare their practices with positive trends in social studies edubation and
thereby identify means to-remedy‘the Aiscovered theory-practice gaps. The
fourth is this document focusing upon rationale for the modern éopial studies
curriculum,

Much said in this rationale document may seem odd. - Much is critical.

Most screams "No!" to present practices. Indeed the ultimate goal of the

PR

- .Marin Social Studies Projeqt_is to serve as change agent by pfoviding rational
and viable alternatives té present practices. It is our pﬁrpose to reorder
priorities‘sd that mankind can successfully neggtiate its way into the tdenty-
first century.

This is our perspective!
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How does one pursue the job of developing a systematic articulated
K-12 social studies curriculum? How can the social studies curriculum
ooerationalize a program of curricular options of a scope and sequence
which are both pertinent and functional for students maturing in tomorrow's
world? Since students will inherit a world dramatically different from
that found- today, proper_cnrricular options become a question,of'ﬁrediction
for the curriculum aégiéhér; nefﬁﬁst'begin to oroer curriculum priorities
on a reconstructive basis as he estimates tomorrow's world.

It is expecting too much to demand that a group of overworked’
school teachers single—handedly ‘develop that kind of social studies program.
They are loaded with studean, extra—curricular activities and receive
little support from administrators in-the form of released time{ released
duties, or outside resource personnel. By the very“nature of their job,
the‘perspectises of teachers are tied to nitty-gritty events in indivisual

classrooms, Furthermore it is unrealistic to expect teachers to determine




a compfenen51vé scope and sequence when préfessionals in the field who
should feel that“obligatiop,.have failedlto provide guidelines capable
of ‘halting the aimless meandering of social studies. .

' Present social studies curriculum practices siipped in through
happenstance. The curriculum oozed forth from day—to—d;y work haﬁiﬁs in
the public school system. Day-in, day-out routine has'been unable to
providé,direction.,‘As a cousequeﬁce American social studies curriculum - -
has become a headless.giant, unthinkingly consﬁmingdépd rejecting on whim.
There have been few concerted efforts to provihe theﬁzﬁole_body with
ﬁurposefﬁi sqbstange. Today 1t is fecognized that the-time ﬁas passed
when any part of thé curriculum cén continue to unﬁiﬁtingly devour.ﬂ

Educators must take immediate sto;k of what has caused social
studies to meander, both in direction and function. By careful examination
socialvstudies can begin to be compreﬁénsive, functioﬁal and‘directional.
:To achieve this; criterié"will héve to Be éstébiished for a legitimate
?ationale,

Tragically, the topic of ratibnale, as normally‘discussed among
educators, finds itself in the categqu also occupied by offwcoior Stories.
Rationale, to edﬁcators and curriculum developers, has been a shibboieth.
»Thg‘verbage has been used'to cover uﬁ the incluéion of the most tri§ia1
and ludicrous activities and exerciseslin the schools. It is time to look
at the evidehceland'commence talking about subgtantive, conviﬁcing arguments
for social studies rationale. Rationale is serious bﬁsiness.

A rationale is, in large part, a statement‘presented so that it
ehcompasses eyerjthing for_&hicﬁ the qurriculumlis pbtentially responsﬁble-

and accountable. The function of rationale is:to establish the argument




" of ultimacy in the curriculum. It is much like thg device used by the three

- year old child who wants ﬁo know wﬁy something has occurred. He is insistent
in his pursuit 6f the question '"why?" Regardless of the parents' response
he has another "why" waiting in the Qings. He is seldom satisfied with any
answer, since it ﬁresupposes a cause aﬁd effect relationship. While the
analogy may‘overstate the cognitivé-éapacity of a thfee year old for cause
and effect relationships, the pursuit of "why—why-why".is not an exercise in
futility for the curriculum. Indeed, it is the-eséence of rgtionale.
Rationale is the last thy" in the line of aréuments for any activity and/or
obje;tive in the classroom. By its function it sets down a statement of
ultimate ends for the instruction employed. . To funétion properly a ratiopéle
clearly iﬁdicates why evérythihg is done--whether ip bé a K-12 curriculum

design, or the first twelve minutes of next Tuesday's Man: A Course of Study

iesson. If what happens in social studies is not directly answe}able to
that rationale,lthen no rationale exists. Evidence clearly indicates that
in social studies classrooms across this nation, no rationale exists.

A cautionary‘note is.in order concerning ﬁhe full dimenéion of a
rationale. It is misleading to suggest that rationale is limited to a
single, compacé statement. ‘It is much more, ‘If is itself an entire process.
The process encompasses the focal statement, particular objectives, class-
room activities and all connections between these and other variables.
Rationale, in its complete form, is a cbmplexity of activities, ideas,
attitudes and other ingredients which combiﬁe in abgrand faghioﬁ to make
for a proper curriculum.

Morrissett and Stevensl

in a forthcoming book, Social Science in

lIrving Morrissett ahd W. William Stevens are Executive Director
and Program Director, respec?ively, The Social Sciences Education
Consortium, Inc., Boulder, Colorado.
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the Schools: A Search for Rationale, pursue the problem of rationale and its

relationship to curriculum. To them the statement of rationale has the
fanction of establishing guiding criteria, ariteria which provides

for the determination of all content/process in the.curriculum. In their
context content identified what is learned; process 1s that part of the
content which is concerned with how the learning ia_achievedu Quite
simply; then, Morrissett and Stevens say that the content covered and

the processes engaged in must be responsible to tﬁe higher and controlling

" We agree. However, we expand the limitations inherent in this

"why.
concept and suggest that rationale includes not oaly the interaétidns‘of
content and process, but additionally incorporates ﬁhese interconnections
with the guiding and controlling criteria.

It is onif after understanding this complexity that rationalé.can
begin to provide guidelines for the aystematic inclusion and/or exclusion
of content or process cffered. No content or'process aan ever be
justifiable for its own sake; it must fit the.basic requirements of the
rationale. A proper rationale, therefore, would shut out many classroom
activities and strategies currently'p;acticed. The task.is to clearly and
and concisel& spell out a proper rationale so thatldoors are properly
secured. |

Social studies rationa;e became the driving force of the Marin
Social Studies Project. Numerous hours were directed toward its enunciation
and clarification. By sharing the conclusions we reached, we hope that we
can help modify classroom acfivities in such a way that social studies

becomes a newfound, relevant place for learners. By indicating what should

be and what must not be a part of the curriculum, we can help delineate

- 8 -



soﬁe wate;sheds which have too long gone unmapped. By describing the
parameters, we can develop teacheriretraining progfams which can have
direét effect upoh soclal studies instfuction.

We are opting for a.rationale which will allow us to educate our
young. Specifically the'social studies‘program must bé devised so that °
it cbnsists of the fight conteﬁt, with the right subject matter, learned in
a reasoned sequence, focusing on achievable objectives, and based on firm
psychological and epistemologicél grounds. Those eonditions are possible

only after formulating a sound rationale.
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III. THE CONSERVATIVE AS REVOLUTIONARY -

Where are the parameters within which we find‘the right content,
the right subject matter, the right seqﬁence, achievable objectives and
experiences which are psychologically and épistemoi;gically sound? The
focal point for Fhose guidelines is simple. They are the same guidelines
which have initiated curricglumﬂdevélopmeﬁt over the generations, summarized
in one concepf — SURVIVAL.

Properly, sociéties have educated for survival. It ié a moderate
view, but the fuhdamental-consideratioﬁ.- Historicéiiy survival has meant
fitting into the status quo—-preparing to take the place of a cdmmuqity
elder, prdtéctiﬁg fhe tribe ffom without, becoming a8 functioning political-
economié pérson in the established system.v-Always these criteria were
nominally legitimate beﬁause they functioﬁed within a system which had no
reason to anticipate major cﬁanges ip tﬁe societal structure,

The teéhnological revolution‘of recent decades makes itzabﬁndanfly
‘clear that survival today requirés a radically different approach. |
To attémpt to maintain the status quo‘in today's wo?ld will result in

the proliferation of unresolved crises becauée the world is changing all
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gbout us. (To those denying the salvageability of the basic structure of
existing educational institutions{ this paper is too éstablishmént since its
thrust 1is to evolve a redirection from withdin.)

Conceptually'survivgl does not present a critical problem for
cﬁrricula. The problem bas its source in the new dimensions of.thé world,
dimensions which make the prepafation for survival tbtally differeﬁt from
any mankind has previously acknowledged. These new dimensions have been
triggered by the knéwledge explosion.

The explosion of knowledge opened for scholars wondrous discoveries
'ébout human behavior and the world about them. Concurrently, the accelerated
rate of new knowledge broadened the 'terrifying gap betﬁéen the truth that
schoiars know vis-a-vis the mythological perceptions of the citizenry.

This gap ‘is not an astounding revelation. Americans have known for years--
though denials have begq proste?—that.great distances exist between valué
claims and émpiriéal evidence. Take for example, civil rights, religious
éommitment,'employmént opportunities, the sanctity of marriage. That there
is a credibility gap with less emotionai areas of knowledge may be upsétting
EPt it shouldn't be surprising.

Defeatisté declare that becaqse people are prepéred tovlive'with these
credibility gaps, disaster will-be the result fér any effort which has
survival as its goal: . They have sound evidencevfor this ﬁosition. Améficans
appear to 1iveAcomfortab1y in the abyss. . The only time Jéhan. Public
attempts to bridge-the gap between knowledge and practice is after problems
scream for remgdy. Americans have thus far been in;redibly fortunate by
our success in meeting crisis-time problems. ;We have always managed to
do a passabie, if clumsy, patchwork job. We have succeésfully mpddled
.Fhrough. The threat, however, is that‘one day patchwork efforts will Verf

likely be too late. One day a crisis will hit that is beyond reﬁair. One
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day therg may be no one day. Yet Americans have a profound faith that
things will work out all right, because they appear to have done so in
" the past.

Scientists. -~ those who deal with empirical evidence, not socothsayers -
ére evangelically ﬁroclaiming that 6ur‘day of atonement may have been
reached. Several say it is alreédy to; la;e; some say that if we don't
start today, it will be too late{ many say that if we don{t gtart witﬁin
the next decade there is virtually no hope for survival--not just for
America,-but for all existing living matter on the earth. All the time
more and more scholars are moving to more pessimistic positions. All
scientists - physical and social -lconéede that the world ié undergoing
drastic changes and, regardless of whgn each forecasts doémsday, all assert
that we musé begin today to logk at survivai in a way unimagined before.

We can no longe; afford the luxur& of waiting for the next crisis

-

before seeking resolution. Action today on the basis of aﬁailable evidence
is necessagy to solve each pbtential problem. This is the only means t§
prevent any instance from becoming the fatally éermanent'solution.

| In more idyllic timeg a similar compounding of ﬁréblems was not
particularly cruciai; today- it breeds disaster. .When man di@ ﬁof burn tons
of_hydrocafbons, before he-discoveréd:DDT; wheﬁ it took minutes to load a
blunderbuss, as weeks went by in getfing-from New York to California, when
mortality rates were more-in line‘with birth rates, when wire-tapping was
illegal, problems were not compounded in a crisis by imstantaneous effeét
upon the whole population. Recent changes have seen the pollution of our
spaceship earth, the destructivé potential of Icﬁﬁ's, instantaneous world~

wide communication, efficiency in the medical profession. Each has helped

create a world leaving little, if any, lead time for human error. - Decisions
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must be Qarrantable each and every time. Sound decisions must be made on
the basis of immediately available empirical evidence. The alternative is
clearly suicide.

Survi&ai means much more than biological continuation of the human
race, though that is prerequiéite. Sufvival is substantially more tﬁan

passing on genes. The modern world requires an operating philoéqphy of

humane survival. As a concept humane survival seeks the implémentation
of condition; which do not impede the development of rationai men. Its
purpose is to allow men to live full,.enriched and potenfial~achieviné:
lives, To.achieve the goal of humane éufvival will require an earnest
attempt by men to desire the achievement of the conceplt as the norm for
themselves as well as all other humans., That will require an extensive
reeducative ﬁrogram. Such an orientation will allow the social studies
currfculum’to assume a relevant perspéctive.'

Some mﬁy‘question thé specific eleménts of humane survival. Ve
can't specify eaéﬁ. The world is Lhénging too fast to know with certainty
what tomorrow will bring. We ohiy know that if it arrives, it’will be -
much different frbm today. It wiil be outliued;as enlightened and humane.

Some propositions-éan be formulated about'the kinds of things
thch wil} deny humane_survival.' We can't afford pbllﬁted>sky, water, or
"land. We can't éffbrd war. We can't afford totélitarian’political systems.
We can't afford peréons making judgments which deny empiricél evidence. We
cén't afford a lot of todayfs praétices;

Do we'adyocate_thé antithesis of each? This would cause specificétioﬁ
of each reversal. That'is the.job of mankind--not a messianic decree froﬁ
the Marin Socialrgtudies Proiect. Thére:aré;a range of possiBilities which

would be acceptable alternatives to each negative category identified. Each
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proposal nwust be ju@ged on its merit. We have indiéaped some conditions .
mankind ought to avoid--it is the function of the curriculum and society
to de&elop positive courses of action. These considerations must be
a&dressed by a modern social studies curriculum.

.Contemporary literature, art forms and mass media constantly tell
us of the difficulties which threaten man's surviQal. The enumeration
of several of these is included_here only that they may bring insight and,
thus, demonstrate how the survival crisis demands dramatic social studies
revision in thg semesters ahead.

The problems man faces today exist because he interfaces two worlds:
the physical and the soéial. A change in either setting incfeasingly has
dramatic effects within that dimensioh'as well as reciprocal effects with
its counterpart. In the twentieth century dramatic technological changeé
havé set off continuing.reactions within the physical world, but héve'cgusedo
even more catastrophic¢ reactions in the social world of human perception
and uhderstanding. The result has seen man's social ihteractions take on -
lvarious and- even deadly aspects. ' The social difficulties arelébmpounded
because man exists in - the gap between knowledge and practice. Today these
psycho;soéial considerations are identif?ed as increased persﬁhal péychologi—
cal prﬁblems; intefpersonai polarizations, institutionai aloofness,‘anq a:
rising climate .of anti—inteliectualish. Eacﬁ_imperils man's survival potential,

The doubling of knéwledge each séven'or ten years has c;eéte&‘an |
apparent fathomless chasm/betégenvthe ﬁncoverers of kngwiedge and today's
suburbanite. Technological breakthroughs and increasingly sophisticated
skills on ;he part of the former only serve to widen this-gap. As western
man has sought new and efficient wayé, he achieved‘innumerablé dramatic sets

called "progress." Today's probiems, however, are not to be blamed on

O

RIC S e

Aruitoxt provided by Eic:



teghnology since téchnology contains nothing which is iﬁherently evil; i£ is
neiﬁher good nor 5ad, it is neutral. The basic'prpblem is that as techﬁo-
légical development continues, unfortunately the corresponding politicai,
écbnomic, and sociél attitudinal changes which will allow méﬁ to understand,
_appreciate, and live with the geﬁ relétionshipa have not developed.

I£ is of prime iﬁterest thgt the first noticeable impact of the
géchnological/knpwledge explosion reverberates in the corridors of the _
schools in technplogically advanced na;ions. It may be that althohgh'text-
books remain many years behind;the actual uncovery of the most recent knowledge,

" books, in comb#qation with the impact of the mass media, already reflect
cognitiye.input ﬁnknown to parents of school children educated years before. '
The resﬁlt is a tremendous Credibiliﬁy gap betwéen generations over knowledge.
abéut the world. fhis héé serious implications.

The'western world may be in the midst éf a historical period very.
much like the Protesfant Reformation. Radlio, television, automobiles, the
airplane assume roles today.comparable_tp that played by the pfintiﬁg préss
in the si#teehth ceﬁtury; As.social studies education in the public school
attempts to asspmgjghe role of médiatof'of:the newzknowiédge; it finds
itself in mﬁéh'ﬁhe same position as the ﬁrotesting clergy d;& several‘
centuries ago;u The new truth is based upon the eﬁpiricai eyidence which
scientists have uncovered; Social*scientists now have the‘responsibility
of spreading the word of.tﬁe implicationsbfor‘mankind to all men. ‘Much_df
maﬁkind, however, will deny the evidence apd‘seek simpler solutioﬁs} .To'
those who deal with the’sodiai world the realiZation that survival is at
staksn requires that "the buck stops everywﬂere;" Most éssuredly the buck
stops with the teacher of social studies.- It is in tﬁe soﬁiai.stﬁdies élaéé;

room that the'political,‘économic,_and social dimensions of the world are

o
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ekpected to be understood by the present curriculum. If the analogy with

the Reformation is correct, it will bring with it the Inquisition and Star
Chamber--many are already experiencing this phenomena.
This threat of inquisition, which can be expected from the tradition-

oriented populous, is_by_aqdflayge,‘npp't?g result of an apparent conspira-

‘torial plot against holders of the new knowledge, but rather . the result

of a psychological functioning of the human brain. 'Studies have shown that
when faced with more information than man can comfortébly comprehend, he

is forqed back"fo mofe primitive means}pf problem solution. These non-
premeditated retreats are psychological schemes which operate because individu-
als do not have the secure base necessary té make rational decisions.

Ambiguity -created by accelerated technological and social changes férces

.many people into primitive reliance on external authority (rather:than

their intellect) to offer counsel. A fundamental fault of the traditional
school curriculum is its failuie to make prbvision for its graduates to.
consciously acquire the skills which will allow them to rationally cope

with thg world in continuous flux.

Man's existence and survival has resulted because his ancestors were

able to adapt to changing conditions.’ Eons.ago fortuitous S5-R.interactions

allowed for survival and subsequent evolution. VMore reéently man,prodeedea
toward. his elevated positlion in the evglutionary pyramid bec#use this
intellectuél caphcit§ allowed him t6 make highly complex and rationall
decisions, decisions which structurally enéailed much moré.than preordained
respouses to partiéular stimuli, ConSéquentlylman”émerged.éapable'of

welghing alternatives. This intellectual attainment provided his means for
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survival.?

It is hopeful to suggest that man's apparent inability to weigh
all alternatives today is due, at least in part, to his l;ck of education.
His education ‘appears to have failed to provide him with the tools needed
to carry on the unique function man haé among the living creatures--his
intellectual capability.

Yet another crisis faces‘man. He is»cénfronted with a Qorid of
increased inter-personal polarization. This danger has assumed‘many
dimensions. Prominent polarizatiPns are seen in the generation gap between
parent and offspring, the alienation between intelligentsia and citizehry,
racial confrontations between various racial and ethnic groupings, other
confrontations pairing doves against hawks, the widened gulf between the
poor and the.affiuent, the dyhaﬁics of women's liberation, and the increased
.disparity between developed and uhderdeveloped nations,

Eaéh difficulty has arisen as &he established order played the
conventional wisdom game to solve préblems which it was forced-to confront,
In recentryears changing circumstanceslhave éaused aAspirgling flood of
new éroﬁpé to make demands upbn the established order. Crises have arisen
bécause the'rate.of change has pfoceeded so fast that the'older) reginented
'éoéietal segment is.unaﬁle to domprehend,the changes which.thé new groups

use as the basis for their demands. Typically the eﬁtrenched powerbstructure

2Jerome Bruner has raised the eerie possibility that as man has
traveled the evolutionary trail, his nervous system has become so efficient
that this autotomical arrangement now biases all input, As a consequence
objectivity is denied most humans. If Bruner's hypothesis is correct, man
would have gone full circle evolutionarily.- The simple S-R of homo sapien's
ancestors which evolved so that man could weigh alternatives has been
reinstituted, because he now programs out any data which he finds too
discrepant. The result is to have emotions direct most responses: If _
Bruner is right, then survival today demands efforts to cause man to retro-
~evolve; retroevolve so that he accepts all critical information. Only by
this means can man once again weigh alternatives,
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has attempted a conventilional wisdom solution. The solution fails because
the old structure has been unable to recognize that it no longer serves

a static society--for bétter or worsé, the scenery has changed. Old line
perspectives are mo longer applicable; a new setting is on stage. Chrono-
logical age no longer pfovides sufficient applicable insight on a set
totally redesigned. Dated orétéry is outIandish on the newly restructured
stage. The inappropriate dialogue is itself eﬁﬁugh'to prevent solution

of any erisis; Kenneth Benne,'sums up the preseunt circumstance gfaphically,

Men have lived through most of human history under the
direction of largely unexamined traditicus. These
traditions have been capable of ordering proéesses of
human living because men could reasonably assume that
the principal conditions of life would remain the same..
Oceans or mountains would present subgtantial barriers
in the defense of my group against other groups”
"Natural' energies, of wind and water, of manpower and
animal power, would present limits #£o man in performing
his works of construction and destruction. Most men
could live out thelr lives in the localities where they
were born. Men could rationally assume that chosen
vocations, with whatever changes and refinements slowly
accumulating new knowledge and inventions might bring -
to these, would be available throughout a lifetime. It
could be assumed that experience accumulated by parents
and grandparents could and would be distilled into wisdom,-
which, cdémmunicated to children and young pecple, would
furnish applicable and sane guidance to their future
lives. Young people and older people would find stable
and  justifiable role relaticnships in such processes of
cultural transmission and social indoctrination.

All of -these "certainties'" have become '"specious certain-
ties"” in our generation or in the past few generations

of man. Traditions builé’ upon these speclous certainties
no longer give ‘sane guidance to people in the choices
they must make, individually &md collectively, And

accelerating changes in the conditions of 1life continue
to occur.3

_3Kenneth D. Bemne, 'The Major Tasks of Contemporary Thinking," in
Jean Fair and Fannie R. Shaftel (eds.), Effective Thinking in the Social
Studies (Washington, D.C.: National Council for the Soclal Studies, 1967)
pp. 9-10. o ' : :
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Present institutions—mpoliticai, soclal, religious, eéonomic, eéucational,
legal;—were gtructured by conventional wisdom. If mapkind is to survive,
the iﬁétitutions must be altered when they can no longer deal legitimately
with contémporary p%oblemé. |

Most institutions are responsive to a relatively small number
of people. Historically the number of ﬁeople responding to an institution
was in part the result of a small popglationj today the nuﬁbér responding
remains numerically small as a decreasing percentage of the populatiqn
is allowed the benefits of legitimate participation. Modefn technology
has played a majof role in this situation. The function of the federal
government was relatively insigﬁificant to thelCalifornian at the turn
of fhe twentiefg}centgry sipce it had little effect.on him. Coﬁversely,
| he seldom had neéd to affect it. While physical distance and institutional
ihpact remain .stabilized, there was little diffiéulty. In the waning
decades of the twentieth century the federal government is at the faﬁily
tele@ision set.where its acts of‘commission.and omission eff;ct each and‘
evéfy Ameriéan. Simultaneously the citizen has been blended into the
ﬁasses." The result has been alieﬁation of the citizénry as 1ndiviéually_
thef realize an inability to effect institutional decisions.: The federal
government, as Qéll as all large bureaucratic instithtions*has become
too rémotg,.too impefsonal. The continugtion of democratic ihstitutions
under circuméfances hampéred by the bureauératic heap 1s left in seridus
question (e.g., confrontation politics, riots, anarchy).

Buréaucratic'and self-serving aggrandizement by pbiiticiéns, in
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turn, have fostéred biz;rre alternatives. Hippie comwrunes have become

a natlonal phenomena as an attempt to provide tﬁe alienated with a ;enéwed
sense‘of identity in a-world of outdated, irrelevant institutions—-
institutions unable to generate posifive aCcomplishﬁeﬁé.' The hippie
cuiture has equated technology as synqnyﬁous_with the out-of-date,
bureauératic-ihstitutions. While there aré cleﬁr relationships, the
subculturg haé failed to distinguish cause and effect.relatibnships.

That makes thelr withdrawal absurd; no smali group’can solve ifs'own or
society's problems'by;ignoring the larger society. The bu?eahcracy-
continues, the technology'contiﬁues. The-air énd water an@ food consumed
by the estranged group continues to be polluted. Theatotality of
intefactions dicates ﬁhat‘they cannot ultimgte;y escape~-the scenery will
continue to chahge regardless of. their intentions.

A 1as£ Eategoryvof sociél_prob;gms triggered by fhe'ﬁechnoéphéxg
centers on Ehe‘rising cliﬁate.of anti—intelléctualismfz Anti-iﬁtelléqtgalism
has foundfits way into a variety'of societal forms. <£t:;s the resultnéf

" the aforés;ated péychdlggical.func;ioﬁing of the-human‘mindé _so-mﬁchvihput
causes persons t§ Seek simplistic solutioﬁs to fheir préﬁlem;. ?Varibﬁély

: they haVe_thg ﬁorm of pfeSCriﬁtive ad@onitions baéed-ﬁpon what idealizedJ
forefathers are-hypothesizgd as wanéing; or abSolute‘éuEﬁission to -an :
external force, or some comparable stréw-in the wind. Eéch of the methods
rejects cpnfidencq in éhe'scientifig.method'of invegtig%tion. B;ll; Hargus;i
"iimothy Leary, Gavin-Arthur, and Spiro Agnew all édvccété.thé same linég';
Each pe?sonality hélds Out‘hbpe to his audience that he has’foﬁnd”the

means by which the masses can escape from a world intolerable to their
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perﬁéﬁtions. It is mandatory that education focus its attention on
developing the skills which wili allow men to deal with the real-world.
The alternative is clearly to force people into 'a position where they
have to rely upon escapist methods of organizing that world.

That's a list of some survival problems which demand solution
now. It is evident that the crisis of'survival has reached prepondérous
proportions. It is incumbent upon educational institutions to directly deal
with these problems, Consequently, to base a curriculum on a rationale
other than survival is ludicrous. Basic survival presupposes any other
goals tﬁe curriculum might attempt to advance. If we don't take care of
this consideration first, others wiil never see the light of day.

In order to deal with collective as well as indiéidual problems
man must critically analyze himsélf, ﬁis environment, his insitutioms,
He must base his every action ;bon these analyses., He must then direct
himself towzrd appropriate goals. The alternative to a humane survival
‘curriculum at the presenf point on the time-space continuum is a

curriculum for catastrophe~-regardless of the label applied to it.
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IV. SOCIAL STUDIES: FUNCTIONING DISCIPLINE

Having established that humane survival is the top level rationale
concept, what means can social studies education use to assault the summit?
| The-role to be played by social studies has been implicit in what
has been said. However, any of the gaps whic¢h exist in human experience
are there because man fails to make his implications explicit. Frames of
reference easily distort positions. Past distortions have caused social |
studiesleducators to develop -the whim syndrome, the patchwork curriculum,
and the sad state of the field today.

Recent social studies education has seen increased lobbying by
the social scientist for his particular discipline..AThe goal has been to

‘ entrench each discipline in as much of the school curriculum as péssible.
Econémists confront harried teachers to push their discipline, ths'sociqlogist
does the same, the anthropolegist, the....Why the cut-throat competition?
Tﬁesé aocial scientists see thelr disciplines aé more important and more
relevant than various areas now allotted time in American classroomé. They

are right--but many of their substitutions are ultimately as unimportant .
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and irrelevant, , .yet they pu;h,too. S

Tugging and pulling on the curriculum adds to the confusion which
American education already faces. It has resulted in an interdisciplinary
squabble between "the establishment' of the curriculum on the one hand--
history and geography--and "the revolutionaries" in the form of economics,
political science, anthropology, sociology, and psychology. The behavioral.
sciences are demanding equal, if‘not larger, billiing. This fighting has
served to pollute the already murky waters of the curriculum, because it
blocks sococial ;tudies educators from getting to the fundamental premise
why. On what basis should any program be in the curriculum? Until social
studies education moves beyond immédiate interdisciplinary fighﬁs effective
social studies education brogramé will not be developed.

The push for independént disciplines in the public school curricuidm
res;s on the pfemise fhat social stﬁdies is properly the social sciences
simplified for pedagogical purposes. Since the newer social science
disciplines are tdday the mést dynamic, they demand inclusion on this basis.

Shirley Engle has expressed three concerns which are cause for
American education térfeject the definigion of social studies as simplified
social science. His argument is that (1) to simplify the social sciences
is to destroy their integrity and distort them (2) this definition ignores
the process of decision-making in the social studies curriculum because
the-social sciences-ara-nog, as such, concerned with»decision—making,.and.
(3) social studies zs social science ignores the value process—-fhe ought

of the evidence presented.A

4Shirley Engle, Tapescript of Marin Conference held October 18-19,
1969 pp. (8)-(9). Copy in possession of author.

- 23 -




One alternative is to view .social studies as an interdisciplinary
subject, Thié, however, doés not solve the basic problem. The primary
consideration under these circumstance’s forces the separate, though arbi-
trarily delineated, discipiines to be meshed together. The criticisms
raised by Engle remain valid for this approach. The only difference is
that by viewing social studies as interdisciplinary, one achieves a new
mixture, Rather ﬁhan place the disciplines in separate containers, they
are forced into the curriculum as an immiscible solution. That mixture
is incapable of combination, its internal structure requires that each
retain its distinct identity.

Another altérnative is the patchwork curriculum so prevalent in
the American classrodm. Briefly it reads like this: the Women's Club is
having a Bill of Rights essay contest so all students write an appropriate
essay; the Native Daughters égwthe Golden West have a fabulous collection
of local memorabilia so.a unit is devéloped; Bank of Our Town has developed
a series on‘"The Consumer and His Investments" so a place is found in the
curriculum; the AFL-CIO has speakers available on collective bargaining so
an appropriate day is sét asidé to hear them; ecology is big this year
so it is examined; gglgauseum. The point is that while any of these may
be very important, it is more imporfant to consider why each is impoftant.'
To place each in the.curriculum as an end in itself is to confuse and
frustrate the student. - The resuit is a hodge~podge o0f tenuously connected
sessiohs which make no sense for the learner-participant.

A different orientation is needed to subverf.social studies. Pro-~
fessional literature already seems to point the direction., In recent years
there has been a new emphasis to find a proper definition for‘sociél studies,

Prior to the mid-1960's definitions of "social studies" were descriptive,
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(Thg definition above described social studies as the social sciences

simplified; othefs describe social studies as the study of man, or man

and'his environment; or they cite each of several academic disciplines.)
The recent trend has been to define social studles functionally or

operationally, Such a definition says: The social studies is that portion

of the curriculum the purpose of which 1is to make the learner more rational in

decisions he makes about human behavior and social interactions. This

functional defin;tion presents a focus by which social studies educators
can examine what happens in the classroom f?om a more appropriate perspec-
tive. By the use of such a functional definition‘everyone can determine
where social studies is headed.

This definition for ;ocial studies raises questiouns. Why have a
functional rather than a deéc?iptive definition for social studies? The

‘response is not meant to be flippant, but it is simply that functioﬁal
definitions are just more functional. A functional definition provides
a clear goal orientation rather than a.coverage.ofientation. Where does
this functional &efinition of social studies leave the rest of the school
curriculum? Is not this definition the goal of all education? We caﬁ
only hope so,'but in fact, most areas of the curriculum do not directly
address themselves to this focus. The key element in the social studies
definition is fts concern with "human behavior and social interaction."

- 1f the-concern-@as_wholly Vith rationality on a purely impersonal.dimension,
then math or science would offer a more productive method of achiéving
rationality., The functional definition for social studies demands that -

_the focus be solidly on humans and their.behQVior. Thevcurriculum must
examine human behavior directly: math and science rationality has not

transferred to human experience.
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Organizationally fhe functional definition of social studies means
that individual social science disciplines will uno longer exercise exclusive
sway over social studies clasérooms; the inclusion of anv academic discipline
is subject to the extent it allows social studiles to properly function. The
functional definition allows areas traditionally left to the other depaftments
to be properly included within this definitional aréa (e.g., humanities,
logic), but again only as each fulfills the fundamental prerequisites.

bMany people concerned with 'social studies education may rétreat
from this definition.iﬁ its call for new organizational structures. Many
disciplinarians obviouély have téo much at stake to accept a generalist
position for the public schools. Others wiil retreat for historical.reasons.
To seemihgly éut adrift from the sociﬁl sciences smacks of a return to the
failure several decades ago of ''social studies'" and ''social living' courses
in the era of progressive education._ The complaints about these courses
were legitimate, but the problem was not in course titles. - The problem
rested with the non-direction given to‘that curriculum, a concern with
learning activities for thgir own sake. Still other=z may retreat because
the fﬁnctional definition gives an appearance of being anti-humanist.

Later discussion should prové such an interpretation to be illegitimate.

James Shaver offe%s a strong arguﬁent for making social studies

an independent discipline. To be successful he says that social studies

‘must start by redefining its relationship with the social sciences. His =

contention is that soclal studies instruction will continue to be dominated
by the social sciences "until a definition of social studies that does not
use the social sclences as a starting point.is adopted," He proposes that.
-such a new definition will become the "basis for the philosophical examination

of sociél studies priorities."s

5James P. Shaver, "Social Studies: Where Are We?" Paper presented
ﬁs Marin Conference, October 18-19, 1969, p. 5
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The functional definition which states that the purpose of‘social
studies is to cause students to become rétional decision—makers about human
behavior and social interaction fits Shaver's réquirement. To be rational
means that decisions must adhere to logical-empirical rules-and procedures
for the solution of ptobleﬁs. To deny logical or empirical data or procedures
is to be irrational. Rational decisions must be Tade for social studies
iﬁlliéht of the survival crisis, _Thé importance of the functional definitio;

is that it closes another door on many éctivities and much content currently
‘tossed about in the classroom; those activities are not designed to help
students become rational human beings. It allows thereby for the entry of
only that content, subject matter, processes, skills, etc., which afe
difectly concerned with the establishment of rationality.

Thé compulsion is to defend the rational orientation position frbm'
humanists, If the definition is seen as a éoldly calculated, narrowly
reasoned strategem for social studies, then it is rightfully subject to
attack because that would be mechanical., Logical-empirical rulé%”and
procedures result from human rationality, this rétionality onlyﬁfesults as
man considers with warmth, empathy, and emotive understanding the problems
for which he must make deci;ions. This interpretation is based on the
premise that the humanist position is part of thellogical—empirical proglem
solving continuum: man's humaneness is logically and empirically derived.

... In summary, raﬁionality has és its roots the. logical-empirical rulgs and
procedures by which man sdlvps problems., By this fationality, man draws
his unique human- characteristics (e.g., infellectﬁéi powers, empathy,
aesthetié'appreciation, personality). -

The functional definition places rational decision-making as a para-

mount consideration in the social studies classroomé of the schoolhouse.
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It encourages the incorporation sf social sciences, ''independent" units,.
humanitiés and the arts, etc., into the curriculum, but only as each
'provides for the development of the social studies rationale. The social
sciences, as one example, should be used by the social studies, the academic
disciplines must not, however, dictate the direction of social studies
content, |

An integrative approach which will not lead.to the study of a
discipline for the sake pf.that discipline is the demand. The curriculum
is limited to those areas oflcontent/process which provide for the general
development of rational human decision-makers who are not only capable of
sﬁrvival, but can live a full life in a constantly changing world.

Thus far several cardinal requirements for a sociallstudies o
curriculum in a modern world have been describe&. The results of numerous
investigations and resea;ch cause the alarm to be sounded for what passes
asusbcial studies learning in America's classrooms. Starting with the
premise that mankind is in a survival crisis which the United States,
because of its world-wide influence, is in a poéition to exert pressure
to solve, a humane sufvival curriculum is the only warrantable élternative
available. To attagk this fundamental probiém social studies must be
redirected so that it ceases as a descriptive conglomerate of vague studies,

Certainly the social studies has a great deal it can contribute
for the.correction of this.crisis of survival. ‘By assuming the stance
which is explicit in the functional definitipn of social studies, the
" social studies can.immediately move to create students who will base.théir
decisiéns, jhdgments; and loyalties on those things for which there is

cognitively verifiable evidence.
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V. THE RIGHT OBJECTIVES

For the casuzl reader the discussion on the next several pages
may sound esoteric and appear to be unrelated to practical classroom
use. Its inclﬁsion is necessary, however, to justify and undefstand
the approaches which later sections of the paper advocate. Its
urgency is basedionnthe fact that the direction which sociai studies
curriculum andlinst;uction currently takes in the public classrooms
must be abruptly‘halted. The alternative direction advqcéted in this
paper entails a much more comprehensive plan'than any previously attempted.
It is for this reason that the major componenis of the new direction be
fully explained. This procedure is the only available means by which
subsequent discussion can avoid being esoteric. fhe deﬁand is that the
humane survival curriculum become the basis for-éctual classroom practice.
The knowledge explpsion has brought\with it a reassessment of
knowledge's totality. For centuries men argued that .to arrive at the
whole he had only to add together all individual parts. Recent investigators

havé’revolutiohized that concept. No longer is knowledge understood as the
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sum of the parts: it.includes all the iﬁterrelationships which exist
amongst the components.  Af first blush, the facade of knowledge results
from a physical additive process. In reality the construction of

knowledge is infini;ely more complex thaﬁ any illusionary gross arrangement.

This revelation has caused a new look to be taken at what were
previously viewed as rather simple syé;ems. Curriculum development is
a éase in point. The new orientation toward the magnitude of knowledge
forces curriculum workers to_anmine more closely thé complexity which is
" formed by curricular structure. Each dimension of the structure is known
-to.have important effects on every other diﬁension. Educators can little
afford to continue blissfully stating vague prbpositions about curriéulum,
expecting_fhese statements to fall together in a comprehensive, systematized,
dynamic whole havihgjméaning in the @odefn world. It is time to identify
and assess the relatioﬁships among educational propositions.

Tbvbe abie to identify at a functional level the relationship
between surviVél rationale énd the seventh question 6n a mid-term exam is
now a.demand——ﬂét only froﬁ within the profession but alsc from students,
comﬁunity, and governmental funding sources. A simplified method for
showing the relationships between day to déy activities and ultimate goals is
represented in the model for cﬁrricglum development diagrammed in Figure 1.

The development of curriculum should follow the route indicated by
the left side of the model. As described above, curriculum design must
begin at its point.ﬁf?ultimacy, i.e., humane survival. From that cérdinal

position flows every subordinate action, each- included only'as it helps
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.

attain the ultimate rationale. Subsequently, blocks.which best build

reality to the rationale must be systematically identified--identified

to flow logically and realistically from the rationale. By this process
specific objectives will emerge whicﬂ develop the curricglum.' Such a
comprehensive format makes it possibie for teachers, students, administrators,.
leg}slators, or any other person tc see how every minute of every day fits

the rationale pattern.

" Once the curriculum has been developed, the task is to put_the
design into honest practice. Quite simply, its cémprehensive implementation
is achievable only.as each lower level successful step simultaneously
becomes a means to attain higher level ends. These, in turn, become the
platform for attaining higher level ends. . +~until the rationale is achieved.

Unfortunately. classroom observations graphically show us that.
most teaching strétegies, learning activitiés and materials are treated
as ends in fhemsélves. The design of Figure 1 on the othér hand, shows
all content/process to be part of a continuing system for the rationale's.
achievement. It means that gzgix activity ﬁust be directed toward survival.
The number of connectors required to move the learner from his éntry into
kindergarten to the final ideal is infinitely complex. It embraces a
multitude of interconnecting experiences: cognitive-affective-psychomotor;
conteﬁt—processg psychological—epistemolqgical; teaching—learning. In each
.case the:set of alterratives must be weighed which will-préviée for the most ...
advantageous ﬁeans to attain the next level objectives. The discipline of
social studies must make the journey as simple and efficient as possible.
The need for these sub-rationale objecti;es in the social studies

curriculum is analogous to the needs of a hiker traveling cross country. On
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more accessible and heavily traveled terrain his journey is easy.
A detailed map keeps the voyager abréast‘of his every move, allowing
him to anticipate each obstac;e. Since he knows the deétination, the
route to follow and the amo;nt of time it-;ill take, he needs only enougﬁ
baggage to help him reach his destination. A curriculum designed to
‘achieve this objective needs only a minimum of interconnections because
of its direct applicability.

On the}other hand, a hiker going into uncharted territory faces a
very different probiqm. -He doesn't know what to expect, though he has
the same goal--survive the experience. He is unable to map out a
precise route. He seeké a quick traverse of the territory, while
dependent upon his own devices. While he can anticipate some potential
obstacies, he knows neither whether nor when he may encounter each--indeed
he is 1likely to find some difficulties for which he isyunprepafed, while
avoiding others he had anticipated. ﬁe knows Ehat he.will need to revise
his route as ﬂe goes since he cannot predict what any‘particular bend will
bring. His problem is pompléx Eecausé his degree of predictability is much
lower than.if he were traveling within the known. In much the same way the
curriculum must be designed to allow learners to deal with eventualitiés.

Social studies educafion is today in the position of that adventurer
going .into' the -unknown." It was formerly enough to draw ﬁpdﬁ pfévious
experiences to providé some aésurance for a successful exploration. The

classroom must today provide students with alternative actions for

probable/passible conditions encountered. It is éélf—defeating to examine
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particular trails, except as they may give predictable insights into the

world of the ummapped. New curriculum design demands fhe rejection.of the

. practice of skills which are‘unnecessary for jour;eys Qithin the knoﬁn

alone; simple maps éolve that difficulty. Analoéou;ly, the most important

skill the hiker might acquire is a technique for climbing very tall trees.

Climbing to full height he could survey the ter?ain and assess a best

route. Thaf skill was unnecessary when joﬁrneying within the known. The

problem very simply is that if the tree'climbing.ékill objectivé iébnot considered

for the curriculum it will not find {its way in. It can get into the |

curriculum only as it is deveioped with the fationale goal firmly in mind.
Education is seeking to maké these changes., Social studies

education certainly musf. Many séecific changes are outlined in Figure 2.

If these changes are not made in light of a humane survival rationéle, social

studies will not improve the quality of the educational experience.

Traditional Educati&n ‘ Modern Education Tends to

Leads to: Give:s |

Rote Learning T Problem Solving‘Abi;ity
‘Acceptance of Authoriﬁy : : Belief in Exﬁerimeﬁtation and

Empiricism:

Love oflTraditon Love of Innova;ion
~ Regimentation ‘ o - —Creéfiﬁity -
Search for Security ) - Self—donfidenée

Fatalism “ Optimism

‘Tgrminal Education . - ‘Ability to continue Leafﬁing

Throughout Life

‘(continued on next page)
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(continued)

Traditional Education Leads To: Modern Education Tends to Give:

Uniformity of Training Bringing Out Individual Abilities

Imposed Discipline in Classrooms Self-Diécipline In Work

Rejection of Handwork : Coordination Between Hand and Brain

Family or Group Morality and Public Morality and Responsibility
Responsibility

Avoidance of Decisions.. Management and Decisioh—Makiﬁg Ability

Following of Routine or | Ingenuity and Inventiveness

Accepted Ways of Doing Things
Figure 2 6
Social studies curriculum can begin now to outline general objectives
in a manﬁer which provides guidelines for'attaining the rationale. é;ch a
sketchy structure is diagrammed in Figure 3. In that paradigm each block
represents a subordinate function or condition needed for the rationale
achievement. Each suB—category is prerequisite to the accomplishment of

its higher level instantiation. The lines of flow represent the most

direct and apparent connections needed; they fail to connect all instantiations.

[ musaxe svgvivar |

L RATIONAL DECISION-MAKER |

[ARECDNSTRUCTIVE PLANNER l SELF-ACTUALIZING INDIVLDUAL J
// N

DEVELOPMENT OF COGNITIVE POWERS

WARRANTABLE CLAIMS COMMETTED WITH
ABOUT THE WORLD OTPENNESS
Figure 3

6Roger Revelle, paper presented to U.S. House of Representatives
Committee on Scilence and Astronautics, January 26, 1966, published in New ‘
Directions for School Administration (Burlingame, California: California
Assoclation of Secondary School Administrators, 1969.) pp. 6-7.
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The routes for the achievement of the human survival rationale;
by way of the paradigm, fall roughly alonglthree major paths. The track
"beginning at ""committed with openness" focuses on human qualities
necessary for survival., The track issuing from "warrantable clains
about the world" focuses upon what we know as subject matter content.
The cohesive element is the ''development of cognitive powers.'" Each ef.
the pathways 1s examined in a following section. Each of the routes
described by this paradigm has serious limitations because in reality
all three tracks are inseparably interconnected and highly interdependent.
The fnnction of the next three sections is to decipher and give precise

meaning to each prerequisite for a humane survival curriculum.
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VI. TO BE UNLIKE PARENTS

Education for survival in a civilized, enlightened, eQer—changing :
world ié the only warrantable rafionale for curriculum. In view of that,
it is né help to say 'every minqte in every classropm needs jusfification
in terms of survival" if we are unable to make it meaningful for each and
e#ery leamer. Unfortunately, until fecently the student has been one of
those elements forgotten by the education system. Educators seemed fo
forget that students are the learners whb are the focus of the curriculum.
Thé learner as an individual is ofbprimary importance to the development
of the humane survivai curriculum.
Humane survival requires the. school fo produce what Abraham Maslow
and others call self-abtualizing individuals. Established schools have
made little or no effort to approach this objective, though they have given
lip service to "fhe whole child" concept. Survival social. studies requires
its accomplishment. Concebtually,Vself—actualizing individuals aré persons
" who function more fully and live more enriched lives than the contemporary
average pérsoﬁ. As én individuél ;he self-actualizér accepts himself, is
creative énd open, and functions by fundamental democratic character

qualities. He hasthe capacity for a purposeful approach to life in its
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multiplicity of dimensions. He has a guiding purpose and a dedication
which give human 1life the human ingredient.
The self—éctualizing individual may well be the salvation of
the public schools. Too much evidence indicates that the school cannot
survive as the follower of society. 1Its only alternative is to move to the
front. Movement will not begin, however, until schools become committed to
developing self-actualizing individuals. To reduce this task to its
simplest command, schools must produce students unlike their parents.
The achievement of this general objective will occur only as institutional
education is prepared to concern itself with the direct development of each
student's potential. It must cease its narrow preoccupation with extrinsic,
cognitive dimensions and actively embrace self-actualizing goals as equally
integral parts of the curriculum. Developing self-actualizers will mean
that students will become public persons of internalized éommitment. There
will emerge a new breed of person who possesses five distinct characteristics.
First, self-actualizing persons function as lifelong, self-inquiring

learners. This 1is essentially the characteristic John Gardner identified
as the ''self-renewing man."

We are beginning to understand how to educate for

versatility and renewal, but we musat deepen that

understanding. If we indoctrinate the young person

in an elaborate set of fixed beliefs, we are en-

suring his early obsolescence. The alternative is

to develop skills, attitudes, habits of mind, and

the kinds of knowledge and understanding that will

be the instruments of continuous change and growth

on the part of the young person. - Then we shall

have fashioned a system that provides for its own
continuous renewal.

7. John W. Gardner, Self Renewal: The Individual and the
Innovative Society, (New York: Harper and Row, Publishers, 1963), p. 21.
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Survival education functions in or@gr for knowledge and social change
to become enraptured. The method by which we'achiéve this.goal needs
greater specificity. The basis for the achievement of the self-inquiring
learﬂer rests on the succesé of the schooi.in providing skills which will allow
them to achieve the ability.to withstand and adapt to uncertainty.and stress.
By this means the self-inquirer develops the attitude that 1life is a continuous
educational process, a process endless and fun;filled. The abiiity to
withstand and adapt to unceftainty and stress is a direct-prerequisite for
the self-inquiring'learner, but it also has indirect consequences. A by-
product of this major consideration is the development on the pért of the
learner that he has some degree of control over his own destiny. Once he
gains this orientation it is a logical step for him to e;tablish himself
as a causal agent in the affairs of man, and most appropriately through
a fole‘as ﬁitizen. | \

Second, schools must allow students freedom to. develep individual
cognitive powers. Students need an environment which will allow them to
attain cognitive skills and maximum use of intellectual capacities. This
means students will need to understand learning proce;iecjso that they may
more fully develop appropriate concepfs. They will need to understand ;;e
function of generalizations in the form of truth, hypotheses, and value

—-claims. Development of cognitive powefs further means the encouragment of
open-ended thought processes, rather fhan traditional educational stress
on cohforming,_mgnipulating convergent processes. Man's uniqueéness is his
ability to use his intellect to solve the problems he faces. He does this
by determining and weighing available altefnatives (i.e., evaluating what

he finds out). Society, at least through its schools, must encourage the
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development of the cognitive powers of all citizens.

Thifd, students must'écduire the ability to function efficiently
and fully in a world of accelerated change. Survival education requires a
positive orientation toward cﬁange. For society this means that individuals
live with and, indeed, even anticipate.amﬁiguity. The orientation .toward
change suggests the capacity of the individual to live in a world that
says that what 1s learned today will, iﬁ all probability, have to be un-"

. learned tomorrow. One of the roadblocks which impedes survival is man's
traditional supposition that education consists of uﬁéhangeable universals,
Society has an apparent aﬁathema to change, Mankind won't continue if it
bases its continuance on myths which are now knovn to be false, despite
the apparent applicability of old universals to solve past circumsténces.
It is therefore mandatory that man base his judgments on the most recent
empirically based'dafa. ‘It is from this perspective that the curriculum
can begin to provide.leafneré‘ﬁith opportunities to gain psychological
control over their destiny. This orientation should become the basis for‘
establishing a positive self-image for each student, as he examines him-
self in light of empirical evidence, At this point he can discover his
own legitimacy and allow himself to seek sélutions which-meet the require-
ments of new conditions. It is tﬁis intellectual versatility in a world
of coqtinuoué changé'which will remain man's ultimate resourée. Curriculum
ié needed which insures that man does not lose that vital characteristic.
Students who look.toward tomorrow and can accept and adapt to its uncertain-
ties are a prerequisite for-survival.

Fourth, the self-actualizing individual'maximizes interpersonal
relationships. He does this as he is able to base his éctions 6n a firm
commitment ﬁo openness, As a consequence man needs to establish empathy
with his fellow human beings. In order to work toward this gdal, society's
educ;tors must strike out against ethnocentrism and prejudice. It is a
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minimal function of social studies curriculum to sénsitize studen;s so
that they accept and then encourage human differences. Students should
bé encouraged to interact positively with persons who are different, both
with peers and mankind writ large. By these meaﬁs Amer}can schools can
help the greater socie;y approach the American Dream and thereby achieve
some very real democratic ends.
Historically man is ethnocentric. He has always lived among his

.own kind- and consequently evaluated other persons by the standards of.
his culture. lTechnological innovations of the past two decades provide
mankind with the potential to de-ethnocentrize. Man's circumstance causes
him to evaluate fellow humans on the basis of what he perceived as he
matures. Modern techﬁology, primarily through the media, caﬁ provide

a vehicle thch will allow all persons to grow in a world culture. That
culture would be one based on a broadly human ethnocentrism--a'world
which maximizes interpersonal relatioﬁships. This potential provides for
a vital empathetic attitude which will allow us to accept others--both
strange and intimate--as well as ourselves.

Fifth, the self-ac;uali;ing individual functions producgively
because_he fully understands himself. The understanding results because his
po;itive self-image has remained intact--or indeed, if significant harm has
been done fo it, somewhere along the line, he has been abla to, rebuild it.
The process allowing for this positivé seif—image evolves from his basic
democratic and open ﬁersonality. Pushing this development back yet another
step we can’say that this outlook results from his sense of empathy
and his fundamental commitment to empirically based judgments. It means
thét the values he lives by are values which he has openly tested to be the

most warrantable within his world structure--yet he is prepared to accept
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alternatives if théy are found to be ﬁore warrantable. Children are
helped to achieve this goal by being allowed-~yes, encouraged--to deal
with‘themselves, théir cognitive structure and their feelings. The social
studies curriculum can no loﬁger shirk from rve responsibility of cuitivating
these chafacteristics in gl;'children, A social studies curriculum can be
designed to provide for these and the other dimensions which have been so
briefly outlined in this section.
'The sum of al; these chatacteris;ics will result in indiQiduals

who are totally unlike the present generation. That same present
generatibn- has the responsibility for the condition the present society is
in. It is obvious that radical changes must be made to correct the glaring"
111s. Unless future education is directed toward allowiﬁg the school childreﬁ
of today to be different from those in the adult world, the youngsteré have
no chance to survive their three score and ten.

The creation of the self-actualizing learner is an extremely high
level objective for #ny curriculqm. Its accomplishment'is mandatory. If
we continue to shape all students from fhe same mola, our end is predictable.
However 1f we build from the innate and differing shapesiand_st:engths of
all individuals, we shall surely design a better and moré pleasurable
world. Figure 4 descfibés the fundamental relationships which form the
self—actualizinglindividual._ The curriculum has té systematically direct
positive efforts at these dimensions. |

The shape of studénfs who come out of the social studies classroom
must be unlike that of their parents. That dissimilarity will result when-
students acquire the gbility to use ﬁools helping‘them effectivély deal with
the ambiguity of the changing world. These individuals, as a consequence,

~
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FIGURE 4
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will look to the future, not the past. They are confident, self-actualizing
inquirérs.
Having a curriculum based on survival is a conservative goal.
Times, however, dictate that humane survival depends upon the emergence
of students different from their parents, and that is revolutionary because

no societv has ever undertaken a job of that magnitude.
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_VII. SURVIVAL CONTENT

We have elected a survival curriculum by which the interdependent
' discipline of social stﬁaies'functions to make self-actualizing learners
~ more rational'decision—makers about human behavior and social interactions.
It is evident that much of what happeﬁs in thé classroom today is ﬁot bniy
irrelevant by this criteria, but is actually dysfunctional in the attempt
to attain a rational survival educ;tion. As a consequence, contént ob-
jectives are needgd that are specifically directed for the ultiméte
achievement. |
Traditionally social studies has stressed memérization'of knowledge
of the past and knowledge of the present as the reason.for the existence of
social studies. The survival curriculum demands that knowledge of the
pgst.andApfesent be fgnctipnal:' Specifically.it should provide the
means by which sociét§ can impiement reconstructive planning; Reconstructive
planning is that planning which anticipates the‘problems of tomorrow and
attempts to solve them before they become actualities. If past-present
subject matter content falls short of that objectiQe, it connot be
retainéd by the curriculum. The Aeéign of the curricﬁlum, by stressing

reconstructive planning, wbuld then guarantee that ghe learners of today will
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continue to seek solutions for the Problems of tomorrow. Such a curriculum
. design anticipates the future énd p;ovides types of experiences which will
make eventualities as understandable and rewarding to the students as-
possible. The functionality gj.céntent can therefore be evaluated by the
degree to which it measurably allows for reconstructive planning. A

method for approaching that goal is diagrammed in Figure 5.

Clearly this set of content objectives plays havoc with the traditional
_social studies program. As seen in Figure 5 subordinate instantiations are
useful only as they help achieve specific future-oriented goals. The major
implication of this prescription is that subject matter content which has
been traditionally transmitted in the classroom wili,have to undergo dras;ic
reorganization. That old content will have to assume either the new putpbse
or be replaced. This does notvcause any subject metté& to be eliminated
a Eribri, but tﬂe criterion for inclusion is very clear. Is the subject
matter content efficient and relevant for achieving the higher level
objectives?

Social studies is founded in man's knowledge of what has happened
over the time-space continuum. It is prerequisite that students get much éf
this knowledge in the curriculum; the question is, which parts on that continuum
and what magnitude the examination? There are unnecessarily serious- handicaps
that prevent the curriculum from readjusting priorities aﬁd thereby adequately
relaying needed knowledge: purely nétionaliséic and ideological perspectivés
act as blinders at the expense of survival demands.. The advent of the know-
ledge explosion makes that néffow focus a criminal and/or insane act.

Priorities neéd-to be readjusted so that kids can learn, without narrowing

their focus,‘those things they must know in order for mankind's survival.

e
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FIGURE 5
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The parédigm in Figure 5 outlines a sefies of filters which can help
curriculum designers make-dicisioné abéut subject matter content. The first
subject matter content criterion filter, warraqtable claims about the world,

eliminates all but those dimehéions of the continuﬁm which are warrantable;

that is, those things which evidence says have the greatest probability of
being tfue. (It identifies the empirical world.) If is iImpossible for the
curriculum to include everything over the time-space'continuum; it is there-
fore imperative that social studies instruction deal only with knowleage
which examination indicates to be warrantable (i.é. tentatively valid).
Passing along known myths as having warrantability preordéins survival
difficulties. Social studies subject matter content must be limited to
empirically derived warrantable claims.

The second filter for survival cohtent in fhe public schools restricts
pré-contémporary claims to those areas productive for the study of trends.
Essentially tﬂis is a call for transmission of warrantable claims which
cleariy demonst?ate trends in man's physical/social.world. This requirement

o fosters a curriculum;wﬁich is bullding toward reconétructive’piaﬁning. As
Figure 5 indicates, mankind's knowledge of the pasf, bresent and future has
‘as its principle basis the ability to trace developmeﬁts which have beén : lg
cause for events over the time-space continuum. Man's ability to make
‘warrantable plans of ﬁhe_future is seriously limited if he does not have
information about evident trendé. Knowledge of trends thereby provides him
with one souna basis for making warfantable,predictions.

The study of these trénds serves two immediaté purpoées: (1) it
 a11ows for an understanding of the past and (2) it aids in comprehending the
present. It is of particular importance that in neither his consideration
of the past nor his counsideration of the present can the exercise be allowed

to culminate in a study of that period for its own sake. In any exémination
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of the past, coverage must be 'limited to content which ﬁas a high degree of
utility for understand@ng subsequent events. In sum, knoﬁledge of the past

is warrantable in the social studies curriculum only to the degree that

its interpretation directly increases the students' ability to diagnose the_
present.

Diagnosis of the present is derived from its two subordinate in-
stantiations, i.e., interpretation of the past and direct observation of
warrantable claims about the world. The former makes use of data which has
been shown to ﬁave an lmpact upon the contemporary world. This is derived
from man's ability to accurately study historical trends to understand why
the present exists under the conditions it does.

There are some warrantable claims which are directiy important for
diagnosis of the present but are not filtered through trend analyses.(studyb
of trends) and interpretation of the past. Since the present is always
ﬁnique, it may not be advantageousjto constantly seek out cause and effect
trend relationships. Many contempdrary_circumstances apparently have little
identification with past events--at least the.relationship seems quite
tenuous. It may be more efficient to diagnose a situation on the basis of
direct warranﬁability.

Using.the cognitive skills associated with contemporary diagnosis and
an examination of the non-antiquarian paét, man can gain a diagnostic
undefstanding of his contemporary state. Such an understanding operafes
within the limits providing directly for survival. Criteria is determined,
by the extent to which the content employed provides for attaining knowledge
which is useful in adjustive planning (i.e;, correcting today the problems
which developed yesterday). If the knéwledge of the present which is trans-

mitted is not directly concerned with adjustive planning, it is illegitimate
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in the socilal studies curriculum.

Adjustive planning 1s the practical extent of most contemporary
planning. It 1s the typical American method for resolving a difficulty. . .
after it needs solution. It is, however, a needed method of surgery if
mankind is to survive. Its measure of success is directly dependent upon
the degree to which the planners are able to diagnose the present--there
is no‘other route by which adjustive planning may be implemented, unless
there be an allowance fof Bheer luck.

The development of the survival curricﬁlum requires dimensions
seldom reached in current social studies practices. Moving beyond wﬁat is,
survival social studies moves to the realm of what will be ;nd what can
be--the essence of future orientation. The curriculum has developed with a
solid footing in the time-space continuum. Time—spaée information functions
és.data to be use& in preparing for a better world. The key to the curri-
culum's -- and mankind's -- success lies in man's ability to make warrantable
predictions--i.e., predictions about tomorr;w which result from his best
estimates of human behavior and social interactions as evidenced over the
time-space continuum.

When he is able to make empirically warran?able.predictioﬁs, man can
make realistic estimates of the future. ﬁhile these estimates will be much
more accurate for the short-term than the'loﬁg run, ;he proéedure does allow
man to first anticipate and then consciously and sygtematically make plans
to avoid potential problems. Only by becoming reconstructive planners can
mankind hope to avold catastrophe in view of today's most wafrantable pre- f
dictions.

ngelopmentally all subject content cénsiderations serve to resulf in
each individuél making warrantable predictions about himself, his soclety,
and the world he lives in. This process makes it possible for him to develop

ERIC
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some reasonable expectations about the world of tomorrow.
The éontent structure, as dlagrammed in Figure 5, presents some apparent

philosophical difficulties. The curriculum is based upon recognition of an
| empirical wofld.. Empiricism is founded upon what apparently 1s; not what
ought to be. This concentration upon what 1s, what can, and what will be,
however, forms the framework by which self-actualizing learners can Begin to
deal with what ought to be. By 1dentifying Qhat_caﬁ be and then setting out
to make sound p911cy decisions among the alternatives which appear available,
the planner deals with ought. That is where rationality takes its rightful
place--the interaction betweeh_the reconstructive plaﬁner and the self-
actualizing individual.

The ideal social stgdies curriculum is limited to that content which
_permits the emergence of students able to put together a set of reconstructive
plans which will intércept and solve potential problems.':By this strategy
every student of reconstructive planning can make tomorrow's world a better

place for him-and his offspring.
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VIII. PUTTING IT ALL TOGETHER

The tﬁird pathway of ;he sﬁrvival paradigm for social studieé
curriculum follows the contours dictated by man's cognitive structure.

Cognitive structure has received much attention in recent years—-—
indeed it is that attention which h;s resulted in the diffefences which
exist between éraditional social studies and new social studies. Cognitiﬁem
psychologists have dissected man's intellectual structure, determined its

modus operandi, and developed learning theories based upon its perceived

functioning;' Piaget, Guilford, Bloom, Gagne, and Skinner are among these
schelars.

In the curriculum developméﬁt ﬁaradigmjfor humane survival,
cognitive structure is inseparable from either:content or the development
of‘self—actuélizing individuals. It is the cfuéial criteria in the humaﬁ
experienée.' Cognitive process is a part of cbﬁtent; self—iﬁquiringblearners

2

‘inquire by means of their cognitive processes. Essentially,; cognitive structure

cements content and the affective individual together. The development of

cognitive powers permits the rationality of the decision-maker.




In the survival paradigm six categories of cognitive skills/processes

4

fundamental to“rational decision-making are specified.. These processes
inélude logic convention skills, search skills, analytic Skillg énd inter-
pretation skills which make up the processes usually associated with

> convergent thinking. The fifth cognitive instahtiation is the open-ended
thinking process, commonly identified aé divergent thinking processes.
The sixth and definitive process 1s evaluation.

The structure of the entire humane survivél paradigm (Figure 6)
identifies the relationship between each process skill and_iﬁs most direct
effect upon the content and self-actualization components‘of the model.

Logic convention skills are those processes which are followed
by logicians to ascertain truth. As diagrammed in the paradigm thése skills
function primarily to establish the warrap;ability of.claims.‘ Logic convgntion
skills are also a major component in the S#ills associated with evaluation.
The paradigh isbso constructed. that once a féctor’is programmed into the
model, it remains effective through the sequential instantiations. - Therefore
logic convention processeg continue to function at subsequent content
instantiations on the paradigm, even though specific connectors afe not
identified.

Searcﬁ skills are those processes whiqh are concgrned with all
information. Learners need to know how to search for information, Sut they
also need to know how to set up a strategy to find the answer to a question
which concefns them. Particularly as the knowledge explosion takes on grosser
dimensions, the ability to collect information is of greatér survival |

potential than the ability to remember speéific pieces of knowledge. It is
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the learner's capability to search out the empirical world and establish
warrantable aspects which 1s paramount. He must know what' to leok for so
he can decide whether the data he has collected is relevant to: the

inquiry he has undertaken.

Analytic skills function principally in the sccial studies curriculum
.when learners are confronted with claims and musf détermine the warrantéble
trends which tﬁese claims indicate. Analytic procésses revolve around the
ability to detect the organization and structure ;f the material under
observation. Bloom points out that analysis functions "to distinguish
fact from hypothesis in ; communication, to identify conelusions and
' 8

supporting statements, to distinguish relevant from extraneous material..."

As discussed in the 1968 proposed California Social Sciences Education

Framework these analytic skills are éoncerned with "isolating selected
phenomena for study, making specific observations of the phenomena,
classifying the phenomena by precise definition,‘and examining the
relatiénships among [them]."9 It is this latter fupctibn whiqh makes analytic
skills an integral.parf for both interpretation and_evaiuation_skillsQ}
Interpretation skills offer the individual the ability'to integrate
a variety of phenomena so that there emerges a newly relevant meaning for
the material observed. Essentially this is what Bloom identifigs.ag
.synthesis in this cognitive taxonomy. It-is the process by which elements
and parts are put together to form a new whole. It is through this process
that the time-space céntinuum begins to make sense. 'Intefpretation skills
are directly‘funcfional in interpreting the past and diagnosing the present.

The achieving of interpretation skills is prerequisite to evaluation skills.

8Benjamin S. Bloom, et al. (eds.) Taxonomy of Educational Objectives:
Cognitive Domain. (New York " David McKay Company, Inc., 1956) p. 144. '

7John U. Michaelis, et al. Social Sciences. Education Framework for
California Public Schools (Pg#posed) (Sacramento: n.p., 1968) p. 10.
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Open-ended thinking processes cover a wide continﬁum of possible
intellectual activities. Basically they are identified as processes which
have less structure than those‘described above. The processes usually
result in totally new ways of analyziné or organizing claims and often
result in.qo.single right answer. Of many alternative answers, each‘may
be good. Open-ended proceéses are the result of release from conventionally
structured épproaches to problem resolution.

Evaluation skills are those which allow man to make judgments

ébout the value of observed phenomena in relation to his purposes. It is
the determination of whgtﬁer the phenomenon is good or not within a
contextual setting., It is through evaluation that man determines what can,
will and ought to be. The‘skill is requisite if man is to close the gap
between knowledge and praciice. It is only as man is able to intellectually
evaluate his observations that he can become a self-inquiring learﬁer--
the alternétive is that he has no reason to inquire, since he could do nothing
about what he finds.‘lEvaluation is fhe application of criteria to allow him
to make judgments about the products of convergent and opén—ended processes.
By the humane survival paradigm those higher level objectives
mandatory for the accomplishment of the survival rationale have been
identified. To fall short on any of those instantiations is<to'seriously
impair survival possibilities. Iﬁ schools and man are to survive, the
curriculum must be such that theseifactors and functions are consciously
implemented. It is.only by the careful examinagion of each instantiation
that curriculum developers can bggin to articulate specific élassroom
objectives to effect the reality for humane surviv;l.

Before leaving the higher level objectives of a social studies
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cup;iculum, some generalizations can summarize its development.

1. Traditional social studies haé concentrated on past'and
present knowledge a#s an end in itself, (This includes only three or four
of the instantiations in Figure 6.)

2. New social studies makes consclous use of the individual's
intellectual processes as he looks at past and present knowledge. This
stance has .allowed learners to reach the level of adjustive planning.

. {This includes roughly the extreme left side of thé paradigm, approximately
one~third of the instantiations.)

| 3. Humane survival social studies concerns itself with the hpman
aspects of decision-making. It is a necessary addition to the relatively
sterile and‘mechanistic,tthOugh vitally important, cognitive prbcess'and
subject matter aspects of curriculum design adéocated in new social studieé
prograns.,

The implementation of specific and practical resolutions. to
higher level objeéctives must be detailed. Subseqpent sections discuss
some actual day to day imélications and procedures which may prescribe

"practices which allow the p;radigﬁ to leave the printed page and move

to the classroom.
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IX. TEACHING é&: AT THE NITTY-GRITTY

If the preceding segtions iﬁterpret the goul of the newest in
social studies education, the next several secfions bring physical
reality to a me;aphysical structure.

A primary question is "How does one go abéut implementing a
humane survival curriculum?” The broadest answer really offers little
ﬂdirect remedy: ‘sociél studies practices must change drastically in
the ways prescribed in the first sections of this paper. The question
'is then begged: "How can one éystematically institute thesg required
changes?" The answer, again outwardly insufficientﬁ a comprehensive
.plan must be carried out.

Therefore a plan must be devised. The chosen plan moves toward
implementation‘by examining three interrelated components: humane
survival teéching, humane_suriival learning, and humane survival
curriculum. This section examines methods and imblications:of teaching
for.humane survival, What methods are mpst4szective ;o meet the challenges
identified? What are‘specific types of classroom environments which need
to be developed? What types of reeducation need teachers undergo to feel
confident in the new structure?

:The next séction examines;the learner. Whaﬁhis he capable of

learning? How can knowledge of téaching strategles be dove-tailed with
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appropriate learning activities? What learning experiences are
psyéhdlogically and epistemologically sound?

The thifd discussion is a prototype K-12 humane survival social
studies curriculum. What are its parameters? In its step-by-step
progression how does the sequence allow for the right content, with the
right subjectuﬁ;tter, outlines with achievable objectives, all of which
are psychologically and epistemologically sound? What are the built-in
provisioné for individual flexibility?

i

To begin, teaching needs scrutiny. Traditionally teaching has
been defined as thos; acts undertaken by certificated individuals before
groups of students. The temptation 1is to continue wiﬁh that definition.
That type of shortsightedness must be avoided, however, at all costs.
Teaching musf, as you must by now expect, be defined in its functional aspects.
In that light teaching is defined as that procesé by which one brings about
intended qhanges in the behavior oflghother. Quite simply Stated, change
in behavior resulfs when an individual can do somethiﬁg he cduld.not
preyiously perform--in this case something he could not perform prior to fhe
teaching act.

Consequently a teacher may teaéh studeﬁts to list all wars fought
by theAUﬁited States since 1789, state the pledge ofvallegiance to the flag, -
Kenyan national elections, or calor within the lines in the coloring book.
Teach%ng is not involved when the student "learns" to falltasleep every

déy during social studies or when Bill hits Johnny every time the teacher

says 'recess'"--providing, of course, these behaviors were not programmed
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as outcomes by the teacher.

The job éf the teacher, then, is outwardly simple. Take students
from their entry performances to cleariy plannea, specifically-stated
terminal outcomes. The journey from where a stuaent is tc where he needs
or wants to get iIs largely the responsibility of the teacher. If the journey
is beset by eilther digressions or great leaps which confuse the student,
teaching does not transpire, regardless of the efforts undertaken. To fall
short of the intendéd outcome is to fail to teach. That simplé and direct
pritériop makes the teaching act clear-cut.

It is prerequisite then that before teaching can begin the entry
competencies of students‘must be identified (e.g., concepts, generalizations,
modes of inquiry, skills, attitudes). Once these are ddentified the
appropriéte points for bgginning instfuéfion can be assessed. Cdncurrently
terminal outcomes speéified in behavioral terms mﬁst be prescribed so that
all will know Qhen each'ouﬁcome has been attained. As student’entry points
and lesson ouﬁcomes are de#éfﬁined'it is possible to establish a stép-by—step
programmed procedure so that the learner reaches the desired termination
through appropriate means. .

The huﬁane survival paradigm (Figure 6) is directed at identifying
ﬁhe steps to a prescribed termination. That paradigm_ideﬁtified various
components prerequisite for attainiﬁg the terminal goal (i.e;, humane
survival), The humane survival paradigm does not differ ststantially
from that undertakén by a teacher for a curriculum development (whether one
day, one semester or K?12)r Thé coﬁstruction process identifying the
necessary ingredients to reach tﬂe'desired outcome is essentially the séme

that would be used for organizing a’unit in féurth grade social studies.
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How do indivi&uals develop lessons systematically to get at ﬁhese
prescribed pbjectiveS? A procedural plan was ouﬁlines in Figuré 1, the
Curriculum Design Justification Model. It identified how to move from

_educational goals to objectives of a very specific nature. By following
the deéign, goals and objectives cﬁiﬁinate in overt learning activities,
materials and teaching strategies. The model demonstrates a means-ends-
means-ends process. By employing this type of development continuity for
that whiéh is>undertaken in the curriculum, lessons may stop resembling
isolated Sets of Qnrelated expefienges and build on one another in a
cumulative fashion. -

Instruction needs to be derived directly from the embracing rationale.
The result will be to have each claés period clearly interrelated with
every other--fhe interconnections becoming expliciﬁ, sequential and
logically supportable. This goal is attainable as lesson objectivesl(be
they for a ten minute or five.week.iesson) are clearly and behaviOfally_
stated. By forming lessons through this procedure there emerges an added
benefit. The teacher (and/or learner) will be-able to>establish a checklist

‘ which'cleafIinndicates the increasing cbmbetepéy toward each objective.

Specific tasks can; as a consequence, be indentified'which best help every

student achieve each prescribed objec;ive.

A Hypothetical Lesson

Folloﬁing the design of Figure 1 let's examine a hypothetical social
studies lesson. (Some may see it more clearly as a unit because its
accomplishment would likely take several classroom hours.) The basic ob-

jective of this particular lesson (non-behaviorally stated) is to instruct
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gtudents to have berspectives necessary for subseduently designing recon-
structive plans for the peacefulrresolution of international crises.
Following the design model, we can trace the non-behaviorally stated
objeétive from its relation with the rationale to the guiﬂelines for
systematic classroom operation.

Our rationale declared that social studies must

provide means by which students can help initiate

a humane survival in a world which is worth sur-

viving in.

One general objective, derived from the humane

survival paradigm, could be to allow students to

suggst reconstructive plans resulting in alternative
methods for the international resolution of conflict.

One specific objective (i.e., terminal objective for
this period of instruction) might read: "The student
will evaluate, either in a 500 word essay or five
minute presentation to the class, the roles taken

by three or more heads of state at the time of one

of the following international crises: Cuban Missile
Cris#s, the attack upon Pearl Harbor, exploration of .
western North America, the Great Debression,'World
War I, or another of mutual teacher/student agreement.
The substantive criteria for the evaluation must be
on that established by the class."

So far, so good! The process now requires the teacher'to determine
how to help students achievelﬁﬁf spécific objéctive. Thai entails two steps.
The firgt is to break the specific 6bjective into component parts, showing
the cog;itive, affective and/or pé&chomqtor relationsﬁips which are pré—
;equisite to its éccomplishment., It is-a task analysis. A simple way to
descfibe this relationship ambhg various tasks is ﬁb develop a paradigm. o
_The lower categories become those which are required before the learner
can accomplish the higher level categories. Each lower component is in
reality a sdb—objective. They must, therefore, be stated in pehavioral te?ms.

To approach the specific objective described above, examine the humane

PR N .-
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survival paradigm (Figure 6). The focus of the specific objective 1s
on "Interpretation of the Past." 'fhe néture of tﬁe.terminal objective
j_piaces:hecesgary attention On_ﬁWarrantab1e C1aims," "Analytic Skills,"
."Inﬁerpretation Skills," and "Self-Inqﬁiring Learner." And because
‘the legsoh ie ultimately desigﬁed:to gefbthe student to "Reconstructive
Planner]' the "Evaluation Skills" component plays a major rble in the
objective, since the students will be evaluating the roles played by
national leaders iﬂ“the past. Entry competeneies of the students must
then be determined so that.the detalled areas of teaching necessary to
achieve the specific objective can be identified. |

Presume for this example that students havé had sufficient successj
with the components, requisite for "Interpretation of the Past" and
'"Evaluatién Skills." This enables the teaching/learning effort to be
p}aced upon that demand of the parédigm.Av(If the teacher finds a dis-
proportionate aﬁount of teaching must be undertaken on the lower.components,
then the terminal objective is gn;eq&istic. The terminal objective would
best be reconstituted to examine the identifigd area of difficulty, since
prescribe& terminal objeétivés‘caﬁndﬁ be accoﬁplished without satisfaction
of prerequisite objectives.)

One ana}ysis of the céntent of thevspecific objective shows that
the subject matter for the lesson centers on the dual concérns of national
lead:rship and intermational crises. Thé concepts basic to satisfaction in

this area of study might include "decisioq;making," "role," '"nation-state,"

. "eadership," and "crisis." Consequéntly a paradigm for this- lesson can
begin to take shape. Its focus is upon the termiﬁal objective and relates

a number of preconditional knowledges which are nedessary before the student
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can achieve the objective.

Evaluate roles

assumed by various
heads of state in
times of international

crises,
Specify criteria Specify what
i to judge sound- . - _ constitutes an
lnESs of decisions. - international
crisis,
Specify the
concept ,
"decision-making"
Specify the : Specify the _ Specify the
concept ' concept concept
"leadership" "nation-state" "erisis"
Specify the
concept
"role"
.. .. FIGURE 7 __

Each'compéneht iswtrﬁly a building block for those above it. Each
can break down to establish sub-components. As an example, the box
associated with '"leadership" could be broken down and diagrammed. And

as the specificity increases, clearer tasks are spelléd out--including

alternative content selections. ‘ P
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Evaluate roles
assumed by various
heads of state in.
times of international

crises,
. o Specify criteria’ Specify what
to judge sound- constitutes an
ness of decisions. international
crisis,
Specify the
concept
"decision-making"
|
Specify the Specify the Specify the-
concept : concept concept
"leadership" " "nation-state" erisis"
" | specify the
concept
"role"

FIGURE
PR _;J

Obviously each of these can be still further broken down, e.g., basic

skills which are prerequisite to doing each of the components: observing,

Acommuniéating, hypothesizing, etc. Teachers must be preﬁared to break each

Q '

ERIC

Aruitoxt provided by Eic:

down to the entry points of the students. The teacher.can't stop until the

point has been reached which puts the projected learning experience in
equilibrium with the competencies of the students. When teachers begin
instruction above this balarice point all teaching efforts are wasted since

intended changes in behavior cannot come about. On the other hand, it is

nonsense to go through all the efforts in Figure 8 1f the students already"
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have the conceﬁt attaingd. How dq we‘determine"whether the studehts
already.have thé concept? The criteria is established in Figpre 8
(e.gi, "Apply analyfic investigaﬁioﬁ « v ") give a pre-tést.

One of the major reasons for the development of behaviorally stated
outcomes is so the leérning process and product ceases being a mystery.
The criteria for Succesé'is openly sﬁatéd beforehand.

" The student's primary résponéibility begins when the teacher is
prepared to beginvinstrucﬁioﬁal prepar;tion.10 From this moment the
learning experience bepomes a nécessary joint éffort\in which the teacher
diagnoses student éompetengy and'preécrtbes'furthgr?éxperiences; the student
demonstrates_his-fnll capabilities,

hThroﬁgh task analyses, the specific guidelines provide a‘maximum of
efficiency--the terminallobjective is so S§ecific that the road to reach it
is élearly defined. These guidelines also provide a méximqm‘of flexibiiitz—f
they provide for constant learner d;agnpsis allowing teachers to cﬁt
instruction corners where appropriaéé and build étronger foundations where
ﬁecessary. ‘Task analyses permit individualized instruction when leafners
arerideqtified at particular individuél staées-on.thg paradigm, cleariy
dictating apprdpﬁiate experliences. Task analyses allow for large gfpup
instruction when it is determined that learners are at a common poiﬁt. The
ultimate potential of the pgradigm is reached as constant feedback is

obtained from learners, showing where they are in relation to the intended

' 10This is not to suggest that the teacher in any way precludes the

participation of the students in the preceding stages.- It may well be that

the students can give perspective and form to the terminal objectives by

pointing where they want to go to achieve the ultimate rationale. The

) responsibility for articulating the sequence--from rationale through task
.analysis--rests, however, with the teacher.
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behavior change (terminal objective). -

When task analfses and student diagﬁo:cu ére'completed, the teacher
can begin to make plans for specific lessons. To have doﬁe go prior to
diagnosis is dysfunctional. The job is to determiné, from among the
variety of potential 1earning experiences, those which may be the most
abprOpriéte. The teacher must look at the me;hods, materials and
deployment op;ions available,

Teaching methods encompass inguiry, simulation, guest speakers,
role-playing, didactic, inductive, open discovery, programmed instruction?
coﬁmuﬁity visitations; and modelzéénstfuqtion as some alternatives. In view
of the tasks to be completed and the coﬁpetenciesvéf the 1earners, the
geacher can begin to make some crucial decisiohs on which meqhods are most
appropriate,

Materials inclgde data brought to the learﬁiné situation by the ’
téacher, by the student, by the textbock, by the subplementary.books, by
the transactions in Fﬁe classroom—-eithér staged or spontaneous,‘by the
media, by simulations, and by a variety of other.resourées-—both hardware
and soffware. Teachers need not be concerned becausé they haven't the
money to buy the precise bodk‘which willlbring about the intended change,
beCausevthere are many, many readily avaiiable‘resdurces whicﬁ have never
been tapped.

The varieties of deployment!arewlikewiSe nuﬁérous. Individual .
carrelé, team teaching,-séminars, independent étudy,_média dictated
arrangements of-various sorts, field trips, large'group instruction and -

flexible scheduling are but some of the possib#lities when teachers examine
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time-space distribution.
The numbé; of'alternatives{available to the teacher seems —nilless.
It is a far cry from the thirty-two foot by thirty-two foot classroom with
its six rows of six chairs, allrstudents reading from the text, answering
the ‘even numbered questigns at "the end of the chapter then continuing to.
the nexﬁ chapter--whether in receipt of .good, bad or indifferent marks.
Essentially the consfruction of a lelsﬁn plan for a specific period

of teaching resembles the model expressed in Figure 9.

Rati$ale
Geneﬂil dbjective

Specific Objective

-

-Sub-objective/task analysis _ Diagnosis of student
: performance -

Internal lesson Materials
requirements Methods : : Required experiences
Dissonance : Deployment o (Alternatives?)
Data_ . . | ) El .__ EZ —_— E3
Organizers . _

B —

Specific lesson plan

FIGURE 9

The'teachef.setting out to plan lessons on "leadership" is faéé&
- with impleﬁentiﬁg the'taskrahalysis. After diagnosing student performancé
the teacﬁer must make séme j;dgments abouﬁ the numb;r'dé contacts the
students should have with the qoncepf as dgscribed in Figﬁ;e 8. Sinég

concepts are most efficientiy induced (either through direcﬁ experiénce or
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by a programmed instructional sequence of some kind), limitafions are
placed on the types of methods employed. If it appears that some students
will léarn the concept with a few éxperiences while others may need several,
it is probably most appropriéte to use teacher-manipulating, inductive
lessons with all students. Appropriate programméd text lessons can be
assigned as,hémework.for'those who need additional experiences. It would
probably be inefficient to do the opposite, i.e., give everyone the programmed
text and then call aside for group instrgction those who néed additional
experiences,

‘In group experiences students could deal with their perceptions on
the characteristics whiéh méke for good and bad classes. To engage in that
type of diséussioﬁ would allow tﬁem to gxblicate their understanding of the
qualitieé of leadership. Alternatively, the students might experience the
inductive lessons developed by "A High School.ébcial,Studies Curriculum for
‘Able Students on the Stoerpenberg Camp"’or the Sociological Resources for the
Social Studies épisode‘on "Leadership in American Soqigty," or the Taba
Curriculum as it deals with éocietal control andipower. The list is endless:
case studies of-éontemporary leadéréhip_processes and problems, the Bible,
the Constitution,lggg Kaéital, as ﬁhey provide leadership;.the role of the
principal at the school or the student body constitutién of the schoel. Each
'exaﬁple permits students to ‘analyze the concept 'leadership," providing the
Studénté simultangouslyflearn, or have previbusly learned, intgllectual
tools to achieve the concept. The resolugion of the concépt allows the .
learners to make the 1;afning experieﬁce a cohesive, viable instantiation in

the paradigm. -
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Dissonance - Data = Organizers

Every lesson undertaken demands the inclusion of three critical
components: dissonance, data, organizers. fo fall short on any component
in any lesson efects instructional roadblocks which may prevent teaching
(because intended changes oo not result). This in tnrn‘will hampen the
achievement of the rationale position. If more than one dimension is
missing, teaching has little chance of occuring.

u and a host

Dissonance is the concept scrutinized by Leon Festinger
of followers. The function of -the concepf in the teaching act is best
described by the first of Festinger's basic hypotheses, namely: "The
existenoe of dissonénce, being psychologically uncomfortable, will motivate
-the person to try to reduce the dissonance and acnieve'Cdnson&nce [psycho-

Iogical stability].12

In essence cognitive &issonance ie the device by

which the student is conffonted with an experience which he cannotmreadily
expiain. eThé stuﬂent must become engaged in order to seek;resolution, €8,
motiveted to.find en*answer letting him put his coénitive sfructure back in
order. The caution.for the teacher is to avoid the eecond of Festinger's

basic hypotheses: ''When dissonence-is present, in addition to trying to

rednce it, the pereon'will eotively aooid situations and information which will

w13

likely increase the dissonance. Again, it is necessary for the teacher

to know the students so thatprediétions about_approptiate'dissonance (1ts
- level and variety) can be made. -
In the hypothetical lesson the studénts could be. engaged in examining

the ooncept "leadership simply by having the students explain why some

Nyeon Festinger, A Theory of Cog¥;tive Dissonance. (Stanford, Cal:
Stanford University Press, 1957).

12Festinger, p. 3.

l3Festinger, p. 3.
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campus organizations accomplish much and some accomplish little (when
situational circumstances make that generalization valid). Or tney
.might attemut to explain why one bill before the legislature is.expected
to pass and another to be defeated. Or why one team in a league ds a -
consistent contender and‘another is a consistent also-ran. To be sure,
the engagement uill ralse student responses dealing with other than the....
desired concept. But the‘confrontation.forees students to consciously.
attempt an‘explanation of the circumstance. As they fall short in
fexplanation,dfurther pursult of the. concept 1s opened up. In this vein,
Shirley Engle has observed that

a particular student, on a particular day, carries in

his mind's eye, quite innocently, a complete picture

.of society, which, however inaccurate and limited, .

nonetheless, in terms of his theory, can be used to -

exulain‘any situation which he may meet. .This is theJ.
structure upon which the extension of learning is possible,

14
It.may result tnat students have a ready explanation ror the
teacher presumed dissonant event. When that happens the teacher must
provide additional input if‘the-student exnlanation is in error so they'
may see the dissonance,dor the teacher must realize that the pretest was
invalid because the students have recognition of.the.concept and are able
to apply it. i
- In summary, cognitive‘dissonance is'the device used by the'teacher
to trap the kids into wanting to study the material " as an elementary
student recently expressed it.j Learning in itself is a confrontation with

the unknown, and dissonance provides the spark for individual pursuit. If

teachers never get the kids turned—on,wwhich occurs far too often in social

14Shirley Engle, "A Redefinition of the Social Studies. Paper
presented at Marin Conference, October 18-19, 1969, p. 4 o
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studies classes, then the chances for learning are seridusly‘diminished.
Many curriculum developers are reélizing this deficieﬁcy. -Several are
making conscilous attempts to remedy‘the failing. - Most noteable efforts
are through Suéﬁman's "discrepant event,' Taba's ﬁopeners"lang Brandwein's
"confrontation."

A second requirement for every lesson is to provide iéa;nérs with
sufficient data. Sufficieney is aéhieved when learners can Have.free
réign Within theilr cognitive make-up in pursuit of the vafiéty of
altefnatives presented by the problem. Each must be allowed\to establish
the most warrantable conclusions. It is not enough to have the students stop
‘as soon as they get the "right answer," for they‘must work with enough i
additional.data to verify the waf;antability of the claim. Data encompasses.
a multitide of regources.'fﬁany of these werelincluded in tﬁeldiscussion of
FigureiB. The job of the teacher.is to make available to students that
data which will best help them solve dissonant problems. |

The third characteristic needed in a teachable lesson is an
organizer, or set of orgaﬁizefs. Organizers caﬁ take many forms, thoﬁgh
all have the requirement fhatwthey help the student put his intellectual
héuse in 1egitimate working order. - By the uée of“;n organizef'tﬁé individual
is able to operate on data so that pgréeptioﬁs are coherenf, retrievable,
and integrative with previous and aubsequentiébservatiqns.

The basic cognitive organizér is the concept. Morevgophisticated
systems for orgénizing the cognitive domgin reCognizg this. These other

systems attempt to devise_wayé to help,iearﬁérs most efficaciously process

concepts. Thus Bruner and others call for a structure for the disciplines;
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the proposed-California Social Sciences Frémework identifies three intel-
lectual modes which the individual can use to process concepts, others call
for the use of the scientific method, there-are those who ad?ocate strictlj
epistemological models, Bloom's taxonomy of cognitive ievels'is another
approp?iate organizing set. The most warrantable of fhese organizers is
still open to some speculation, though there is no longer any question as
to whether or not teaching strategies can be devised to require the learner
to process his observafioﬁs in a more legitimate way.

In the hypothetical‘lesson the type of‘organizer which the teacher
chose to employ would have some influgpce on téaching strategies and learning
activities, If the California framework.were used, the examination of the
concepts would take ﬁl;ce in the analyt%c'mode with the final critique
emﬁloying an integrative setting to maké poliéy dec:l.s:l.on‘s.l-5 If Bloom's
taionomy were the_model.organizer, then the bulk of th; effort would cen;er
on aﬁalysis and éynthesis, cu}minating in évaluaﬁion.lGl-Ifra diséipline
struéture were followed the ofganizing model might reéemble'this from

political science:

1 .
Demands .- N Laws
: S

Elections : T Rewards
e ‘1 —_—

Supports T Court -rulings

r——”> 2UppOXES ., " : > —_—
Pressure . ' T Punishments >
Groups ' I
0 , Bureaucratic )

Apathy : N Activities >

i - —

' .

' -

1 -3

PEOPLE <

1530hn U. Michaelis (Chairman), Proposed California State Social
State Printing Office,

Science Framework (Sacramento, California:

-1968.)

16Benjamin Bloom (Editor), Taxonomy of Educational ObJectives. -

»ognitive Domain

(New York:
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All, énd others, are apparently legitimate (though each has drawbacks), )
From both the teaching and learning perépectiye the terminal objectiveé;
and therefore all ather more general objectives wﬁich iead to the humane‘
survi§a1 rationaie, will be facilitated'as successive teachers use
similarly derived organizers throughout the K-12 years.

| In Figure 9 the alternatives for designing a spécific'lesson have
been examined. It is4recognition of the compiexity this entails which

makes teaching so difficult. The profession has gotten fat and sassy over

‘the years because it hés been abie to fly by the seat of its pants:

individual teachers have kept one page ahead.of the students. That is no
longer tolerable; the stakes, in learners' liﬁes, are now much too high.

- The teacher must choose ffom-among alternative learning experiences
potentially available. The one which will get the most mileage must be
picked each and‘every time. Will the selection of one alternétivé raise

so much dissonance, that students will cut class? -Will the selection of one

 appear to be "what we studied last year" that too much time is spent trying

to convince the students otherwise? Will the selection of one alternative

so rattle the school administration that its feaction results in the desired
concept ekperience? will the selection of.one.alternative require that the
students spend forty minutes reading a selection which 'is four grade levels

above their tested reading ability? The teacher has to bé able to make

'warrantable predictions about what will work best with the studénts in the

class,
By putting together dissonance, data, organizérs, materials, methods,
deployments and alternative ekﬁeriences, derived from student diagnoses

interfaced with terminal objectives, the teacher can develop the most power-

. ful lesson plans imaginable: Together, lessons of this nature will help to

establish a humane survival social studies program. -
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The Teacher's Repertoire

The strategies employe& in the classroom have impiicatioﬁs for the
type of environment estgblisﬁed'in the cléssroom. .To believe the literature
one'gets the idea that.all teachers of social studies are flocking to the
inductive and/or inquiry teaching strategies. Yet, as Bruce quce points
out,”One is rudely reminded that the teaching styles of most téachefs do
not adapt well to inductive .teaching procedures," and he cites several
studies which have pointed.this out, then coﬁcludes, A curriculum.reform;
then, which depends entirely on inductive teaching will almost surely
fail."17 ' -

Distinctions need-to be raised amongst various teaching strategies.

The range extends from catechisms on one extreme to open discovery on the

other.
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From left to right the strategles engage increasing autonomy for
the learner. The amount of teacher dominance in the teaching/learning
interaction decreases as the student becomes increasingly responsible for

the behavior changes. Provisionally, by suggesting wﬁat the teacher might

17Bruce R. Joyce, "Curriculum Reform Strategies irn the World
~ Affairs Domain," in James M. Becker, An Examination of Objectives, Needs

and Priorities in International Education in U.5. Secondary and Elementary

Schools (New York: Foreign Policy Associatiom, 1969). p. 336
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say, each of the teaching strategies can be described.
Catechism: "Repeat after me. . .Now you have the .truth,"

_ Didactic: "It has been written, and most scholars agree .
that this is the truth, so live by it."

Expository: "This is what the evidence seems to say is the
: truth. You will do well to remember it."

Deductive: "After studying the situation, this truth is
the most warrantable. Here is the evidence
which makes it warrantable.'" (Or, '"Find the

evidence to support it.'")

Socratic: "How do you know that that evidence pfoves it
true?"
Inductive: "Now that you have looked at all the evidence,

what is true?"

Structured "What more do you want. (or need) to find out about

Inquiry: - ‘the truth you Have found warrantable?"
Open "You are free to pursue the truth, regardless - of
Discovery: where it may take you.” :

‘Teaching_strategiés overlap, yet in eight steps the réute to
opposed positions has been.traverseg——total teacher diregtioﬁ to total
learner direction.’ It is not the function of this document to suggest that
Egg_teaching;strgtegy is foun& somewhere between the e;tremes. | |

Eapﬁ strategy is aﬁpropriate under‘particular,cifcﬁmstances. (For
 éxample, it may be necéssarf to employ a catééhism teéching strategy fqr_
students pn'what‘coﬁstitutes aﬁd;what the ﬁeﬁalties afg for<statutory rape,
ﬁhiie it is_equally‘falid to allow-students’po pursue sociai éqnfligts which
_'are.of personal goncefn'to them after they’haVe fhe intéilec;ualltoolsftd
conduct a legitimate indepenaent inquiry.) fhe teacher needs kno&ledge of
each téacﬁing.strétegy 80 tht each may be incorporated when‘appropriape.
The ability to‘u$e an§ br gli.enﬂéhCesia ﬁéacher‘é ability to “feach.

 Résearg@ers éontinue tovfind meaps:to éﬂable teacheré to‘increase,'

.their teaching strategy repertoire. The development of mitroteaéhing and
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 observation systems such as Interaction Analysis, provide means for -
increasing'the'repertoi:e._ When used in collaﬁoration they become power-— .
ful tools to help teachers dévelop classroom skills now_demandsd. The
Far Westhegioﬁal Laboratory for Educational Research and Development

.hss produced a set of minicourses by which teachers:san pursue séecific
areas which they diagnose as needing assistance. Throﬁgh a series of
videotaped teaching sessions, played back and evaluated, then'retaught;
teachers are able to change in préscribed ways. At the University of
Caiifornia, Davis, Douglas Minnis qses a similar technique in conjunction

with Interaction Analysis.

CATECORIES FOR INTERACTION ANALYSIS

1. ACCEPTS FEELING: accepts and clarifies the feeling
tone of the students in a non-threatening manner.
Feelings may be positive or negative, Predicting .
or recalling feelings are included.

2. PRAISES OR ENCOURAGES: . Praises or encourages
student action or-behavior. . Jokes that release :
tension, not at the expense of another individual, o J
nodding head or saying "um hm’" or "go on" are
‘included

ACCEPTS OR.USES IDEAS OF STUDENT: Clarifying,

_ building, or developing ideas suggested by a : ;
Student. As teacher brings more.of his own ideas
into play, shift to category five. :

INDIRECT
INFLUENCE
e

&4, ASK QUESTIONS: asking a questioniabout content or
procedure with the inteat that a student answer,

5.  LECTURING: giving facts or opinions about content
or procedure; expressing his own ideas, asking
thetnriual questions..

TEACHER TALK

6. GIVING DIRECTIONS- directions, commands, or orders
to which a s:udent is expected to comply. :
7. CRITIClZING'OR JUSTIFYING AUTHORITY: statements
intended to change student behavior from non-
acceptable to acceptable pattern; bawling.someone
" out; stating why the teacher is doing what he is
» 1 . . doing. extrene self-reference. L,
. N :

DIRECT
INFLUENCE

' : : . . '(Coﬁ;inued_gn'next pagé)_
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8. STUDENT TALX-RESPONSE: talk by stndents in respouse
to teacher, Teacher initiates the contact or
solicits student statement.

9. STUDENT TALK~INITIATION: talk by students which they
initiate. If "calling on" student.is only to indicate
who may talk next, observer must decide whether
student wanted to talk., If he did use this category,

STUDENT
TALK

10. SILENCE OR CONFUSION& pauses, short periods of
silence and periodes of confusion in which communi-
cation cannot be understood by the observer,

According to Minnis, classroom behavior associated with teacher-
oriented social studies classrooms can be modified to.those associated with
| — ot S R

learner-oriented classrooms by making step-by-step changes in Interaction

Analysis patterns.

.
Step'1l 5-5-175 behavior catechism, didactic
Step 2 4 -8 -4 behavior :

. Step 3 4 -9 - 4 behavior
Step 4 4 -8 -3 .. behavior
-Step 5 4---9 - 3 behavior

. Step. 6 6 -10 -10 behavior
Step 7 5-9-5  behavior o
Step 8 9~-5-09 ‘behavior W inquiry

3

The classroom environment is successively changed so it becomes

B . . ] N »-i ’
much more open and receptive to different orientations and to a commonality

of teacher/learner interests by the final step.. This sequence.‘however,
shows that teachers can learn the skills of changed classroom interaction.
_'As Joyce pointed out many teachers may" have difficulty implementing the
”more inquiry oriented patterns in their classrooms.

The-difficulty is-critically true for 30cial studies teachers. The
reluctance is most noticeable when lessons revolve around Subjects which
Hunt and Metcalfiterm ”closed areas," i, e,, power and the law, economics,

nationalism, patriotiim, foreign affairs, social ‘class, religion, morality,

el

2
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race, minority group relations, sex, courtship. and mar_riage.18 Society
seems to want these areas taught as catechism or atileast di&actically__

" and being products of the soclety many sociai studies teachers are also of
this peruasion. Consequently it becones_difficult for most to teach these
.areas by other than the more authoritarian strategies. Massialas, et al.,
‘have verified this phenomenon.19

One explanation for the phenomenon comes from 0. J. Harvey, social
psychologist at the University of Colorado."According to Harvey there
are_four'basic personality types, determined by the referent the individual
uses in the decisions he makes. | .

The first personality category consists of persons who.make_decisions
as a direct response to what society's authority figures say. These persons'
have a need _for etructﬁre and'a.rigid'adherence to rules which these
authorities.orovide.n The authorities may.take the forn of community or
national personalities; ﬁritten documents,:or the perceived fiorms of the.
larger soctety. S Y

‘The second category'of persdﬁé“ﬁée the same referents, only they

reject the authorities and the stardards of. society and will decide in

'_opposition to them.

The third personality category uses personal relationships as the
referent for their decisions;. These peopleAbase_their decisions on the
values of the persomns with whom they\are-immediatelf in contact. |

The‘final.categorj of individnais'are“associated with an open

. personality: relative-independence from the environment, flexibility,.

18Maurice P: Hunt and Lawrence E. Metcalf Teaching H g School .
Social Studies (New York: Harper & Row, Pnblishers, Inc.5 1968).
. 19Byron G.. Massialas, Nancy Freitag, Jo A. Sweeney, "Belief in -
"Authoritarian and Traditional Values and ‘the Discussion of Social Issues.,
“(Ann Arbor' The University of Hichigan) mimeographed o -




interest in novelty, avoidance of acceptance--rejection behavior,.the s
tendency to’respond to referents in terms of multiple.alternatives or
interpretations.20 | |
Harvey found,a preponderance‘of_teachers in the first category. It
is no wonder that so many researchers have gathered overwhelming.evidence
s that most teachers find it difficult to teach by other than traditional
means—-that‘is their.referentﬁuit is the norm of society.:
The last'category'of personality types represents the individual who
" 1s best suited to the open,.democratic society. It is that same individual
who 1is closest to achieving self—actualiaation. Education thereby finds
itself in a-dilemma:l how'can basically authoritarian institutions, manned
by basically authoritarian individnals, teach.students to be democratic

human beings? Harvey's research clearly indicates that the'school,-along

with the family, abets and'hampers_this‘achievement.

-Teaching for Self-actuali;ation
| .There.are aﬁvariety'of strategies, techniqnes and°denloyments which
the teacher‘can‘use-to.aid:stndents in‘deﬁeloping as~individua1s capable of
’ knoning themselves. These tactics will be useful in helping the child push
aside his own defenses which would otherwise prevent him f;om seeklng;alterna-
tives for problem resolution.» Though falling into the same basic personality'
category, teachers can have different degrees of comfort ‘'with each prescribed
behavior or,technique_ The‘more of.the behaviors_an~indiyidual teacher is
" able to incorporate in the.classroom,'the}greater_the chances of'success_in
_helpingﬂdevelop humane individuals. Exhorting teachers'to7nahe basic charac-

ter changes is hopaless. Therejare;'however;*general gnidelinesffor which

o

200 J. Harvey, David E. Hunt and Harold Schroder Conceptual Systems
- and Personaligy Organization (New York John Wiley & Sons, Inc., 1961) g AR




- all can take into account.
The teacher should strive to be open, one to whom the students
feel they.can come when in. need of help—--whether dealing with Subject
matter or non-school related prohlems. Students want teachers to be consistent,
. without being slavishly so, and admit inconsistencies when they arise.
Hopefully, the teacher will be tentative in-judgments, offering the alr
.that he is constantly searching for better criteria.and/orvbetter answers.
Each teacher can get'the standards for student performance outside of
himself--student established criteria, teacher/student established
criteria, outside authority as criteria. Ahove-all'the classroom should
_ be characterized by curiosity and inquiry on the part of the students--
the.teacher must permit, indeed encouraée, this to occur. The teacher can

aid this development by asking questions of students which require ‘the

.

student to give conclusive reasons and personal opinions. Ask questions

)

which are'related to higher level cognitive processesvand to the affective
domain. Students should he encouraged to weigh'the'information‘theyraret-"
presented Many of the suggestions may be difficult’ for some teachers be—
cause they require a basic:reorientation. There ‘are other alternatives.'

AStudents needito be“treated as persons of intrinsic worth. This can
be done by encouraging'independence; while-providiné each student with a.
basic sense of security. 'The teacher can‘anourage students to expressv
their new and tentafive ideas and allow a diversity of opinion to emerge
_without threat of animosity ,As appr0priate, students should bevincluded in -
the decision process, Students'should-be permitted to?choose‘their‘goals
and_levels'of‘aChievement; |

There»arehyet-other-tactics Which-the teacher ‘can employ_to'foster{ 3
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open personalities. Students can be encouraged to search for data, to
develop. skills which will allow them to seek out evidence rather than rely

solely on the judgment of authorities. The teacher can also encourage

.students to explore the world about\them: their physical world, their

socilal values_and assumption. Teachers should recogniZe‘and deal with
value'conflicts.

The latter_createslmuch consternationhfor teachers.in American class-
rooms; it is all unnecessary. " There islprevalent the.notion that a person's
values'are somehow sacrosanct, that they are untouchable. Any teacher who
dares tread in the area of values is either above the angels or beneath the
devil. Western society has_developed the outlook that facts and values are

categorically different., That orientation has prevented teachers from deal-

ing with the issue. "Facts and values are essentially in the same bag, the

" difference is that persons hold a degree of commitment to values, whereas

facts_are "neutral." Under closer SCrutiny, however, it is apparent. that
what isma fact for one may be a value for another, and vice versa.‘ To
examine value conflicts with that roadblock however, will not solve the
difficulty. Value statements and so-called statements of facJ\should be

seen,for what they are: claim statements about the'world. -From'that under-

_ standing individuals can examine each for warrantability . e., does empirl-

cal evidence and/or logic support the Cra1m7) 'This pursult is perfectly -

appropriate whether'the claim falls'within the concept. of fact or value.zl

,u)

If the claim is fonnd to be unwarrantable,‘then a dissonant event has

‘occurred which the teacher ‘must help the 1earner resolve..

. .There is another dimension to'this area. It revolvesiaround the =

S

21David J Bond ”The Fact-Value Myth " Social Education Volume
XXXIV Number 2 (February, l970) ﬂ' e .




distincrion between objective and subjective claims. An objective claim
is' a claim about the external world, i.e., the world outside the internal
make-up of the individual. A subjective claim is a claim in which the

individual tells about his ego-self. Thus claims can be portrayed as in

Figure 11.
CLAIMS
WARRANTABLE o . . UNWARRANTABLE
B Analytic, ' Analytic,
Descriptive Value Descriptive Value
 "™When two_nations "The United States |}"In the United .| "The United States
disagree over an | was .wrong in de- _ States the House ofj has been right in
" issue, which one manding '54° 40'  JlRepresentatives everything it has
2 or both deem im- | or fight.," - must. ratify treat- | done in Vietnam.,"
- Y portant to their v ies with foreign .
' 3 national security, nations," :
3 war often breaks
out.,"
g "The threat of "I like to see in- ||Psychotic Psychotic
o nuclear holocaust'| ternational con- ° :
g disturbs me," frontations settled
"_é’. ’ . | by peaceful means. -
@ rather than by war,' ' -

- ’ SR FIGURE 11
Each objective claim can be investigated because it is a cla1m about

the external world beyond the’ claimant. Evidence can be collected and ld

weighed and thenaa decision'made'as‘to the wnrrantability of‘the claim.

- .

T ' The problem the. teacher creates develops when the primary separation

'is made between fact/value rather than warrantable/unwarrantable or objective/

subjective. When teachers allow students to think one opinion is -as good as

e
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any other regardless of how unwarrantable the claim, rather than cause them
to pursue.truth, is to do irreparable harm. Learners must be taught to seek
alternatives and demand better decisions. The teacher who confuses objective
and subjective claims also runs the risk of the student learning that one
opinion is as good as another in dealing with value ciaims! i.e., "The
United States of America has been right in everything it has done:in
Vietnam." Typically the.téacher sets that type of claim as off-limits for -
investigation, though it is a claim for which'evidence can be weiéhed It
is a claim about the external world It is pursuable by definlng the concepts
used in the claim, i.e., ”right" and "everything" and then stacking the
concept criteria up against the evidence available. The warrantability of the
claim can then be deternined. '
On the other hand to force upon the student the.claim "the threat
of nuclear holocaust does not disturb you" isfto deny to the student his
- own identity. I1f such a subjective claim is to be pursued, it can only .
be done by ekanining some related objective criteria which may result in
changing subjective-tastes. To do otherwisefis_to'ravage‘the student of
hiS'own being. | |
""Humane survival teaching is very complex.— it réguires more tnan
keeping one page ahead of the students. It requires more .than using_an..
-occasional simulation._ It requires more than developing one or two more
teaching'strateéies.r It requires more than a textbook It requires.more-
. than a conmitmentjto'the scientiflc.method. It requires-more than knowing" o
-each student;and his potenQialé It neansrailiof these things,'an& it means
much more. |
lHumane survival teaching requires a unique way of life. It requires"
first commitment to the learner in helping him interface acceptable

-
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surroundings. It requires a systematic, cognitively logical development

of curriculum. It requires humaneness in the classroom to help each

individual make the most rational decisions in face of the available

evidence. ]

To become a teacher of humane survival deﬁands fhat most.teachers
ﬁﬁderég extensive réeducation aldnéythe lines set forth in this section.
It means that teaéhers will have tobundergo extensive self—inyeétigation
to assess personal streﬁgths and weaknesses. It means that qualified-

personnel be used to_héip teachers attack specific problems which ﬁhey

identify as néeding resolution.




X. AH-HA! I UNDERSTAND, I U-N-D-E-R-S-T-A-N-D!

By humane survival learning, based on- rational inquiry, social

studies can create an environment where concern will not be on whether”

'children win or 1ose in school (get A's.or ' s) but rather whether they are

able to learn the game of life (e g., the degree to which they are able to
inquire; deal with a changing world, reach valid conclusions, to achieve
their own ah—ha s:); By.allowing students to experience the value of learnlng_
rather than right—wrong paradigms, life takes on a wholly different perspec—: .
tive-—both in the classroomrand in the larger outside_arena.i

A great.reuolution in education researchlin-the pastitwo‘decades has -
unlocked many‘eecrets about.howupeoble learn. 'The education'field:todayb

knows much about learning, probably more than about teaching. Aﬁmajor

.challenge '1s to get this knowledge into systematic practice through 1mproved

'teaching.' A roadblock,seems reflective of the-fact that the~teacher.is o1d

' and the learner is new. The adage about old doas and new tricks “may not be

entirely applicable but there remains a point of diminlshing returns when .

inscribed mind sets mahe it very difficult to change. This section describes

.:learning dimensions which enable humane survival implementers to plan curricula E

corresponding~with_learning:processes. . z~x'n- ‘d”
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Social studies is that portion of the curriculum the purpose-of
which is to make learners more rational about human behavior and sociall
interaction. Social studies must start on the premise of'manls
rationality, his ability to learn in lawful, organized methods.' If he is
incapable of rationality, it is irrational to go further. -Man appears to
often act irrationally. He does, however have the capacity to collect data,
weigh evidence decide legitimate courses of action, determine warrantable
alternatives, and distinguish right from wrong in a variety of cultural
systems. He appears to have some control over his destiny. It must be
‘concluded that man is able to use his intellect rationally. The schools,
particularly social studies,'mustﬁaid'thatldevelopment. In fact they must
take that development one step further: .

The most'significant need for;our citlizenry....is .
some training in the capacity to rationally discuss
emotionally loaded political and social problems
and materials. :
It is not an ivory tower proclamation; it.is the challenge.of survival.,

Teaching and‘learning are not two 81des of the same coin. 'Teaching
~calls for intended changes in learner behavior. Learning is‘the process‘
by which people produce a- measureable change in their behavior._

Persons learn things never taught. Teachers must be able to identify
learning processes to incorporate its sttucture in. their teaching-—to make . -
“an increasing proportion of student learning explicit, rather than leave
learning to happenstance.‘ o . fl _
| The. learning model of Figure 12 illustrates how an individual thinks.

. This is not to suggest that every input results in this complete process--

_ indeed it may not. The model is designed to show graphically how an

: _ 22Michael Scriven, "Environment Education" 4in 13th National Conference’ -
of the U. S National Commission for UNESCO Man and His Environment...A View TR
"Toward Survival a.p




individual, given free rein 1is able to use his cognitive powers.
— . ]

A LEARNING MODEL

Undeciphered
Data

N

N\

External
Claims

——>'| Observations | &=

| concept formation |

| Generalization] |Integrative Claim} | Hypot:hesiz] | Model] . o

L

[Teath] <

(warrantable/unwarrantab le)

> rValue l

(good/bad)

VE

FIGURE 12

E 07 :
_—,——lfvert: numan action1 é—— | Internal clains }u—d

Man's .cognitive ability is principally_dependent uponvhis observations.

 The sources for these observations are,vhrfed. Undeciphered data are'random

selection of an observer'sfberceptions.. Data may range from sensing the

sliver under the.nailbof the fOrefinger o..the right hand to being faced with

a set of numbers in an opinion poll to the realization that the car has

Stopped running, ‘to the picture or Admlf Hitler in Bohemia in l933.;~

In addition to undeciphered data the individual is handed claims

- from associates, peers, authorities, parents, teachers, textbooks,‘ the

£

media -etc. These external claims take the form of conclus1ons and

: generalizations about the world ("Lhocolate 1ce cream causes acne." "The

'Second World War resulted in the defeat of the Japanese.' "History repeats :

itself." ”Mrs. Brown is a good teacher.;),'

Warrantablevor'unwarrantable'”'

‘the individualvis exposed'to these/elements andfis_forcedkto"respondito,each.




[N

Consequently, the individual receives input in the form of claims and

~

data. He collects, selects from and relates these observations to

previous inputs. Schematically the process 1s shown in Figure 13.

ENCODING-

Data -+ - ) :
T MECHANISM
: _ - Claims ————. .
Claimg - ommwmme =3 - :
Claims - >
Data oo . . -
Data ~ s
; __Observations -,.-_J
3
- 'FIGURE 13

Claims and data are received in the brain at a point where. they
are encoded. The encoding mechanism. accepts, scans, sorts‘énd sends on
most obsérvations, regardless of their'complexity, to locations for

poﬁeﬁti;l rgt:iéval,ﬂ In the prdcésS?sqmgAgbggrya?iqqsugrgmdiémiséed. On

some occasiqnsﬁfhe egcoding mécﬁanism is severely éhaken;~bThé latter

”occﬁré Qhen-theviﬁdiQidual-iS unable'tohlegitiméfelj integrate the-

perceptibﬁs within'thévieérﬁed:sgfucture ofrthe‘bréiﬁ; Wﬁén»individpa} - T
Vkiﬂtefnal:claimé_and.néwlobservations are atlédds,;he hasﬂénqédingApfdblems.
'.‘Hg ié inka.étéfe of cégﬁifivg dissonance. Wheﬁ ébSeryétionéféféfgé#tfédic;pryg‘

' ;o.previddély.de:iﬁedainterﬁai ciaims, the individpal is_féqdired ﬁb,PU#i -




the -encoding mechanism back in smooth vorking order. According to
Festinger, the individualimay take one of three courses of action to

resolve the dissonance.
et

1. Change one or more of the elements involved in the ’
dissonant relation,

" 2. Add new cognitive elements that are consonant with
' already existing cognition' or

3. Decrease the importance of the elements involved
- in the dissonant relations.23

Thus the student who has just participated as the leader of an ob-
literated nation in the'simulatiom,"Dangerous Parallel " based on the
Korean War, might resolve the problem of: establishing criteria for the
proper role of national leadership at the time of an international.crisis
.by one of the following meaus, based on the three alternatives respectively;'

1. "It is obvious that a.country's leader should never
‘ threaten to use atomic.weapons, as.I did, because.’
the opposition fully believed:the bluff and saw that
its only salvation was - to strike first. : S

2. "The SALT talks are’ designed ‘to prevent this type of
‘miscalculation frém ever happening That shows good
fleadership qualities on the part of our. nation -] 1eaders.,

3. "I can't tell anything, it was just a game.

Individual resolution of the problem (regardless of which of the

solutions was. attempted) points to the 1earning process. The brain is a

gigantic jigsaw puzzle, though no ~one. has ever szen’ the complete pattern.

Observations come as individual pieces (x) and clusters (

?302. cit.@'Eestinger,‘p.gzﬁd.




Since there is no prescribed pattern for the puzzle, the encoding
mechanism seeks legitimate location cues for each observation. Often
isolated observations, e.g., "the Bautle of Saratoga was fought in 1777,"
a?e misplaced since they don't tie in with other pleces or clusters. Some
observations are readily encoded with previous obseryations{ ?art of

this process,.termed concept formation, is the basis for man's intellectual

integrity.

Concept -Formation

A concept is a ﬁental abstraction by which an individual orgaﬂizgs
observations in a category. Observations are piaced togethef when men
fecogniZe .that they share some commonality. Observations are never the
éame in all dimensions, though_the.person forming the concept realizes
enough similarity to treat all as one. For exémple, international crises
come in a whole range of confrontations, precipitéus évents, immediacies
~of threat, degrees of concern, numbers of nations involved and length
of engagement, but they all have a commonness which causes them to be
treated together as the concept "international crises."

The process by which the encoding mechanism sorts out inp;ts
~and delegates each to poténtial résidence with similarly encoded observations

2% pirst it requires. that observations be

involves three sequenqed‘ﬂteps.
enumeratea or listed. This demands that_the individualbdifferentiate

observations from one another and break the observed phenomena into

7 )
24This section is adapted from William Ward (Chm.x "Report of the
Cognitive Processes Advisory Panel to the ‘Statewldde Social Sciences Study

Committee” (Sacramento: California State Department of Education, 1967)
pp. 13-14.
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specific elemeﬁts‘having specific.pfoperties. A particulaf obserQation
might-see a group of: men sitging at é'tabie. The observer can see chaifs,
coats,‘tiés, men, the tab;e, etc. More specifically, the obsefvation
might include.PEesident Nixon who, in turn,; can {as an examﬁle of all
other objects noted) be variously broken down into specific ¢ategories '
such as ''president," "American," "Quéker,"-"Republicaﬂ," "middle class,"

"Whittier College Alumnus," "commander-in-chief," "over-30," "taco eater,"

non n n

"Californian, anti-Communist," "male."

fhe second step in concept férmation 1s grouping. This calls for

_ abstrécting particular characteristics which the observations havevin
common, though' the obser&ations may outwardly appear to be dissimilar. It is
these common characteristics which are the bases“for grouping obse;vatidns.-
Wars, events which precipitate tﬁe b;eaking of dipldmatic relations and.
assaséinatioﬁ of gdvernﬁent officials are grouped together as having éome--
vthiﬁg.to do with.international crises.‘ It is alsﬁ possible to place the
same observatioﬁ in different categories, That the observation can be .
broken down into these and a myriad of other elemeﬁés is the necessary first
step in concept formation. If the observation of the individual,‘President
Nixon,jcould not be aésociated.with any element, it would Ee encoded by
.itself, uﬁattaéhed to aﬁf other observation, and probably be sooh lost—-
unless similar observations were forthcoming before the iniﬁial observation

was lost (i.e., forgotten). The ultimate result #is tﬁat gfoupings can be

sub—~ and suprasumed.

Categorizing, combined with subsuming, is'the third'step. It calls

for an awareness of a hierarchical system of super—- or subordination in

- 91 -~




which observations of a lower order of generality are subsumed under

categories of a high order of generality. Thus the lower level observation

" "

war" is subsumed under the higher order "international crisis."  Individuals
attéin'the ability to perform scientific classificatiﬁn and conceptual
organization whén their observations, as well as categories,'ére arranged

in hierarchical éystems of super- and subordination.

The steps are sequential because fhe first musf be accomplished before
~ the operation; of the second can be performéd: _differentiation and lisﬁing
of observations must be mastered before the individual can idéﬁtif& common

”propefties which allow them to'be érouped. To gfoup on tﬁe basis of
mticommonalities is.a neéessary prerequisite for categorization and subsuming,_‘
i.e., concept formation.
The dissonance—data—organizer strategy 1s validated by this learning
process. New observagions are often dissonaﬁt with preﬁious‘observations.
- The individual seeks to resolve dissonance when he has no encoded category--
at this point much learning can také place, the potential for establishing
a new category or seeing new relationships with older categdries is in-
creased, As the encoding mechanism is disturbed, the teacher can help
students establish cateéories (i.e., concepts) whiph éocial scientists deem
warrantable., Concepts, while not unchangeable, are not going to changé as
rapidly‘as individual observaﬁions. A concept, as a most basic organlzer,
helﬁs thevihdividuai put observations in.meaningful, manégeable order.
Social studies-educators have attempted to differentiate concepts to
aid‘teachers in prescribing those-legitimate for learning activities. One

initial-effort was ﬁndertaken by Roy Price and associates at Syracuse

University. Price describes concepts useful for social studies as falling




into three categqries-—substaﬁtive, value, and metﬁodological. The;e is no
:eadily.apparent reason for making the distinctions that Price makes be-
tween substantive and value concepts, though the concepts“thehselves are
an excellent listing. “

Observed céncepts, inferred cohcepts, and ideal-type concepts are
distinctions Bruce Joyce makes. Observed concepts are ''those that can be

perceived directly from available data."

They are the easiest to form;
learners need only first hand experiences. Inferred coqcepts are "those

" that describe unseen conditions Ehat can only be guessed at on the ﬁasis

of more immediately observed data.'" Inferred coﬁcepts require a hunch or
inference between the‘observatibn ana the encoﬁed catégory. Ideal—type
concepts are ''those ;epresenting broad categories and formed by classi-
fying large quantities of data." They can be formed only after ébnsideréble
expérience wifh exémples of'one concept in Ebmparison with exampleé of

S _ . 26
others. Ideal-type concepts require superordination over othér concepts.

_Hunt and Metcalf in TeaéhingﬁHigh School-Social Studies also describe
three types of concepts. Conjunctive concépts have ''the joint presence of
severﬁl attributes.”" Conjunctive cohcep#s have their definitional attii-
butes connected with "and" while disjunctive céncepts separate the attri-
butes with "or.'" The third type of concept deécribed by Hunt ‘and Metcalf

"is the relational concept: it is defined by a'relationship among attributes.
Relational concepts are more_ofteﬁ found in Fhe physicél sciences than in

the social sciences.27

25Roy A. Price, Warren Hickman and' Gerald Smith, Majpr Concggts for
Social Studies (Syracuse, N.Y.: Social Studies, 1965) : ,
26g¢e Bruce Joyce, Strategles for Elementary Social Science Education
(Chicago: Science Research Associates, Inc., 1965) Chapter 4.
27Maurice Hunt and Lawrence Metcalf, Teaching High School Social
Studies (New York: Harper & Row, Publishers .Inc., 1968) Chapter 4.
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Another method of subdividing concePts,,and possibly the most power-

~ . f

ful, 4is the distinction used by the California Social Sciences Study Com-
mittee. That committee identified two basic sets of concepts: analytic
and integrative. Analytic coﬁcépcs are those which Price, Joyce, and
Hunt and Metéalf have described. They areltypes‘of concepts whigh social

scientists employ; they are basically unrestricted by time or space. They

are universél. The concept "féle," for example, can be explicated by
examining those functions carrié& out by the father and the mother at

héme; the principal, the teacher and thé student at school; the chieftain
in a 'primitive' East Indiamn térritory% Julius Caesar in the Roman Empire,
the policéman in New York City in 1907 and the fishmonggr in London in 1534.

Role, as a concept, is not bound by time or space.

Concepts which are time gnd space bound in human experience are
identified as integrsative concepts: the Reformation, Manifest Destiny, Age
of Exploration, the new social studies revolution, Tanzania. Integrative
concepts are distinquished from single events in that inﬁegrative concepts
.are not one shot episodes, but demonstrate analytic characteristics over a
measured though limited périod of timg and/or s'.pace.z'8

Concepts are the key features in the patterh which the cognitive
jigsaw puzzle is to ultimately design in an iﬁdividual's head. Becaﬁse.of

its great importance, the concept formation process in school must be

simplified to include'input of relatively small, yet powerful amounts of

data when bossible. When the teacher systematically helps the encoding
mechanism channel the pieces into a proper locale, the cognitive structure

is greatly facilitated.

28 ' ' .
John U. Michaelis (Chm),Social Sciences Education Framework for
California Public Schools (Sacramento: - State Department of Education, 1968)
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Unﬁortunately the attempt to deallsystematically with basic cogni-
tive building blocks is a recent phenoﬁenon. Life'always, has, and always
will hgnd persons whole handfuls of puzzle parts. The individual is e£4
pected to deal with his observations rationally. Traditional education
has operated under what is today a dysfunctional expectation: the indi-
vidual will find proper locations fqr every puizle part. Today.if wé were
té continue that method, these handfuls. would grow to basketloads and
shovelfuls...and tomorrow would see the dump truck and the continuous
conveyor belit. Such overload céuses havoc with the encoding mechanism
because the mechanism has little time to direct the avalanche of data to

- proper locations, mﬁch-les; identify erroneouély placed observations and
relocate them in more legitimate categories as the ﬁéttern emerges. These
bushels of data, previously handed-tb students at a casual pace, continue

to increase dramatically by way of media and expanded perscnal contact.

Mind Set and Claims

Data input was Llow when the farmer workeé lqng hours behind the plow
drawn by his horse. Under those conditiops the encoding mechanism could
handle its load with little assistance.: Thé infut was light enough and re-
'quired such relatively simple concepts that a few dissonant pieces caused
little disruptioﬂ. fhus th; brain could,ﬁe confined to typically'generalized
~cognitive categofiesi e.g.,:lgw; economy, war, religioh, loyalty! frontier,-
work, good, 1o§e, foreigner, ﬂgnesty,'bad} these were gatisfactory for
neariy all obsérvations. When an external claim‘was made, to.wit, '"work is
good," 1t was easy to encode becausé the concepts were outwardly véry cléar.

' Today's human condition of great mobility and instantaneous world-wide éom—

munication requires a reevaluation of what properly constitutes work and
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~ what is good. The rub comes when persons continue to.bperaté under the
old - constructs--which were initially pretty legitimaté and stable. Persons
have difficulty handling new data puzzle parts.because these don't match up-
with old consfruc;s; ‘The psychbiégical term for this condition ls mind set.
It means that observations'aré colered by‘internal claims. This causeé

,poténtially conflicting claims, externally forced on the encoding mechanism,
to be rejected as.haviné no import; or manipulated to fit the previously
derived pattern~-no matter how forced the pairing. Eor egample, a hypbthe-
tical, though possible-road—biock to impiementétion of the humane survival
curriculum may be illustrative: an individﬁai has an_internal construct
which has determined the cdncepfé'"bad” ana "children" and ”questioﬁs.L It
is legifimate to suggest that the_categoriéstweré originaily established by
something resembling the old adage "Children are better seen than heard."
Over a period of time varibﬁs other inputs -more fifmly establish categories
for "children," "bad," and "questioﬁs." One day the individual gets the

'bexternal claim,"Revoluﬁioﬁaries are bad." Cognitively, "revolutionary"

gets tied in the concept "bad."

BAD
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Later the external claim: 'revolutionaries ask questions;"

"revolutionary" now gets:ties to the concept "questions."

QUESTIONS

In reality the intermediary "revolutionary' has tied "bad" and

Yquestions' together so the linkage begins to resemble

QUESTIONS S : BAD

Then comes the input "an inquiry curriculum is a question asking

_curriculum.”" This claim gets tied‘tq the question category and there
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emerges the following relationship:29

inquiry aik ' o questions

| N
s : *, £

Ly
3\
¥

Or maybe even more properly, 'bad" subsumes both "inquiry" and "questions,"

so that the construct becomes .

fembarrass
pent

_ BAD
One possible conclusiou for the observer (by way of the puzzle parts he

‘has put together--regardless of how randoﬁly) is "Inquiry is béd; in
fact inquiry was dreamed up by a lot 6f revolutionaries, or long hairs, or
alcohélics, or liars, or bosses, orxnagging wives.".

Specified connections are indéséribable since there are an in-

fihité Qariety of possibilities. The major point to recognize is that

29Thes-;a symbols are used to. signify specific mental constructs
Ziiil ‘analytic concept - EM >K:integrat;ve q;curreﬁce
I l integrative éoncept S e direct cbnneccor

(::) ‘subconcept (either analytic or integrative)
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inputs come to rest somewhere, it is to.maﬁkind‘s adﬁantage Fhat the most
powerful concepts (i.e., those which can be predicted to have 1ongevity
with continued validity) be encoded early to get a fast start on formiﬁg
a clearly functioning pattern.

| Concept formation activities demand three requirements ffom
_teachers. fﬁy the accomplishment of each criterion the observer caﬁ trans-
fer his'learning most efficiently, engbling him to keep his.cognitivé house
in order. First the develépea concept must have pfedictable future warranta-
bility (as a'teaching strategy, though, it would probably best be devéloped
for immediate usage). Second,. examined concepts need to be Hevelbped in
their legitimate cdnsﬁruction-~tha£ is, the concept is so specific that an
individual will not encompass totally inappropriatg.data with the concept
at a later date. The third criterion is for the formal experience with con-
cept construction to recognize the hierarchical nature of congepts,'enabling
the individuél faced with a particular claim to understand that one concept
may be subordinate to énother in one claim, whiie in a differgnf claim the
situaﬁion is reversed. The follgwing claims show this swapping of subor-
dinate and superordinate posigions.

1. "The Vietnam War is an international crisis, a drain
on the American economy, a cause for President
Johnson's refusal to seek reelection and an example
of the ineffectiveness of the United Nations.'*

2. "Recent .international crises include the Vietham War,
World War II, the Cuban Missile Crisis, the Korean
War, and the kidnapping of European diplomats in
Latin American natioms."

In the first example the integrative concept "Vietnam War' assumes the super-

ordinate position--in this case the claim states specific analytic concepts

PR

ERIC | R

Aruitoxt provided by Eic:



" “economy," "election"), specific integrative

(e.g., "international crisis,
céncepts (e.g., "American," "United Natibns")-andran integrative occurence
(e.g., "President Johnson') which together make up the.integrative concept.
Cofrespondingly the second claim identifies integrat%yg concepts which are
subordinﬁted to the particular anaiytic concept (e.g.,ﬂ"international
crises"). | .
| The tragedy of social st;aies education is that it has made little
attempt to require studgnts to.form waprantable concepts. The criticism is
throﬁgh hindsight——though individual &etractprS'havereén heard for over
half'; century. Traditional education skipped the concept formation stage
iﬁ-its atgempts to force éxternal'claims off on the student as though they
were his internal claims.  The result was to‘see éntire'claims processed

- through the encoding mechanism and génerally accepfed as legitimate because
there were few, if any, dissonant claimé_for the observer. In foday‘s
rworld--when sO mﬁch is so dissonant--students gollect their own data, prqcéss

all observations, many conflicting, through their enéqding mechanism and

come up wiﬁh explanations. They need to have help at each stage.

‘Making Claims About the World

ﬁxplanations ﬁéke the form of generalizations, intégfatiye élaims,
‘hypotheses, and models. All are claims with varying degrees of tentativeness,
warrantability and commitment.

Generalizations are claims which show.felationships betweén two or
more. analytic concepts. Thése claims are noé-limited by time or space.

They are, therefore, analytic claims which have a universality of application.

Some examples of analytic claims (generalizations):



" Wars are destructive of human life.
. . Every social event. is unique. . -
All human societies have arprohibition against 1ucest.
The farther the distance between social classes,‘the less
the movement betwéen them.” _

5. People use their own changes of opinion as blocks against
further modification of oplnlon under the pressure of
communications.

6. Problems are dlfflcult to solve when they requlre the use
of the famlllar in an unfamlllar w5y .

7. A person's ‘culture, its mores aad traditions, affects his
thinking, perceiving, and feellngs throughout life.

.8, Civilizations rise and fall.

P N LR ool
.

inteératave ciaims, on the other'hand, are statements which incor—
porate one or more_integrative concepts in relation to one or more analytic
cencepts. App;icabilitf of the integrative claim'is linited by timebor
space. Some examples of integrative claims:

1. The Vietnam War is destructlve of Amerlcan and Vletnamese

lives.

The.election of 1948 was unique in American history.

The State of California makes incest a felony.

Few lower caste Indians associate with Brahmans.

Having changed from liberazl to conservative, it is

very difficult for government officials to hear what.

students. at Berkeley are saying.

6. It is harder to teach parents the new math than it is their
~ children.

7. It was very dlfficult for Virginians to think of themselves
" as Americans for the first half-century after independence.

8. The Roman Empire rose and fell.

UL wbo

The integrative claim has a degree of generality but its applicaBility is
restricted by time and/or space. | |

The integtative claim is distinguished from the integrative occur-
ence in that the latter is a single instance which in itself has no |
generalizing quallty. Some examples of integrative occurences:
Bill's brother was killed in Vietnam.
. Harry Truman won the election in 1948.

Jim Roberts is in San Quentin for incest.
Martha married her childhood sweetheart.

S~
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5. I didn't hear a thing that wide-eyed radical said.
6. I den't understand what a "set" is.
7. 93.7%.of American citizens think of themselves as
Americans first.
8. Barry Goldwater, in his speech in Chicago, called for a
" return to the old virtues.

A hypéthesis is a tentatively held‘clégm about the world. Each of
the above claims (whether generalizatioﬁ, intégrativé_claim, or integrative
occurence) becomes a hypothesis simply by raising‘it as a legitimate ciaim
for investigation. Any claim is subject to investigation.

A model is a visuél diagram shéwing relationships between ;éncepts;
Again, a model'may be analytic or integrative. A mé&él is particularly use-
ful’beunSe it allows thellearner.to.eliminate verbiage and'realkzetkey‘ »
relationships be;weén cdncepts and/or specific events.

| it shouldiberevident that .students cannot begin to understand élaims “
"if they do Aot comprehend'the individual concepts which thé claims contain.
It is for this reason that concept formation is so basic ‘to social studies
education-—humaﬁe survival or no.

Following the model in Figure 12, we must note how the student forms
claims--operating from’the tofal raﬁge of observations which impinge upon
him. Once the individual has formed a claim he eithér accepts the claim en
.toto or synthesizés it with previous observations, forming é_new claim;-in.
either casé it becomes a claim affecting the encoding'of‘furthef observations.

As a claim is formed, the individual theoretically processes it two
wayé: .he determiﬁes_whether it.is.warrantable or not, and he determ%nes
whether the demands méde within.the-claim are good or -bad. The former is

associated wi;h truth, the latter with wvalues.

If an individual were to accept every observation as being equally
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warrantable, he would become a psychotic because all potentially conflict
N

wigh others. Clains ate therefore filtered for their warrantability. Pto-
cedures have boen established for; achieving this, they were specified in
the section on teaching. The neeo is to provide learners withlEmpirical
gnd/or logical models for resolving these difficulties. Othernioe obser-
votions nnd the subsequent statement of new claims.is.left either .to

chance or gut—levél policj decisions, regardless of how evidence’morshalls
on the claim. Models developed by Fenton; ﬁloom, Senesh, and othero are
.efforts to help students filter out unwarrantable data and nltimately
mako'decisions which are tbemselves warrantable.

The other dimension of claim scrutiny (i.e.; how good or bad the
claim) is generélly avofded in the social studies glas;room except on the
most superficial'ot generalizing level. Values are thought to be off-limits for
investigation. Value claims are investigative (i.o., they'can be scruti- -
nized for warrantabiiity)! A value claim is a claim about the world. It

"is distinguishable from a non-value claim only as it giveé a quality of

good or‘bad to the characteristicsbonumeratéd. The following sequence shows

progression fron'an obvious.non-value claim to one nhich is a oloar value -

claim:
1. Russia has a larger population than the United States.
2. The United States has a higher GNP than the Soviet.Union.
3. Capitalism is better than Communism.
4, 1I'd rather be dead than Red.

Each claim can be investigated.4 The stuaent needé to see that the
cnief impediment to resolution of any ciaim's'warrantability stems fron_tno
fact that men have different connotations and denotationsjfor the concepts
they veroalize. It is a definitional problem. We fgil to find'out‘from the

claimant what each concept means.. In the examples above, one is




clearly aﬁle to determine the populations of the U.S. and the U.S.S.R.
and therefore determine the warrantability of the claim (i.e., do a hgad
.',count). The second example is only slightly mpré difficuit; indeed that
é .

minor difficulty centers on the fact that one has to convert the GNP to a
constant monetary-unit and must be sure that the total goods and services
produced in-each country in a given year are determined by the séﬁe criteria.
The claim that capitalism is:better than communism requires téat each con-
cept be clearly éﬁd qndeniably stipulaﬁeg,. The tésk's_complexity is in-
creased only to the extent that the claimants meaning of "capitalism,"

' and '"better' must be spelled out, i.e., put into behavioral

.”communiém,'
terms whenever possible, then evidence can be collected. That is also the
-case in the final claim——each of the tefms can be specified and examined.
The létter claim does have a potentiél subjective dimension about which a
teachef needs to be cautious: does the claim mean ''all people would be
betfer off dead rather than Communist," o? ”I‘feel so strongly against
Communism that I would rather die than 1i§e'ﬁnder Communism"? If the
latter 'is the éase, it would be immp:al f;r the teacher to forceAthe.studenﬁ
to deny his own féélings and accept a.éontrary claim.

| ‘The subjective nature Qf.the latter interpretation does raise some
préplems in the c;assroom. It tells ébéut the learner, not the claim.
Pursuit of the claim must be through an objéctive‘ex;miﬁation (e.g.; what
would Communist~like conditions be?). It is only as mankind is able to
process data in this way that . he can come to "ratidnally,discuss emotiénally

loaded political and social problems and mate:r::'Lals."r
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Cognition and Development

We know some of man's capabilities in concept and claim formation.

A crucial cpnsideratién for teachers, however, has been omitted. Ob?iously,
a féur year old is not able to form the concepts of a forty year old. A

ten year old cannot make the claims of a sixteen year old. .SOme of these
differences can be aftributed.to gxperience. Othérs are the result of
indi?idual development. |

The primary grade'teécher functions at a particularly crucial

junction.in the life of children. Benjamin Bicom has forwarded the‘claim
that very early in the_life'of a child the potential growth dimensions of
his cognitive development is determined. That is, the eafly experiences

a child encounters detérmine the extént and sophistication by which the
individual will be able to.cognitivély‘handle_himself later in life.

This cognitive development is similar to physical deveiopment which is
‘heavily ﬁependent upon the nutrition and physical mobility of the individual
as he is developing.. From cogniﬁive development research, it appears that
something in the neighborhood of fifty percent of an individual's cognitive
capacity‘is determined by the age of four,30 eighty percent by the age of
eight, between nineﬁy and ninety-five percgﬁt4by thirteen yeafs, and all by
age seventeen (see Figure 14).. 1In view of_;ther research (e.g., I.Q.‘studies,.
Piaget) the ciaim of an early detéfminatioﬁ of an individual's capacity is‘
warranted. The claim places much responsibility for cognifive deveiopment

on primary and middle grade teachers.:

0 ’ . , .

3 Alexander Frazier, "Curriculum Making for Children: Elements and -
Issues' in Alesander Frazier (ed.), A Curriculum for Children (Washington,
D.C., Association for Supervision and Curriculum Development, NEA, 1969) p. 4.
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DEVELOPMENT OF COGNITIVE CAPACITY

' Fdliowing the groundbreaking efforts of Jean Piaget, educators. have

identified some rough, but explicit, guidelines for determining when

31

learners are initially able to perform various cognitive tasks. The first

o

stége of coghitive development lasts from birth until the child is two or

three yeafs of age. This stage of development is dominated by sensbry-motor

31 . . . S o '
Most of this section is adapted from Gary A. Knox, 'Child Develop-
ment and Social Studies Curriculum Design: Toward a Rationale" (Corte
Madera, Calif.: Marin Social Studies Project, 1970)
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perceptions and constructs.
After leaving the sensory-orilented stage, the chiid enters the
preoperafional or representatiye stage of development. It is at this
:stgge that the individual first attempt is to make order put.of his obser-
vations. Often erroneous and fumbling, their attempﬁs are the beginnings
of‘cbgﬁitivevhousekeeping. In this stage the phild will often categorize
observations on the basis of single characteristics. At the earlier
points in preoﬁerational development this focus on single chafacteriséics '
means the child is unable to form co#cepts because he cannot differentiate
various characteristics. fhe child thinks tranéductively—-he goes from
particular'to particular. The reasoning émpléyéd might say, "A is like
B in one reépect; ‘therefore, A is likg B in all respects," One danger
for the child's péychological devélopment is that as adults recognize
- this type-of thinking they inform the child that he is not thinking right——
the child is,‘however,-thinking the only way that he can. Various ob-
servers have noted that this reaction by teachers does much to destroy the
chil&fs effort to think for himself. The diépésition of the schools is toward
convergent thinking pattefns is‘sooq instituted. The child comes'to.
questionﬁhis own thought processes. It is this ofiénta;ién af school which
robs most individuais of their inguiry incen;ive and ability to use diver—-
gent or open—-thought processeé. In line with Harvey's personality cate-
gorles, there is ample evidenc; to suggest that this basic manipulation of
students.doés much‘to develop the aﬁthority—oriénted éérsonalities. Cer-
tainly klnderg#rten and first grade teacﬁers need to Bé particularly aware

of this orientation. Transduction allows persons to explain Ehings on the

basis of a single characteristic. Consequently, everything is ekﬁ;ainable‘
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" or location, or condition).

(e.g., by color, or "they're both hard to say,

, _ , .
Cognitive dissonance i1s inappropriate; discrepancies will not be evident
to the child.

Between the years of kindergarten and second grade, learners
usually grow to the concrete operations stage of cognitive development.
Given their freedom, the children will not lose the cognitive abilities
developed in the previous stage but will build on them. Flavell has shown
how this stage, which usually lasts over the second through fifth grades,
allows the child to form the kind of warrantable concepts ldentified by
soclal scientists.

Here, the child's conceptual organization of the sur-

rouriding environment slowly takes on stability and

coherence by virtue of the formation of a series of

‘cognitive structures called groupings. In this

subperiod particularly the child first begins to

"look" rational and well-organized in his adaptationms;

he appears to have a fairly stable and orderly con-

ceptual framework which he systematicallg brings to

bear on the world of objects around him.

" As the child consciously begins to structure‘his world, it is possible for

the teacher to employ cognitive dissonance ln measured form. It is, how-.
ever, cautionary that the child not be given too much dissonance because

it could upset his developing cognitive applecart.

The flnal stage_of‘intellectual development is variously called
'conceptual,'reflective, orfformal_thought. As the child approachesleleveh
he may begin to take on attributes of this development. ‘The stage is best
characterized by the ability of the child to deal increasingly with ab-

stract observations. Prior to this stage, every observation must be concrete

32
J.H. Flavell, The Developmental Psychology of Jean Piaget (Princeton:

Van Nostrand 1963) pp. 86-87.
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{(i.e., direct previous experience and/or physical proximity)--any attempt’
to deal with abstraetions can, at best, result in 6nly verbal mastery.
According to Piaget there is no inborn necessity to advance to this formal
thought stage. The development of this stage appears to be the result
of the eomplerity of the eoeiety and the leerning oppertunities‘of the
individual. Piaget has stated, however, that the stage may become
necessary once the child possesses tﬁe concrete
operations. As soon as he can perform the concrete
operations, sooner or later he will...construct a
classification of all the classifications, and thus ‘
he will end up by producing the combinatorial, which -~ |
. is a necessary form of formal theught. .
It is not until this formal stage that the child can deal with ab-
'etract hypotheses and claims. Prior to this stage the child remains
E depepdent upon first-hand5<concrete-experiences. Tyﬁically é student
reaches aehieveﬁent of tbis stage by the end of the tenth grade. From
that point forward, the chiild is'able to employ adult thinkieg érocesses.
Generally, developmental studies say that cognitive deye10pmeﬁt.in ‘
the earliest years requires learners td»deal with cohcrete, familiar ob-
iservetions--indeed at the earliest'level theee sﬂould be objects which the
‘students can physically:manibulate or possess the qualities ef a concrete
énd explicit referent., Until about fifth.grade referente‘eeed to remain
concrete, first-hand observations--though they can often get farther from
physical proximity. -After the sixth grade, referents can begin to take on
-iecreasing abstractness. |

Greta Morine has identified several lesson types which teachers can

employ at appropriate levels of cognitive development.34 These leeson‘types

!

33Jean Plaget, The Thno{y of Stag_s in Qﬁgpitive Development (Monterey,
Calif.. CTB/McGraw-Hill, 1969) pp. 8-9.
Greta Morine,,"Discovery Modes: A Criterion for Teachlng," Theorx
Into Practice, Vol, VIII, No. 1 (February, 1969) pp. 25- 30
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and other summary data about cognitive developrﬁént are summarized in Figure

15.
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A

A COGNITIVE MODEL
An actual cognitive pattern for any one individual will probably

never be made. A hypothetical structure can, however, be diagrammed,

showing observations in theoreﬁical distribution for retrieval, Initially,

integrative occurrences would appear to be randomly distributed. .

X ~X X X
X X X X X X
X X X X X X
X X X X X X
X X X X X X X X
X X X X
X X X g X o X X
X X v X X X
— o . X "X X < Xy . < X X X
' FIGURE 16 B

Given their distribution, there are a variety of ways by which the

cognitive strucfure can be divided, but for purposes of a social studies
curricuium.thefe exist two majbr meghods.pf division.  The first is fo view
observations as a social scientist would. He dissects data analytically—;;
1that is, he»identifies the concepts which apﬁea? to have great‘warrantability

‘ahd predictability. Thus fy the analytic model, observations fall into

innumerable patterns; consistent with encoded analytic concepts.

. X X : X X X
- Analytic Concepts, e.g., X X X X
— _ [ X X "
‘Political behavior X - X : X X . X
_ T ¥ ¥ x %
Culture X XX X X X
’ v . l X X X X
' Democracy. . X X X XX X
X X : X = XX
Morality ’ X X S X XX
— L v i
Inventions . X ‘ : X . X .
E E x X : X o X ]
FIGURE 17
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.By dividing encoded observations alohg the lines forﬁed by analytic con-
cepts,-the individual would oxder the world around him in a productive way.
The process, as we have seen, is not that simple; an indivi;ual can encode
observationé with a variety of concepts. Counsequently concepts overlap.
But the model does allow social studies teachers to see a'relationship
_between observationé_and sociai science structure.

"An alternative apprpach'is to disse;t thésé same observations as a
historian or a geographer might. Historians are not concerned with analytic
concepts. Their stfess is upon the time/space dimension--single events or
integrative concebts. Thué a ﬁistorian would order observations by cﬁrono-
.logy and a'geographér_woﬂld order them by spatial location. Consequently a

historian might order the same obserﬁations shown in Figure 17 by fhe

following criterion:

>
>4
td
<
>
L]
Sd
=

Time/space
occurrences and
concepts -

IeM PTOD

“ZT61 30 UOF3dRTF _

£1900231(Q Jo afy
IeM -uedfasmy-ysyuads .

- FIGURE.18




Ihtegrative occurences and concepts established in the example
'aré hlgtorical; 1t w6uld be just as approp;iate to substitute geographlc
occurences or conéépts, e.g., Marig Civic Center, Los Angeles, Communist
China, South America. If learners.knew that these are the two basic ways
by thch externa; data is legitimately examined by the disciplines most
_ concerﬁed‘with the social studies, it would help them to see that what
- the historian does is'mucb’different than what social scientists do,
consequentlx in problem resoluti;n the'individual can be helped to use
appropriate precedures. Typically, social studies hasvfdllowéd the model
established in Figure 18, bﬁt evidence now shows that the method identi-
fied in Figure 17 is the most practical since it has transferability tob
new seﬁtiﬁgs—-it is not so bound by time/space limitations.
Drawing upon knowledge.encoded by‘both-the.analytic.and'iﬁtegrafivé
schemes, the individual can begin to improve his warrantable p?edictionsfand

prescriptions about the future. The difference in the use of the two

‘schemes is seen in Figure 19.

Analytic Mode- - D e m e mm e mm s
. M ] . '
I
! |
1 ¢ .
1 - . . : |
: R “Policy Mode f
. i )
_Knowledge of previous |
" events A !
: N ]
> : : ‘I.
' , . ]
) ’ “The Future :
' ‘ '
‘ .Iﬁtegfative Mode
Figure 19
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As applied to developmental studies, analytic'modes should be
employed vigorously between first and ninth or tenth grades, integrative
modes (i.e., showing how particular analytic concepts come together to
form unique. irreplicable‘events) are appropriate beginning about -the
tenth grade. The policy mode,:.which employs the weighing of alternatives
for future action, may be employed appropriatelybthroughout, but it must
be limited to wery concrete experiences in the early years. It can only
be effectively.used abstractly after the'learner has attained the formal
thought stage»of.development‘and has achieved a firm grasp on both
analytic and integrative cognitive structures.

‘Students can learn a great deal--much, much'more than they now
exhibit. 'Despite social commentators' pronouncements that the youth of today
is more knoWledgeable than previous generations (the claim would appear
to be warranted), the school system has not developed process elements in
learning to the point where learners can effectively resolve d1ssonancev
in human'enooding mechanismsi “I1f society is to keep.from committing some N
' catastrophe, learners must be aided (and we,know they can he‘aided).in -
ways to legitimately process the barrage of external claims and data. It
is at that point that teaching strategies, as discussed in section IX |

be dovetailed with learning potential to 1mplement a social studies curricu—

lum for a modern world--a curriculum of humane survival.




XI. HUMANE SURVIVAL IN THE CURRICULUM

The funétion of any sdcial studies curriculum must be to make the
learner more rational about human behavior and social interaction. .It would
be a violation of a responsibility if we were to follow a less than rational
procedure in providing guidelines for social studies curriculum design. It
is incumbent on each and every curriculum designer--whether in a commercial
curriculum prbject, a district-wide institute, an intra-school effort, or
as an individual standing alone--to program as'systematically as possiblé,
within constraints dictated by student limitations and professional exper-
tise, those experiences over the thirteen years of public schools which are
necessary for the development of rational, self-actualizing learners.

Typical curriculum design has a surety for failure. Thirteen years
from now-~if not before the curriculum gets down on paper--any rigid curric-
lum will be outmoded. We have to approach curriculum design on a systematic,
basis, giving fﬁll weight to the présent world in constant, and often irri-
tating, change, It would be irrational, in view of available evidence, to
expect students to have the same curricula in five decades which students
have today (whether before or after revisions. Curriculum design must,
thereggrs, be a dynamic process demanding constant attention and revision.

We;E one to ask why.can't curricula once written be everlasting is like"

the person asking why the dinner dishes have to be washed, they'll only get °
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dirty again. While the use of dirtied plates over several days may cause
no difficulties, eventually there will be a toxic reaction which can do
the user no good. Demands on the curriculum likewise change from day
'to'day. And just as the housewife daily cleans the dishes to keep he;
family fit, so the curriculum designer-implementor must be prepared to
make necessary modifications in the curriculum to kéep it healthy.

To anticipate and thereby avoid difficulties.in seeking an appro-
priate social studies curriculum the developer needs an intéllecfual tool
to allow him to follow a fléxible, yet systematic procedure. The procedure
must evolve which can account for the dynamics that curriculum currently
faces and then allow for propet and systematic curriculum modif;cation.

Figure 1, the Curriculum Design Justification Model, is such a tool.

Curriculum Design Justification Model

DEVELOPMENT PRACTICE

Rationale Y Ends

General Objectives . . . . .Jp Endse=jeMeans

|

. : ' Specific Objectives . . « . . ' Ends —g» Means

Sub-Objéctives cre e P ' Eunds=3»Means

-l

Teaching Learning _
Stratagles®—P" Activities ~@—W-1Aterials -} o p. . osegns

FIGURE 1
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As discussed in Section V, the only defensible way to develop cufricu—
lum is to start by determining the ultimate, encompassing goal (i.e., rati'onale)'
for the curriculum. .That s.tatement of rationale. must deal with what studenté
need to be able to do directly--not what they can learn which rﬁay indirectly
lead to that end. In view of this fundamental concern, this document has

. advocated a curriculum design based on the humane survival paradigm.

HUMANE SURVIVAL

RAT1ONAL
DEGISTON
MAKER
, | ; L
HECONUSTRUCT LY SELF-ACTUALIZ LNG
PLANNER INDIVIDUAL
§ []
ESTIMATE OF | . 1 I - I - 1
THE FUTURE DEVELOPMENT OF SELF- INQUIRING PRECIATION | |UNDERSTANDING MAXIMIZE
) .| COGNITIVE POWERS LEARNER OF OF SELF INTERPERSOSAL
ARRANTABLE. [ ACCELERATED RELATIONSHIFS
PREDICT (IS CHANGE
ROLE AS
CITIZEN | DEMOCRATIC
’ M f’\JLl INNOVATIVE CHARACTER -
| L sm,u:m__l
DIAGNOSIS OF
T PRESENT [ EvaLuarion skrus . r
1 4 | CAUSAL AGENTI lsau—connnsuc} .
INTERPRETATION . r
OF THE I'AST OPEN-FNDED
: THINKING CONTROL. OVER DESTINY
: PROCESSES : L ] ™ ) .
[ INTERPRETATION SKILLS : .
. v : PEER CGROUP
prp— : ’ . i : . ELAT tonsH1ps] -
' ng‘lngF ABILITY TO ] :
—— WITHSTAND I POSITIVE SELF—IHAS:EJ
HND ADAPT T
| ANALYTIC SKILLS I UNCERTAINTY
e — ) X UNDER STRES Lf“”“""__]
]l
| HARRANTABLE CLALMS ]

. ATTITUDE FOR EMPIRICALLY BASED JUDGMENTS l
l SEARC!; SKILLSI »

- COMMLITEL WITH
[L3GIC CONVENTION SXILLS | OPENNESS

L TIME- SPACE_CONTINUUX ]
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The development of such a paradigm (when seen as a means-ends-means
process) is a necessary initial step in curriculuﬁ develépment. It provides
a means for developers to make rational decisions about a curriculum's
limits. By delineating these broadest dimensions and ascribing thei; rela-
tionships, designers can effectively i1lluminate the highlights in their
proposed program.

As noted previously,.increaéing focus 1n social studies research and
development says that student process of data in‘a complex world 1s vastly
more important than the traditional concern with disciplinary-, spatial-,
or time-oriented subject matter. Pfofessional curriculum developers and
cognitive psychologists are increasingly vocal aségrting'that what students
do with their observations 1s of paramount impofténce. How much they can
store is of relatively little consequence--books and data banks now have that
function.

The result is that social studies curriculum must be process-oriented,
insuring an active learner curriculum. That 1s to say that teachers need to be
concerned with what the student will be doing with subject matter content
he comes in contact with. The learner needs to be helped to act upon data
at his disposal to keep his cognitive house in 6rder. A process-oriented
curriculum ié easy to inpiement in social studies because it 1s concerned
with truth claims. It is'probabiyrpremature to advocate a particular structure
for validating tfuth”élaims'beéaﬁse a!variety of structures appear acceptabier
Therefore the process chosen could be any one of several methods of investi-
gation, e.g., Bloom, Taba, California framework, Fenton.

Regardless of the methodology to be employed. in the design the paradigm‘
beginsiﬁo get meat on its skeletal outline when the designer goes further to
apply‘hard criterion quéstionsAto topics, themes, éoncepts, generalizatiéns,

disciplines, et al which vie for inclusion in the curriculum.
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*Does the subject matter provide direct means by which the learner
can come to grapple with immediate survival threats?

*Does the subject matter provide—means which will aid the student
for living in the twenty-first century?

If each of these questions can be answered in the affirmative when applied
to subject matter items fighting for inclusion,'then progress toward an
articﬁlated scope and sequence curriculum is begun. If the‘answer is no
to one of the criteria, then the item may be appropriate, though it would
best be placed in a ready reserve category. If the answer is no to both
questions, that item must be discarded.

It makes absolutely no sense to ﬁave students interface learning ex-
periences which are unprofitable for them either today or tomorrow.
Curriculum content items must have high probability for direct day-to-day
applicability. It is an outmoded notion that social studies teachers should
expect ény student to memorize the place of birth of every American Secretary
of State becaﬁse he might end up on a T.V. quiz show someday and'win lots of
méney when the M.C. ‘asks, "Where was Philander C. Knox born?". It may sound
ludricrous here, but that justification has been used for many student
‘assignments.

Clearly a major coﬁkern i; cu:riculum development rests in the
potential for the transferability of learning.

*To what exteng will the learning activities dictated in the curriculum

be transferable, enabling the student to be rational about human
behavior and social interaction? .- : : :

The highest degree of éertitude for affirmative responses to this question
occurs when process becomes proper content, simultanéo&ély with the development
.Of replicable analytic concepts. The former is concerned with intellectual
tools which equip individualé to solve problems related-to human behavior

. and social interaction, while concepts aid the individual in keeping his
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cognitive house in order. Prpgess tools and analytic concepts are minimal
requirements for any social studies curriculum. Their identification and
employment may be the key to a. curriculum's success.

The next step in curriculum development is to Qonétruct some outlines
wﬁich can result in a potent K-12 articulation. Social studies finds itself
in a particularly frustrating position because it has adopted neither a
common terminology nor a scope énd sequence, as have many other areas of
the curriculum. It is only as an articulation is agreed upon that students
will be able to easily transfer their knowledge and intellectual tools from
year to year with a minimum of coﬁfusion. K-12 articulation will provide
for the common use of terminologyt(whether intellectual processes or concepts)
which the child can expect to use over the tbirteen years. By relying on a
common problem-solving ﬁr;Eess, the student can begin to make significant
headway over the years. If, on the other-hand,_the child is confronted with
Taba's terminology one year, Fenton's anothef, OliverTShaver—Néwman another,
the California framework another, Bloom's in another, followed by Brandwein’s,
there will probably emerge nothing but confusion. This_is_not to suggest,
however, that'thg student shbuld not learn that there are various intéllectual
‘structures to solve problems. Indeed an individual may find that an eclectic
approach is best for him--but a set of commonly agreed upon terms will ease
the learning burden in the meantime.

Articulation can -also prévide-some guarantees for a diversity of subject
areas--whether discipline-oriented, time-oriented, or,spatially‘orienfed--
which a non—articulated program may run #fito. The typical scope and sequence
whice established U.S. History in grades five, eight, eleven (and thé-freshman
year in college) is a classic example of such a faux pas. The kids get the
same disciplihe—time-space content at least three tiﬁes—-no wonder fhe soéiai

studies curriculum ranks at the bottom among student favorites.
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If articulation fails to be implemented K-12, there is serious chance of
new curriculum maintaining this status.

*To what extent will the student be exposed to a range of human
and social settings in the K-12 scope and sequence!?

To use Taba's terminology, a spiral curriculum is the most functional.
Such a curriculum builos year after year on process skills and major concepts
needed for human understanding. Thils type of design gives some assurance
that speciflc skills, concepts, and learnings are appropriately placed,
regardless of settings establisheq. Thus the more basic levels of the humane
survival paradigm would berintrodoced and developed as soon as developmentally
possible and then programmed into a-dynamic sequence. The most basic and
predictably fuoctional concepts for the learnet can also bve sequenced. Con-
cepts.concrete in the learner's experience followed by'those which require
more abstract experiences can be planned. The subject matter is then appro-
priately determined. The subject matter becomes illustrative of the pro-
cesses and concepts the child is able to handle. The question to bo asked as
the ourriculuﬁ is developed is:

*Is the curriculum based on a scope and sequence reflecting learneri

development of intellectual capabilities and predictably useful
concepts which guide subject matter selection?

As a tangent to the above, yet a fu?damental consideration,

*Do the content areas selected have potential for appropriate
cognitive dissonance?

All of these criterion questions point out the tentativeness with which
curriculuﬁ plans must be developed. Watrantable curriculum decisions once
made may change dramatically in a few short days or months. The curriculum
demands constant vigilance by‘teacher and stodent.

Nothing has been said about materials, Their omission‘has been

deliberate--the reasons should be evident from our position on curriculem
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design. 1In view of thé warranted prediction that events (i.e., potential
subject matter) afe going t6 come at us even faster than at the presen;,.
the teacher might bes; prepare him/herself to take up gueril;a teaching--
i.e., develop the ability to depend upon his/hér own resources to teach rather
than to depend upon the book,'EEg unit, or the course outline.

It is to say that.the success of a social studies curriculum of

humane survival rests with the teacher implementors.
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