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‘This volume contains the p=mers presenzed at a conference at thn
Joiversity of Surr=r, Guildfor—. Frplami, .- July 198€. The:qonference,
=B years in the xlanning, was=a cooperarive effort of the A§$ociaﬁion
S>= the Teaching oF the Social Sciences  Chorley, Englaad). the Bundes-
z=xtrale fur Politischebildung (Baenn, * es— Germany), aad the :Social
Sctence Eduéétion;ﬁbnsortium (Bomlieer Caiorado). While many persons
coxtributed to the-nlanning and “mrieswnta—ion of the confereuhe, special
mention should be made of the conmt=Hmisions of Judith Gillesple, Dieter
Schmidt—S:.nn.,, Henry Macintosh, Clarses szwn.ley, and Marcia Hutson.
Approximately 70 persons attended t=Ss==conference; their names ¢nd insti-
tutional affiliations are listed zg— the end of the book. The partici—
pants were about equally divided zmeng the uhree nations.

The conference was titled "I_bernational Perspectives on Social/
Political "Education.” The term social/polit;cal educatioen” wus a com-
- promise, intended to encompass that area of pfe4university teaching
réferred to in the .United $Ffates most often as "soéial studies™ and also
as Msocial scieénce educétion"; — England as "social science,” "social
studies," and soﬁetimes as "socizlogy," which is the sncial science other
than history and gecgraphy most =requently téught; and in Germany most
.commonly as "pblitiéa; educatiax=™ The various termé were often used"
intercharngeably at the conferenc=.

The language of the conferemre was English, and great credit should
be given to the German participar=s who put up with this Anglo-American
provincialism. - The Germans were Iirther put upon as the editors per-
sisted in anglicizing the transla=zZns, although we did stop short of
squeezing out all of the:Germanic Flavor. 'Dufing the proce$s, we came
to realize anew that language diffewsaces are not merely differences in
words,. they also represent differem=es in conceﬁts énd modes of thought;
~ for some® words and conc®pts,. there =s no one-to-one relationship between
languages. Some of the papers underwent changes as the authors revised
and the editors edited, but the alterations were not so great as to lose
the flavor and the éxcit%ng éxchange of views that took place in the

*
conference. ,



Readers should note that manY’chapters in “t== book cite azher |
papérs prese=rred at the Guizdford cbnferencé. I esery'case,_suctncita4
tions ref=— .o the origima- papers, and they ars —mted as such 3= the
end-of-crmgter references. However, glthoughva feer of the papers under-
went subsantial revision fx=tween the conferemce =mxt the preparz=—m of
this boois. in.=zeneral the basic points referrei—m in the conS==mmce
citations awe=:been preserved in these revised am@ edited chapmers.
Such'refesen==srmay Ee followed up simply by re=iinmg the chapter=: con-
tributed by =h=-authors cited.

It shou'd:zalso be noted that‘some of the papers in this volmme are
also being puiiished in the July 1981 issue of Teaching Political Science N
The editing =xFthose papers by Judith Gillespie was a great help to the
editors of tiris volume. - \\\

Irving Morrissett
Ann M. Williams

Boulder, Colorado
March 190l
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1. OVERVIEW

By Irving Morrissett

This overview is intended to give the reader a synoptic view of the .
volume, pointing to some of the thewes that run through many of the chap-
. ters and to similarities and differences in the views of the chapter
Aauthors. A supplement to the three synthesis chapters at the =2nd of the
book, it has been written with the advantage of much more time to review,?
compare, and‘contrast the papers in their edited form. The synthesis
chapters, which appear here substantially as they were presented at the
conference,.quite properly include the personal impressions and views of
the three authors at the close of the conference.
~ The four major sections of the book, as did those of the conference,
form a logical progression (although not the only logical progressiomn!). ;
; The first section is concerned with the content and theories that under— ;

lie social/political education. The second deals_with what is known

\ about the stchological and social makeup of students and with how. stu-
dents learn. The third describes knowledge and practices related to
curriculum development. The fourth describes theories of and knowledge
about, how schools are related to society and to social justice. As will
be apparent to the reader, the authors dealt with thc planned themes in
very different and individualistic ways, often crossing over the thematic
lines. '

The most.persistent theme that runs through the chapters-scarcely
a thapter fails to” touch upon.it in some way——is the question of the
‘extent to which 'schools are, and should be, institutions for socializing
students; that is, for reproducing in students the prevailing knowledge,
values, and modes of thought of society, as opposed to changing and
improving society. Probably a majority of authors and conference par—
_ticipants would like to see the schools as places where soc1ety could b°'
critiqued, analyzed, and exposed to change. But many felt that this is
an unlikely outcome in most situations, because society at large and the
' governments that.control most of the schools are primarily interested in
preserving the existing social structure. Schools seldom participate in
making changes, especially radical changes, in existing social structureg

Q
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and modes of thought. (An exception is West Germany after the war, but
in that case it was the govermmwent that took the lead, with the schools
following, in the effort to mold social institutions and_thought into a
social-democratic framework ) . . ] .
There is little or no quarrel with the’view that socialization, in
the sense described above, is a necessary and appropriate function of
education and that it places a substantial.obligation on all parts oé
schooling——in all places and for all subjects. Children must learm to
read, write,'celculate, and behave in ways that are compatible, to a
large extent, with the culture; in which they happen to live. The ques—~"~
tion raised by many educators is:. To what extent, if any, is i:/fe;si—
ble and- desirable to allow or encourage young people ‘to-analyze and
criticize and trf to change that culture? — _

" While much of the discussion about social justice and social change
takes place within the framework of existing modes of thought and social
'mnorms, some of the authots question the ver§ ‘bases of the common inter~
pretations of the social order, critic1zlng the positiv1st1c nature of
social knowledge and calllng for educational- _programs that investlgate
how'knowledge is acquired and how existing modes of thoughts restrict
alternative interpretations of: the world which may be equally defensible.
This'view of knowledge and the nature of knowledge hes ‘become prominent
- among educetional -theorists in Germany, during the last decade, under
the name "critical theory." Cherryholmes deals with this view at length
iu his paper, but while Hilligen also points to'the impor tance of criti-
cal theory and most of the other English and German authors mention it,
Cherryholmes alone 2mong the Americans gives it attention. o

After the theme of how education should be related to social change,
the next-most-lmportant theme was probably that of discipline or subject-
oriented curriculum vs. interd1sc1p11nary or problem-centered curriculum.
D:Lsc:Lpline-centered courses are by far the dominant form, and are domi-
.nant because they can be orderly and- well structured and they are conso-
nant with the training of most teachers. Problem-oriented courses,
usually requiring an interdiseiplinary approach to subject matter, are
difficult, to structure neatiy, and they call upon expertise beyond the
training of most teaehers; but they are appealing--—in theory, at least--

to - those who wish to make education, and particularly social/political



education, both 'relevant to the real world"” and faCilitative of social

. change. Although educators of the latter type predominated at ‘the con-

ference, " they failed >to find a. satisfactory solution to this long-standing
problem. ‘ - . . - .

.Other common themes related to the four tepics of the conferenge
are dealt with in the following sections of this initial chapter.

»
.

- Theory and Content Bases in Social/Political Education

The three papers in this section take qu%;e different approaches to
the topic, although they also deal with some common -themes that recurred
throughout "the conference. The Brown/Townley'paper describes social
studies in Britain with respect to its ideological bases, the impact of

- recent soc1a1 changes, and the major content foci. Hilligen digs deeply .
into the practical and philosophical requirements for the effective
teaching of pOlltlbaL science in Germany and, by implication, for the
teaching of any sociaf science in any‘ open soeiety. Cherryholmes briefly
describes the.main emphases of social studies in the United Jtates and

then moves on to his major theme, one that also occurs in the other tWo

papers—-"critical theory."

Chris Brown and Charles Townley .
Early in their paper, Brown and Townley pose the problem..that

. recnrred most persistently throughout the conference: To what extent
should social/political education seek to socialize students, in the
sense cf teaching them about the prevailing mores .and modes of thought
and . conditioning them to accept those mores and modes, as opposed to .
educating them to criti<:ize and make changes? They report &hat in
Britain Her Majesty's Inspeétors have recognized the need for some
balance between the two, that "education has two distinct and yet inter—
dependent roles in relation to SOCletY.' First_the education system is LT

| 'charged by society . . - with equipping yonn;\pEople to- take their Place ..

as Citizens and workers. in adult life and to begin to form attitudes to
the prevailing patterns in standards and behavior. . . .. Secondly there
is the responsibility for educating 'the autonomous citizen,' a person ~
able to think and act for herself or himself to resist ewpIOitation, to :3

innovate, and to be Vigilant in the defense of liberty.

- o
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o As already indicated in this statement by Her Majesty's Inspectors,

"~and as became - apparent throughout the conference, "socialization" vs.
"change" does not present a simple bipolar continuum. Whereas sociali-
zation, in the sense used here, means one thing-—education for ;he repro-
duction and- continuation of society as is, whatever is--change can refer
to many things, including development of autonomous thinking in the indi-
vidual, criticism of society, and efforts to change society. Efforts to __
change society may, of course, take many directions.

Brown and Townley go on to discuss various ideological frameworks
or philosophies within which the nature and purposes'of social studies
have been‘analyzed,.stressing that, within Britain, tradition has been a
major determinant of the content of social studies—-tradition heavily
influenced by aristocratic ideology and strongly perpetuated through the
British examination system. They say, perhaps too“generously, that 'tra-
dition has constrained- developaents in‘social studies in Britain’ and

" Europe, while rationality has influenced developments more in the United
States." oo )

The effects of social chanoes-—effects that have been small and
transient, for the most part—-are noted next. International events such
as the ‘rise of fascism,_academic cgncerns about the- growth of knowledge
in the social sciences, and- practical concerns that education must help
students cope with an increasingly complex society——all have had some'
small effects on the social studies curriculum.’

) finally, Brown and Townley describe four 'modelsh for social/
political educatiJ%-—models whrich might also be termed content emphases.
"Knowledge,' referring primarily to. knowledge ‘of facts, is seen as the
major emphasis of - traditdoval education in Britain. "Concepts are
viewed -as eqc passina factual knowledoe in a dynamic and rational
framework rawing more on the social, sciences, and challengino students

’;’/tg;{h'nk'rather than memorize. The "issues/problems model presents

- another. theme that recurred: throughout the conference: To what extent
should social/political education be, taught through social sczence .

. disciplines, followed B§ application to problems, as opposed to consider--

) ation first of problems’ to which the disciplines may then make ‘contribu-

tions? Brown and . Townley take a dim view of the issues/problems s
approach, emphasizino the likelinood that it w1ll result in sup flcial

L o h KR ,' S - (,__/ .

s




examination of poorly defined, ephemeral public issues. ."Skills" is the
last model. Two possible emphases are discussed--the development of
skills to help the individual coeg with the complexities of modern
society and the development of skills to help change that society.
Brown and Townley see the former objective as the one most likely to be
stressed in any program emphasizing skills, resulting in the unfortunate
outcome that skill development is usually prescribed for less-able stu— _
dents to assist them in adjusting to and coping with the existing charac-
teristics of soCiety: . )

The four "models" of Brown and Townley correspond closely with broad
categories of "objectives" commonly accepted in the United States. These
- categories are "knowledge," usually including both factual knowledge and
concepts; 'participation,” usually including problems and issues but with
emphasis also. on -action within or outside of school; and "skills.' To

these are usually added a category called "attitudes" -and/or "values."

Wolfgang Hilliaen .
Hilligen elaborates in his paper a complex set of questions and

P

prescriptions concerning the content andﬂmethods of teachino JHis
analysis: applies particularly to the teachino of polltical sc1ence in
Germany, a, setting- ln whch he sees problems peculiar to that subJect and
. that settino° but the analy51s is also generalizable to other subJects
"and other settings. : c" SN . : .

A maJor concern of Hilligen is the problen posed for teachers by
.\"the exponential increase in knowledge," a cumulativg gain that has taken
.place' in the context of. 1ncreasingly complex natiqnal and world socie- -
‘-t1es.’ He describes the "loss of a canon"-;the disappearance of authori-
tative guides to what knowledge is true and what: knowledge is most impor-
tant.‘ Previously accepted authorities--myth, religion, traditiqn, and,
until recently, the -consensus of scholars--have beex eroded in the Eace
of increasing - knowledge and increasing complex1ty ‘of society.

Hilligen's concern about the "loss of a canon” is combined with a
newly discovered interest in teaching in West Germany which has "led to
'the emergence- of a new branch of pedagogical and social science, called
Didaktik in the. Federal Republic. This term, only ‘remotely related to.
,1ts English cognate d1dact1c, broadly encompasses "the "theory, goals,

Jcontent, merhods materials, and ‘teaching strategies".related to any



particular subject. With respect to the teaching of any subject, it
includes the questions "What?" (selection of content), "Why?" (reasons
for selection of this content), "What for?" (intended objectives), and
"How?? (teachingbmethods). (In.the United States, such a distinction is
not usually made between "Why?" and "What for?') - .
Thus broadly defined, Didaktik must deal with all possible aspects
of content and method ‘which Hilligen details at length. With regard to
methods of.teaching: How can complex SubJects be made understandable
without oversimplifying? How can account be taken of new knowledge about
perception, learning, and the nature and variety of cognitive structures?
Concerning content related to the nature and problems of society, how
should teachers (particularly in political science) deal with such ques-
tion as: How can democratic principles be: taughtw(particularly in West
.Germany,, which-unlike Britain and the Unlted ‘States-—does not have a
long .democratic tradition ~ How much freedom, flexibility, and ‘citizen
lfparticipation are possible and desirable in a democratic society” How
can the positive potentialities of modern science: and technology best be :
realized’ How' can the problems of diminishing natural resources,.

.inequality within and among nations, and~the danger of nuclear extinc-

-

. tion be. handled’ = : .
. Dldaktlk makes great demands on teachers, ideally prescrlbing ‘that
they understand their own disciplines, the nature of'all scientific -
knowledge, and- the. important relationships of other disciplines to- their
. own disciplines (sincelproblems, which must be dealt,with are all inter-
cisciplinary) Teachers must know how to find information that'is beyond
their owd store of knowIedge, must be able to understand and present
aIternative views, should be adept at both raisina and solv1ng problems,
. and should maintain an approprlate balance between authority (related to
) what they know) and- openness to new 1deas. ' '
‘ | In the following chapters, the translated term "didactics is used
frequently by the German authors. In- most  cases--which the reader can

"deduce from the -context--the Germans have used this word in the ‘sense of

C Didaktik as explained by Hllligen. -

Cleo Cherryholmes !
Cherryholmes beains with a brief review . of "three traditions" that

. have dominated ‘social studles thlnklng and. practice in the Unlted States,

.Za I
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following the well-known work of Barr, Barth, and Shermis: "citizensho>
transmission" (closely related to socialization, 2s defined avove),
"social science,” and "reflective thinking." He notes that citizenship

transmission has. been "the most pervasive view of social studies educa--

‘tion"™ and goes on to analyze the lesser roles played by-social science

and reflective thinking in the United States. L
Cherryholmes‘then launches into the fcentral thene of his paper--a
fundamental questioning of the epistemological‘basis'of social science
knowledge and the social studies education that draws upon that knowl-
edge. This matter was touched upon by Brown and Townley; who.noted that
"the traditional epistemological view [which] saw knowledge as objec-

tive, ‘given,’ and 'out there'" came 1nto questlon in the 1970s. They

" quoted Joam Whitehead s criticisp of the prevalent approach to. soclal

science knowledge, which seeks "to institutionalize ‘this approach rather

than engage in questlonlng the nature and status of soclologlcal knowl-

eedge and its place ‘in the school currlculum-lsSues which are .at the

forefront of the controversy within the broader arena_of soclology.. A

i_course which treats knowledge~as "given," Brown and\Townley stated,

"presents a false image of the world. This criticism is particularly-

'pertinent in soclal/political education, where the knowledge concerned

-

is directly about the- social world. ‘ B L
Hllllgen dealt with the .same concern in.a lenOthy appendlx, intro-

‘ ducing the critlcal theory of society" as it was developed in the
* Frankfurt-school. He contrasted critical theory w1th "crltlcal ratlonal—

-ism," the latter representing ‘the approach.of "positivist sociologists"

who, follow1ng the lead of natural sclenrists, focus-on analysis of an

existing social<order, eschewing consideration of "norms and values

”[whlch] are held -to be presc1entif1c, personal matters because they

are not accessible- to- the .methods of isolatlng and meaSurlng. In con-
trast, critlcal theory is.. . . concerned with 1nvest1gat1ng ‘the rela—~
tionship between- the 1nd1v1dual and the social whole, seen as being
reciprocal' . «-. Society is investigated with regard to what is pos—
sible or better' thelquestion as'to the true purpose of society is

raised._, Thus Hllllgen posed .an urgent need for ' eplstemological *eflec-

-tiomn."



.While =yistemological concerns about the origins and uses of social
knowledge.in'social/political education were incidental to the papers of
;Brownland"Townley and’Hilligen, they are .the centerpiece of Cherryholmes's'
-chapter. Cherryholmes legds into this portion of his paper by analyzing
one'of the products.of.the "new docial studies” in America which was most

successful,‘judged by 1its wide usage: American Political Behavior.

Although this text moved sharply away from previously dominant descrip?
tive emphases on government institutions, focusing instead on human
behav1or\and social-scientific knowledge, it is faulted by Cherryholmes

) for its nonproblematic treatment of social classes, political ideology,
and other elements of a social order. '"Much of the’ content and theory
of American social and political texts is considered fundamentally non-

~:problematic;" he statesi "To ‘avoid efforts to interpret and critically
appraise 1nterpretations 1s to objectify social phenomena 3 and Juoting
Richard Bernstein; "'ObJectivism in the study of social and political
life 1s .not. an innocent mistaken epistemological doctrine. It has dan- .
gerous consequences 1nsofar as it tends to distort and reify 'facts
which are . historically conditioned--'facts ,which reveal only one among
the _many different possibilities that human action mav take. _ Cherry-
.holmes conclud°s that "the effect of obJectifjing social knowledge is to‘w

“support 1mplic1tly the dominant 1deolog1es of society without reflectino’

////6; issues of value and commitment." . - ~,4' : : o

v

The outcomes of Cherrvholmes S analysis are radical in the extreme.:

~ They call for a- maJor focus in social/political education on- epistemology.".

. Students must learn that obJectification and reification are

_ distortion: ©f social phenomema., . ... [A] critical ‘perspec—
tive is needed whereby the lawers. of ‘value and commitment are
disclosed -and peeled back. . . ..Beyond textbooks, classrooms
should be .organized "so that Interpretation and criticism are
fostered. . . _ The..teacher mmst be commifted to symmetrical,-
nondominated cizssrnom‘discourse,.the sole purpose of which
is .to; pursue the better argument, . . -[and] must enforce
the norms of discourse and encourage students to identify

deviations from them.
°SummarV-:, . . .
What prospects for change -in social/political education in their
respective countrles ‘do ‘these authors see7 Hilligen does not deal with
this question. His appended outline offp0551ble approaches to teachino f '

political science, in. line with the prescriptions in his paper, may

ot
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imply some degree of optimism about possibilities-Qor at least hope--for

change, but his demanding specifications for teaching competence might

"well lead one to despair that any but a few rare individuals could meet .

such requirements.
Brown and Townley and Cherryholmes are outspokenly pessimistic about
the possibilities of change in the directions they feel are desirable.
"The current state of social/political education in .Britain is oné of
haphazard development," say Brown and Townley. "The future does not

give cause for optimism. Apart from current economic restrictions, tra-

ditional ideological influences are strong." Cherryholmes, opting for

more rad.ical changes than do Brown and Townley, is correspondingly more

péssimistic. "Major changes.in the immediate.future in U.S. sacial

studies education do .not seem likely,? he says. "Publishers have iittle
or no 1ncent1ve to_produce’ critically oriented materials, o . . treatment
of theories of knowledge L [heing] noticeably absent.in most social
“studies methods books in.the United,States. o . . [The] interests of

teachers are in classroom management, . e assigning grades,.avoiding

'controversy.’. . ." The National Council for the Social Studies, the

. maJor professional organization of soc1al studies educators in the

United States, avolds the socidl cr1t1cism which is necessary to under-'
stand knowledve claims’ in the social studies,"'says Cherryholmes.
Indeed that organization 'resémbles ‘a trade union ‘that is concerned

:witF _he immediate, practical interests “of’ its membersc.“ = .

Measured against ‘the far-out requirements for competent soc1al/

political education envisIoned by these authors-particularly Hilligen

© and Cherryholmes—-the prospects for change toward ‘these goals seem small

indeed. Their analyses and prescriptions ‘can, however, be viewed in-
another llght—-as challenging material for theorists and thoughtfulq
teachers to ponder and as possible goals toward which social/political“

education mioht move, however slowly.

t

“The'Learner and Social/Political Education;

P - ‘ p
As did the first set of authors, the contributors of these papers

- take’ very different approaches to a -common . subJect,; Torney-Purta
reviews an area of research that has grown rapidly in the United- States

since the mid-l970s-— social cognition" theory, which furﬁ?shes a useful

v . ‘
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supplement to learnlng theories focused on the 1nd1v1dual,.such as those
of Piaget and Kohlberg. Fleldlng deals exclusively and in depth with
various versions of "hidden curricula?" showing how they affect the per-
ceptions and behaviors of~learners.ltKnutter and Knutter-Schrey present
an eitensive review of learming theory as applied to political education,
against the“background of political developments in Western Germany since

World War II.

Judith Torney-Purta

) Torney-Purta presents a rich and comprehenslve review of recent
research related to"children's social cognition, a term which includes
both the content of what children learn about society'and social rela-
tions and the processes by which children learn in social situatioms.
Her first major point is related to" theories of cognitive/moral develop-
Ament associated with’ Piagét and Kohlberg. She notes"receu::modifications

2 fr'iof views about theor1es of cognitive and moral development, deenpha5121na
;the age dependency of these stage theor1es and placIng more stress on
the social contexts of learnlng. In a more ba51c cr111que, Torney-Purta
states that it is’ unfortunate that the cogn1t1ve/moral developmenral
p051t1on has become so closely 1dent1f1ed with moral development," sznce
- ' there are other - important elements . .o o whlch do not: fall neatly 1nto
fhe 'moral’. category." These other.- elements .are termed "social- | -
5conventional " which (quoting Tutiel), "are behavioral unlformztles that
'coordlnate ‘the actlon of individuals vartlclpatlng in a soc1al system"é
_and whlch have llttle or no moral content.‘ Torney-Purta argues’ ‘that
chlldren can and do dlstlngulsh the moral from the soc1al—conventlonal

and ‘that these -two k1nds of behav1oral goals should be dlstxnenlsaed in

-

soc1al/po11t1cal education. . . .

Torney-Purta deals next w1tn perspectlve takln° " the =ability of
?: .nlldren to 'see things frmn the v1ewpolnts of other persoms. She
i_descrlbes four age-related stages of perspectIve taxlng developed by -
FIavell rev1ews research that 1nd1cates characterlstics and activities
j than affect perspectlve—taklng ablllty, and notes that "perspective
“taking . . . has a close relatlonshlp to.many of the aims and objectxves
of -social educatlon,- 1nclud1ng communlcatlon skills and lntergroup
- relatlons._ There follows a rev1ew of research on how chlldren S percep-

' tions’ of soc1al 1nst1tutlons develop, followed by a br1ef review of

EMC N - . e . o

Aruitoxt provided by Eic:



Q

Aruitoxt provided by Eic:

Bandura's social learning theory, with =rphasis on motivational processes

: "

which "have great relevancé for. sociz” ~+ -—ion.

The final group of studies revi .s retated to "altruistic and
prosocial behavior."” While the =suthc : not specifically relate these
studies to’ those in the Kohlberg frar ‘s of moral development, there

are apparent similarities—-as in the description of possible motivations

for altruistic behavior, which include empathy, social approbation,

- eXpected reclproclty, and a sense of justice. Torrey-Purta concludes

this section- by stating:

Prosocial or altruistic behavier is a common thread which
ties together many of the objectives of social education.
The research in this area suggests the vital importance of
providing models of behavior, . . . enmhancing opportunities
;for experiencing others’' perspectives:. and empathy, letting
“children see the benefits of the prosocial -action they engage
" in, and, moving. beyond the mere exhortation of good works.
BoJ1cpeer and authority relations are 1mportant, and . a
variety of motivations may -be engaoed 1n..w :

The paper closes with speczflc suggestlons about how past and

. future research on soclal cognltIon might- be used to improve’ evaluation

of soclal education programs ‘and the formulatlon and accomplishment or N

: obJectlves related to soclal perceptlons and social behav1or.

Roger Fleldlng

e

Fleldlng s chapter .elaborates the "hzdden currlculun far beyond
the loose meanlng sometimes associated with that concept. Summarizxng
and organlzing the work of many authors who have dealt with aspects of .

the concept, he spells out three types of hrﬁden currlculum,~each tvpe

v‘havrng the effect of transm:Ltt:Lno to students messages about what they

" shomld do or’ thlnk--messages which are not made - explicit by teachers,

adm:nistrators, or text materlal and which. may be 1ntended or unlntenned
on the part of the school establlshment. N ) - °
The first is the. "hidden . curriculum of aésegsment:“‘ Students
experience "dlssonance between the 'formal' curriculum. and the ‘hidden"
curricnlum, with its 'latent, covert tasks inferred as ‘the ba51s for
reward " and “the, more perceptlve students soon dlscover whlch tasks
they "need. to complete in order to. getlthe hlghest p0551ble_grade with

the least possible effort." The hidden currlculum is ant:educatlonal"

. .in. that it undermines ' the-object;ves of'the-official‘curriculum by lead-

~
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ing pupils to -concentrate on acquiring survival skills related to pleas-
ing the teacher." : )

"The hidden cutriculu@:nf schooling," in one view, "consists of a
set of tnles, routines, and pmoce&ures nesigned to mold individmal
behavior to. the reqninements of institutional -livimg." To the_ﬁthree-
Rs" of the official’curriculnm are added the "three Rs" of the hidden
curriculum--"rules, regulations, and routines.™ Beyond such socializa-
‘tion functions of the hiéden curriculum, Fielding notes many messages
about the nature of educa:ion itself that have beén suggested by various
authors. " From L1ster° *Educatlon ends when school ends. Knowledge is
divided into packages [subjects/toplcs] " From Postman and We1ngartner°
"The voice of authorlty is to be trusted and valued. more than independent

h_Judgment. Thére is always.a ‘single; unambiguous Right Answer to a ques—

_ tion." From Eggleston's list of sevem goals of the hidden curriculun}
"Learnlng to accept assessment by others, Leafning'hoh to_cohpete to
please. both reachers and fellow students." h - ":

- The- thixrd form,” "the hidden curriculunm of the classroom,' refefs to
A messages assoclated with partlcular subject matter, which Fielding illu-
. strates by reference to his-own field of sociology- Two possible - klnds o
o of hidden messages are d1scussed. The ‘first is that the study of soclol-
;' ogy- may “have the- effect, unlntended by the teacher or the system, of
. making students crltics of the social system. Flelding quotes Mézghan [
analysls of " such poss1b111t1es——that soc1ology lays "eve*yone and every-
~thing . - .: open to susplcion [and] . . threatens the taken—for—granted .
aspects of social behav1or." ‘ The second kind of message-qalte the oppo-= f
. site of ‘the first.-ls that soc1ology may coggltlon.students to compla-'
Jcently accept views about the social system which inhibit: crltlclsm, for.
’ example, "tacit acceptance of the idea that sociezy is baslcally a
: cooperatxve system——a value or1entation wirdch hefps dezermlne the ques;
tions thar one asks and the educat10na1 expezlences one designs for stu-
dents." :: }0 ‘ S s ' . : C
In hls f1na1 sectlon, F1e1d1ng reveals hls ‘own - predllectlon for theL‘
< teach1ng of soclology. whether or not soc1a1 crltlclsn is someflmes a
. part” of the hidden curriculum of the classroom, he would like- to see
. soclology teaching thatéfosters ‘'social crltfcism.as a part,of;the expl;— '

cit curriculum.. Such an "oppositional" curriculum would lead imevitably.
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to "challenges to taken;for-grantedA common-sense assumptions about the
relationships between teachers and pupils, criteria of high and low
ability, designations of success and failure, and so on." It is "only
when we have -developed such a questioning attitude [that] students
[Wlll] become aware of the possibility of actually shaping their world,
as opposed to.being shaped by it." The implications of Fielding's
"oppositional” curriculum for teaching methods, content, and approaches_

to schooling are spelled out at some length.

Hans-Helmuth Knutter and Gahriela Knutter-Schrey
" The Kautters first cite some conclusions of German research in edu-

_ cational psychology which are applicable to political education, includ-

fing learnlna capabilities of .adults (learning circumstances are much
more significant than age) .the conditions for economical learning
(for example, the importance of "active pursuit,™’ appeal to many seunses,.
and clarity of obJectives), and motivation (for example, the importance
10f ‘purpose€, appropriate level of conrent, and recrgnizable progress).

This is followed by a brief report -on research focused specifically on

- . .

toward demanracy can ‘be fostered,
The Knutters next point to historical circumstances that set polit-

ical education in West Germany apart fr0m that of England or ‘the United

=_States,. Germany lomg had-a tradition of delegating political affairs to

those in anzhority, leaving theorisrs to pursue their social philoso-

'.‘phies, whezher demu::atic or otherwise; without- confrnntina the reali-_
yties of pol:rical power. Since World Wac-II, despite- the genuine desire

J=politicai education and especially on the question of how a "disposition

of many. - Germans for. the’ development of a democratic society, the "atti -

‘tude of political education toward the postwar structure in Germany was

T'uncritical divorcing theory from practice." This was due .to the fact

’that "durina/the ‘years immediately following the- war, the Federal Repub-
1lic of Germany was considered a temporary arrangement. Therefore, ‘the
goals of political education had no connection with the national reality
As the Federal Republic has come to be seen as a ‘more; lasting phe—
nomenon, political education has ‘moved - “toward a closer relationship with
it, mostly in a supportive role. ‘Even so, the Knutters see political

.education as primarily concerned with social relations of a- nonpolitical

nature and concerned more vout understandina society than. changing it.

. - B : 13;) , ) .
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In an extensive review of the works of educational theorists who have
written textbooks in Western Germany, the focus is on models of social
learning and on such matters as student-teacher interaction, student -

participation, and uses of students' personal experiences.

Curriculum Design for Social/Political Education

Each of the three chapters in' this section gives, in varying
degrees, a view of some of the most significant developments 1n curr1cu—
lum de51gn in the author's own country in recent years, prov1des some
assessment of those developments, and suggests directions for future

development.

~ Hans Sussmuth

Sussmuth focuses exclusively on developments of the 1970s related
to two major currlculum gu1de11nes produced by two states 1n the central
part of West Germany-the Hessen General Guidellnes for Soc1al Educat:l.onl~

'(HGGSE) and the Guldellnes for Political’ Educatlon (GPE) developed 1n_

e Vorth Rhlne—Westphalla.- Wldespread dlscu551ons of these two guidellnes

have taken place, 51nce they were 1ssued by the~respect1ve mlnistries of
.educatlon 1n 1973 among soc1a1 scientlsts educatlonlsts, publlc offi~

cials, _and the. public; some degree of consensus - seems to be shap1ng -up,

'both in thebry and “in-practice. . 5 - IR .
' A maJor polntpof consensus, both- in the two sets- of gu1de11nes and
in:the dlscussions following from them, is that soc1al/pollt1cal.educa— S
txon should  be based, not on separate social sciencefdisciplines, but '
rather on some k1nd of cooperation or coord1nat1on among ‘the dlsclpllnes-—-u
""to replace previously separate school subJects such as hlstory, polltics,
oclal sc1ences, and geography with broader subJect areas . . . oriented .
toward" the study sector 'social education,' not toward an-academlc disci-_ .
pline._ How this general-objective-is to be accompllshed was a SubJect .
of debate, ificluding much” dlscu551on about whether the relatlonshlps
e

among the dlsclpllnes could or’ should be cooperatlve or 1ntegrated"—-

akin to the dlscu551ons in. ‘the Un1ted States about multldlsclpllnary
vs. 1nterdlsc1pllnary approaches. Sussmuth reports the acknowledged
/conceptual dlfflcultles in relating the dlsclpllnes to each other, not1ng-'

“that "if ome judges the 51tuat1on by exxstlng teaching materials and

history teaching strategles, it becomes ev1dent that thus far a r1gorous

Lall? N - . .
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didactic f0undation and teachin° models exist only for the- cooperative
toachlng of history and politics."” But he also notes the urgency of
e wmm~-~vrelatina the disciplines to each other: "It must by no means be left to
the students to put together the detailed results of the different disci-
plines . . . withdrawal into thé 1solating independence of the soclal
science school’ subjects is no longer feasible. . . ."
One_important reason for integrating social science knowledge,
. Sussmuth states, is to "shift the emphasis -+ - toward a primarily
society—oriented posture.” In- this connection, he rev1ews Annette
Kuhn's concern\for ¢ritical theory in thé teaching of h1story—-probing,
like Hilligen and Cherryholmes in their papers, 1nto the epistemological
basis of’ social knowledge, with a view to "emancipation of the individual
‘and . . . society.... . [from] uncritical attitudes .toward the past."
However, soctal - criticism is not a maJor ‘focus of Sussmuth s paper, but
one among many conslderations taking a back seat to his maJor concern
about the conceptual basié for social/political education. Those other
considerations include (ech01ng many of the thrusts that played a part
in the newksocial studies” in the United States) case studies, stuaies
'of conflict, decision maklng, student interests, developing self- oo
determination,' and focus on such significant 1nterdiscip11nary social

sconcepts as process, structure, and’ causality. _ - .
Whlle Sussmuth does not deal speclfically Wlth predlctions of
-future trends in social/political education in West Germany, one gets‘
s ‘the 1mpression that 'he feels ‘that a very useful process ‘of: theoretlcal ;
and practical discusslon is under way, with results that are already

useful and which promise Stlll more constructive accomplishments in the

t— - . o -

future? . . oo E ; R - g -

‘Suzanne Helburn - oL : T .
-~ Helburn presents two’ mawn themes.' One is an overv1ew of the cur-

- .. rent’ status of soclal studies in the Unlted States today, a status that

:(has remaiﬁédxrather statlc over many decades. The.other»ls an 1ns1°ht—.
ful review of the' era of ‘the new social studies" in the Un1ted States,
- Vtaklng issue with many oﬁ the . generally.accepted views about that era’
and pointina to its many creative and useful outcomes.
Like other contributors ‘to the conference, Helburn sees socializa-
- tion as the dominant - functlon of the educational _system: “Schools
e L //* ’ <
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enculturate students into the shared values of American ideolog& and
'prepare,them to fit into a society which is hierarchically and bureau-
' craticallx organized, where social stability is best assured through a
passive citizenry' which accepts authority, dutifully votes, and supports
law and order.”" Given this function, "social studies . . . cannot train
a population of active citiéens who think for themselves, demand a voice
in decision naking, and actively engage in social-change efforts."” -
Helburn sees social studies as typically alienating students, failing to
- engage them in and inform them ahout_the significance of their own life
experiences, and misteaching or failing to teach them about significant
facts and relationships‘ of econmomic, social, and political 1life.
_ The author sees social studies as locked into a long-lived pattern
of courses which are teacher-centered and based on traditional mass-—
market  texts which are "dull, superficial,. devoid of political déhate
andqintellectual ferment." In this contex{, teachino methods are rou-
t1ne and uaimaginatlve, concerned primarily with socializing students to

the management requirements of the clasSroom -and tb\acceptance oE the .

-

" exlsting society and their roles in it. _
Helburn sees the " "new ‘social studies" in the United States in the’

'; 1960s and early 19/Os as: one ' in'a long series of (mostly unsuccessful)
efforts to "humanize the curr1cu1um.' _The main thrust’ of her review of =
thlb movement 'is that w1de1y accepted views about-it conta1n serious - ‘
errors and that 1t .résulted in many 1nnovations which hold great promise

. for' the future (though probably not” the near fature): '

[The] 11terature [about the new social stud1es] glves an
- inadequate and unfortunate picture of.the reforms of the
1960s-1970s by exaggerating the- importance of social-science-
- 1'd1sc1p11ne-dom1nated projects and caricaturing -them as unidi-
mensional.’ efforts (to convert social studies into social
" science education.’ The literature commentary more or less -
ignores both the diversity in experimentation and the devel-

© opmental. aspects of the perIoa v e . oa period of multiple,
' 1nteracr1ng thrusts. ) - o -

These assertions are- stroneg supported by a detailed. analysis of the
. many proJects loosely associated under the term "new social stud1es.
~ "In my opinion,' says Helburn, "the era of reform we have been
“describing was egtremely creative of new approaches to cutriculum
h design§=i;.represented a flowing of alternatives dad a melding together
of'apparently'disparate approaches." She cites numerous examples to
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illustrate this point, including Taba's "strategies to achieve multiple®
learning objectives related’ to  the intellectual social, moral, and .
psychological development of the. child" and Helburn and Dz afis' s use of
"discrepant events as unit openers, programmed instruction to-teach = -
basic discipline organizers; small-group interacti activities for

values clarification and small-group learning, [4nd] the jurisprudential -’

model of-conflict analysis.l. . . produced technical break-

. throughs in'applying system -design proce . . based on the latest’

-Helburn next reviews_the movemént away from the new social .studies,
beginnino in the early 1970s, ting the reasons for this development
and, regretfully characterizing it as focused on "basics and fragmented
gf/b;y "unidimensional™ emphases, fostered in part by federal funding pat-

; terns, on such subJecf//as decision making, valuino and global educa-
‘tion.. She closes with a cataloo of factors related to the "main social- -
1zation and screening functions of the schools [dhich] encourage stabil- -
ity and inhibit change." But she ends with' a small ‘ray of hope for
change, advislno reformers to work "on those fringes” where our ijeas and
strategies are, gelcome, -such efforts to be informed by ‘the lessons -
learned from the-"new social studies' as well as by a "realistic, more K

accurate ‘view of society, social chanoe, ‘and the Eunctions of schooling

. in malntaining soclal Stébllity o e . —

Barry Dufour -

e

Dufour comments briefly on . two aspects of curriculum design in

°

England--the literature about curriculum and practice in_ the schools.’

He points to literature calling ror chanoe, based on. descriptlons of '~

~ -schooling and "a general belief that changes in the‘ﬁurriculum [are] .
necessary and timely"; theoretical critioues . - . based on empirical
research "-some "tinged with praomatism,' some combining scholarship
with. detailed and practical discusslon of what ws and what ought to” be"
and wrltings based on neo—Warx1sm and existentialism offering 'support
for a greater degree of pupil—centeredness, allied Wlth a’ cémmitment to-
an etistentlal and emancipatory view of education which is rooted in

creative and expressive work inside the classroom and outside the
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, .
school . . [and presenting] stinging attacks on pos1t1v1st conceptions
-of social science and social learning.

. Concerning changes that. have taken place in school practices,

Dufour is moderately optimist1c°' ' "_{

¢ Thére is no doubt that real successes were achieved in the ,

- last two decades in the agtual expansion of social learning
in schools, particularly in secondary schools. . . . Large
numbers of secondary schools now offer integrated social

s studies/social science. courses under a bewildering variety of
names. . . “All of .this has been supported by the continuing :
publication of new~textbooks for the specialist subjects and
of project-topic style books for the many forms of 1ntegrated
courses. _ .

.

The new courses have not, however, made much use of curriculum project
materials, for reasons which the author. briefly summarizes.

Hav1ng dealt with curr1cu1um literature and school practices, Dufour
turns with enthusiasm to his own prescription for ' 'essential’ features of
a curriculum design for ‘the real world." BHe notes'that "there have been
two “elements in the notion of [curriculum] designljthat which emphasi;es
the-artistic'aspect‘and'that which ‘emphasizes the craft aspect"; and. he

.
'

argues that

for the 1980s, we should make efforts to put art back into
design in our curriculum in the sense of encouraging a clearer -
commitment to developing in children creativity, imaginationm,
self-awareness. . . . I am calling for an increased emphasis -

on the humanitiés and expressive.arts to ‘counterbalancé the

? ¢ seudorational,xpos1tiv1st1c, .and scientific soCial science .
s paradigm that ‘many curriculum developers encouraged in the '
1960s and l970s. .- e ; ; -

Thus Dufour presents a strong plea for a curriculum that is student-

PO

centered humane, and oriented to the ' real World. . .He. criticizes "wall-
to-wall" curriculum development, which specifies all aspects of a learn-— .
ing situation, arauing for a "50—50" curriculum, in which half of school
time is devoted to teacher-planned activities and’ half to activities
initiated by individual students. Relegating unemployed curriculum
developers to the dole, he outlines- a curriculum base® on telev1sion,

+

popular culture, politics, the world of work ‘and othen, cultures, 1n

- which tedchers yse both public knowledge and the personal knowledge that

_students bring to the classroom to’ explore the- "real world."

L . wE



Society, Social Justice, and Social/Political:ﬁducation>

- In addition to the three conference papers prepared‘on this topic,'

_Substantial written commentaries submitted by the three reactors are

included in this section.

The chapters by Geoff Whitty, Siegfried George, and John Palner,
each reviewing and commenting on developments in the author's country
since World War II, present- an interesting parallelism Whitty
describes events in England by reference to three reform movements——the
"social studies movement" of'the l940$ and 19505, the "new social
studiec" of the 1960s and early 1970s, and'the "political education
movement" of the 1970s. George typifi_s changes in social/political
education in Western Germany -since World War II by analyzing three
texts, published in 1952, 1960, and 1978 respectively. Palmer organizes
a major part of his chapter along the lines of the three "traditions"‘in
United States social studies popularized by Barr, Barth, and Shermis—-
citizenship transmission, social science, and reflective thinking. »

As Cohn and- Kershaw point out in later;chapters, none of these.three
papers defines the"meaning of social justice--a serious flaw, as Cohn
and Kershaw see it. One can, however, infer something about ‘each
author's views of social Justice--particularly Jin the case of George,
who describes with approval the establishment of.a democratic welfare
state in West Germany after World War II.

All three authors deal with the extent to which social/political
education is supportive of the status quo, as opposed to serying as an
instrument for criticism and change--a theme that ran through most of
the papers in the conferenceJ;and-all agree on the dominance of perpetu-
ation of the status quo as the major effect in all thrée countries and
on a recent oarallel trend in the three countries toward a less criti-

cal, more supportive role with respect to the status quo. (This state-

.ment should Be qualified with respect to Germany, where support of the

democratic welfare state at the preéent time, however uncritiéal, repre-
sents support for a vastly different state than that which existed prior
to the end of World War II.) R 7 )

The three reactors,°true to the form that prevailed throughout the
conference, did not confine themselves to critiques of the papers. John

Haas noted a number of questions about the three papers, indicating

_ 14
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_agreements, disagreeﬁents; éﬁd'supplementary statements, and added a
view unique to this conferenc’ about the relatlonshlp of the 1nd1v1dual
to’ soc1ety.' Karlheinz Rebel sounded a note of constructlve conserﬁatlsm
éonqerning some, of the major issues of the conference,and added a brief
review of the social/political syllabi of six German- states. Ted Cohn
contributed a substantiai paper in its own right; giving a brief compar-
ative overview of social education in the three countries, then focusing -

on the "legitimation crisis" in the soc1al/p011t1cal structures of all

'three countrles.

Geoff Whitty' . v 4
Whitty comments that "whiie debates.about the nature and purposes:

'_6f social and political education in England have generally had a more
radical dimension than have eq@ivalent ones in the United States, the
practice of social studies education in England places it almost as

4'f1rm1y within the liberal-to-comservative part of the spectrum as is ‘its
Amer;can counterpart.”" ‘Whitty's own paper illustrates his point; his is

% plea\gqr“radlcal change, both in the nature of social education agd in
the natﬁ}e of society, of a kind heard only rarely in the United States
(although perhaps more commonly in West Germany, among the advocates of
crltlcal theory) . He also describes the quiet, stalwart re51stance of
the English educational system to efforts to infuse it with critical

"social/political content, a resistance accomplished primarily by assur-
ing that "social studies” is confined to. low-status courses for less-
able students.

_ "There is," says Whitty, "a growing conviction amongst the reformist .
as well as the revolutionary left that social justice is unlikeiy to be
achieved unless contemporary society, as we know it, is superseded 5y a
qualitatively different and more genuinely egélitarian form of society.”

; A prerequisite "to enhan?e social justice via education” is that efforts
must be "based upon a more sophisticated understanding of schooling and

society than.has-hitherto been evident amongst éocigl,studies educators
and . . . more explicitly linked to broader struggles for social jﬁétice :
within‘soc;ety at large.”" These points are illustrated by Whitty's
anélysis of three reform movements, each deficiept in its own way witﬁ
respect to his stipulated requirements fbr‘su&cessful reform: the
"social studies movement" of the 1940s and 1950s, the "new social
E?A
o J
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studles" of - the 1960s and 1970s, and the ' polltlcal educatlon movement"

_of the 1970s. ' , . o
The author gives the most space to the polltlcal educatlon movement
. of the 1970s. Bealnnlng with ‘the pr1nc1p1e that "a form of pollt{eal
education. relevant to the real world in whlch pupils live [mustf/;e part
of every pupil's curricular experlence,' this movement is seen by Whitty
as being "increa31ngly tied up with those whose major interest im it
1nvolves a commitment to preserve -rather than_ improve upon the form of
society in which we live." The prevailing view that "Britain' S current
forms of political and social organlzatlon are the ultimate end-p01nt of

° human achievement" requires, in the view of those who have taken

" the political education movement, that "the role of education e] con-
cefved in terms of defending ‘them and extolllng their :? Ttues."
Whitty closes with a stronc, def1n1t1ve Statement out lessons to
be taken to heart by 11beral and radical reformers of social/political
education: Reform efforts can'ea511y be subverted to maintenance of the
status qub. However, the schools can be used as a means of changing
society; what is needed is "greater sqci/ioglcal sophlstlcatlon on the
part of radical secial studies educators." Goals should be more clearly
formulated>//Finally, "a conscious attempt to understand the contradic-
tions in contegggsarxfggggatién and the development of educational and
political strategies’t3<Exploit them" may provide immediate handholds
for "those of us who are genuinely committed .to the extension of social

justice in society."

Siegfried Gecrge
Economic, social, and political developments in Germany following

World War I through Hazism, Vorld War II, and the post-World War II deso-
° lation are emphasieed by George as important conditions shaping West
German social and political thought and ‘education in the following

years. The West German constitution of 1949 declared "The Federal

°

Republlc of Germany is a democratic and social federal state," aad the

impllcations of thlS declaration were manifested in both the rapid estab-
. lishment of democratic polit al institutions and the beglnnlngs of a

socialist welfare state. 'ith the coming of the "economic miracle" in

the 1950s, most of the elements of soc1allsm--notab1y, the nationaliza-

tion of natural resources and ba31c 1ndustr1es-te11 by the waySLde, but

I
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I'd . . .

‘the welfare state was substant1ally implemented, prov1d1ng economic

security for cltlzens ‘and ’more publlc planning in the- areas of economic

and social deve’opment.

The. developments just describec became a part of soc1al/pollt1cal

educatlon, with the way open for "teachers of soc1a1 studies .- . | to

‘d1scuss with' their students possible changes necessary for the further

development of social justlce. Thc approach to social education in the

l950$(i§fillustrated by George's description of a 1952 text in which

social issues are presented through descriptions of the platforms of the .

many political parties extant at that time, but with little commitment

on the part of the authors other than favoring equal sharing of the bur-

dens of the war. Moving on to a 1960 text, George motes that'the focus

is on problems in a "primarily informative style'—— —that is, with Little e

emphasls oa analysis or advocacy. _
Durlng the 1960s\and early 1970s a number of important developments

took place ‘in German polltlcal\educatlon——lncludlng the _emergence of

D1daktik (as descrlbed above and in Chapter 3)J a more ‘analytical

.
approach to soclal phenomena, cr1t1ca1 theory, a d a growing interest. in
curriculum development. The effect of these develppments on polltlcal :
education is illustrated by George's descrlptlon of the 1978 text

authored by Hllllgen and others, which had, the provocative t1tle See,

, Judge, Act. This text covers a:"wide scope of sdc&al problems, " polnts»

to the constitution as an instrument to foster soc al Justlce and human
rights, and incorporates a variety of pedag001cal ap roaches. The book;
is "not neutral; it not only envisions a rational discussion of the
stated issues but encourages students to develop thein attitudes and
behav1or along these lines of. polltlcal values. _ |

Although developments of the 19605 and the early 19705 nourlshed a

more critical and anathlcal approach to social phenomena,_they also .

'stlmulated wider publlc interest in currlculum content——so much so that

a trend developed in the early 1970s, cont1nu1ng to the present whlch
has led to greater control by the states over curriculum and tends to
d1scourage open d1scusslon and criticism. ' "Radicals" have been dismissed
from publlc service; students, whlle Stlll interested in soclal issues,

are much more doc11e than thej were in the early 1970s and more concerned

about the1r personal welfare. George notes with regret that a text he

B
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wrote with Hilligen in 1971, "considered progressive and educationally

~sound" at the time, cé; no longer be adm1tted to the schools: "Right

now the question of preserving our standard of living ‘seems more impor-

tant than further reforms.

.
-

John Palmer
" Palmer beglns with a caveat that might well be applled to much of

‘the conference content (and whlch is related to Ian Kershaw S stringent

‘comments in Chapter 18 about the scarc1ty of classroom teachers at the

conference): that his paper is based on ,the literature produced by
social educators ‘and that little is known about how this literature is
related to classroom practlces in the United States. Thus cautioned' we
are introduced to the central issue of the relatlonshlp between school
and society via - the early-20th—century wisdom of John Dewey. -

Dewey believed. it was "impossible to separate the educational

"a

process—of transforming the child uotil he.shares the ideals and 1nter-
ests of the society . . . not for the ex1st1ng state of -affairs but so
as to make poss1ble a better future humanity." Thus was posed the per-
‘'sistent issue of whether educatlon s task is soc1allzatlon or cr1t1c1sm
and the improvement of society--a task that is, of course, at the heart
of social/political education. B -

Palmer provides an excellent definition of socialization as "the

process of transmittlng from the old to the young stable patterns of

‘behavior and values and of grooming the young for filling established

adult roles in the'society. - And he notes that the content of sociali~

zation, in emphasizina n1ty, equallty, and freedom, for example,” is
« \
likely to "present a d1storted oversimplified, and'false view of Ameri-

——-

can soc:Lety.

4

 Palmer casts the result1ng conflict between soclallzatlon and change

into the form of Barr, Barth, and Shermis's three "tradltlons in Ameri-

can -social studies. - He equates "citizenship transmission” and the

"social science discipline approach" with slightly different versions of

socialization, and presents "reflective inquiry or decision making" zs

"the area in social education where the most creative efforts have’ been

o

-

made in recent years and where changing notions of the nature of society



have had a direct impact on/approaches“to social_education." Reflective
inquiry has two modes, the "individual emphasis" being exemplified by .

Hunt and Wetcalf s Teachino High School Social Studies and the "social

emphasis” by the early work on public issues" of Donald Oliver and his

<

Palmer states that, despite the promise of reflective thinking,

_associates. . . R . : , _ .

most social studies education in recent years has focused on the uncriti-
-cal teaching of the disciplines (presumably. with socialization, or ‘citi-
zenship transmission, as the result) wich increasing attention to prob-
lems and value positions resulting lrom social conflicts of the 1960s.
One important result of the social'concerns aroused by these problems
——t@s been.increased interest on the part of‘the states in solving the
problems and'an.infusion of federal funds to support curriculum develop~
ment dealing with the problems. 'Whereas these events might have pre-
sented a challenge and an opportunity to social education to deal criti-_?'
: cally with these social problems, the results have so far been quite the’
opposite. The late 1970s have witnessed a grow1ng,distrust of rational
: problem;solving"'and of education in addition to increasingly rigid man-
datzs fromﬁstate and federal agencies which restrict rather than liberate
educators. " ' ‘
. Palmer:concludes with a faint wisp of optimism: "The near-chaotic
condition that now prevails in the field may be indicative of -a period
cf transifion characterized by a search for new responses to the new

social and political realities. _ o

Y

John Haas .
Haas comments that Palmer's emphasis on socialization, or c{tizen-
ship transnission, as a'dominant'force in'social,studies in the Uaited
States desarves even stron°er emphasis. Haas-refers to citizenship
. transmission as‘ "CCC"——conservative cultural continuity-—and notes that
.it corresponds to a CCC described by Whitty: crown, constitutiong and
capitalism. Haas describes it -further as relying on "empty-catchwords,
history—as-myth rituals of democracy, and other propagandistic?tools
which mystify the concepts of democracy and capitalism."” L
In a conference that de;lt‘pith society as an impersonal entity and
" with individuals only in their relationships to the society and polity,

. Haas ‘made a. unique contribution in distinguishing two aspects of social




"

_life-—"Gesellschaft (society)" and "Gemelnschaft (communlty)"-and two

aspects of individual life: the "person sglf—defined" and the "person
_other-defined." As social educatons talk about the indivinuai and
society, the enphasis is commoﬁly on the otﬂer—defined,*conventional
. self and théalarger society ot formal institutions,' neglecting the
"self-revealed;‘existentlal" self and the "society of face-to-face
interactions,” both of the latter being legitimate concerns of social

°

. education.

Karlheinz Rebel ' ,
Rebel supplements George's accounts of trends iff West Germany by

deécriﬁing three issnes of current concern. -The first is the question

of an integfated, problem-oriented approach vs. Leparate Subject-natter

fields. Both approaches are usaq and are being debaﬁgd; and Rebel warns
pdrticularly about the danger of the integrated approach being undertaken
by teachersﬁ(which nusﬁ mean most teachers) who are not well enough
versed in the differenf disciplines and their relationships to use this

approach _ » .

He refers next. to the issue of the closed (complefely planned) vs.
open (shaped by the needs and interests of teachers and students) cur-
rlculum and ' then to the issue of learning obJectlves vs. the structure
of the discirlines. _The former he considers an open choice; in the las—
tar, he leans toward the structure-of-disciplines approach, into which '
it is possible to "easily integrate societal issues.” _

Rebel next comments on democracy as "the leading p inciple in all

. parts of our life," but questions some uses of thié princinie'in chang-

“ing society. -‘He notes bppoéition to the idea of "emancipation" by per-
sons who view it as "an attempt to get rid of our value battern" and-
attacks on "so-called critical theory, as being fesponsible for -terror-
ism and rad'.{c'al'ism in West Germany." A further concern is expressed

N about the fact that the "conflict approach" is being "treated as though

it were a value of its own" rather than a necessary tool to manage.

social conflict.
‘A final contribution by Rebel is his brief account of his work in

analyzing the syllabi of six German states (despite the assertion of
: George that state syllabl are of little consequence): '"The most aston-

ishing result . . . is that the content of all six deals with societal




issues.. 'All try to develop in students a desire to overcome social

- injustice. . . .

. Ted Cohn ,

Cohn first gives a brief and useful overview of the roles of social/
political education in the three countries. In the United States, until
very-recently, the emphasis has been increasingly on .the ideology and
methoddlégy of’beiﬁg a democratic American citizen; in'We;t Germany, th€

emphasis has been on introducing the cognitive content of the demoératié

'

state and the duties of responsible citizenship in such a state; in
‘ England, the emphasis has been on historical-cqntinuity“and compromise
- in the protection of the rights of the individual, with explicit’social/

political education as "a form of'coméénsgtory education for the working-

class clifldren."”
The author ‘next turns to a lengthy analysis of recent developments

in the three countries, positing similar aevelopments related to Haber-

mas's concept of a "legitiﬁation crisis.” '"Bourgeois culture," accord-

ing to this thesis, rests on two sets of éontradictofy values--activism,
scientific rationality, involvement, individualism, and utilitarianism,
on *the one hand, and passivity, deference, "sub@rdiﬁéte mentality,” and
fatalism, on the other. The coﬁqradictions can be managed for a while
within a bourgeois democratic state, but changes in social and political
‘conditions may upset the Balancg, "delegitimizing” some of the values
and the political structure which rests on them:
The increased inability of British and American goveruments,
in particular, to control and manage the economic crisis has
- created a crisis of legitimation in the ‘whole concept of a
) buréaucratic: and centralized state power, and consequently in
\ ~ the role of scientific rationalism as the keystone of bour-
\ - geous democracy. As a result, there is renewed emphasis
- among politicians on . . . the traditional value. of subordi-~
nate mentality and achievement motivatiom articulated through

religious dogma. These values are most clearly exemplifled
in the ideology of Margaret Thatcher in Britain and Ronald

Reagan in the United States. )
'Finally, Cohn castigates the three major authors of this section

for failing to define what they mean by ﬁsocia; justice," but agrees

with thep that_%;/pe are good reasons for pessimism, pointing to "a

nt infthe area of social/political education" in all

25
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‘three countries.



. Syntheses

. / )
While the three persons who assumed- the task of synthesizing the

presentations of the conference did not refrain from making their own
original contributions, and might therefore warrant incliasion in this

overview, I shall nevertheless let each of them speak for themselves in
their appointed places at the end of -the’volume.

o
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2. THEORY AND CONTENT BASES OF -SOCIAL/POLITICAL EDUCATION IN BRITAIN

By Chris Brown and Charles Townley

i .
"The sociologist may . . . make us aware that curriculum
development is in part a social problem calling for social
solutions.'"--Frank Musgrove '

The theoretical basis for soéial an& political education—-orl
"social studfes,” as we shall refer to the field in' this paper--must be
‘drawn from two sources: first, like the study of education itself, it

.draws upon the social -foundations of education and, second, it depends
upon the natare of its content or subject matter. In this case, however,
—'the source is the same in both instances; both.lean heavily on the §oéial-'
sciences, partictlarly on.sociblogy aad histor&. In this papef we shpﬁld
like to focus upon the concepts of ideology, legitimacy, and so=ial’
change to éxahiﬁe the development of the field and to describe four-

. models which are available to.those who are concerned with social
studies.as we enter thé§}9805.'

3

The ﬁevelopment of Social Studies im Britain.

The Ideological Bases ,

. Contemporary writers’ on both sides of the Atlantic h stressed
the relationéhip betweén educgtion.and c¢ulture. - Stephouse (1967) and
Lawton (1975) both see education as a selec;ion' ~6m . culture, whilehWES-
ley and Wronski (1964) emphasized the necesSity for "social anélysis."
"The school," they say, '"is society's~agent to appraise, select, and
transmit its‘cug;ure to the oncefiing generation in such a manpef as to
realize the greatest possibIg/;alués for the boys .and girls who receive
the heritage." Because this is a complex matter in the field of human
emotions, achievéments, and institutions, "it is therefore desirable and
necessary for the social studies teacher to be a stu&ent of society."
Such a position is not new. Its theoreg;cal referents date'back.toighe
19th century_and‘favEmiie Durkhéih,'§h6>regarded.educatiod as the "image
and reflection of society." As a process, it was to be looked upon as

"the methodical socialization of the young" (Durkheim' 1956).




More recently, in Britain, Her:Majesty's_Inspectors have addressed
this problem directlx. They recognize{that."education has two distinct
and yet interdependent roles in relatiom to society."_First the educa-
'tion.system is.:harged by society . . .'with'equipping_young people to
_take their place as citizens and workers in adult life and to begin to.
form attitudes to the prevailing patterns in standards and behavior. - e .
Secondly there is the responsibility for educafing 'the autonomous citi-
zen,' a person able to- think and act for/herself or himself, to resist
exploitation, to. innovate and to be vigilant in the defense of liberty"
(Department of Education and-Science 1977). They go  on to conclnde that
this socialization elemént requires us to "have in mind the 'virtuous

. citizen,' proba 2 living asvpart of a family,.in a largely urban,
ased society, with minority cultures, working in general

technolog
towar s a social harmony4which can accommodate changes and differences.”
_~Thus they envisage a chaiéing, pluralist society.
| It is against this background of pluralism and. change that we are
being forced to reconsider the place of social studies within the cur-

"riculum. Alvin Toffler's Future Shock is an example of a recent and

startling account of the changes currently overwhelming yestern socie-
~ ties which aiso suggests strategies for survival. But Toffler's diag-
nosis and his prescriptions'for.educational organization and iﬁt;\
curricula, while they may evoke intnitive sympathy, nonetheless laczih
'adequately coherent theoretical underpinning. Such an underpinnino can
be found in another sphere of Durkheim s work, where he suggests that
such changes are characterized by changes in social solidarity which he
labels "mechanical™ and "organic" (Durkheim 1956). Mechanical solidar-
ity, which is typically found in preindgstrial society, involves‘social
integration ‘through sharedabeliefs, ascribed roles, and prescriptive
socialization which is reinforced by repressive negative sanctions.
While this process would be typical of Islamic countries-—for example,
Iran and Saudi.Arabia--it is difficult to oeneralize about Westerm indus-
trial nations. For reasons which are developed below, we would suggest
~ that this fo*m of solidarity is largely absent in. the United: States,
.still exists to some extent in Great Britain, and. in some respects,
still prevails in West_Gernany.'.Organic solidatity, on the other hand,

is more tvnical of advanced industrial societiés: it emnhasizes differ-




s ;
ences between individuals (rather than common beliefs), achieved roles,
and a system of social control which is a function of restitutive civil
law. . Under the former .system, soc1allzatlon is 51mp1e, clear-cut, and

©  relatively uncompllcated. Under the 1atter, it becomes far more complex
and problematre, since 1r is no longer bossible to identify commoL:
beliefs and values. The United States offers a good example of organmic
solidarity, and increa51ng1y so do .many Western European societies.

In education, mechanlcal solidarity implles value consensus, com-
‘monly accepted aims, and a 51ng1e/1deology. Organlc solidarity, on the
other hand, implies a diversity of values, diffuse aims, and several
coﬁpeting ideologies. . The ‘notion of ideology is important because it
enables one to explain not onlj the presence or absence of a particular
curriculum area but also the form in whlch it appears.

John..Raynor, exauining the contemporary British system and leaning
heavily on the work of Raymond Williams, identified four major ideolo-
gles which he labeled aristocratic, bourgeois, democratic, and prole-
tarian (see Table 1). The Williams model is important because it
reminds ‘us that education is a political activity: 9Alf*educationa1
practices are profoundly political in the sedse that they are designed
to groduce one eort of human beiﬁé or another—-which :is to say an edu-'
-cational systeﬁ always proceeds from some model of what a human being
oﬁght to be like" (Postman 1970). All educational theories are poiiti—
cal theories. Political, educational, and social arguments ‘are inex-
tricably intertwined--and nowhere_more so'than in social studies, where
both content and method may serve either to maintain the status quo or///”'
to support change in a given direction. At -one extreme one has 1n&oc- ’
,trination, the most conservative or reactionary position, and’ at the
other revolution, the most radical position. ,

V Wesley and Wronskl (1964) also recognlzed theSe two polar pos;-
tions, but they preferred to use the term llosophles instead of
"ideologies." They identified four ) I6;;;:ies which they placed on a
continuum ranging from -the mogr//adlcal to the most reactionary:

reconstrucrionism —_ progfe;;ivism\-—- essentialism — perennialism

Reconstructionism, as the name implies, is concerned with the

“school's active participation in the reconstruction of society. Pro-
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John Dewey, it advocates progress through the logical process of scien-

tific thinking .and the3hypoﬁhetico¥deductive approach. Esse?tialism

»

<

assumes that, at anylpoint in time in a given society, the curriculum

should be based upon certain essential elements. This is-éurren;ly

occupying. the attention of those in Britain who are suggesting a core

curriculum for 6ur secoﬁdary schools and is .thought to have been -the

Table 1

-

IDEOLOéIES'AND THE CURRICULUM

Social Posi-

tion of
Those Hold- : >
ing the Educational 1939 1972
Ideology Ideology Aims Curriculum Curriculum
aristocratic aristocracy/ ‘'classical" . "general," meritocratic/
. gentry " education; not geared .specialist
Meducation to occupa- -
of gentlemen'" pational
. preparation
bourgeois merchant/ - “specialist" ostensibly meritocratic/
i} : - professional education general but specialist
classes for high- increasingly
status . meritocratic
positions and specialist ;
democratic - reformers "general" non-specials common
: from all - education ist, self-  curriculum;
social . - for ali development subject-
classes - ’ of child integration
. (particularly
' “in the pri- *
mary school) )
proletarian "~ aristocracy; - utilitarian practical "curriculum-
: merchant and education -education relevance for

professional
classes; some

‘working class

P J R

o _ _

future occu-_

pation; prac—

tical courses
for less able
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doninant tradition’in American education. Perennialism assumes that -

. there .are enduring, absolute truths which education must uncover.

Apart from their polar orientation, there are‘few similarities

- betweerl the Williams and,the Wesley/Wronski models, for one is rooted in

" history and the other in epistemology. Both, however, are appropriate
for ‘use in analyzing change in education, inasmuch as social change
takes us from mechanical to organic solidarity. In each case one needs
to. determine the points on the continuum at which social'studies may be
lEgitinate. C1early it is not consistent with the aristocratic and
'perennialist positiohs (unless, perhaps, we include the classics and
religious instruction in the social studies): How far toward the other

pole can one go? _ o
Today-progressivisn and;a democratic ideology appear to be consis--
_tent with a changing, pluralistf democratic society, but the change is-
slow. For example, Bernstein’(1967) has characterized Durkheim's model
of change from mechanical o organic solidarity-as change from a ‘closed
to an open society://He suggests that as society becomes more open,
schools reflect that openness. The teachexr's role has become more fraa-

. mented, and -the pupil s role is less fixed. Teaching groups are chang-

"flexible or variabke’ unit of the social oraanization." TH/'traditional
architecture is being replaced by open-plan buildings, and, w1th a change
to more "democratic" or "liberal"natmospheres, one even finds pupils
sharing staff rooms in-some~schools!

.

There are changes, too, in curriculum content and pedagogy. There
has.been a change in emnhasis from the-subject as a clear-cut, definable
.unit Of the curriculum to a unit which is "not so much:a subject as an
idea—say, topic-centered inte;disciplinary inquiry” (Bernstein 1967).

- The subject becomes subgraznate to the idea which governs the particular
form of integration. The changes in pedagogy are consistent with the
'changes in architecture and drmosphere. They involye a change from the
learning or facts in a subject-based curriculum, to the exploration,
often through interdisciplinary inquiry, of primciples. Thus the role .
of the teacher is tending to change from one of a solution giver to one

of a problem soluer.

9
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It is important to note, however, thatfno‘matter how clear the
direction ;of these changes may be, the extent and rate.ot thange-is, in
_’—”’graetice, very limited because of traditional constraints.z What,vthen,
determines the extent to which these changes will be implemented and the
basis on which they will be accepted? These questions are particularly
important for social studies because it is in this area, where value
issues ,are unavoidable, that conflict and controversy appear to be most
dramati;:..' One has only to think of MACOS (ian: A Course of y), in
the United States and Australia, and the §choofs Council Humanities
Project. and the introduction of school sociolooy, 1n’Brita1n, to ask

when such changes will be considered legitimate.
¢

Sources of Legitimacy
It is in the work of Max Weber{(Gerth and Mills 1946) that one

finds a theoretical ‘bas legitimacy. His typology of charismatic, .
traditional,—and)legal/rational authority provides a model for catego- -

rizing legitimacy, or the general acceptance of authority, which we may
apply to educational systems. In developing countries the whole ednca-;'
tion system may be a function of a -charismatic leader, for example
Julius Nyerere in Tanzania. In_long-establigned societies, like many in

Western Europe-—particularly those subject to 'the traditionallinflgezii/////,///
of the Roman Catholic church-—the curriculum reflects the'powef’ofitlcwgq

¢

" ditionm, "oelief in- the eternal yesterday." In such newer industriai>"

nations as the United States and Canada, legal/rational authority is
i

more likely to be the basis of curricular decisions.
Withodthishing to exaggerate the distinction, we would like to
suggest that tradition has constrained developments in social studies in
'Britain aEE’EZEZEZ; while_rationality has influenced developments more
in the United States. .ﬁationality, for Weber, implied a relationship
betdeen means’ and ends, ‘and the term "legal/rational" implled the use of
“rules and procedures as the most/appropriate means of regulating action
in order to achieve desired ends. -Thus the United States‘izs a written-
constitution--unlike the;United Kingdom, where the common law and his-
torically evolved legislation regulate constitutional matters. Manage-
ment by objectives and the scientific management-procedures of Taylor
and Gilbreth, pioneers of time and motion study respectively,_had their

origins in -the United States and were not adopted elsewhere until much

2 ~
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later. The same -is true of curriculum planning. ~The rational or objec-
tives model, involving the identification of precise ends and then the
selection of content and methods as means to achieve those ends, emerged
in the United States as early as Bobbitt and Taba. Given the history
b ;and culture of the United.States, it was virtually irresistible.” Not
surprisingly, that approéch has never been applied to'any extent to cur-

riculum development in Great Britain. ' ,
The curriculum in Britain,-and the social studies curriculum in
"*’Eérticular; can best be understoodmin terms of hfstoricél constraints
and, in Weber‘s terms, 1eg1t1matlon through tradltlon. The best example
’ of legltlmatlon through tradition must, surely, be Latin. Originally an
1nternatlonal language, and important to the professions until the Refor-
mation, it maintained its importance as a humanlzlno force inm education.
Latin was the means of access to the study of ancient c1v1llzatlon5' it
was restrlcted, like education itself, to the elite. With the develop-

'gment of state educatlon, Latin malntalned its elite status and only

ceased to be a requlrement for entry into Oxford Unlversity in the

i ' 1970s. )
The case of Latin is typical of a wider syndrome of traditional

constraints. The whole curriculum of the state schools reflects that of

the prlvate schools--or, as they are known paradoxically in Brltaln, the -

public schools. The public schools have been extremely slow to change

in the 19th and 20th centuries, although one might Have expectad economic
and'technological changes to influence }he.curriéuldm.

In a semifeudal landed society the ruling class did not need
much technological training; the appropriate kind of educa-
tion for aristocrats-and gentlemen mainly provided a badge of
rank. The classics-based curriculum served this purpose
admirably. The fact that the knowledge acquired in schools
was. no longer useful in any practical way was regarded as a
virtue; high status knowledge denoted membership of an exclu-
sive social group (Gordon and Lawton' 1978) :

Thus the arlstocratlc 1deolooy emerged and Suboequently,.influenced
the aims and"oontent of the state schools wheg the ,latter were estab-
-~lished. Tradition dies hard; -today, man§ oflﬁhose who make educational
policy for the state system were socialized into that ideology.through”'
an education which was not in the state system, with its diluted "public

school" curriculum, but in the public’schools themselves.
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~ Without doubt, howéver, the most séggificant-single constraint in
British secondary education is the examination system of GCE (General
Certificate of Education) and CSE (Certificate of Secondary Education),
which children face at‘the age of 16.  This systed seems to take us back
in British educational history to the period of "payment by results,"
when teéchers,.assessed and paid according to theif'pupils' performance,
concentrated a;d re;tricted their teaching- to tﬁgse areas in which their
pupils were to be examined. Today many teachers claim thaf they Qould
1like .to implemént activities'whiqh have real educational value but are
afraid to "waste time" in view of the "examination ahead, so they spend
thelr time dictating notes. Worse, some teachers allow their GCE course
to infiltrate the earlier years; an economics teacher is teaching 13-
year-olds what university ;students encounter when they embark upon a ¢
degree course in econoﬁics,_or a history teacher, instead of'following
_the trend to "process" and the evaluation of evidence, teaches a twom
. year course in the fourth year and then repeats it in the fifth, for

reinforcement .
The recent secondary school survey from Her Majesty's Inspectorate,”

Aspects of Secondarv Education in England (Department of E@ucaiion and *

Science 1979), makes the point quite stromgly. Speaking of the "high

priority which schools give to examination," it reports: - ==

There is evidence that a minority of schools . . . attach
little importance to anything else. -. . . The work attempted
in the classroom was. often constrained by the exclusive
emphasis placed on the-examination syllabus, on the topics
thought to be favored by the examiners and on the acquisition
* of examination techniques.. In almost all the schools no time
was made available in the fourth and fifth years for reflec-
tive work such as might be fostered by independent but care-
fully guided private study peri and the development of
study skills which the pupils migg need later in school, or

for future education or employment:
. A survey-of primary schools (Departmeﬁt of_EducatiOn and Science
1978), also produced. by Her Majesty's Inspectoréte, reported tﬁat many
primafy schools undeftook thematic.project wor% in so¢ial studies for
which "material was most often drawn from historical and geographical
;soufces;" The report reflects the continuation of a traditiqnalh
subjecthased approach to gsial studies thrqugh histqry, geogrgphy, and
religious education, despite the work of Bruner on YACOS in the ‘United

States and °the Schools Council Project "Time, Place and Society” in
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Britain. Both projects attempted to promote social understanding through
the concepts of the social sciences, but tradition rules. These are
clear—cut examples of the high status/low status dichotomy ‘which affects
educational priorities. in Britain. This is true\of social studies

TVIT IR R AR AL A

' courses and - particularIy 6f ‘Mode 3 CSE, all of which have little credi-
RN th t. | R
ty or currency“in’f_e_gohfmar e T

The Impact” of Social Change
e As we have suggested, the development of social studies in Britain

has been constrained by ideology and partlcularly by tradition. The _
1dea of social education, in- any of the forms in.which we now consider

_ it, was totally inconsistent with the aristocratic ideology of the" 19th '
century. The nearest approach to social education at that time would
have been religious instruction in the Christian gospels.

- Change in the 20th century has been slow. Although.economics_was
introduced in the 1920s, it was studied by a minority of students in a
"very small nuamber of schools. And, although the Hadow Report (Consulta-
tive Committee of.the Board of Education 1926) suggested that the cur-

riculum might reflect the changing industrial society, tradition pre-..

vailed. Little happened.
-, - Developments on the international scene, particularlyvthe emergence

~_aty

of such radical ideologies as fascism, led in 1935 to the éstablishment
of the Aésociation for Education in Citizenship. But pressure for train-
- ing .in citizenship had little 1mpact on school practice. 0nly after

- World War II did changes in school emerge,’ and even then they were con-
tained within the boundaries ‘of traditional subjects. The desire to
produce- a curriculum that was “relevant" to the modern world and anprol v
priate in an egalitarian system which had Jjust achieved - secondary educa-:
tion for all led to the appearance of a confusion of such new subJects
as civics, citizenship, ‘social studies, and current a‘fairs.‘ However,
most lacked an adequate theoretical underpinning. They failed to’ dls-

. lodge the established subjects—-history, geography,- religious

. education——and they quickly faded, in most cases. sttory and - geography

themselves - changed slightly during this period hut most attempts to
develcp integrated social studies courses based upon.history and geog-.
raphy withered when the few enthusiasts_who had_developed them left the

- . 1
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- schools and traditional historians. and geographers reestablished their
positions. ' )

Many of these new courses amounted tc little more than indoctrina-
tion. Claims that they encouraged underStanding were, in effect, based
on a philosophy which led to the legitimation and acteptance of *he
status quo. To some extent this was .true of the move toward social-
science-based courses in the 1960s, particularly thoee based upon func-
tionalist approaches; At ‘the same ti:ne, 4however, the existence of con-
flict and Marxist perspectives began to expllcltly raisa the question of
whether such courses were .intended to maintain the current order or to
produce changes within -it. Paradoxically, at the same tine,'nost of
these courses could be accused of reifying ‘the bodies of knowledge on

. which they drew.

Not until the 1970s did the sources of knowledge itself come to be
questioned. The traditionmal epistemological view saw knowledge as objec-
tive, "giuen,' and "out there," while the emerging interpretive paradigm ’

viewed it as socially constructed and.the outcome of negotiation. Joan

Whitehead (1974), reviewing The New Social Studies bygLawton-and Dufour

in Social Science Teacher, claimed that the authors were "seeking to

further legitimate a view of social studies grounded in social science
as an academic discipline. . . . Hence they seek to institutionalize
this approach rather than engage in questioning the nature and status of
~sociological knowledge and its place in the school curriculum——issues
which are at the forefront of the controversy w1thin the broader arena
of eociology. Thus the authors were accepting social science knowledge.
as objective and "given" rather than something which is a social product. ' :
This point has important implications for ome's view of education and
school knowledge, particularly control of. knowledge.

' It- 1s necessary to distinguish betdeen a (Durkheimian) view of edu-
cation as enabling neophytes to ' take their places as competent and
acceptable members of:an.adult society as we know it and a .view of
-education as enabling neophytes, who may be young, to participate in the
Acreation of a worldlthat ié partly theirs--not giVen, but yet to'be.
made. The American philosopher ﬂaxine Greene~ makes a ~distinction
between education as a structure of soclally prescribed knowledge—
external to the knower, there to be mastered--and education as a possi-

Lo
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bility for the learner as an existing person who is mainly concerned
with making sense of his own life world. Viewéd from the latter stand-

point, the problem of deflalng the currlculum and curriculum content is

.‘one of offering a sat1sfactory explanation of such questions as:- What

.is sChooljknowledge? Who says what about curricula? Why and how do

they say it? -

T As we have'seen, social and polltlcal education in Britain during

the 20th century has been haphazard and transient. In’ times of politi-

cal and economic instability there.have been calls for more teaching

about "democratic values" or "preparation for adult life," but with the

passing of each .crisis the traditional curriculum has prevailed.
In contemporary Britain, pressure for social and political educa-

tion is once more on the increase, as inflation and technological devel-

" opments threaten the maintenance of the work ethic and encourage. the

development of po11t1ca1 activity outs1de the 1nst1tut1ona117ed struc-
tures of politics. While the pattern of current developments is var1ed'
and complex, we can identify four main nodels of social and political
education and two underlying values which inform all four models.
The f1rst of  these values is 1nstrumenta11sm. _Whlle traditional
sub;ects are legitimated in the curriculum prlmarlly in terms of their
intrinsic erth, social and poiitical education is defined largely in
terms of achieving some behavioral or social change. Mathematics is not
taught with the spec1f1c 1ntentlon of chan°1ng puplls behavior, nor are
such SubJeC s as science. and languages. Yot even»hlstory is explicitl&
.JustlfIEd in terms of its socialization function, although there may be
;some vague jawareness that studylng history tends to encourage loyalty to
the nation Social and political educationh'however; is nearly always

-

~justified n terms of some desirable outcome.’ This might be a greater

level %P olitical literacy, "healthier" attitudes toward smqking and
drugs, ‘an/ enhanced capacity to make moral decisions, or greatar respect

for othe
"enconr ging‘the healthy use of leisure" abound in the area of social/

people. Such.phrases as "preparation for adult roles" and

. polltl al educatlon. The poss1b111ty that such study may have intrinsic

S rarely cons1dered

merit )
econd underlying value is relevsnce.  This is usually stressed

ng the subJect to puplls and parents. Because political
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and social education, unlike most other subjects, deals with thelworld
that pupils and- teachers inhabit, it is possible to claim that itihas
.'relevance in a way that history or physics might not. lhus, sex educa-
tion or learning how to apply for a mortgage is more relevant than study-
ing the Romans in Britain or the Canadian Shield."This Justification is
of special importance ‘in relation to the curriculum of "less—able"
pnpils, for whom the study of subjects per se and "the consequent accumu-—
lation of examination passes is thought to be both inappropriate and
difficult to ;achieve. Providing a more 'relevant" curriculum is then ’
simply an aspect of maintaining order and authority.

‘Although these two values are associated to a greater or lesser
extent with all forms of social/political education, the forms them-
selves are varied. Unless a school s following some externally pre-
scribed syllabus, the manifestation of social/political educaticn will
depend on the resources and philosophy available in each school.
rNevertheless, we can derive from’this varie&ated practice four types of
models. (L knowledge, in which the transmission of facts is the central
concern, (2) concepts, where students are required .to analyze knowledge
“in a conceptual framework (3) issues/problems, where the selection of
- facts -and/or concepts is determined bty the ‘existence of "problems" in
the world outside school, and/(4) skills, where the aim is tc enable stu-
dents.to fulfill tgéir adult roles and/or to act'purposefullv in.the
world. The remainder of this paper will'be devoted to an examination of

" these models for social/political education.-

'Four Models for Social/Political Education

°

The Knowledge Model A [
4
We have already- suggested that a traditional approach .to qucation

involves a considerable emphasis on facts, under pressure frow examina-
‘tion formats which stress recall. Social/political education frequently
reflects thisiemphasis even when formal examinations are not/uSed, It
. has consequently attracted the criticism that a course whicly treats
knowledge as given presents a fulse image of the world. This criti-
cism’ is particularly pertinent in social/political education, where the
knowledge concerned is directly about the social world. However, a neo-

. Marxist explanationAof this situation is that it is no accident that
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3 polizljfl education. In different ways, social/political Facts are gart

B JE

schooling is organized around knowledge. If schooling exists to repro—

7~ duce the necessary condltlons for the reproduction of capltallst soc1al

relatlons,'then a curriculum based on the transmission of knowledge: -
asserts the primacy of existing facts and inhibits the recogn‘tlon of
alternatlves. '

In Brivish educatlon, ‘the knowledge approach to soc1al/p011t1cal

«education is seen best in such externally examined courses as O-level

British'conStitution,,C§E syllabuses in civics or social studies,'and

the Scottish modern studies. A typical social studies syllabus will

require students to know about types of housing, 1ngome tax procedures,

' mortgages, and stocks. A civiecs course might require students to know

about election procedures, the detalls of the passage of a b;ll through
Parliament, and even the rituals associated with Parllament, such as the
_mace and Black Rod. “Although it is now recognized that such courses are
often more borlng and 1rre1evant than "traditional" subjec*s, attempts
to make them more acceptable in contemporary terms may only lead tc fur-
ther,groblems.\ Thus, social studies courses derived from recognized
dlsc1plines, such as soc1ology or political science, may come to treat
the concepts and categorley of these dlsc1p11nes as facts. Students
learn definitions of the extended famlly and ‘the nuclear family or list
the functions of education’or the. causes of delinquency as if these were
"a further class of facts to be learned and recalled at appropriate times.
Hobever, social and political knowledge differs fundamentally from
knowledoe found in more—tradltlonal subjects. The functions of a conJ
denser, tbe battle of Malplaquet, and the square of a hypotenuse are all
in themsefyes, fairly 1nnocuous. .They are not part of students' ordi-

nary lives.\ But that’ is not true of most facts pertaining to soc1al/

"of a student's own experiences. '"'Types of houslng" may be faéts Tike
"types(of?farmihg“; unlike farms, however;fhduses of one sort or%another
are part‘of everyone's life. The "generation gap" as a tppié may touch
on some very real and possiblgvpainful emotiors in students' lives in a
way that irregdlar French verbslnever will. "Politics" for ﬁeﬁj“students .

-ﬁeans the party political progfam on television, which everyone switches

Off._ "' \\ . -
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\_.// - "obvious" which would oper\up the possibility of new insights

—

S
ﬁany teachérsﬂrecognize these difficulties but are_unable to envis-
age or implepent alternatives. The cognitive orientation of most cur-—
riculum and assessment structures eventually reduces all discussion and
spontaneity to the necessary factiike processes. Yoreover, in isolation
1t is alnost impossible to prevent the apparent objectivity of factual - .

knowledge'from-disguising a.covert prescription. Without some discus-

- sion of social values and class structures, it is almost inevitable that

an apparentixwvalue-free—1esson “on housing will communicate and rein-

force the differential status attached to owner-occupied a;dfrented

property, especially council-rented property, in the dominant culture.
Some facts in history may perform a similar function. In contrast to a
lecture on the,physiology of tapeworms, a iesson on the sinking of~the.
Spanish Armada .may call forth an emotional reaction similar to that \
provoked by the news - of England's win in the 1966 World Cup. in this\
respec history is as much a purveyor of secular myths as social \\' -

studies. \ Nevertheless, the problem is most acute in the area of social/ \\

political ducation. L . . : C ~\
onse to the problem of "knowledge" "in social education is \\\

to take the p enomen01001ca1 sta%ce seriously and start with the stu-

lents' own intérests and understandings. ‘However, this approach fre- - //§>
quently leads to ‘yagueness, lack of purpose, and sterile, if oargantuan, 7
proJects on football teams and pop music aroups. Another response is a . \\

resource-based approach which allows a goou deal of individual and group}"\ \
initiative while 'providing concrete starting points and guidelines.f ‘ \

Gleeson and Whitty, howeyer, suggest that more than this is necessary

) . -
. . . the teacher needs "to be mqre than a manager of /
resources, he must become an active collaborator: in devising . Sl
pupils' plans for. leartNng. . . . The aim would then be to

offer alternative perspectives or questions about thes

e

- without prescribing the soxt of particular outcomes which

(Gleeson and Whitty 1976, p. X7).
In this way knowledge still has a major role to play, but’'its o

'reflexiVe nature in social/political \’ucation'is taken into account and

\\\\\denyothe pupil his own pant in transcending what "is"

can becone an important ingredient. in the learmning process.

N
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The Concepts Model

questions. The trick is to flnd the medium questions that can be

The development of social/pollticel education around concepts, .
rather than facts, is widely approved in theory but not always 1mplei
mented'in_practice. The problem, in part, is that the relationship
between concepfﬂand fact is.not-always clear and unambiguous, There is,
for instanee, a very large gulf between a "fact" of social change--say,
tltre increase in whife-collar occopations-and the concept. of socfal‘
change itself. The result is that either the facts come to swamp any
concep tual understanding or the concepts themselves become "factlike."

A recent report on:humanities examinations included the following
point: "There has been a distinst trend in public examinatione.toward
testing awareness of key concepts fof a given.subject rather thaﬂ mere
compilation of facts. The comments of examiners all too frequently
amount to a plea for fleshing out the concepts with approprlate examples,
marks being awarded for the pertinence of the selection"” (Brown 1980).
But this is easier . said than done, given ;he traditional, didactic

methods employed in most Britieh classrooms. - Conceptual understanding

requires a large measure of dialogue and discussion as well as more-

traditional teaching. - . .
In Bruner's: approach to education, the purpose of developing cur-
ricula around concepts is to achieve intellectual growth:

It is only in a trivial sense that one gives a course to "get
something across," merely to igipart information.  There are
better means to that end than leaching. Unless the learmer
also masters himself, disciplines his taste, deepens his view
of the world, the "something" that is got across is hardly
worth the effort of transmlasion (Bruner 1966, p. 73).

However, Bruner recogniées the problem of matching facts and concepts:

"Given particular subject matter or a particular concept, it is easy to
ask trivial questions. It’is also ea%y to ask impossibly difficult
answered and that take you somewhere" (Bruner 1960, p. 40).

In social/pc¢litical educatlon the concepts approach has several

advantaoes over the knowledge approach'
-—Knowledge is not excluded but, rather, concepts enable facts to

2

be organized rationally. ; R
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-—Facts are not treated as an irreducible level of objectivity, but
- interpreted in terms of explicit values whlch can be recognizably linked
to social and political 1deoloales. : " T -
v——The concepts approach demands much more dialogue and thids enables'
students to discuss their ex1st1ng understandlngs ia relatlon to new
ones. . o R
s 0f the drawbacks, we have alceady mentioneditﬁe difficulties of
relating concepts to facts "and of injectiﬁg genuine: discussion- into
:authoritarian‘classrooms. Another probgeﬁ, more‘acc;e for .social/
political education than for such subjects as math or science, is defin-
ing ‘a concepf. Mbreover, even if concept ts could be readlly identified,
the task of determlnlng the ba51c concepts approprlate to socia./
political education would not be easy. _

Bruner sees concepts as part‘of the structure of subjects or disci-
plines of_knowledge. It-is‘ﬁot surprising; therefore, thatithe concej *s
approach is uscally assbciated wi%ﬁ the teaching of recognizable academic
d1sc1p11nes or integrated courses in which the’ d1sc1p11nes are seen as
the starting point for integration. This has a partlcular significance

~ for social/political education, whose '"facts" can be taughtfby virtually
aﬁy teachetf Unlike scientific facts or historical facts, social polit-
ical "facts" are everyone's prerogative. Knowlegge—Based social/
political instruction may therefore be pe:ceived as.being within the
professional capacity of any teacher because it requires no speciali
training or. insights but can draw on the average educated person's '
experience~oE the world. However, insofar as concegﬁs are linked to
disciplines, a concepts approach deﬁan&s the use. of teachers trained in.
~:t'ﬁe discipline. Social/political education thus acquires not only
greater educational respectability and academic. 'rigor but also the

status of a 'proper! subject rather than everyday knowledge or common
L o . . — e —— T

6

sense.
In Britain the concepts approach is- best illustrated when claﬁms
are being made for the legitimacy of social/political education. The
following excers . ;rom a Schools Council document clearly reflects some
of the points made in the previous paragraph: )

[Members of tie] Social Sciences Commit;ee believe - that in
‘the soc¢ial -and political area of experiénce we should avoid
placing an emphasis solely on what peogﬁe know, but entourage

‘ o . 92
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them to intellectual activity whlch can form the basis for
practical action in young people's: everyday lives. Conse-
quently, we empha51ze the contribution. of social sciences to
the development of such intellectual skﬁlls as the ability -
to:
(i) organize 'familiar and new knowledge-
(ii) understand the formation of. concepts and .ideéas;
(iii) -apply concepts and ideas to new and familiar 51tua-
. tionss ’ -
(iv) ‘interpret and analyze such situations;
) - (v) assess evidence and draw conclusions; _
(vi)  diagnose problems and suggest or evaluate solutions;
(vii) express and communicate appropriately the foregoing
E knowledge and skills. (Schools Council . 1979)

. ? > 3 3 '
Bruner's own schéme, MACOS, represents another attempt to utilize

e

the. concepts approach. MACOS, of course, is well known for 1ts attempt
to put Bruner's theories into practice and for the exp11c1t way in which “
certain concepts are seen to be central to the learning outcomes. It
may also display, fh ‘the most obv1ous way, the processes by which con-

.ceptual awareness is undermined by factual acquisition:

v Very few teachers- have been trained_in the specific skllls of
questlonlng*and dlscu551on, yet these are central to the
course. Most ‘teachers dominate\ discussions and ‘restrict

ot their questioning to the lowest: cognitive level of factual ,
recall, suppressing -the gpeculation, hxpothe51zlng,.inqu1ry,, e
: ’ ' .and community of learning'valued by the developers (Townley P
L ]  1979). v N /,"‘

Another man1festat1on of the concept approach 1s to be found in .the
report of the Programme for Polltlcal Educatlon. Bernard/Crlck's major
contribution to the theoretical basis of the program/ig'hls adumbrat1on
of a ser1es of concepts whlch could form the structurlng framework for a
syllabus in political educat1on. Crick dszers from. ?runer in that Crick

- explicitly detaches concepts from académic disciplineé:‘

‘We perceive and we think in concepts. ~ Concepts are;, as it .
‘were, the building.blocks with which we construct a p1cture .
: , of ‘the external world, -including imaginary or hoped=for .. )
o ) worlds. So: concepts are not .true or false, they -simply help -
" us to perceive and to communicate (Crick and Porter 1978). .-

-Crick's core view of po11t1ca1 education is not that it should be
derived from academic polltical sc1ence, st111 less from political soc1—
ology, but rather that it should engage ﬁtudents in the "language of
everyday life" with a view to 1ncreasing their polltlcal 11teracy rather
than teaching them concepts{: Even- so, érick recognizes that his

concepts--for example, power, justice, and freedom—-are drawn from the




~,

trad1t1on of political philosophy\\\He concludes his paper by statlng,

"A1l I advocate is a far greater conceptual awareness in ‘interpreting:

- materisl in any study of politics. . . " (Crick and Porter 1978, p. 60).

The Issues/Problems Model ,
As we indlcated earller, there is currently a streng view in

Brltain that soc1al/pollt1cal education should find a place in the cur-

;1r1cu1um_. As noted by Her Majesty's Inspectors, "all pupils have to be -

prepared to meet the basic intellectual and socla. .demands of adult llfe

.and helped to form an’ acceptable set of personal values” (Department of

Educatlon and Science 1980). The term "prepared" refers, not to a moral
commitment on the part of pupils, but rather to a task for teachers.
Although it is sometimes said that such preparation can be done through
teaching such traditional subjects as history and geography,;the demands
of a discipline squeeze out any_significant dlsc&ssion of the reguire-{_
ments of adult life. . At the same time, some Social science disciplines—-
for example, sociology-are viewed Gith suspicion or regarded as unsuit-
able for precollege students. Thus, there is. no way of dealing ade-:
quately w1th soc1al/pollt1cal educatlon through: the normal d1sc1p11ne
structures. What therefore emerges -in many schools is an approach to
social/oolitlcal education based on- 1ssues and problems. ' s

Issues are matters of current publlc debate- for example, propor=
tlonal representatlon or. abortlon. Problems are mainly moral issués in
which it seems desirable to influence pupils' behavior; two examples '
m1ght be the dangers of smoking and -the 1mportance of voting. Even such )
larger "problems" as pelPut n and leisure’ (always a "problem" in’ thls ' & _
‘kind of context) may e focused down onto 1ndiv1dual behavior. What is
or is not a "problex™ is- deflned with reference to the prevalllng )
worries of the -adult nidle class. . ‘ o S

Ba31n° soc1al/polltical education on issues ‘and problems presents

the followin° difficultiess ' .
_-The content of courses is determlned solely by the agenda of

publiz debate as 1nterpreted by the teaching staff; this oract1ce may"

encourage the acceptance o‘ "official" definitions of 1ssues§rather -than

the recognition of* alternatlve def1n1tlcns.

. .
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——Since issues cannot be "taught," teaching methods rely heavily on

discussion—which can easily degenerate into the exchange of slogans and

-

" conventional wisdom, in the absence of informed resources.

" —The image of the adult world which emerges from a diet of issues
and problems is one in which crisis and~conflicﬁ are endemic, thus
neglecting the Processes which create stability and order.-

——The removal of issues and problems from any structural 'context
tends to encourage the belief that they are the dutcome of conflicting
attitudes and can therefore be solved" by attitudinal change.

«—-ISSues and problems naturally glve rise to courses which are
ethnocentric and ‘ahistorical, with the exception of occasional reference
to third-world issues. o B _

Political, education easily lends,itself.io the issues app;qech.
Discﬁssidn paper 2.5 in the Report of the Programme for quitical'Edueai

tion actually includes the words "issues" and "problems" in its title,

" "Issues and Political Problems” (Crick and Porter 1978). In this paper,

issues are defined as disagreements over: goals, values,'gethods; and

results: On'thierbesis, studentslearn only about situations in which

disagreement is present; thus there is little chance of discussing

political processes which prevent dlsagreement (for example, legltlma-

= tion) nor of explorlno routine aspects of social and polltical life

which’ ‘limit and contain disagreehent. _
An even-more-damaging criticism of the issues approach to political
educatlon is that, since the ' 1ssue .is the startina point of the course,

the” tendency will be.ro take it at face value and simply explore the

’arguments ‘put forth 1n,pubL;c debate. The possibility of analyzing the

'ways‘in_which parties to an issue define it and magipulete'it is almost,

though not entirely, precluded. Moreover, unless a mass of'detailed

"information relevant to the iSsue is available in some relatively objec-

Ctive form, resources for exploring the issue in schools’ will be heavily

dependent on fhe:popular media--which may themselves be heavily impli-
cated: in thé issue.’ ..

The way if which social knowledge is justified.i; the curriculum,
outside of fhe social science disciplines, as being problem oriented is -

neatly illustrated by two CSE Mode 1.syllabi offered by the same board.

‘In one syllabus, labeled hsociarvstudies," the word "problems" appears

29
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frequently: "The Family and Its Problems,”" "Mass Communications: Use
and Misuse,"” "Briti§h Social Problems and Services," "World Population
and Its Problems.f -In the syllabus labeled "sociology" there are-no
such headings.  However, some.MBde 3 svllabi may read like catalogs of
current social ills. _

However, where "problems" really make an impact on the curriculum
'is in the various special pleading courses which currently exist, among
them sex education, health education, drug educationm, parenthood educa~
tlon, political educatlon, social education, consumer education, and-.
multiracial education. Although in Britain these "educations" must
struggle with éach bther an& with existing subjects for timetable space,
most of those listed above enjoy vary1n° degrees of off1c1a1 support.
What they have in common is a problem. It might be somethlng specific,
such as drugs, or something less tangible, such as the supposed breakup
of the family or the gro&th'of political extremism. But whatener the

" and a more

problem,'"education" is seen as a contribution to. a-"cure,
or less organized- group sets abovut developlng ideas and materlals to
Meducate" students into (or out of) the problem. In this country at
present, sociallpoiitical education is in some danger of becomlng wholly

identified with attempts to solve social problems.

The Skills Model

A fourth model of soc1a1/pollt1ca1 education is based on the acqui-

sition of skills. The empha51s in skill-based courses 1s on prov1d1ng
_'puplls with a capac1ty to act in the adult worid. Part of the skllls
 approach is based on- general arguments about 11teracf'and numeracy,'bdt
in the specifically soc1a1/pollt1cal area skills range from those as
mundane as learnlng td manage a .personal budget to more-complex skills—-
for example, child rearing or organizing action on a2 community issue. -
A recent report on social and life skills in the further education .-

sector (Developing Social and Life Skills 1980) suggests that teachers

have varying reasons for wanting to impart skills. Some see their

pupils as deficient in some ‘way and want to "normalize" them. Some

stress the need to make pupils competent in particular skills. For Some

teachers, information is a sufficient basis for adult skills, but others

feel that pupils should be able to reflect on their’experiences. Some



,téachers frankly want to socialize tﬁeir pupils into specificlattitudes
and values, while others merely want to act as counselo;s. .

We suggest that there are two main:patterns of motiyation under-
lying tﬁe~skills approach: One stresses skills to survive in a complex
world through adaptation and effective role playing; the other points.to

_possibilities of changing the world. . T
' The .first approach tends to be the official one. In a Schools
‘Council publication dated 1968 'we find the following- statement: "Young. :
people's'eiperience is inevitably shot through with the desire and need
- to come to tcrms with the objective world of their family, neighoorhood
-..and cOmmooity" (Schools Cauncil i{1:968). By 1980.these_sentiméhts had
-focusad on-fairly specific skillsé;;j\v : ‘ .

At the same time all pupils have to be prepared to meet the
basic intellectual and social demands of adult life, and .
helped to form an acceptable set of personal values.- There’ e
are some skill's——the effective use of language is the most
obvious one—-which are essential for everyone. There are
some  sorts of knowledge-—about themselves, ' about other
people, about the nature of the world in which ‘they are grow-

., ing up—-whlch all pupils need. Personal and social develop-
ment in this broad sense is a maJor\charoe on the curriculum

P (Department of Education and Science 1980). '

In this view, students ate cléarly seen to need'help in fitting.in,\in'
coming to terms, in meeting demands, and in forming "acceptable" per—
sonal values. : ' o o '

One mnay analyze these obJectives in purely Durkhelmlan terms. The
result might well be that Durkheim himself would never have condoned
such crudities. .However, there are two practical obJectlons to this -
version of the‘skills approach. In the first place, it assumes that
students must coﬁe to terms with the adult world, Lwhen it may be equally
true to say- that adults must come to terms with the world of young
people. Second, the assumption is made that without ochools yoqu
people would fail to become normal fonctiooing'adultsm This is a very
large claim indeed. It rests on the pre%umption that a course of school-
ing In social education is a prerequisite for individual happiness and
QOcial stability. If that were so, the crisis of civilization &ould
indeed be upon us. Since the argument is always that social education

is unsatlsfactory, prebumably current social 1115 are being attriouted

to this inadequacy.

¢




The second facet of the sk;lls approach. is to be found in certain
definitions of "social education" which suggest that students should be
given the necessary skills to alter their situation. The Schools
Council Social Education Project took.this view. Its working definition.
of social education was "an explicit attempt to teach“people an aware-
ness of their surroundings, sensitivity to their own and to one
another's problems, and an appreciation of how individuals can-collabo-
rate both to inform themselves and to better their own lot" (kennie et
al. 1974, p. 8). A more succ1nct deflnltion appeared in a follow—up
.report: "Social education is an enabllng process through which children
may acquire skills which will allow them both to achieve a gréater under-
standing of.societyband'to effect change within it" (Masterman 1972). A
shnilar\definition iS“giveh in a report prepared by a eocial‘education
working party at Monkwearmouth~5chool, Sunderland:. "Social education is
the lifelong procese'of developing those'attitudes; skills and modes of
behavior which wiil enable the individual- to integrate happily in what-
ejer soc$al context he finds himself and toﬂBenactive oonstructi&er in
molding,'improving,and bhanéing that society" (Report of the Social
Education Working Party 1979). ) ) ) _ .

.Those for whom social/politicai education is a radioal exercise in
developlno critical awareness flnd this approacn to skills very attrac-

' ‘t;ve. Gleeson and Whitty said of the Social Education. PrOJect._ "Their
own notloniof social education has, we feel, much in common with the-
‘notion of social 3tudies as a collaboratlve and’critlcalﬂenterprlse
whlch cdn result in a conscious decision by pupils. to ‘become involved in
actlon for social.and political change" (Gleeson and Whltty 1976, p. 91).

However, even this definition of "skills'" can qulckly become shorn
of 1ts transformlng elements. One doee not have to look far for the
. empha51$ on the compleglty of modern society. This theme is stated in
the very first paragraph of the Report of the Social.Education Froject: :

One of the qualities of a good education  is that it should
enable young people. to adapt successfully to the requirements .
of living in the conditions which face them now and will face
them when their formal education is over. In modern society
these requirements are many and complex, just as society
itself is complex. Moreover society is constantly changlng,
and today's students are being educated for a kind of life ,
which neither we nor they can foresee (Rennie et al. 1974). ‘a

r'.
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And again from Monkwearmouth: "Although it is clear that social
education is largely concerned with the formation of att1tudes and modes
of behav1or, there is also an obvious need for pupils. to become aware of
the nature: of the complex changing society they are a part f" (Report
of thg Social Education Working Party 1979) References to 'f1tt1ng in"
are also present. TFe Monkwearmouth deflnitlon refers to "integrating -
happily,” while the Social Education PrOJect came up with a highly posi-
tivistic approach.to adult roles: "If our students are to.fulfill roles
in society which will bring satisfaction:to themselves and be beneficial
to others, education must not only help them in the development of per- ,
sonality and academic ability, but also provide them with the skills
which'are necessary to cope with a sophisticated and expanding technol-
ogy" (Remnie et al. 1974, p. 7). “Sociallpo}itical education as "skills"
is clearly only for the "less able,“. '

.Conclusion

The current state of soc1a1/pollt1cal education ‘in Britain is one
of haphazard development largely outside the theoretical and conceptual
. frameworks of the social-scienoes. To ‘some extent this is.tne result of
ignorance, but in part it is jfﬁatter of conscious choice. .Thus, the )
field is dominated by questlons of. morallty and values rather than ar
systematic approach based on soc1al science. d1sc1p11nes.

The future does not give. cause for optimlsm. Apart from current
economic testrictions ‘traditional 1deoloOica1 influences are strong.
Perhaps it 'is approprlate to f1n1sh where we began, with- Durkhern'
"There is, then, in each period a greyalllng type of educatlon from
which we cannot deviate without enoountering that lively resistance
which restrains the fancies of dissent" (Durkheim 1956).

4
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3. THEORY AND CONTENT OF POLITICAL EDUCATION IN WEST GERMANY

By Wolfgang Hilligen

In suggesting theoretical»and practical answers to basic questions
about content--What should be taught? Why?: To what end?--I shall pro;
ceed on the assumption that, especially in political education, there is
no fundamental structural difference between school‘ teaching .and univer;
| sity teaching in the teaching of social studies, civics, and the.social
sciences. | ’

In the first secvion I will present a short Survey of the current

problems in academlc teaching in the sogcial sc1ences.~—In the second
oclal sci

section I will attempt‘to expla1n why the selection and Justlfication of

content and aims has become a new problem in itself. In the third sec-
tion I will describe a number of methods, instruments, and psychological

prerequisites which have been developed or defined for the selection of

/

content for schocl ‘and university teaching; in d01ng so I will examiné a

number of differences between concepts of didactics in the United States

"and parallel concepts in the Federal Republic of Germany and, in a short:

dlgresslon, summarize findings .of cognitive learning theory which have
proved helpful 1in. the selection and structuring of content. In the
fourth section I will mention a numher of other instruments for academic
teachina—-for the relationship betweed systematic sc1ent1f1c knowledge
and content covereu in actual school teaching as well as for cooperation
between related disc1plines. Two appendices provide (1) an example of
different approaches that could be applied in academic teaching and

" (2) some remarks on "the problem of epistemological justification of nor-

mative decisions.

%

.Some Problems of Academic Teaching in the Social Sciences

Since the‘late 1960s, dissatisfaction with the results oflacademic
teaching has been steadily growing.' There are symptoms of this in all
disciplines, particularly‘in ‘the humanities and social sciences. One
hears of history students who in their second semester claim never to
have heard of Napoleon, theology students who know nothing about Moses.

Medical students keep complaining about the unresolved conflict between

.
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specialization and general studies. Even in philesophy--which, with its
systematic framework and constant scrutiny of categories, was thought to
have possessed an unshakable academic canon~-we have seen an attempt to
develop a particular pedagogical methodology, since the philosophers have
realized that they are no longer able to comnunicateiwith'their students.

In short, in all the~scholar1y disciplines one hears the complaint
that the highly specialized results of research can be transmitted only
with great difficulty. And what often passes unmentioned is the fact
that it is left up to the students to recognize counections and context,-
to’ incorporate particulars into a general comprehension of their field
(in earliet times one would have said iato a comprehension of their
world) . )

Political scientists are espec1a11y affected by these difficulties,

RS}

and they realize it. In contrast to practitioners of political philoso-
phy, history, economics; and socioiogy, cheir field is constrained by
the heterogeneity of its derivation as the meeting point of several
disciplines. Mbreover, as a relatively young discipline, political
scierce in partlcular must face the demands of legitimizing its spec1al—

ized research through practical application of its results, despite the

' 1rreconc1lable differences between reflection and action. When politi-

o

cal sc1entists ‘state that they have no answers to concrete problems,
this is considered a self—condemnation.

In my view, there is a comnection between the gaps separating the
theory, practice, and f1ndings ‘of politlcal sc1ence and the wav in which
the’ subJect is taught “at school and in thé un1ver51t1es. The® interdis—
ciplinary\derivation of the discipline.and the complexity of the phenom—

ena investigated and described (phenomena which*seldpmgallow straight—

“forward statements); the compulsion toward specialization, since the

-mass of information cannot be managed otherwise;- :be dependence upon

cooperation with neidhboring discipIines, since all concrete problens

. are 1nterdisc1plinary-—in this situation the teacher of political
AN

science is often faced W1th the need to choose between presenting highly
differentiated particulars ('"teaching everything about nothing") and

indulging in broad generalizations ("teaching nothing about everything").
And of course the most common way out of this is to ride one's own hobby

horse and to leave perception of relationships and integration up to the



student. But what student is in a position to\do this’ Perhaps politi;'
cal science majors after ten semesters,/hardly, however, thos° students
" from other disciplines whose goal is to teach in\state schools. What

-~ remains is "decimated rationality, at best an isoBated series of facts .-
; \

R

and dates. ’ 1 \\
. " We may see these problems systematically culminating 1\ political
s s;}enoe, but they are, of course, comparable to those found ?n all’ dis-
plines, particularly in the humanities. " \x'
‘ TN

N

Reasons for Problems Related to Identifying Content and |Aims

Ve

If choice of content and Justification of aims have become\problems
themselves in the educational sCiences. I consider the follow1ng reasons

to be the most 1mportant. . : ’ 1: ; \\\
--The exponential increase in knowledge anc, in this connection

Bocial and .economic change which has called into question previous priorr
ities in the® transmission of the scientifically known ("loss/of a canon")
and , ) [ o

'\w —-The necessity of taking into account newer studies in pedagogical
science which deal with the fundamentals and premises of perception and

./

learning. .
Some brief elaborations on the "loss of a canon"' The exponentially

riSing increase in scientifically secured knowledge has made the question
" of selectfon of instructional materials a problematic one. In'1966, a
group of Stanford University researchers established that the amount ci
K availabie knowledge had quadrupled in each of the followina time frames:
(1) from 1800 to 1900, (2) from 1900 to 1950, (3) from 1950 to 1960, and
kZ).from 19608, to 1965. This process is continuing. This "knowledge
explosion' has been identified as a major problem of our time, a problem_

which cannot be solved by traditional methods (Bild der Wissenschaft

1976). Rapid social ‘change has meant -that common everyday knowledge (to
be more precise, the common cognitive structure——see Digression 1) no
longér suffices in apperceiVing new information. The disorientation
arising from this situation\is increasina faster than the possibilities

for overcoming lt; What was,wisdom yesterday can be stupidity tomorrow.

! '\.

/
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- What is new about this situation is t' 2t until not ‘long ago there

were ‘still generally accepted channels ("agents for the mediation of

- meaning") for things thought to be of primary significance in leartiing

From myth, religion, classical phllosoghyr~ tion and custom, and,

flnally, from the consensus of scholars (as long as they could still
) Trom e g 'y

_._encompass the  results of their disciplines) came..the things to be

Q
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ioht known, and mastered.
All dn all/ it can be sa1d that our historical situation is marked

by the fact at mankind has reached a turnino point: for the first :

:tlme in history, not only ind1v1dual races but the entire human species

. is /in danger of extlnctaon. The "limits of growth," the shortage of

A
natural_resources,jthe endai gering of the ecological system, social

'1nequa11ty within industrialized nations and’ partlcularly between rich
countries ' and developlng ones--these are problems  which concern all -
natlons,_even if they are not as yet aware of this fact. Political

.education must concern itself with these problems. All nations are

faced with the need to "learn or perish,” as the Club of Rome describes

o

in its fourth report;\\No Limits to Learning: Bridging the Human Gap

-(1979) . "Loss of canon" his become the .existential challenge for educa-

tion._ . _
The "knowledoe exploszon and the new content ‘which must be learned
requlre pedagoglcal and psycholqglcal answers to two further quéstions:
(1) How can complex and volumlnous 1nformatlon be reduced without becom-
1n= dangerously 51mp11f1ed7 ard (2) How can the recognition and under-
standing of relationships and essential facts be made easier? We
believe ‘that any answers to these questions mé&; take into account the
structurlng 1mp11catxons of the cogn1t1ve learnnng\fseorles of Plaoet

N

Bruner, and Ausrbel (see\Dlore551on n., .

~,
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Methods and Inszrﬁments for the Design of Content\\\\\

An Explanation of the-Term '"Didaktik"

s

\
The problems mentloned above, along with otner srtuatlons, led- to

' the emergence of a new branch of ;edagoglcal and SOClal gcience called\\

Didaktik in the Federal Republic. The German word: "Dldakt ik" and other.

German words with the suffix "-didaktik" cannot be easily translated

into English. A common definition of the English cognate "didactic" is



"too much inclined to teach others; pedantic." The German use of
"Didaktik" is nonpejo:ative and comes closer to meaning "used for teach-
ing; preceptive;:containing &octrines, precepts, princip}es, or rules; ’
.intended to instruct” (Webster's 1971). The German term is still
broader in meaning, encompassing theory, goals; content, methods, ﬁate—
l rials, and teaching strategies. In other words: -Didaktik inquires as
to the "what” ‘(selection of?confent), "why" and "what for" (iegitimaiion
" and intentionality), and ?how".(mefhods, modalities of treatment) of
teaching and learning . in its narrower sense Didaktik refers to the
aéelection (legitimation‘and iqtentioﬁality) of content, and it is in
© this sense that it is used predominately in this essay.
Fachdidaktik refers to the teaching of a partiéhlar'disciplinary

. subject. Hochschuldidaktik is related -primarily to the "how" of the

learning ptocess at the university level. Wissenschaftsdidaktik refers

(in the narrower sense) to the selection and legitidation of the content

to be studied in academic teaching and in ihe learning of an academic

discipline.

Differences Between the United States and German§

In: the United ‘States’ the purpose, learning goals, and basic content.

of political education have never been controversial. The nature of
democratic 1deas was established -by the . ideals, of the Declaration of
Independence, the dlgnixy of national symbols, and the continuity of
historical deveiopment. i(Nearly the ;ame could(%e said. of Great Britain
in regard to the Billlof Rights, the Habeas Corpus Act, and other docu-
‘ ments that established and reinforced a democratlc tradition. ) Thue,'
< politlcal education has been closely linked with the results and alms of
4 polltlcal socialization; the problem for educators-hag bEen mainly one
of selecting spec1f ic content and strategies.
~ The condltions for political education in the Federal Republic, on
"the otbk=r hand, are marked by the fact fhat histoéioai continuity has
Been;brokeh many times. Germany had and still has to. deal with the
crimes committed by Germans in"-the Third Reich and with'authoritarian
and antidemocratic traditions  which are still alive in ;oﬁe parts of our
society. Thus, téhchingbcaAnotbrely heavily on politieal socialization

in and by the famﬂ&y and soc1ety, which transmits common fundamental

——-* _® = _ . _ ..
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achieve by itself. The question of contént, therefore, is more closely
connected with the identification of educationai aims than is the case
in the United States and the United Kingdom. Linked to this problem are

questions about the possibility of a scientific justification for norma-~

tive decisions. This question has been ratsed by the argugent on value

judgments in the social sciences between positivist sociologists proceedé
ing from an empirical analytical viewpoint and sociologists of the criti-
cal theory school (see Appendix 2). . ‘

Since the 19605 questions about what should be taught, why,‘and to
what end have been investigated in the United States, as well as in the
Federal Republic, in the context of curriculum theory. Thus, the ‘German
word "Uldaktlk " in its broad sense, has much in common with the Ameri-
can term "curriculum." To date, however, the-question of content and

its legitimation has'received more attention in Germany.

The Selectlon of Didaktik Instruments
Selectlon of content (What has to be taught and learned?) should be

aporoached.frmn the standpoint of these questlons: _What information
about society and-politice——w“tch results of research in the social
sciences——ca1 be regarded as soﬂgeneraliy significant that it must be
imparted to all students if they are to be enabled td mastet their exis-
-tence in a time. of worldwide change’ If they are to understand and
judge .what is of 1mportance for survival and for a llfe w1th hurfan
dignity? If they are to be qualified to partlclpate in the solution of °
existential problems’ This means that the correct starting point for “
content analysis is neitner the tradltlonal school svllabus of trad1—
; tional subJecto nor the findings of the soclal sciences,. however neces—
sary the latter may be to validate the selection of content; rather, the

starting point should be existential problems and needs--situations in

&

the 'students' societal ,or national environment which mirror these prob—-_

lems and needs and about which the students can make dec%fions"and par-
ticipate in political action. '

. Before identifying specific curricula, we must deal. briefly with
two questions raised "earlier: (1) How can complex and voluminous infor-
mation be reduced and structured without becomlng danoerously simplified?

and (2) How cam the recognltlon and understandlng of relatlonshlps and

-
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essential facts be made easier?

«

el

The‘findings of cognitive learning

theory have "been helpful in suggesting answers to .the second question.

v

e R}
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Dlgresslon 1 ' ’
A FEW FINDINGS AND PRINCIPLES OF COGNITIVE THEORY

Learnlng can be said to have taken place when a general
principle is so clearly demonstrated in.a particular case
that the learmer is able fo formulate it asta rule, ‘a key
concept, or a prcblem and to recognize it again in other

specific cases. "Rt another way: whether somethlng_has been

iesrned depends on: _ ) _ N

-—Whether tlhe content 1°'stru~tured around key concepts,
"eriteria, and key questions so as to allow, even force,
generalization. - -

B

. —=Whether and to what extent this generallzatlon process
is itself clarified and learned at thé same time.

--Whether an opportunity is prov1ded to check the general-
1zatlon agalnst new information. :

Thls cycle of abstractlon and reconcretization character-_
1zes didactic thinking (as it does everything scientific) and
enables cognitlve structures to be built up. Structures form
or are formed according to prominent characterlstlcs- _for

example, reallty or-parts of reality are often structured 1n i

terms of age, income, or .class.- Cognitive strudtures are :
formed with the aid of promineat characteristics or concepts--

] categories which people use to name, recognlze, order, sub-

‘divide, structure, and pgrcelve their enviromment. It is
‘possible to identify four dlfferent types of cognitive struc-
ture: . . _ . = :

" 1. The cognitive structure which every human has--the
system of concepts with which he or she is able to perce1ve""
and organize tne workd. This structure is more or less the ,
result of one's personal h1story of learning and experiences.

2. (Ofted parallel to #1.) The general structure of
thought or conscious structures to be found 'in any given
period——those’ things generally considered to be important/
unimportant, deslrable/undeslrable. This is dependent on the
overall forces that influence the people of the perigd—-as

well as on tlass s1tuatloa, age, and special enviromment.

.-
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3. The structures recognlzed by science. These agree
ouly approximately with reality. (Admittedly, they are often
concerned. with only a part of reality, depending on their
relationship to a specific discipline.) Scientific struc- .
tu;es can be’ recognlzed by their systems of concepts.

-+ 4. The ccgnltlve structures which (in political teaching)
are concerned with the problems of coexistence, sufvival, and
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_individual rights are not endangered?)

recognize and evaluate decisive questions about society and
the state.

-~

These characteristics, concepts, categories, and ques-
tions are the starting point for the selection of politolog-
ical and polltftal didactic- 1nstruments.

In formulating 2nd concretizing the basic criterion for the fourth
type of cognitive structure described in Digresslon 1—-that concerned
with ex1stence and survival-—I ‘take as my point of d°parture the con—-
cepts of "opportunity” and "risk."” The following questions arise:

—Which life situations of the present day (and presumabiy of the . -
future) are most lfkely to present risks and opportunities that affect

ind1vidua1s and mankind, according to assertions of the SOClal sclences

.

and other sciences’ :

Whlch changes and challenges of the sclentlfic/technologlcal age,

which present‘opportunitles and rlsks, remain without (or without ade-

qua.=) ‘political responsas? AT

=3

The concepts of opportunity, risk, and challenge can be made more

.concretz ~ when thei are related to important life needs. Thus these

further guesticns:
”~ . .
--To what degree are people threatened by hunger (nonsatisfaction

" of most basic heeds in the most general form), by oppression (from

.imprisbnment to more gentle forms of manipulation), by physical destruc-

tion? ' _
' ~-What ooportunities are there for satisfaction of needs, self-
determiration, coexistence; or. peace in a historical situation charac-
terized‘by the challenges»of global interdependence, industrial mass
production, and potential for the destruction of the. fundamentals of -
life? | _ '

Further complementary elenents of a didzctic method are the follow-
ing key questions;'which inquire into distribution. of wealth and power;
control, equality of opportunity and partlclpatlon, the selectlon of
means to bring about necessary or des1red political goals, and the con-
sequences of dedision makina ‘for the ‘people affected:

—-Who is affected? How . much? For what reason? _
"--How nuch contrdl is’ needed? dow much‘flexibility° (What amount

of binding control 1s necessary for survival; what amount of fleYlblllty,

necessary for self-fulfillment, should be politlcally secured, so that
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~-How much direct participation should there be? How much compe-

tence and delegation? .

—UYhich means - should be used for the realization of goals (educa-

tion, positive/negative sanctions, force)’ ?.

—VWhich forces endanger those goals?

And, in connection with all of these key questions:
- ==Who makes the decisions? Who is in a position to establish regu-
o .‘lations? (On the basis of which power structnre, which property rela-
tionships?) Which possibilities do individuals, or certain social
gronps,ﬂor the constituted society have? ;

To most of these questions there are, of course, no immediate
"correct” answers--not even in those instances where the questions are Y
asked by the disciplines themselves with a“deliberate didactic purpose. \x
“ Rather, such methodological questions are meant to serve as a way of
making choices among the range of existing answers, and they provide an
overview by means of structuring -those answers.

- . ’ -»
The selecton and structuring of answers, as well as the establish-

o

ment of relationships between the particular and the "general, can be
aided by a "pincer" question as a part of the didactic instrumentS'

i ) What amount of" factual, conceptual, and methodological &nowleage is
prerequislte for the realization of an important more general goal in
the learning process’ Ta turn the question around: Is this particular
factual, conceptual, and methodolog1cal knowledae really necessary for
the realization of the general goal? 1Is enough truly representative

' knowledge presented? LT

Built into these categories and key questions (notably .in the
fourth category of cognitive structiure—"dignified survival™) are unavoid-
able value positicns on what is possible, necessary, or desirable; what

Jone chooses to designafe as opportunity or as risk, and the corresoond—

 ing decisions one makes, depend on one's conscious or unconscious inter-
ests. Even when a teacher wants to be or should be impartial, prejudices
will influence his selection criteria and structuring charazteristics;
that is the inevitable weakness of many a theoretical position. It is,
therefore, necessary that the subjective nature of such decisions be made

explicit and thait they remain-open to criticism and allow for alterna-




-~

. tives. And it is necessary to legitimize those decisions by epistemo-

>

s

logical reflection.

Further Instruments for‘Analyzing~the Content of Academic Teaching

v

i . _ \ .
Content Analysis in School Teaching and Academic Teaching "‘ ‘
j;d as an

The preceding outlines of-a didactic instrument, concei

-attempt to provide public schoof pedagogy with a procedural framework
for investigating structure of phenomena and problems in the field of
political science, has-also been applied by the Fernstudienlehrgang
Sozialkunde of Das Deutscheé Institut fur Fernstudien at Tubingon Univer-
sity and by the Funkkolleg Sozialer Wandel. In his report on a tele-'
visionaproject for social .studies in the schools, garlheinz Rebel‘
observed: ''One of the most interesting aspects°of this experiment with.
'television-was the insight that not only could the identical-didactic,
tools be used for pupils, university students. and teachers, but also
that the identical phenomena were relevant for alf of them" (Rebel
1978). In its more theoretical'aspects, the methodology requires reflec-
tion’ on the relationship between the system structure and phenomena or
problem structure. ‘

In the essay quoted above, Rebel began w1th the thesis that “the
systematic structure of the field which the specialist has constructed
in. the course of his studies will reach only those who have already
assimilated the same structure or can be transmitted only to teachers;
who are interested in the same specialized scholarly orientation. This
.understanding, he claimed does not acquire relevance for teachers Who
wish to relate theoretical knowledge to political practice and who take
concrete problems and phenomena as their point of departure. Moreover,
the reduction_and isolation of factors can lead to a distancing from
reality which-neOlects purpose-oriented reflection. Therefore, Rebel
calls for = didactic thrust to complement theoretical studies (Rebel
1978, p. 67-75).

" In measuring tﬁe.relationsmip Betmeen‘system structure and problem -
Structure, the pedagogical specialist as well as. the scholar can orient
himself around the following "pincer" questions: With-regard to the
concrete problem, whicﬁ'~oncepts and conclusions from research in the
field;daﬂI need in ordert:o<perceive, judge, and‘"solve" the political;

7’1
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social, ecgmomic, and legal problems represented in the phenomena at ~
hand? - and, from the standpoint.of research orientation: For whichk
éeneral or specific concepts,cr'theorems does the concrete problem pro- °*
vide a sharper understanding? Which information is necessary in order
to, analyze the problem? Which concepts necessary to an understanding of
-the discipline can be exemplified through scrutlny of the concrete prob-

lem?

Beyond this,  academic teaching aims at systematizing. 1In contrast
to school didactics, which primarily attempt to find answers to concrete
or fundamental problems, the content to be taught and studied at the
university level is also concerned with the approaches, concepts, prin-
ciples, and structures of the discipline 1tself

Anyone who plans to teach social studies (politics) 'at secondary
levels I of II needs to consider what he should knon in order to accom-.
plish the following objectives: ' o '

=—-To acquire an o#erview'and understanding of the discipline.

“-To find scientific answers in conceptualizing problems.

—-To calculate what the discipline can offer In terms of interdis-
ciplinary investigations—-and therefore whatsother disciplines he muét,
know related to his field.

;-To locate more-advanced information. .

—To .feel qualified to confront "spontaneous" grejudices in his
students and in himself. ' ' ' '

In answering all these questions, the student who wants to become a
teacher should become qualified to find an answer to this broader ques-
tion: What should be studied and taught if political science instruc-
tion is to enable students to oarticipate in solving existential prob-
lems? , .
The structure and concept of systems can also be. treated in the

senee of problem structures. From this point of view, the teaching of .

polltlcal science——when, for example, the purpose is to prov1de an over-
s view of the dlsc1p11ne--should not ne01ect to give information on the

various views of politics, policy, and democracy, on opportunities for
participation; on proolems of preservation or change, regulation or non-

regulation; on issues of private and public domains; that is, it should

[ T
(<

65
Q

ERIC

Aruitoxt provided by Eic:



not neglect the key questions outlined above. A similar concern applies
to neighboring disciplines.
The school-level didactic content analysis approach can be extended

" "why," and "how can also be, applled to

so that the questions of "what,
academic teaching, at least with regard to "problem raising" and-to a
‘lesser degree to "problem solving.”" The discipline can profit much from
* such awareness and reflection. A restructuring of the discipline's
approach toward'prbblem structure, and vice versa, will lead, mot tc a
loss of theoretical preclsion (as many political scientists still fear),
but rather to a reciprocal illumination through which perception is
._enriched and the practical appllcabllity of research 1is increased.
Relating the scientific.approach tc the didactic approach requires
a continuous.changing of roles for both teacher and learner, in the fol-
lowing ways: » | ' |
. -—From :paking competent assertions to asking questions.

- —From "solvihgﬁ.problems to "raising" problems (this is the reason
why we use predominately key and "pincer" questions in our didactic
idstruments)

. From isolating knowledge to structurlng knowledge. -
--From certainty to uncertainty.

--Vrom closedmindedness to openmindedness.

What Needs to be <nown About Neighboring Sciences?

There ire two reasons why political and social scie;ces (uﬁliﬁe
most other areas) are.dependent upon cooperation with the'neighboring
idisciplines from which they have been derived:
—All the problems they deal with are interdisciplinary. .
—They ipvestigate certain aspects of human society which are also,
the sgbjEcts of other fields; in particular, history, philosophy, eco-
_nomic;i jurisprhdedce, psychology, and-anthrcpology. Those particular
. aspects which scciel sciences describ explore, and evaluate-—-namely,
the ways in which hunan soclety is or ought to be ordered who possesses
power; modes of decision making, and which consequences can be expected
from the decision makers—-can be dealt with only when, for each individ-

- ual case, a variety of different kinds of informatlon can be mobilized

.

from other disciplin»~. o . .. .
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\
. What we call "political science is something ‘unique--not perceived >
‘as 'such by other disciplines, but nevertheless dependent upon them:
"The political is not everythlng, but it is in everything.' There'are
two important requlrements far ascertalnlng what one must know of -other -
disciplines: (1) a general understandingbof the fundamental mode of
inquiry of the neighboring discipline and (2) an awareness of the par-=
ticular findings and facts of the neighboring.discipiine‘which.should be
- taken into consideration. It would appear: that a research orientation
- “d4g pfimari}y’concerned with the second qnéstion;Vhowevet;'in‘order to
judge what a'neighbqring discipline has to offer, it is also necessary
for research-oriented teaching to have an understanding of its funda-

mental emphases and approaches. Thls is partlcularly true of the social

sc1ence teaching of secondary schiool educators.

Dlgre551on 27

SOME REMARKS ON TdE. FUNDAMENTAL CONTENT APPROACHES
AND MODES OF IVQUIRY or NEIGHBORING DISCIPLINES

‘That °political science and sociology must cooperate is a
trulsm, that sociology investigates social structures and
(transformational) processes is known to every student. The -
two disciplines are seldom studied apart from one another and
are often combined in a single area of study.

‘One often finds cooperatlve_ arrangements in various ‘
departments—-which, to be sure, are not supported by all
sociologists, since they fear that their .quantifying methods
may get shortchanged in an interdisciplinary effort; on the:
other hand, political scientists often claim that sociologists
do not think ¢hrough the premises of their own discipline suf-
ficiently. It is, of course, necessary that political scien-
tists also have command of empirical methodology.

In the area of economics, the concern is with .the optimal

combination of scarce means (input) for the provision of
' goods and social services which are either in demand or are
’ . held to bernecessary for public welfare (output). A mode of
' inquiry on this basis prevents a purely positivistic view of
economics. There are currently at least four new areas which

belong to the fundamental problem areas of the scientific’

study of -economics: .

—-A new concept of scarzity: alongside the fundamental
scarcity of private and public ggods (capital. and labor)
there is the recent scarcity of natural resources (growth
limitations). : -

‘ ——The increasing importance of long-term planning.

-
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'—=The greater significance of regional disparities.

‘ ==The growth in relative comparability of economic pro-
~ cesses in “systems with differing production relationmships. -

1

Taken tpgether, all of these factors demand a develop-
ment in the economy "to a much stronger degree subservient to
public, i.e., 'political developments" (Dahrendorf 1975,
pp- 131 £f£.), and this realization is one of the fundamentals
the social sciences and social studies teacher must face.

In Jurisprudence the primary issue is one of tension
between the necessity of a \binding social order which ensures
peace (by means of which cdoperative human existence can be
regulated in the most reasqnable and purposeful way) and
individual desires for '"justice"——in turn involved with the
conflict between the attempts\to provide =zach person 2quality
and at the same time to rewakd individual effort (Heckel

1974).

Beyond this, there is the political-historical question
of the origin cf legal statutes, e degree to which legal
‘equality has been. .attained, and the' contradiction between
laws and social development (Wietholter 1967, pp. 215-277).

- ’ : The relationship between social dcience and history

plays a role particularly in teacher training. We should

« continue to stress that "social -sciences without lristory have
no root; hlstory without social sciences bears no fruit"
(Finer 1970, p. 19).

. In every pairing of another discipline with political
science, the mode of inquiry of the other must be ascertained
and cultivated. Without historical method, students cannot )
experience or understand the uniqueness of individuals and
events; without a systematic synchronic' method, they will not
be able to see the truly human in humans, nor comprehend the
similar tasks they -are facing desplte all differences in

training.

Aga;n,'a pineerﬁ question could be formulated: From the point of
view of a given historical situation, wﬁich problems concerning men in
*that period still play important roles for us? Wirich historical.prob-
lems are no longer relevant? Which solutions have to be approached diff
ferently on the basis of r- - developments (particularly the development
in productive forces)? | -

From the point of view of political science: For which pressing
social and soc101001cal problems of our time does g glven historical

epoch contain comparable problems? Where does one flud changes and dif-

ferences? * | L S
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Appendix 1
AN EXAMPLE OF DIFFERENT APPROACHES TO BE CONSIDERED IN ACADEMIC
TEACHING IN A BASIC COURSE OGN THE FEDERAL REPUBLIC OF GERMANY

% : -

Table l shows how it might be p0551ble to combine four different
approaches/structures effectlvely, vhen giving and discussing this
‘course. (The .course 1is compulsory for.student teachers of social
studies/political education at some of our universities.)

In tbe.synopsis the following four approaches are placed parallel
to one another: ’

1. Content areas as commonly found 1in older textbooks .-

2. ; Systematic.concepts_and'categories of the social sciences.

- 3.  Actual (concrete) problems, to be found in the present-day
political discussion and relevant for the future. |
* 4. Abstract problems, formulated as cateoories or key questions.

These four approaches are concerned with the focr kinds of struc-
ture in Digre551on 1, It is my the51s that only if a student teacher
learns -to combine content areas . and systematic knowledge with concrete
political problems and their . abstract modes .can he be qualified to
answer the question of 51gn1f1cance -of a selected content. '

- For example, the topic "social security" (the first column in Table
1) has to be seen as an aspect of-systematic theories and political pro-
grams for social justice (column 2) ‘It should be exemplified by cur—
rent amendments (column 3), and it should be seen as a speclel case of
‘the general (abstract, categorical) problem formulated in the key ques-
tions: How much? For whom? From whom? (and who has the power.to
wecide this?) 'The same key questions are applicable to taxation policyﬁ

and other problems of social policy.



Table |

APPROACHES IN A BASIC COURSE "CHE FEDERAL REPUBLIC OF GERMANY" IV ACADEMIC TEACHING

1, Possible Thenatic Areas 2. Systematic Areas

Prehistory (to 1945)
Beginnings -
Reconstruction phase

Systen of governent
Federation and states

- Legal systen

Constitutional rights

. Economic systen

-TL

Distribution of wealth and
income |

Development of income

Social security

East-West politics -

Buropean politics

External trade

© Politizal parties

¢

ERIC .

Social structure

training system
yedia

\\Educational and

Conparison with the
system in the German
Democratic Republic

7
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Political Science and
Political Theory
(Theory of democracy
vith example)
(Democratization with

. example)

System of government
(vith example)

Political economics
(productivity situation,
development of
productive power)

International politics

Sociology

Structures
(classes and levels)
Processes |
{social change, mobility)

Means

Education--pesitive

Sanctions--negative -

Sanctions--force
(individuals, greups,
the nolitical whole)

'3, Concrete Problems - 4. Abstract (Categorical)

Participation
Social security”

Internal security

Problems
How much direct/indirect?
How much fron whon/for

whon?

Supervision of the

-\ individual

External security-

Ownership policy

Education and training

N

Growth

Planning of regionél ‘
and town transport
Rationalization

Fringe groups aud guest
_workers

ghts
Cost-effectiveness

™

- Material interests,

social equality
Allocation/socialization-
and regulation/

nonregulation

Qualitative/quantitative

Prosperity/satisfaction
Ecology/economy

Regulation/natural growth

Jobs/export/hunarization

Incentives for integration/

regulation

-1
L
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Appendix 2
EPISTEMOLOGICAL BASES FOR VALUE JUDGMENTS AND SELECTION OF CONTENT

Thls appendix is intended to briefly outline: the basic- poss1b111—-

ties of a scientific justification.for value Judgments and selectlon

cecriteria; it 1s also intended (because of the compllcated nature of the

svbJect, as a f1rst approach) to clarify thé sultabillty of a comple~

mentary relationship’ between  the various approaches:ofvsc;entlflc

method. _ o
. An introductlon to the study of basic posltlons should proceed with

-,
>

very general ' questlons. _ They could -be formulated ‘as follows.

~-With which methods is it possible to make concluslve .and ver1f1—

able statements about man, society, nature? e

[

o

NG
Whlch premises concerning the aim of knowledge control the direc- .

tion of teaching and research? Should one' s efforts attempt: to serve

"neutral” knowledge (and is this possible?)’ c= should they be aimed at

" control of nature? control of men? reoulatlon of society? support of

V'progress" making possible a "d1gn1f1ed" life? .

The second question has never been conclusively answered; in the
tradition of German :Ldeallzm, "objective" knowledge was empha51zed,
today there is general recognitlon that even those who claim "yalue-free

scholarship are colored by preJudoments and that theory and pract*ce

H .

canndt be easily separated.’
_With regard to the "how" of perception, one finds differing posi-
tions ln fundamental opposition to one anofher; ’ - .
—Theories which work empirically, which’proceed.from observation
and experlment, and whlch 1nvest1gate the ooservable and measurable in

order to derive concluslve general laws held to be relatlvelv 1ndepen-

Fd

dent of the observer. , ; o
—The methods and. theories of historical philosophy and humanities

wh1ch attempt .to elucldate h1stor1cal reality through 1nterpretatlon of

- [4

texts and artlfacts. o B

--Critical/dialectical theories operating with a historical concept
of a social totality which-investigate the relationship betweeq man and
society with regard to wiat is-necessary ahd'possible in a sdciety'with

human dignity.

”

?
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’ Within the third orientation, a diffrrentiation should be made
between orthodox.Marxism and'crifical social theory (the Frankfurt
school: Horkheimer; Adormo, Habermas) . . | )

In the followfpg explan;tion, only the empirical/analytic theories
(criticalﬁrationalisﬁ) and- the critical. thesty of society are taken into
account because the& were ‘the ones concerqu with the discussion on :

epistemology in regard‘to the: "dispute over positivism" with mutual

recognition of .basic rationality. The normative/ontological position

,} R . i o
. has not played a role in. this dfscussiou, although this position, in

combination with empirical/analytic elements, is represented by a fair

number of social and .pedagogical scientists.

Empiric/Analytic Theories (Critical Rationalism)’ ﬁ -

) : o :
. The triumph of natural science was brought about by "positivistic®

methods in the widest sense. Observation, dascription, classification,

abétraction—-theselare the stages that the method employs. Experimenta-

~ tion becomes a directed activity controlled by a theory (Popper). Prob-

lems are investigated on the border between knowledge and nonknowledge
(Popper). In order to achieve verifiable results, problems mist *e
divided into measurable, observable factors, ana the other variables in

the eiperimept-mpst be kept constant. This is pcssible with experimenté

- -in the natural sciences, more difficult in. the general area of the

organized world, and most difficult in the area of humans and their
social relationships. Results'acuieved in this way are valid for
rationgi criticism only as long as they are not proved {dlse by new
investigations. The ‘@im-is, therefore, a critical evaluavion of one's
own research: Norms énd values are held :to be "presc{entific," perscnal
_matters, because they are not accessible to‘the.methods of isolating and

measuring. Value judgments and political decisions are, for the protago-

* - nists of critical rationalism, prescientific. Ome is limited to the

>

explanation of rational order. - ) .

3 .

The Critical.Theory of Society (Frankfurt School) '
Critical.theory perceives itself as a furtherideveiopment,'a "recon-
struction” (Habefmas) of Marxism on the basis of the historical develop-
ment since Marx, as well as the develoﬁment.of scientific thought in our
century. -The controversy within Marxist thought revolves around the ques-
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tigz—cf whether or 'not 2 binding interpretation and an obligatcry pfac-

tice sﬁould belong teo Marxist theory and practice. o

_ Critical theory also makes use of empirical and hermeneutic methods,
with the diﬁﬁe;enpe, however, that it aims at "emancipation." 1In con:
trast to critical rationalisﬁ,.priticai theory doubts that science
";houid be allowed to proceed indiffergntly,igiven the world we have
éreaped" (Eabermas); "instrumental reason" (Horkhéeimer) is nct in a posi-

- tion to inVQ§tigate }élationships adequately. —.Critical theory is,'
rather, concefned with investigating the relationship between the indi-.
vidual and the social gholé,ﬂséén as being "reciprocal.” 1In the philo-
sophical tradition’ of Kant,'Heggl, and Marx, i;;stfesses the desire for %
.independence and emancipation. Discourse or é%Ze-dialoguq on the
rationalizing of norms and interests is a meansité&ard knowledge.

Society is investigated with regard to what i% possible or better; the
: <

~

question) ds to the "true.purpose of scciety" is rafsed. -8

/A further key concept of critical theory is self-reflection. with,
the help offself-refleétion,Nguided by an emancipatory inte;est, the’
critical thinker has the.possibility of freeing himself-2rom subsar=

_vience,. in ‘that he recognizes the causes of oppraession in himself as

. well as in others and takes actiom to overcome them.. - Important differ-

~4,

ences tetween critical rationalism and cfitical.theory can bé seen in
the wéy they us2 the concept "criticisﬁ." Fgr cri;icél Eaéionglism,
"¢fiticism" means %hat the restlts bf-scieniifié research must always be
Subje;t to scrutiny. "Criticism” is therefore chiefly method,- the ever-
vreneweg-attembt'to "falsify" somethiné preViously‘held.to be correct.
gor critical theory, "criticism"” means that the existing world and its

constructs are to be examined in(relation§hip to a "possibly better"
society. A _ : o .: S

Consequences for Didactic -Value Judgments
q Iod

Didactics that has been limited to empirical/analytic methods would

_» have. to leave decisions about options to the decisions of politicians.
! ,
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Instead of bind{ngfngrms laid down,;as ;hey;psed to be, in an uﬁques-
’tionéd ganon o?\teaching materials,?a prescientific‘arbitrariness4wou1?
§téb if, not rational patterns cf justification for the “betzér."

. In a@&ition, it is the igpdecisiveness of the discussionlon scien-

tific'theory_which.makes it /necessary to take both appr6§ches into

©
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account. The autiior represen*s a complementary relationship between ‘the

. \
two positions, as can be seen i the .arguments here. The view that
g - . \

empirlcal/analytic and socially <ritical ways of thinking are mutually
exclusive is also represented. However, these one-sided views are
represented - less and less frequently. Gifted academics representing
varying positions (Habermas, von Weizacker) are worklng in cooperation.
Where further development toward more hUmanity is desired, society

must be pictured differently, as "better" than it is. However, so that

-prOJected goals do not exceed what is possible, it is necessary to estab-

1lish what can be said with certainty about the ex1st1ng soc1ety “inter=-

N

ests influenc1na the process of perceptlon can'create dangerous illusions -

if they are transformed into action w1tho-t referance to what is possible

Lo~

- and .what -can be rtperlenced.

The possibility of overcoming social inequallty cannot slmply ‘be
proved " even with crltlcal tHeory Critical ;heory is not con¢erned

with, K Tcorrectness,” in the seanse of the em iriéél/analytic method; its ..
4 : P -

underlying values are based on philosophical traditions and on the his-

tory of ::-:.ind. Thus, starting from*these preconditions of thought, it

is poss--le .0 deduce broad social goals from individual interests, and

to understand«that 2 goal must be accepted on both levels if it is to

galn acceptance at atl.

-

T
Ny ..
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&4, SOCIAL AND POLITICAL EDUCATION IN THE UNITED STATES.
' A RADICAL CRITIQUE

By Cleo H. Cherryholmes

. In 1916 the Natioral Education Association Committee on the Social
Studies produced a report that was to have lasting impact on teachidg
about society - and politics (National. Education -Association 1916)
' Before then the study of society in American education had exhibited two
quite different themes. Throughout the 19th century, a number of .
writers had, advocated the notion.that schools should consciously be
designed to reproduce society: h g

. Norms in "the school could provide socialization required for .-
the complex urban aorld: ' punctpality, respect for authority, i
.competition for rewards according to institutionally fixed
criteria, and acceptance of standardized work routines (Tyack

1977, p. 406).
The use of schools explicitly to socialize working-class and immigrant
children has been well documented, and contemporary social and political

¢

education remains under this influence.

A.second theme in social and politlcal education prior to 1916 lay
_in the fragmented attempts by the various social sciences and history to
. “institute specialized courses. in the public _school curriculum (Barx, I
Barth, and Shermis 1977, Ch. 2). The American Pol’tical Science Associa-
tion even .went so "far as to recommend the teaching of American govermnment
at, every grade level (American Political”Science Association 1915).
“ThetNationallEducation Associationis 1916 report on' the social
studies simultaneously affirmed the 19tﬁicentury concern. for social
. functionalism and reproduction~and‘the role of the social science disci-
‘plines and history in the curriculum,\\Ihe committee was dominated by
.educators, not social scientists, and a stated, major Surpose of Ameri-
caa schools was the ' cultivation of good citizenship” (National Educa- ’
tion Association 1916 p- 33 Social reproduction as a goal of 5chool-
ing was explicitly broughd into the 20th century. Students,’it was -
"argued, should become good citizens by pnacticlng good Judgment in the.

classroom and by makiig decisions. The 1nf1uence and. pragmatism of

4

Dewey were present in these recommendations (Barr, Barth, and Shermis

)
~J
~
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1977, p. 26). Thus, the traditiomal relationship between school and

society was cetained, and the emerging social science disciplines were

_ merged into a conception of an individual acting pragmatically in a

democratic society.
~ . “ P

Three Traditions in Social Studies . -
AN
The 1916 statement was not completely unambigious or internally

consistent. Recently Barr, Barth, and Shermis (1977 and 1978) identi-
fied and explicated three traditions in U.S. social and political educa-"
tion which -evolved from that statement. The most pervasive view of

social studies education is citizenship transmission:

-

“The purpose of Citizenship Transmission is that a particular
conception of citizenship shall be.both Learaned and believed.
Teachers begin with.a set of assumptions, beliefs, and expec-
tations about their own society. The teacher knows the D -
important philosophical goals; knows how people ought to "
relate to each other, what is considered desirable behavior,

and what the culture rewards and punishes; and{ finally,

kaows what the culture considers the best form of social par-
ticipation. . . . A Citizenship Transmission teacher knows
precisely what is required of a goodscitizen and attempts to
transmit it; that ls, to teach this conception in such a way
that students become loyal believers (Barr, Barth, and

Shermis 1977, pp. 59-60).

3

. This is consistent with 19th-century views of schooling in the Unitad..

States. Citizenship transmission as an approach to social studies sug-
gests ; teacher-centered classroom.. The teacher presumably knows the @
pref=rred SOClal values and is committed to transmitting them success-
fully to students- A necessary but not sufficient condition for citi-
zenship transmission is tha. teachers express the deslred values 1n the
classroom. Barr, Barth, and Shermls .conclude that "most teachers belong
to that ttadltlon we call Cltlzenshlp Transmlsslon (1977, p. 61),
although little evidence is offered to support this’ claim.

A second theme in U.S.°social studies; and one that has received

increasing attention since 1960, is related to those early demands of

‘the social science disciplines: that the social studies should reflect

. . . e
the academic social science disciplinmes. Barr, Barth, and Shermis sum-—

marize the position as fdllows: . : ' e

The purpose of social studies defined as.sqciai-science—-which

we shall simplify and refer to as Social Science--is that

young peoplé shall acquire the knowledge, skills, and devices
2 '

N

o
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of particular social science disciplines to the end. that they . .
become , effective as citizens (1977, pp. 61-62). f”
The social science disclplines have always been important to ach1ev1n°

the 1916 goal of helping students develop oood judgment through practice

in making soc¢ial decisions. It was never irtended' that common-sense

. 1 . .
interpretations of social phenomena arnd behavior would be.a sufficient

base for the development of decision-making and judgment skills.

Social science input to social and political education has been

. >
uneven in emphasis and vareflective in practice. For example, the con-

tribution of the social sciences to ‘the social studies dram=tically
increased as part of the U.S.‘response *-+ the Soviet launching of Sput-
nik I. The social sciences made a.substantial contribution t what
became known as the ™new sociil : studies,’ the major characteristics of
qhich uere summarized by Wiley (1977):

Emphasis on the structure of the.social science disciplines
as basic:¢ontent and oroanizino frameworks for the social
\studies. Structure, refers to the concepts and generaliza-
‘tions ceatral to the disciplines and the relationships among
the concepts and generalizationms.

L]

Empha51s or. processes as contert: teaching the methodologies
of the social science disciplines, teaching students inquiry
skills. Greater emphasis omr content from the behavioral
sciences, especially anthropology, sociology, political
science, economics, and social psychology, and decreased
emphacis on history and geography.

Attempts to bring the latest,findings and methodologies from
the frontiers of research in the disciplires intc the class-
roor, to shorten the time lag between research-and 1mplemen-
tation. * (Wiley 1977, p. 296) ) .

The_educational response of the United States to the Soviot spacé prograh
was to increase emphasis on science aad technoiogy. The consequences
for the social stud1es was increased attention to the social sc1ences.
The "new social stud1es represented a somewhat surprisino reversal
of the historical sequence that accompanied the release of the 1916
report. , At that time, educators seiaed‘the'initiative in social and
political education from:' the disparatezdemands of -the disciplines. As
the 4'!;'new social studies" developed 'in the 1960s, apparently getting its
name from Fenton and Good (1965), social studies educators accepted a
somewhat diminished role in curriculum development as they turned to
social scientists for 1mportant content and process decisicns. The

structure of the d1sc1pl_nes was attended to~(ior example, see Morrissett

’\;“
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1966), and the quéstions posed by social studies educators required
social scientists_tocekblicate their hisciplines; What were the major
concepts of the disciplineé? What ‘were the major generalizations of the
disciplines? It is interesting to note that sgcial scientific theories
never drew much attention. Whether the latter were avoided because
there was a fear that there were none orhsimply,becauﬁe no one théughtz
to ask what they were is.not-known. In any case, social science became’
a dominant inflpence. in sBci#l studies education from 1960 through the

early 1970s. _
The third emphasis in social studies education in the United

States, traceable both to Join Dewey and to the 1916 NEA Report on the

Social Studies, is reflective iaquiry. As expressed by Barr, Barth, and

Shermis, the purpose of’reflective inquiry is "citizenship defined pri-

. marily as decision making in a socio-political con%ext. The assumption

is that democracy imposes a unique burden; we cannot escape the require-

ment of making decisions" (1977, b. 64). -

<

The discussions of reflective thinking in the literature have devel-

oped in iwo directions. One viewpoint¥'represented in the work of Hull-

fish and Smith (1961) and Hunt and Metcalf (1968), émphasizes reflection
in contrast to decision making. Hunt and Metcalf rely upon Dewey's
characterization of reflective thought to guide their work: "Active,

Dersistent, and careful consideration of any belief c: supposaed form of

Enowledge in the light of the grounds that support it and further conclu-

sions tg which it tends comstitutes reflective  thought" (Dewey 1933,
p- 9; emphasis in original). As Hunt and Metcalf see it, "the;e;is no
essential difference be tween reflection an. the scientific method  of
inquiry"” (1968, p. 67). Even though reflectien has tﬁis scientifi& or
cognitive coﬁponent, it also includes consideration of normative and
ethical issues. They argue that '"grounding"--or to use Dewey's term,
"providing warrants for"--beliefs is the method of reflection.-
The second dire:tion that reflective inquiry took was that of being
equated with'decision naking. This is clearly a part of tthBarr, :
Barth, and Shermis definitidd, and it is'developed in che social studies
literaﬁurggﬁn the work qf Engle (1960),fEdgle sod 1;1gstréet (1972), and
Remy - (1980). The focg;’on decision making‘ha: b 'ncremental: instru-
»ﬁentalist flavor,_and less atizution is paid to thecexamina:ion oE

&7
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values and ethics. Al'though valuetive-statements are not excluded from
considetation, they tend to be treated in a clanlficatory and ranking
fashion in nhich decisibns are intended to maximize outcomes along a
glven dlmension. Decision .making in the soéial studies was intellec-
tually derivatxve from work in psychology (Edwards 1963, pp. 34-41),
economics (Luce and Raiffa 1957), and political science (Riker and’

Y

‘Ordeshook 1973). The -general theme of these views was normative: How

.does one maximize expected utlllty’ It is the case, however, that the

underlying assumptions have been treated  relatively lightly in the

literature (Cherryholmes 1980a). ' ,

< The Dominant Usage of Social Science Knowledge

The foregoing characterization ofaapgroaches.to‘social and politi-
cal edqcétion in the United States has avoided &iscussing the theoreti-
cal and . institutional relationships between the social sciences and )
social studies educat%on. This is a complex topic; and .while only one
aspect will be discussed here, the argument to be presented is generalf

izable to other aspects of social studies education. The focus here

_will be on curriculum materials, with an illustrative example from one

of the most influential =nd successful American government high school

textbooks of the 1970s, American Political Behavior. Some aspects of

the telationship‘between American»political science and eocial studies
curriculum development wi:: be discusse.i. The reliance upon”SOoiel.
scientific information an' knowledge. as nonproblematic‘yill then be
critiquen, and finally i. will be shown why it is not reasonable’ to
expect this flawed dependence to change quickly.

“ In 19.  .Indiana University received a social stuniee curriculum
development gracnt. from the U"S. Office of "ducation which brovided the
initial funds to establish 'the Social Studies Development Cerrtar
(Wehllnrer 1980). The project was for the evelopment  of 9th- and
12th-grade materlals dealing with American pol itics. These were later
collapsed 1nto one-- secondary school textbook published  in 1952 ae

Amerlcan Polltlcal Behav1or, Whlch exemp 1f1ed much that characterlzed

the '"nmew social studies” (Mehlinger ard Patrlck l97¢, p- 6) Prior to

its publlcatlon, Magruder's American Government, Iltn ics hea;y focus on

governmental institutions, had commanded more than 80 percent of the

.

>
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American government textbook market for several decades. During. the

1970s Magruder's market poéitidn was substantially .eroded, in part

becanz2 of the impact of American Political Behavior. Furthermore, new

texts copyrighted'subsequent to 1972 have contained more material on
rolitical behavior than those preVious}y published. It is not clear
whether rhe.Mehlinger/Patrick'materials caused this shift in content or
whether they were merely-:the first. . )

The authors intended to devalop materials that deviated sharply
from those‘currently avaiiable, wblch were heavily descrlptlve and
institutional. Contemporary research on American pOllthS .was very
behavioral and positivist 1n orientation. Drawing upon this behav1ora1
research helged‘Mehlinger and Patrick to achieve a second goal: to per-
sona}iae knowledge.about-American government and ‘politics for students.
' Mehlinger and Patrick were clzar about their aseumptions as they
approached, sociar-seientific information and knowledge, and were thcught-

ful and consistent in developina their materials. ' Their goals, in sum-

mary, were: (1) to personallze soc1a1-sc1ent1€1c information and knowl-

edge, (2) to focus on behavior as an alternative to institutional

PR
————

description, and (3) to avoid appraising value Judoments and political

———

e

theory. Con51der the following . e

. . - . professionals and businessmen, upper-income people, and
collzge-educated people are more likely to prefer Republicans
than are manual workers, lower-income people, and high school
graduates.. . . . Before looking at further information about
political party preference, it is useful to emphasize the ..
limitations of suci: information as provided. . . [in the
accompanying tables]. Conclusions about the relationships
between social groups ‘and political party preference describe
what people tend to do. . . . Another limitation of conclu-
sions about social groups.and political party preference is
that ey describe tendencies of the past . ." . they do not:
predict the future with complete, accuracy. . . . A third
limitation of conclusions showing the relationship of social
groups and political attitudes and behavioy is that they dis-

: regard the personalrty factor (Yehllnoer and Patrick 1972,

pp. 225- 26‘. .-

The emplrlcal regularities reported in this section hadtbeen supported
by a large number of studies,. and it is significant_that they are

reported here because they had been passed over in other, more Iastitu-
tionally oriented, texts. It is also important to note what is treated
as problematic and what is ennsidered nonproblematic. The probvlematics

g: 1] : -
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in the'accompanying explanation deal with political party platforms

(pp- 226-227), the relationship of pOllthal party identification to
votino (pp. 228-230), and the influence of one's ‘individual 51tuatlon on
voting (pp-. 231-321. It is striking that social class, ideology, the
reletionship between golitical party ideology and ideologies associated
with otheg social instituzions,“anﬁ how these fadtors-are'related to
power relations ‘in society, with its charaéteristic distribution of
social values, are considered nonproblematlc.

To avoid efforts to interpret. and crltlcally appraise 1nterpreta-
‘tions is to objectify social phenomena. Ihe effect is to validate the
phenomena as they appear, to accept them as given. 'The outcome is that
studehts*only iearn about pofitical regularities and tendencies. Ameri-
can Political Behavior is among many curriculum materials in the United

States~§hich objectify social and political phenomena. To objectify

means : o . . .

a substantive orientation that believes that im the final
analysis there is a realm of basic, uninterpreted, havd facts
that serves as the foundation fgr all empirical knowledge.
The appeal of these "facts" presumably legitimizes empirical
ciaims about the world. . . . "Objectivism™ in the study of

" social and political life is not an innocent mistaken episte-
mological doctrine. It has dangerous consegquences insofar as
it tends to distort and reify !'facts" which are historically
conditioned--""facts" which reveal only" one among the many dif-
ferent possibilities that huﬂan action may taxe (Bernste11
~1976 pp. 111-12).

Much of the content and theory in American social and political

N

texts is considered fundamentally nonproblematic. This does not mean
that authors cannot be misinformed or that knowledge claims camnot turn
out to be erroneaus, but rather that such statements as "professionals
and bu51n~ssmen,'upper-lncome peopl end colleoe-educatea people are
more ° llKEIY “to prefer Republicans than are manual workers" (ﬁehlinger
and Patrick 1972, p. 223) are presented a- given, objective featuresﬁgﬁ__
the world. If §0c131 phenomena in textbooks are objecrified, the .pri-

‘mary - problem facing students s that of adjusting to those phenomena.

Fcr this reason it is not surprisii.g that emphasis on decision ~.i-ing

has been a mejor theme in contemporafY’soc;el stpdies thought (Engle
1960, Engle and Longstreet 1972, Remy 1980). ' o
The thrust of tr. latter argumedf is that an individual can

influence his or her future by calculatiag expected utilities in a deci-

. e, .
Ay g



Q

ERIC

Aruitoxt provided by Eic:

'D“
sion situation. Of course, it ‘makes seunse to enable students to

thoughtfully consider problems they face, their available alternatives,
their values, and expected dﬁtcames. But a view of social knowledge
which couches social action in terms of adjustment to a given social °

world presents a distorted plcture of social phenomena and knowledge of

_ society and is polltlcally conservatlve. " The message students receive’

is not that institutions are wrong but that individuals are wrong if

_they do not conform to. institutions. Emphasis on decision makiag gives

an advantage to.those who are already positioned to smoothly enter those

‘social and political institutions and contributes to unreflective social

reproduction. -

~ Legacy of Positivism in the Social Studies

Certa;n'inteklectuel traditions—-for example, the remnants of posi-
tivism embodied in the social sciences ‘as practiced in the United
Stafes——encourage the objectification of an external social world.where
knowledge is instrumental and utiliterien.'.Many contemporary social and
political texts implieitlf rely. on the eorrespondence theory of truth.

But the correspondence theory of truth, in which the truth of statements

" resides in their correspondence with objects, is epistemologically
- flawed (Prior 1967) and encourages objectification. The problem with

' this view is. that it is ontoiggically ambiguous. What does it mean to

compare statements with objects? Formal logic enables us to compare -
statements with statements, but elaborate methodologies and statistical
analyses are“re&uired by which only inferences are made about things.

When those inferences are reified and the quallflcaglons and tentative-
ness e;;11c1t in research methodoloay and statlstlcal analyses are for-

gotten, ignored, misunderstood, or never made explicit, thea objectifi-

-cation and the distortion aﬁd biases that go with it can occur.

One source of dlstortlon and bias in knowledge zlaims from social

‘research orlglnates in social institutions themselves. Social institu-

“

tions are patterned and repeated modes of behayidr whose organizational
structures sxpress socially preferred ways of doing -things.. Wolin cap-
tures this as follows: . . - '

A politically organized society contains definite institu-
tforal arrangements, certain widely shared understandings
regarding the location and use of political power, certain

Q7 .
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tions themselves. .

“, >

~

expectations about the locaticn~and use of pclitical power,
certain expectations about the claims. that organized society
can rightfully make upon its members. . . . TuiZ ensemble of
practices and beliefs may be said to form a paradigm in the
sense that the society tries to carry on its political 11fe
in accordance with them (Wolin 1968, p. 149).

It follows that accurate descriptions and "true" explanations of social
institutions also comtain theée moral paradigms. If the descriptions‘
and -explanations are not reflected up{ .. they give the ﬁmpression-that
social institutions are fixed and given and are not the result of his-

torical and cultural conditioning, even though the institutions could

have &éveloped differently. The aescriptions and etplanatlons 1mp11c1t1y

'contaln the commitments, values, and oollgatlonb of the social institu-.

The effect of_objéctifying social knowledge is to support impli—.

citly the dominant ideologie§‘of society without reflectiag on issues of

value znd commitment. Social studies as citizenship :ransmission zxpli-

[

citly intends to transmit simultaneously information about and a commit-

ment to social institutions; but in an unreflective manner; social
~

reproducfioﬁ is the goal. Social and political education taught as the"

socilal sciences, on the other hand, .often objectifies the social phenom—

'ena focused upor. Réflective inquiry is a- step in the direction of

[

looking at social values, but such reflectloq is often conceptualized
1ncrementall;—-exc1ud1no fundamental criticisa—-in the context of deci-
sion making and value analysis and clarlflcaglon. When one reflects on
social and political decisions while treating the institutionsﬁbithin
which the. dec151ons are made as nonproblematlc, the social values of the
institutiods permeate the reflections. Rad1ca1 reflectlon in terms of
knowledge and ideoldgical claims is nécessary if -sov _al and.polltlcal
education iS»té be true to the nature of social ‘phenomena and the auton-
omy of studéﬁts. Information necessary for radical refiection is not

present, for the most .part, in social and political .texts in-the United

N AY

States.

Some Requirements for Change

a

How would texta an. 30c1al studies 1nstruc ion be diff ferent if the

problems of obJect1f~-at;9n and reification are® to be avoided? It

Y -
A v
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should be noted that the following Euggestions‘apply to collegiate as
well as precollegiate instruction. . .

The first suggestion concerns the content of courses and texts.
Students. must ‘learn that. obJectlflcatlon and reification are dlstortlons
of social phenomena.. Two points need to be made here. One ‘deals with

the nature of social phenomena-—with social action and institutioas-—-the

other with statements about. social actions and institutions. Social
actichs and,institutions can be treated as given, naturally occurring
events or they can be viewed as phencmena that are, to quote Bernstein
(1976, p. 112), "hietorically conditioned—-"facts' which reveal Snly one
among . the many different p0551bitlt1es that human action may take." The
p01nt is that many social 1nst1tutions and actlons combine a valuatlve
with an emplrlcal commltment. If 1nst1tutlons and actions are treated
as simply thlnos in the world as aJ.vens" to be studled then the valu-
ative ccmponents of social institutions will be treated as objects;
reflection on 1nbt1tuttona1 commitments will not occur. Therefore, stu-

dents must learn that social institutions exist by choice; they are the

. intentional or unintentional products of human behavior, products of

history and culture. To study social institutions without reflecting on )
them as historical”and cultural'producte * without considerinv their
inherent valuative obligations and commi.nents is 'to distort then.

Concernlna Statemerits about sac1a1 pnenomena.. if ‘the phenomena

descrlbed or explained have normative: components, then accurate, and
valid statements’ about these phenomena will contain those norns and
values. But & social institution may be viewed differently hy different
individuals and groups assoc;ated with it. Therefore, statéments about_

institutions must be interpreted. ,Interpretation of social descriptions

"and explanations is necessary. But interpretations may be distorted, or

' they may represent the interests of only one group of people. To guard

against this possibility, a critical perspective is needed whereby the
layers of value and cémmitment are disciosed and peeled back. Such a
pétspective will»hake'}t more -difficult for social institutioms which

disproportionately benefit one.group or class to be justified in general

terms. Criticism becomes a méans to deal with false or distorted "con-

.sciousness (Habermas 1970). Textbooks could contain material that

]
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encourages students ‘to chink in ‘terms of the construction of social
ins;itufions arnd " of the 'need‘rfora interpretation and criticism.

The second suggestion comcerns the cénduct of ‘classes. Beyond
textbooks, classrocms should be organized so t;at interpretatizsc and
criticism are fostered. ‘Une generalized model caa be found in tae work
of Jurgen Habermas (1970) on communicative competence. Cherryholmes
(1980b, p. 22) has suggested a set éf necessary conditions for class%oom
discourse based on Habermas. These conditions are briefly summarized
here: . . .

1. Tﬁe teacher mustqbe committed té symmetrical, ncndominated

classroom discourse, the sole purpose of which is to pursue the better
(-2

argument. . ] o .

2. The teacher must communicate to students the norms of discourse
(see Habermas 1970 and Cherryholmes 1980a), incluéing the ﬁigﬁt‘df all
pérticipants to initiate comments, to huestion assertions and interpre-
tations, and to challénge theoretical and ethiral framewcrks.

3. . The teacher must enforce the norms of discourse and encourage
students to identify ‘deviations from them.- 

4. A basic foundation of information and knowledee must precede
discourse, and this as well as alternative interpretations»of events énd
institutions can be provided?in-part by text material. v

' 5. Studénts mﬁst acquire the skills needed to develop and evaluate

arguments. Interpretation and criticism are pursued as positions are

"stated and developed_in arguments., If students cannot make or recognize

valid arguments, they will not be able to critique interpretations

offered in textbooks or in classroom interactions.
This is an incomplete list of some necessary conditions for inter-

pretation and criticism which a;é dasigned to avoid objectification and

v

reification of events and institutions.

The Prospects for Change \

\

i

] What is the prospect for change in. curriculuz m;;erials? Major
changes in the immediate future in U.S. social §tddie§‘educafion do nmot
seem likely. To begin with, publishéré-have little or no incentives to :
produce critically oriented materials. I order to publish a'téxt'éiﬁéd"

at .the national market, a capital investment of apprdximatgly $400,000 .

4 »
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is required for a typical secondary school text and $2,400,000 for a K-6
elementary social studics series. Given theolarge'size.of these invest-
ments, publishers are naturally cautious in approaching the market. A

key consideration is that the materials must, appeal to teachers and

local cur-iculum specialists. Both preservice and inservice teacher

education, then, are crucial in creating the demand for certain kinds of

texts.

Treatment of theories of knoﬁledge, the nature of social phenomena,

. and the role of cr1t1c1sm and disccarse is xoticeably absent in most

social studies methods books in ‘the United States, although the Hunt and

Metcalf text (1968) is a limited and important exception. Often, soc1al

.studies methods texts reduce teaching to technidﬁe: how to write objec-

tives, run and analyze .a simulation, ask questions, clarify values, pre-
y : 1 P

.pare;a short lecture, and so on. To the extent that teaching is.reduced
‘to tech.:;-ae, the subtlety, complexity, valuational/facfoal'component,

and malleability of sociel phenomena become submerged and los: from

’

The ob,_ous vested 1ntErests of teachers are in classroon manage—

ment, . keeping students 1ntetested asslgnlng grades, avoiding contro-—

versy that °xtends beyond the school itself, and meeting adminaistrative

dlrectlves. Vot only do authors of soc1al studies methods books attend

to these needs, but Social Educatlon, Lhe major publlcatlon of the pri-

mary-' profe551onal" association in the field, the. Natlonal Council for

the Social Studies, awoidsythe'social criticism which is necessary to
understand knowledge claims’ in the social studies. Because-of its focus
on management and technioue”and its avoidance of research and critique,
the NCSS resemblee‘i trade union that is concerned with. the 1mmediate,
prac 1cal;interests of its members.’ A positivist fallacy, as it Jere,
is commlt,ed in NCSS publicatioas and presentations because knowledoe
claims ?rj created -- **qproblematlc. The problematlc’f§ the question :
of how to efP1cac1oeo_y present 1nformatlon and knowledge selected by
the - scholar.’ Soc1al and polltlcal educatlon in the United States seems

to do some thlngs qulte well--for example, contrlbutlng to social repro-

~duction rooted in l9th—century ideology and pollcy. Other efforts, sucn

"as promoting soc1al criticism and discou*se,.rejgfy at pvesent, at the

‘ . ~

margins oE educatlonal act1v1ty. :

A Y
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5.  REC=xT éS‘E;ZEOLOGICAL RESEARCH RELATINZ T CHILDREN'S SOCIAL
COCNITION AND ITS IMPLICATIONS FOR SOCIAL AR™ POLITICAL EDUCATION

By Judith Tormey-Purte

he ati~ctive "social" has beenm used as : 1m@ifier of a variety of
term=. Soxiia]l psychology has been z major bramcm of the field for m=mry
years. Marw papers presented s the Guildforc :omference discuss social
educar—mme—eriuration dealing wirT sarie=r, pr:sumably cast in the con-
“texs <& —zfxtmining and/or isprowine it. Th:  mEper concenmtrates upon
socta voemiTion—ar Sield of s=xdy prim=—2l wthin developmen:al
ps¥eholywy =mich ks =xperiemcex very -ac—3 Eowth in the last Z=w
ye=s “t wem:d b» Fmmossible ox review aZi <F this research in the
sp=e ..owes. bur a s=lection wE11 —mw= z= l.ewe— the flavor. In each
ca=z che cms=orch @i ] Je exawd=ed tc simw =5 ==iation to topies .znd
ob:zetiv-: . sor=al w=mwf poliz——al edreativ=. The nature of relatica—
ships = 2% sari=ble: =D ag==ill be nored Ix cases where studies
have atz=mrted to enE=mce a =c—ial/ccgmit . . act—tbute, that process
will * = -ribed. ' . . "

Scrial Comventions g= the Development £ Morality

—— - e e e

Tt 'tz= late 19060s and early 1970s the psvchological theory and

resez.x=r WFich was of greatasst imterest to soci=" studies educators wes
related =0 tie work of Piagerr and the moral dew=lopment theory of Kohl-
berg. & Spugh there have Seex many useful ideas derived from these
framewr—==,, :there have also === serious misconceptions. First, there
has- beec a .—.*:end?ncy ‘to forus m biological maturation and to stress the
age bommmries which hawe beae: suggested as delimiting stages. This
misses the ewsence of the dewalopmental process as both Piaget and Kohl-
berg -defized it--the interacTixm between the child and the environnfent.
! Because &£ = combination of *:i:rlogical- maturation and interaction with
the physi—=. enviromment (Sc— =xample, tryving out méntél schéma and
‘transfor==xg those whiclf\zr= rmadequate), development through éogbnitive
stages == r=od1d during ch‘Eﬁmﬁ'. Unlike simple motoric achj.évements
(;uch ;aEE:abY's‘tdrqing Dwers,, which ‘are likely to be de‘temined pri-

marily == ;tysiollogical matur=tion and can therefore be expected to
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occus ‘for normzl babies within 3 ==latively small age range, cognitive
devecopment dmpends on This inSetzTay of maturation and experience—-é.n
interplay betsseeer T¥= internal amic the extermal. ' _

the age wndaries placed om st3ges ind=zate the sequence of devel-
opmTit and the approximate ages wWe=mr certair-abilities may Be éresent.
It »: the recogaition of tie constartly shifting balance between dssimi-
lat=ng new informatign © old strr—ures and zccommodating structures to
bazefn::i.lize mex 2xpariaspee that-mest ident=fies = developmental posi—
ti:m:... There has Seen 20 unfortomae= tendency: in some of the attempts to
uge -~muicive jevelowsental tiemasy o see it averyrigidwzy—as
prexiume Txe application of c==aim other met*wds derived froc learn-
ing ther—y (@dw.-aéy or modeling) or as limitine the discussion of moral

coacepts unt:l the child's matural moral develsgment has progressed to z

certain lewed_ Hecently, when r=Flecting on = success of varicms
moral emcsETiwr mrograms., XKohiberg Wimself -samwae =zpainst such rigid
applicar=m= '

I nos Z=lfawe that the concests xTuiding mr—=' aducation must
be pzer:r “indocririzative." TIhk=s is trme="7 =ecessity in a
world = &hichk childrex engage in steali=z  =freating, and
aggression ant So @xi~h one camoot wait uc—I: cirildrean reach
the ZZf== stage Im Qrcer to =%£31 directly wizth their moral

‘behmeiar (Xohlberz 1973, p. Sa). ,

It is zZisp w=toflunat= that Tme cognitive developmental positic-
has beccme sc <losely identified ==z moral developme—t. For social =d
political ecdxzetors, *Yere are ots==r importzant eleme=<s of the dc\}ela-p—
mental aznd <he 2ducatlive processes Hhi(\:?l 2o anot fall neatly into txe
"moral' catesars.

Turiel "=273) zzues that the derstanding of social cognitioz in
children has beer 32l¢ back by the failure to distinzzish between tir=e
domains of social ==eriimce—the woral, the persou=l, and the social-
conventional. Turiel »oimss out that previous worl_c —as tended to cchn~

fuse the moral == r® soczzl-conventional domains:

« . . soclal coe=ztIions zre behavioral uniformities that
coordinate the =—dons of individuals participating in a
social system. =2= swch, ccuventions constitute shared knowl-- -
. edge of umifors3Tias in sc.ial interactions. Examples of
social couwentzomael acts include uniformities in modes of
dress, usages == Zzxr=s of address ami modes of greeting.
Social comveatizmal icts are .somewhat arbitrary in that they
do not have am Zetrmsically prescriptive bafsis. . . . The

93
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individual's concepts of social.convention are, therefore,
.closely relatec to his or her concepts of social organizatton
(Turiel 1978, p. 51).

Turiel believes that some of the research which has purported to deal
with moral development has really been concerned with social conventions-—-
-for example, studie; of children's willingness to dlsobey rules regarding
"forbidden" toys and children's responses to concepts of rules in marbles
(on which much of Piaget's work on morality was based). : -

Turiel reserves the.term "moralf to apply to a much more limited
set of issues: the value of life, physical and psychological harm to
others, violations of rlohts, and deprlvations of something' to which the
person is entitled. The comsideration of what is moral in areas such as

- —hese, according to Turiel, has its scurce not in arbitrary conventions
Telatad to social ‘institutions but rather in consideraticns ralated to
underlying concepts of justice.

Nucci and Turiel conducted an observational study of preschool
children in ten. schools and'then interviewed the children about observed
events soon after'(Nucci and Turiel 1978). It was possible tc distin-
guish between children's responses to acts which violated sociz! conven-
tions (for example, standing rather than sitting while eating, or spill-
1no sand out of the sandbox) and acts which were moral transgressions

_(for examplé, a person intentionally hitting another). Eightv-three
percent of the events were classified into the same category by adult
observers and children who were interviewed. Children responded that
moral transgresslons were wrong regardless of whether there was a rule
prohihiting the behavior. '

. In anotker study, more than 80 percent of children ages 6 through
17 said that it would be all right if everyore in another country

_ decided to change a soc1al eonventlon--for example, to play a game by
different rules. In_contrast, in response to a question as to whether

v

it would be all right to steal in a country where there was no rule

against stealing, the distribntion was nearly rever;ed, with no more
than 30 percent at any age levelvanéwering ves. . '
Turiel also criticizes Piaget'é and Kohlberg's moral development
theories because they state that the acquisition of higher levels of
morality'eecure when principles of justice displace conventional judg-
ments. In Turiel's view, cenvention is not a lower form of moralitv but

- S
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tion aSned Mhat if someone in another country was arrestec aracthe

s

a separate set of constructs which individuals use in dealing wivu 2: -{r
social enviromments. .

Turiel also reports the results of a cross-sectiomal stum— wWgIcH
attemptea to delineate a series of stages describimg indivicazls'
responses to social conventioms as a domain dearly semzrate fram moral—
ity. At early levels, observed uniformities restrict =xildrer’s con-
cepts of social organization. At later ages a concret= and, iate . 2
more abstract conception of social organizarion is foemd. TFiz: Ly,
social couventions are viewed as functioning *o coordimzre scciz int=r-
actions.

_Although no studies have attempted to raise the level ar <mich
children view social conventions, Turiel suggests that incividuzls
progress through these stages as part of a dialectic process in yhdch
one level represents the affirmation of a principle and the mex epr=
sents its negation. Individuals use several methods for gatiering Imfor-
mation about their social enviromment. They symbolically take I B

spective of others and engage in observation, communicatioh, 2d {mita-

tion. It is probable that further work will extend and test t- 1S
about the developmental process.

An attempt to* apply the distinction between the moral - 2
soéial-conventional“ has been made by Torney and Brice (1979). - RN

children ages 9 throuah 13 were asked questlons taken dlrectr_-' 7. op ot

Universal Declaration of Human Rights, phrased so as to inves= :3:2

whether they viewed the rights enumerated therein as matters a7 aliey
‘or of social convention. For example, the young pebple weres 2d,
"Suppose that in another country it was decided that :Lt was 2l - 1t to

put someone in prison for several years without OOIIE to courr — having’

a trial. In that country they had no laws saying th=t peoplea=c_ £ have _

a trial befo re being put in jail. Would that be right?" Ano>==- ques-
police thought that he was guilty, but the person wouldn't == it.

Would_ it be right if there was a law that said that the police 'u:;uld~
beat the person to get him to admit to .the crime or to get evidenc2?"
In response to these ciuestions (and others like ~'tl').ezn dealing with “=sic
human rights, such as the right not to be heid in slazery) more ti=ax 90
percent of the children said that no law enacted by a country could

. 1o;

-
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Jjus—===" ==tions which vioi=red rights in chis wey. In other words,
thesee e matters of morality, not of sorisl conventionm.

* lizical irstitutions—iave elements S moth the social-conventisnal
Zml: ¢ 3woral. It may be useful to distimewish betwe=es moral aspects of
==T"zemsstip (obeying laws regarding asszalt and The -, for example) and i
spe—>= 3F citizenship whick are closer—o surcial! comventions (obeying
laws =gAcTTng the use of parks). The Zormer wii . probably be seen b
" Teen 25 universal in ciaracter; tramsgressicas: would be wroag _
<heiner - T mot laws existed. Basic human Tgh+: a==defined in inter- ”
~at_-ma’’ irstruments seem to-fit into this =reg-ry.. Civil and-political
Tig—r=s viewed in reference to the national gowernment) may fall into
eitm> morality or social convention (or in Yeswmeen).

Perspective Taking . /.

== concept of egocentrism--the child's #nability to v1ew a situa--
—on =—=r a point of view other than his or —er own—was cenﬁral to nuch
of Piasat's early work on communication. It has also been of comsider—
abie importance in the social cognition area. Piaget's early investiga-
tions concentrated on children’'s ability = view a perceptual display as
iz wnaﬁﬁ.ebpeer to someone stapding in a—osition different from their
own. More-recent research has concentratad om the child's ability to
take a momegocentric point of view regardiitg a cognitive or social situ-
atiom. i ' . |

"lavell who did the first major work in this area, stated that

when a child falls to take the perspectlwe of another individuel, there

"are four possible reasons for the failure: the child may be (1) unaware

of the existence of a different perspectiva. (2)'unawefe that the situa-
tion requires that a differenf perspective be taken, (3)-unable.t9‘maig4
tain an adequate representatien of the others perspective while inhiBit-.
ing bis or her own, and (4) unable to responc sppropriately, even though
understanding the other' s per spectlve, to mod=y behavicr (Flavell et al.
1968). '

Accorling to Flavell the first compor=xt, awareness of the exis-
tence of other perspectives, emerges durimg early childhood. ©<With
regard to the need for another perspective in a given situation, the

child may be aware that different people hawa different perepectives but

102

-

95 : .



may mor .be able o identify situations which require thz: Zmother point
of view be takem. Evidence for agerrelated changes in ti== component
can >= drawn frme sstudies on referemrial commmication; =— has been
shome chat older w—rildren are increasingly aware of the mecessity of
atmmxcting to the =hawacteristics of their listeners wher—ommunicating
(Gluxwsberg et al. IF7; Glucksberg et al. 1966). TFor ===mmple, older
cx_Zheen speak d&=ereely to a normal adult listener te=r tc cme’ who
s been blindfolSsd. ' '
In the thirc cmgwment of ‘Flavell's model, it is asswmed that the

-2lid . is- able to inixid=r his or her own.perspective. For sxample, in a
s« - of cartoons deveioped by Chandler (1973) the child is asked to
d: z=ibe the events in a seven-picture sequence. Three pictures are
Zr=2 removed, and:tEE“:hild is asked to retell the story from the p:r-
sp=crTive of someone Mo arrived late and does not have zccess to certain
information. It is -ecessary for the child to suppress his or her own
pesspective (that -3 knowledge of the original story)- in order to
rexall the story c<:ir tectly from the point of view of the latecomer. A
recently developed test using puppets, wh%ch does not dépend-on chil-
dren's verbal abil==v, shows the existence of thiS‘componentleven in
four- and fi;e-year-old children (Brice and Torney-Purta, forthcoming).

The fourth camponent of Flavell's mod=l, application, refers to the
ability to respond appropriately to the other s perspective in modifying
one -'own\behaVior. In addition to factors such as "verbal ability,
there may also be situational characteristics which tend to -either
eliCit or inhibit produﬂtion of an appropriate message. .

Many attempts have been made to chart the .course of develoonent of
perspective  taking: Nearly all’ thevstudies find an 1ncrease-w1th age in
this abiiity, but there is oonsiderable'argument_about whether the_typa
oE'perspectiQe taking found io two- or three-yearfoldé is really-the
sSame ability defined hy Flaveil or Piaget. There is reasonable agree-
ment that iv is not until miadle childhood, however, that young people:
are able to identify the emotions of people who are markedly diSSlmilar
to themselves in important ways or who are in unfamiliar situations. It
is also at this age that they become able to view a social episode from

the perspective of each participant efore coordinatino the diEferent

: VieWPOints (Shantz 1976).
T 105
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In addition to studies tracing the=dewelopmental course, there has
been some research to determine what ifmds of experiemres enhance
perspective-taking ability.- A study wit= Zour- and five-wear-old normal
children used three conditions: ten ===jons of4guidei constructive ”
pl=y .in small groups oﬁ;éonsecutive;days:[for example, building a house
or train, using materials provided), tec sessions of dramaric play_(for
example, an 4maginary situztion set in = -esrauraat or doctor's office),
and a control -without group activity (Br=s- and Brainerd 1979). Several
measures or perceptual,.affective, and —openitive perspective taking were
admini§tered before the pl;y sessions and again afterward. Although
there Gere_no significant differences .amoug the three groups on the pre-
test, there were substantial and signiZicant differences on the posttest
in the direction of enhanced performsmce by those who had participated
in dramatic or constqgctiveqplay when compared with thar of the control-
group children, who had had no play sxperience. The amthors concluded
that it is possible to enhance perspectiwe taking in youﬁg-children
through adult-guided play activities evem over a short time period.
Other -esearch has investigated the possibilities that delay in the
development of perspective~taking skills is linked *o social deviaace

and that such skills can be enhanced by practice - raking roles and

. observing one's own role behavior. Chandler found that.45 chronically

delinquent boys aged 11-13 were deficient in social/cognitive role tak- .
ing when comparéd with nondelinquents. Members of an experimental.group
spent one half-hour z week for ten weeks making videotapes of skits
involving characters of their own age and observing their own berfof-
ﬁances-in different roles in the skits. The delinquents who parfiei—

pated in this training improved more in their role-taking ability and

- showed less subsequent dslinquency than a matched group which made ™

animated cartoons or films about their neighborhood inlwhich,they_
neither performed differert roles nor watched their own béhavior.
Selman has. proposed a series of stages.in the development of role-
taking ébility and has abplied his.fih&ings to both improé?ng educa-
ticaal p;ogfaﬁs and treating-clinical problems. . Selmarr, Jaquette, and

Lavin (1977) set forth an éxpan&ed sequehce of stages in four areas of

-pe;Spective taking: physical/cdgnitive, self, friendship, gﬂz‘peér

o
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group. Tme== authors believe that each individuel operates at similar
levels wi=~ —=gard to self, frieﬁds; and peers.

_ Le— o= t=ke an example related to children's understaﬁding of peer-
group lowelTty. At the first stege, loyalﬁy is seen as a matter of /

physical —oximity (being with a group because everyone is holding
" /l i

/

hands); =&t the second;stage, loyalty is unilateral obedience to a ,
leader; &zt the third”étege, it is an exchange of favors in teamwork; at’ /
the fourth stage, loyalty is seen as the individual's contribution to /An

ongoing communal whole; at the final stage, it is an agreement to give K

- up one's personal goals for the sake of group goals (Selman et al. 1977,

p. 269}. Selman and his associates found that children who experienced

disorde—ed relations at home and in school fail to develop'as rapidly as
. >

others through these stages of social reasoning (which are‘;gosely

related to perspective taking).
Selman also developed and used filmstrip/discussion programs to

enhance the social role-taking abilities of children aged 6. to 12 which

resulted in gains in role-taking ability, especially when teachers con-

tinued to use similar group-discussion methods over a long period.

Selman views such research on organizing and describing behavior as

‘useful for the design of intervention to optimize the development of

role-taking ability. Although most of those who study social cognition
would agree with this aim, not all agree with Selman that the stages are

so clearly delimited or that there is such close paralfelism between the

areas. ) ' Tx\\‘m

Other authors have attempted to relate perspe»tive-ﬁeﬁiﬁg a ity

to other kinds of behavior. Kurdek (1978}'foun&‘eorrelations ranging
from .00 to .30 between moral judgment measures fand perspective'taking.

. By . :
A parallel. set of correlations between perspective taking and moral

behavior (which Kurdék defines as equivalent to altruistic behavior)
ranged from .00 to .35. Kurdek concluded:

The venture of searching for the cognitive component of
various facets of children's moral development, in short,
remains defensible, and-—perspective-taking ability is the
front_running candidate Ior the position (Kurdek 1978, p. 23).

In summary, - perspective taking (especially in cognitive and social.
ccntexts) has a close relationship to many of the aims and objectives of

sdciel education.. Social and political education programs frequently

| 7 - 185
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are intended to increase effective communication; the ability to see the
point of view of the listener is intimately connected with communication
skills. Courses'im~intergzggg;agi_igtefhational relations stress
empathy.’ The global perspective has been widely discussed. The train-
ing research shows that positive social telations (especially with
peers) and opportunities for self-observation play an important rolelin
fostering perspective taking. With recent advances in mfasurement, it
may soon be possible to include measures of perspective:takino as cri—
teria in assessing social studies programs--especially for evaluating
group dlscussion and simulation partlclpatlon, which have been dlfflcult
to assess in the past. Clearly,.there are individual differences in
perspective-taking ability. In the case of those whHo are deficient, it

may be possible to_enhance this ability by using educational techniques

similar to those used by psychologists.

Children's Views of Social Instltutions

Furth and his associates (Furth et al 1976 Furth 1980) studled
.the constructlon of a mental framework for understandlng social 1nst1tu—
tions by English 5~ to l1-year-olds, using a free-response format
deslgned to elicit processes of thought about social and economic instl—
tutions rather -han knowledge of facts. -They questioned 5- and 6-year-.
old children about adults performing occupations and found that young
children saw little conflict between what individuals liked to do and
their rcles; the children fozused on external or physical aspects of
roles (for example, the uniform worn), and they were egotypical in their
approach. The.egotypical response, which is related to cognitive ego-
centrism, is a generalization from personal experiehce to an entire
lnstitution. For example, a young child assumes _that all teachets or
_bus drivers are like the ones he or she knows. This;egotypic-reasoning
gives way tovmore stereotypic perceptions as the'child becomes familiar
wtih mass-media presentations. At a still later stage, the child dif-

ferentiates the personalities of individual role occupants from the

>

"social roles."” .
“. In the years between 7 and about 11, children begin to check knowl-

edge of particular individuals against that of a system of relationmships. '

Children aged 5 or 6 may be characterized as being at a stage at which

.
e
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the_social world is undifferentiated, regulated according to the per—
sonal wishes of individuals, free of conflict, lacking in historlcal
dimensions, and egotypical. Furthermore, government and community have
little meaning. At 12 the distinction between personal and societal
‘roles is basic; life 1is Open to both tension and improvement, and
community/government is at least vaguely understood. Furth (1980) cate-
gorizes this progression as a '"development of equillbratlon process,

for several reasons, including the following:

' -—Chlldren [ thlnklng about societal events is different from, not

+

- simply knowing less of, adult notions.
—It is also original and not merely a copy of adult models.
-Developmental stages can be meaningfully delineated. .

His analysis of interviews needs further explanation before the exact

character of the equilibrative process becomes clear.

Furth's most interesting arguments concerning process deal with
actual’intervieus in which he observed-children becoming convinced over
the course of the discussion that old modes of thinking ate”inadeQuate
and playfully éxperimenting with new assumptions:

Those situations [developmental experiences] indicate spon--

taneous thinking and especially expanding .progress in socie-

tal understanding. The children on their own ask questions

that reveal an internal conflict. . . ; they express discon-

tent about their own opinions and correct themselves. . . .,

Thcre are some occasions when the process of equilibration is

" particularly active in the children. 1In response to an
inter~al disturbance they .reach out to a new balance. The
social setting of these occasions is eminently suitable to

- developmental experience. The children are cooperating in
conversation with another person who, although an adult,

takes the children's viewpoints totally seriously in a non-

corrective and supportive fashion. They are like two peers,

working together on a common problem (Furth 1980, pp. 91-92).

Furth and his colleagues realize, however, that the one-to-one
relationship between interviewer and child cannot be replicated fre-
quently-ln the clessroom. They stress the.importance of paying speciel
attention to the child's' understanding of the sociel world, not simply
fostering cognitive/logical abilities while hoping that the child will

" come - to apply them to. personal relations. and social institutions. They

state:

This [understanding of social institutions] is an integral
part of intellectual development, particularly at an histori-
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" cal time when the fabric of. social institutions with its ~ =~ _
advanced degree of technology, bureaucraty, and commercialism
is no 1longer readily. observable to a normally curious
child. . . . I am not suggesting that the schools should
) "teach" the social insights . . . just as I do not hold that
they should teach Piaget's physical logical  tasks. . . . SN
[There are] consequences which cculd be realized, however, in
the setting up of an educational . . . enviroament that would
.Intentionally nourish and foster the child's soc*al thinking
' as an obligatory component of overall intellectual health
N (Furth et’al. 1976, p. 373).

The growth of 1ncrea51ng1y mature concepts of social and economic
institutions is closely conneg;ed with the aims of social education.
And Furth's model is clearly a developmental one. He stresses as clearly
as any researcher reviewed here the fytility of expecting the transmis-
~~sion of factual materlal to result in stable or mature concepts of ‘social’
institutions. The 1mp11catlon of his argumeént for social education
, appears to be that the teacher should structure the available-knowledge
and permlt expressions of Oy;nlon, almost as a peer would. Whenever
po<51b~e, the teacher mlght stimulate the ChlLd S .own, awareness of the )

inadequacy of immature modes of thznklng but w1thout maklng direct

—

attempts to influence that thinking. ~

Although they are more closely connected with the field of polltl-
cal soclallzatlon than with social cognition, there are.two studies |
* which should be mentioned because they, like Furth's, 'have concerned_______
- themselnes with children's biens of social institutione. Connell inter-
viewed Australian chlldren and concluded :by comparing their knowledge
about ‘the phy51calewor1d “with thelr knowledge about the social world:

" The ¢ ildren can exert oo influence on politics themselves.
Now a chlld'learns about the physical world. in. large measure -
by. operating on it; by holding, biting, and mov*ne toys, by
walking -around ‘a playgrouad, by 'squashing plasticine, by dis-
: mantllng a car engine. He learns zbout his intimate social
///env1ronment also, in large measure, through the reacticns of
"others to his own advances and enterprises. But the child®
cannot do this to his political environment. . . . So the - .-
. child's political thought is not constrained by political ' . .
“ .. reality, and the persistence of gross misconception and
- "~ implausible myths is made possible (Connell 1971, :p. 22).

° This presentatlon suggests a process. qulte 51m11ar ‘to that_described by
Furth. . L ‘ - ‘
A survey of political socialization and c1v1c educatlon conducted
by Torney, Oppenhelm, and Farnen;(l975) assessed adclescents' and pteado-
. 3. ) . g
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1escents' soc1a1 conceptions in ten nations, using a more structured
framework. hxamlnlno ch11dren s perceptions of such institutions as the
police, laws, the otflce of pres1dent or prime m1n1scer, labor unions,
and the democratic system, they noted the existehte of five stages which
* - are not very different from these described by other authors: Stage
one-vague and inarticulate notions, with the emergence of one or two
institutions (usuallv the. po11ce) in somewhat more concrete form. Stage
two-—a sheltered view, in which institutions are seen as promoting har-

Standing, sett11no dlsagreements)

- monizing values (creating wund
Stages three and four--a realigftic view, w1th considerable understandlno

of both cohesive and diyvisive/functions. Stage five--skepticism (not

present in all countries).
Moral development, soci 1.conventions, perspective taking, and con;

ceptions of social .institutions have now been rev1ewed as they have

been studled 1n a developme tal framework. The studies show that, wlth

increasing age, from childhpod to adolescence, these social cognltlons
- improve in quality. There/also seems to be_some commonality;in the

kinds ct experience foupd' to enhdnce development; including  social

'experience with pegfs and one-to-one relationships with adults.

Soclal Learnlng Theory

So much of the/attentlon of social studles educators has been;‘
focuseéd. on the cognﬁtive/moral developmental model that the soclal
learnlno theory approach_has been given 11ttle attentlon. There are .

cle&r dlfferences between these theoretlcal posltlons, but publlcatlons

3

. such_as Social Learn1ng Theory (Bandura 1977) take considerable account

., of cognltlve factors. In fact, th1s book mloht almost have been, titled

"Cognltlve Social Learnlno Theory. - It flts quite well, therefore, into’

' thls d1scus31on of soc;al cognltlon.
+ . Social learnlng theory is st111 not a developmental theory, however.
) It does not descrlbe speclflc \t'uctures wh1ch change sequentially, nor
does it describe the cumulat1Ve environmentagﬁojganlsmlc 1nterchanoe that
, promotes development in the way that Plaget and Kohlbero do.' Staae
seQuences are. not part of social- learnlno theory, althouOh cognitlve

medlatorsmplay an 1mportant_role, ' L N A

’
¢
\
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Bandura identifies four distinct and important processes governing

observational learning. Under "attentional processes,” he includes
-vational ! :
models—provided for the child which vary according to their distinctive

characteristics and their complexity. He points to the characteristics
n of the observer but gives'little;attention to-age. Social learning
theory has traditicnally maintained .that the processes of acquiring

behavior througp observatlonal learning are the same. for both children

o

- and adults.-
: A second major category of processes governing observational learn-

. ing ‘deals with retention. Whether an individual retains over time the -
behavior that he or she has observed depends‘on‘sucﬁ‘factors—as—the—sym-m
bolic coding of that behavior, the cognitive organization of- ‘the indi-
vidual, and opportun1t1es for reliearsal of that behavior. The emphasis
on cogn1t1ve and symbolic processes is new within the last flve years.
The theory no longer ma1nta1ns that the only_1mportant character1st1c of
the observer is h1s or her relnforcement h1story.y ' '

~—"A"t'h1rd qategorya of_,p.rocesses governlng &:servatlonal learnlno is

termed by Bandura "motor reproductlon processes. --This category deals

with aspects of the process which result in: actlon, not merely attitude
or Judgment.~ Perhaps these processes best 1ndicate how soc1al Learnlng
theory can flll’the gaps left by - co°n1t1ve developmental theory

itk
The - fourth _category, motlvatlonal processes--and‘its d1st1nct10n

e N

'}, : between external re1nforcement,' v1carlous relnforcement,:and self-’
., . ‘reinforcement--ls of special iaterest. Self-reward is the aspect of
EE motlvatlon ‘which is of the greatestiimportance to educators. _Harter/,,
. (1978), who has 1nvest1gated the’ developmental«course_oéfsome concepts
: whlch are: closely related to: spbcial learning theoryf‘argues-that during
chlldhood two systems are 1nternallzed--a self-reward _system - and. a
'-.systam of mastery goals. These two systems ‘together allow children - to
oA s
evaluate behav1or and to self-relnforce that behav1or which lives up to
‘their internallzed standards. The 1ntr1n51cally motrvated 1nd1v1dual in’.
th1s formulatlon ds one who can operate on a relatively "thin schedule"
.- © of relnforcement--that is, relnforcement 1s necessary only occaslonally
to conflrm the 1nd1v1dual S sense, of competence. There’ are, of’ coursek

individual - dlfferences in- the strength -of th1s 1ntr1n51c motlvatlon,

whlch Harter descr1bes at some length

- ~ - . .~
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Notions about intrinsic motivation, and particularly about how
intrinsic motivation is affacted by processes of motivation and types of
reinforcement, have great relevance for social education. Teachers will
not be available to reinforce behavior once children leave their class-
rooms. Systems of vicarious reinforcement (so important in modeling)
and self-reinforcementlmust be relied omn to maintain behavior. In

general, while cognitive deve}opmental-theory is precise about develop-

. mental changes and vague about processes of change which are instituted

from outside the individual, social learning theory is precise about.

change process and gives little attention to development.

/
/

Altruistic and Prosocial Behavior

Muny experimental studies of aitruistic and proeocial behavior have
used the modeling approach derived from social learning theory. The *
most common definition of prosocial .behavior is actions that are

intended to -aid or, beneflt another person or group of people without the,

:actor-s anticipation of external reward" (Mussenm and Eisenberg-Berg

1977,,5; 3). It has_been difficult in'practice to make sure that the -

individual has no'anticipation of reward, even when none is pronised

:Donatino funds to charitable causes and helpino persons in distress

(rescuing) ,are the measures " of prosocial or altruistic behavior used

most frequently in research. ' Such researcn is’ best conducfgd by askung

fchildren to help ° ‘or donate to strangers rather than/friends, since” an

'1nportant aim ,of social education is to help chLI/ren relate socially L

.and psychoIOOically to strangers as well as/acﬁualntances.

Rice and Grusec (1975) compared the effects ‘on children's behavior

of a-model’ s~verba1izations with the effects of a model's actionms. They/

3found that both the verbalization of the intention to give to charity .

and the ‘actual behavior of cv:l.v:l.ng to char1ty influenced 7- to ll-year-old
children S sub:equent donations (in comparison to the benavior of 'a con-
trOi group to which no model was presented). These effects were nain-

tained oyer periods of up to four months. Rice and Grusec reported fromf

-their findings in' a -later study, . that'subJects who were in coaflict about

) appropriate behavior vere likely :to be influenced by either: verba117a-

tion or action- those not in conflict required exposure to ‘the action

model 1n order for the. 1nf1uence to be substantial. Providing a model

A
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-=Very few studles have been done’ with adolescents, who may in fact be

- of the desired behavior is usually found to be more effective than

preaching, although some studies have found that the‘effects of observ-
ing an altruistic mcdel are enhanced if the child also receives some
exhortation about the social norm of sharing or helping (Bryan and Walbek
1970). '

A study by Sprafkin, Llebert, aud Foulos (1975) investigated the
effects upon children of prosocial behavior displayed in television pro—
grams. Those who viewed a Lassie episode in which a prosocial act was

an integral part of the plot heiped more in a subsequent task than did

subjects exposed to a Lassie program without such an episode or those

who viewed a2 neutral film. Leifer, Gordon, and Graves (1974) concluded
from a literature review that prosocial TV often had some influence on
self-control, nur turance, and cooperatlon, as well as on the behaviors
speclfically modeled. e ‘ -
All llterature reviews (Bryan 1975; Mussen and Elsenberg erg 1977;
?ushton 1976) concluded that older - chlldren (11 or 12) are moze likely’

to engage in altrulstlc behav1or than are younger children - (5 ‘or 6).

less likely than younger ch11dren to benave altrulstlcally. o

If chlldren are made to feel that they have recelved an undeserved
.reward in a task, they are more likely to donate, accordlno to a study
by Long and Lerner (1974). Wlller and Smith- (1977) investigated "equlty )
“stress in 9- and 10—year-olds. The students donated more when they
felt they had been overpaid than when thelr reward seemed approprlate or-
too little. The deserv1ngness of ‘the v1ctim" to whom donatlons were’

made 1nf1uenced donatlon only in the approprlate and underredarded con-

g
5

“

dltlons. Thus it appears that even young. children have some sens1t1v1ty -

to equltable and 1nequ1tab1e dlstrlbution,of resources.:

AlthouOh the majorrty of research has been. conducted within . . the.
soclal learning framework there have been some studles of aICIUlSth-
behav1or using. elements from the cognltlve/developmental‘polnt oE v1ew.

A recent.study by Barrett and.Xarrow (1977) suggested that a certaln

. level of awareness of .perspectives and of the'implications3of-others'

ibehavior‘may be a necessary.precondition for prosocial behaviorf"A

study of” children aged 5- through 8 at’ a summer camp found that amono~

_those who were hloh in soclal-inferevtlal abilities, the _more assertlve ’

o
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children were more likely to help. Among those with lower levels of
perspective-taking, there was no relation between assertiveness'and pro-
social behavior. Oden and Asher (1977) demonstrated with 9- and 10-year-
olds that coaching socially solitary children in the skills related to
perspecti;e taking (such as cooperation and communication) was successful
in both the long term and the short term in-increasing the sociometric
status of isolated children. Staub (1971‘ trained kindergarten children,
in a role—playing task, to understand 'and express the feelings of indl-
viduals in dlstress. The next day they were given the opportunity to
come to the a1d of someone in distress. Girls who had been trained in
role playing responded more frequently than did girls in a.control group, -
and the effects endured over a one-week period. ﬁesults were somewhat
more mixed for boys.~ ' _

Two/studies conducted hy Sims (cited in Staub.1§79) demcnstrated
the;;ole cf cognltlve factors and group identlficaticn in prosocial
'behav1or. In the first. study it Was found that stressino the common e
‘racial group of- the subJect and the potential recipient produced hlgher

,,///donations among 9-. and 10-year-olds., This finding is consonant Wlth
that of other research which shows that slmllarlty of characteristlcs in
'aeneral enhances positive behavior. In the second study the use of quas--
tlons to ellcit expression of ‘the consequences of the* child' behavior;'“
on other children s feellnas resulted 1n.h1gher levels “of donatlon by ‘

girls. . Rl |

Staub has_heen_interestediin the role of _participatory learnlna in-
stimulatlnw prosoclal behav*or.t>fzgg’ review of a number of studies .
donz in his laboratory ¢ud elsewhere, Staub draws the following conclu-

,Sions about s:Iuations wiZEch are llkely to enhance later prosoclal

Lo

behav1or.

* ' —A semse of benefiting others.
--A semse of respon51bilixy for others welfare.
_—-A semse of personal effectiveness.- B

——Verbal communlcation (which can’affect the degree to which
“self-attribution takes place and can contribute to the
". development of a cognitlwe network about the self, the wel~

fare oE others).

-—The opportunity for.role ‘taking,’ which mdy enable a chlld
to appreciate others' needs' and their ‘related feelings.

(Staub 1979, pp. 215-16)
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Rushton (1976) made an interesting distinction within the realm of
prosccia; behavior which relates it to the issue of. motivation. He
argued that there are four possible motivations for altruistic behavior.
Flrst, ‘there is empathy, which is closely related to emotional or affec-
t1ve perspectlve taklna; the child experiences the feelings of someone
else who needs help and behaves accordin01y. A second poss1b111ty is
normative motivation; in most societies a. positive value is placed on
behaving a1tru1st1ca11y, and this norm may motivate such behavior.
Teachers frequentfy attempt't0~use this motivation. In the thjird case,
reciprocity motivation; the child may share something with another in
the hope that the other will rec1procate at some ‘later time. The fourth _

‘Totive is fairness or justice, the motivation force of "equity distress."

Prosocial or altruistic behavior is a common - thread whlch t1es ®

i ///’toéether many of _the ob3ect1ves of social education. The research” in .
this area suogests the vital 1mportance of prov1d1na models of" behav1or,’
helplna children- to make verballzatlons and positive self-attrlbutlons
regardlna behavior, enhancIno opportun1t1es for experlenclna others
perspect1ves and empathy, 1ett1ng children “see the’beneflts of” the pro-
social action they enoage iny and movrng beyond_the,mere exhortatlon of
good works. Both peer .and” authority relat1ons are 1nportant -and " a
. variety .of motlvatlons nay be engaaed. Eart of ‘the power of .the research
in this area ft"lmprov1ng soc1al education comes from the fact that

.

these processes are apparentlyAeffectlve across a relat1ve1y broad age

span, though 11tt1e.1s yet known ‘about adolescents., These methods “also
seem to be more powerful in. c1assrooms, where ch11dren ‘can etperlence
. the reactlons of others and: where various potent1a1 reward structures

. can“be cOmblned than 1n the psvchologlcal laboratory. . --.‘ﬂ“ —

.

“

- ¥ v - ' -, _ Recommendations L.

“

On the baslsrof thls rev1ew of connections between recent research

and soc1a1 educat1on, 1et me brlefly sketch goals/fd{ achlevement in the ..

et

o next decade which mlght be carr1ed forward by collabofatlve work across

ndtions. A number of - structures or processes—-for example, clear1n°--
- 7 . houses, collaboratlve research, confergfices,’ and' publlcatlonsg-mlght,be

1nvolved.
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1. To develop models for -evaluating social education programs,
using measures derived from and validated in research on social
cognition—particularly areas such as perspective taking and prosocial

behavior.. .
2. . To explore conceptual 11nks between perspectlve taking, con-

cepts of social conventions and institutioms, moral Judonent and
behavior, self and vicarious reinforcement, and various kinds of pro-
social and altruistic behavior in order to formulate social education
objectives more adequately and st;mulate-further research.

3. To encourage the exploration by educators of methods which
take into account the processes found to enhance social cognition in
research (peer or nonjudgmental adult relations, fostering of cognitive
‘links and self—attribqtion:processes, concern for nerelopment;of self-
reinforcing'processes, use of adult.ncdels of prosocial hehavior) =0
that both the methods and the understandlng of the processes may ‘e
enhanced. ST . ' o - . A : S .

" 4. To explore the ‘differential suitability of these models of

social cognitlon in different’ natlonallcultural settings with regard to
. each of the obJectives above 'and to  the potentlal connection of this

"kind of research w1th that which comes from other p01nts of v1ew

’

i < .
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6. SOCIAL EDUCATION AND: SOCTAL CHANGE:
CONSTRAINTS OF THE HIDDEN CURRICULA .
By Roger Fielding
e This paper questions the extent to which social education, in this
- case specifically sociology, can provide an "oppositional" curriculum
which can effectively challenge the legitimacy of the status quo of»ourp
society and genuinely encourage our students to be crirlcs of their
ksocietv. ‘
The alternatzve is that our social education may be perceived as
- just ‘more. normal school " not noticeably more relevant to the world
-outside the classroom than any other aspect of schooling. I address
N ‘this question via. a consideration of the. ;nature -of the hidden cnrricu-;
.lum, ‘and in . doing so I identify three "hidden" curricula: the hidden
curriculum of assessment,_the h1dden curriculmr of schooling; and the
;.hidden curriculumﬂof_rhe.socio]ogy classroom. I consider the problems
R iof each of _these hid&en -curricula before inspecting some, ways by which . .
) ._we ndght approach -an "oppositional ‘curricalun” and thereby avoid the |

_hidden currlcula 1mplications of "normal schooling.

o

< N -

The Hldd:n Curriculum of Assessment

MeiOhan ¢1973) snggesten that_at its szmnlest the_idea ofna_hidden__l__
. curriculum refers to- the va:xery.of unintendet,consequences of: the ways
in which teachers. organize learning for their s.udents. Hargreaves
,(1978) sug ested that the idea of 3 bldden curriculum referssto the
noticn that ‘teachers’ ‘teach, and puplls learn, ‘far. more than what appears
]in the official curriculum Traditionally, suggested Hargreaves, the
hidden curriculum Ras been defined as everything taught in schools which
_ 1s not part of  the. officlal curriculum. ‘ThHe rich diversity of xhe ‘
}?insights the,notion is: able to plovide-stems from the surprisingly wide .-
variety of such unintended consequences to- the organization of learningsf;
'i.as it might conventionally be understood.. I shall begin therefore by
illustrating the more. obvious (and perhaps more easily recoonized and ’I
'l .gaccepted) relationship of the hidden. curriculum to assessment and examl—
nations. B o0 _'Q _"-_ "‘f ' , L
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Mardle and Walker (1980) note that there is nothing new about the
idea that within educational settings there is ‘some form of hidden

message or curriculum by which one learns what is acceptable behavior

- and what is not, what ieads to rewards and what to sanctions.  They

suggest that this idea is well documented from primary schools (Nash
1973; Barnes et al. .1969) to secondary schools (Hughes et al. 1958;
Miller and Parlett 1976). The connecting thread between these works is

" the notiod that what is really learned in institutional education is the

necessity for individual or collec*ive identification of "what is

wanted" and how to supply it--or not——suggest Mardle and Walker (1980)
This is the Simplest notion of the hidden curriculum, the messages

associated with the means students find they must use in order to gain

high grades and- other academic awards. Snyder (1971).developed ‘this

. notionfof the hidden curriculum. He suggested that_the-formal, or

e

"visible,"&curriculum is "translated"'bylthe students into discrete and ~
" manageable tasks to be mastered. ‘The syllabus of . the hidden’ curriculum :
. therefore becomes the’ tasks which students need to complete in order to -

. get the highest possible.orades Wlth the least possible effort.

Snyder noted that students initiaily come to grips in practical

‘terms with the formal curriculum—-their option schemes, the rules Wlth

‘_-reoard to essay writing and "handino—in" dates, and so: on. . The next
* stage is to narrow their focus to ‘the actual tasks which Wlll form the

-Vba$1$ of . assessment——the essays to be written, the examinations’ to be

taken \the coveraoe of the syllabus which;might be needed;;the»books

‘or chapters to be read for class,“and so on. It is at-this stage that

students initially experience the’ dissonance between the "formal" cur--

" riculum and the hidden"curriculmm, with its "latent covert, tasks

.inferred . as the basis for reward in“that particular setting (Snyder

"1971) « Students translate ., the understanding of physics English or

.sociolooy into mastery of a set of tasks which _may have very little to

do with- learning or even with real knowledge. The ‘central task of the

.hidden curriculum has become the learning of» which. patterns of behavior

. are 'tribally or institutionally sanctioned The Mtribal™ sanctioninO.

here refers. to the potentially significant role of student culture:in -

_the articulation development, and maintenance of ‘certain aspects of the

. hidden curriculum. In summary,»for Snyder,.the "hidden curriculum -com~-
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prises those aspects of the formal curriculum which are not reflected in
i-stated learning objectives and thus cannot be assessed by standardiz_ed°

or teacher-made tests.

A notion of hidden curriculum similar to that of Snyder s was used

by Miller and Parlett (1974) in their study of the examination system.
" An issue ra1sed_by Snyder S study—-differential learner recognition of
the hidden curriculum—was addressed by Miller and Parlett. Students
wére found to be differentially "deaf" or conscious of examination
"cues" given by'their:teachers. "Cue-conscious" students=—or their
more-active colleagues,. thé "cue—seekers"-:explicitly ""played the exam
game" or "worked -the system.". Such notions recogniae the existence of a
L hidden curriculum and’ suggest that some students are -more aware.of it
- " than: others-—some work the- system, - other Just work hard. ) Lo

- Willer and Parlett also suggested that different types of students,
while sharing the same v1s1ble or formal curr1culum, respond to varying
h1dden curr1cula.- Moreover, they . went on .to suggest tha: these differ-

'ent h1dden curricula could be assoc1ated w1th disparate amounts of suc—

—

cess in- examinations. _

- With reference to differential learner - recognition of the hidden

T _ curr1culum, Hargreaves (1978) suggests that” because many pupils do not - .
. protest overtly and expllcltly against the h1dden currlculum, the . .
messages of the hidden curriculum are successfully cOmmunicated. The

h1dden currlculum, suggests Hargreaves, will be successfully communi-

cated only as long as it remains hidden. This. notlon of the h1dden<cur-“

r1culum, then,'essentially reinforces the idea of a relationship between

:. assessment procedures and examinations and pupils strategles,for CQplno.

‘with: these constraints. s tL o ' ‘ o ’
‘ Haroreaves recognizes-Holt (1974) as beino among the first to

- detect the pervasive power -0f the h1ddeu curriculum. Holt argued that
the hidden curr1culum=rested on fear--fear of. Eailure embarrassnent,
loss of status, disapproval and punishment. For Holt the hidden cwré'

r1culum was antieducational " essentially destructive of the of ficial -

curr1culum and productive of "bad"'pupils.5 The hidden curriculum was

R ‘ ant1educational 1nasmuch as it undermzned the obJectives of the official

el g

curriculum by. leading pupils to concentrate on acqu1r1ng=survival skills

h related to pleasino the teacher and satisfying his demands. _In this
T a N ;
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sense, Holt's hidden curriculum is similar to that of Sayder's (1971);
it is one of fear of failure, because pupils' motivations for pleasing
° the teacher are based on fear. - Pupils, reports Holt, were "afraid of
failing, afraid of being kept back, afraid of being called stupid,
afraid of feeling themselves -stupid.” 'Holt saw these fears as almost
wholly bad and as.destructive of pupils' intelligence)and capacity.

The Hidden Curriculum of Schooling

If the notion’ of hidden curriculmn is restricted solely to its
relationship to assessment aud .examination (important thouah that rela-
tionship may be), it loses much of its potency for a more radical analy-
sis of education. - The hidden curriculum, in a W1der sense, is not
limited to conveying messages about what is, or what is not, examinable'
At clearly'carries«many other messages as well. Indeed, the powerful
eriticisms of "schooling" and the ideas of the- "deschoolers" are based

on the idea of the h1dden currlculum of contemporary schools. While the

"offlcial" curriculum is education,'_the w1der consequence of ‘the hidden .

curr1culmm 1s schooling and all that term has come to convey.'

"3Illlch clalmed that

“to understand what 1t means to de-school society e . . We

: © must focus .on the hidden ‘curriculum of schooling'. ... to

’ call attention to the fact that the ceremonial or r1tual of L
schooling itself const1tutes such a hidden curr1cu1um (Illich

s ’ 19717 _ R . s
| .o At least one, but only one,. aspect of Illich s h1dden curr1culum is
similar to Snyder S more - conservative conception, and ‘that relates to
Illich's "myth of measurement of values.” Illich pointed out that’ .-
schools'initiate young people into;a world where everything can. be-
measured.: People who haue been thus "schooled dowmn to size," Illich
) suggested. will let unmeasured experience slip out :of their hands.~.—
-lllllch s suggestion here- that cnis particular aspect of the hidden cur— .
: r1culum Wlll An fact'serve to inform pupils world view=-a world ‘where *
veverythina .can’ be measured-is clearly an advance€ on Snyder, and it
furnishes a much more radical insight. In summary, for . Illich the

hidden curr1culum refers essentially to "the structure of schoolina as

. opposed to what happens in school."”
‘In commenting upon an earlier draft of " this paper, Irv1ng ﬂorrissett

.(1930) pointed out that much of what is included in the hidden curr1culum

. . s 1 o >
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of schooling may well be desired by "the establishment" and is thus not

ing, then, may notnbe'that it is "unintended” but that it is not

explicit. In this connection, Dale (1977) suggested that teachers often
did not choose whether to perform %he functions of the hidden curricu-
lum. They need- not consclously acqulesce, since the performance of the

functions of the hidden curriculum is made an essential, not a voluntary

.part of teaching by the structural context.of their teaching. ' The

teacher fulfills these functions, then, because of such structural con-
straints..as teacher/pupil ratio, the fact that not all students have
chosen to be in school, and the size and type of school. Dale_suggested

that such®structural. constraints make it impossible for avteacher to

wholly "unintended." The essence of this hidden curriculum of school-.

’

~

avoid participation‘in the hidden curriculum. The combination of "having .

to teach them something" and the particular circumstances, r=sources,
and context in.which that act1v1ty must take place.compels teachers to
carry out ‘erucial parts of the -hidden currlculual of schoollng.
Haroreaves (1978) refers to the orlevous error'" he made in his
earlier work -on the social relatlons of a secondary school‘fhargreaves
1967). He now believes ‘that in .referring to rebelllous puplls as the
"delinquescent sub-culture,' he encouraged the. idea that such puolls'
represented a dlstlnct ‘and deV1ant minority- for whom speclal causal
explanatlons and curatlve measures should. be sought. In the light of
the _idea of a hidden currlculum, Haroreaves rev1sed h1s ideas and came

to 1nterpret the "dellnquescent sub-culture ~as -a. protest aoalnst the

hidden curriculum on behalf of a much w1der populatlon of worklno-class JJ

T
‘13

people. The - protest; therefore, of the."dellnquescent sub—culture was

only Incldentally against the. formal currlculum and malnly against the

-hldden currlculum. For Hargreaves, Wfllis s -(1977) - study ofcworklng-

lass boys represents a simllar i1l ustratlon of ‘the, protests agalnst the

hldden currlculum of schoollno These boys reacted to- ‘the hidden cur—'
rlculum of thelr schoollng by 1nvert1ng the mental/manual dlstlnctlon of
schools, by which they were found\wantlng, and affirming themselves

-

through” mascullnlty and manual ‘labor. - One unintended consequence of

schoollno illustrated ty Wlllls, tnerefgre,\was the strengthenlno of the'

boys sexist attltudes.u

-
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Henry (1963) be ieved that'it is through the hidden curriculum of

schooling that the. -mOSt basic and powerful cultural lessons of Western

llaoodll

society are taught.f'The hidden currlculum, for Henry, produces
citizZens who can fit into :the society, having learned all theif cultural
lessons effectively.’ Henry compared the hidden curriculum to a communi-
cations system, such .as a telephone or radio, with the hidden curriculum

being the unnoticed "noise" that comes aiong with the spoken message,

. —the formal currlculum.

Sllberman (1971) suggested that the hidden curriculum consists of a
-set of rules, rout1nes, and procedures des1gned to mold individual
behav1or to the requirements of institutional 11v1ng. Apple (1979) also

suggests that°students learn a set of tacit norms,:values, and disposi;

' tional expectations and routines of school, "day in and day out," for a

nurmber of years. Although the demands of the hidden curriculum may .con-
tradict each other, students‘have, in’fact, 11ttle choice but to find

ways of conformlng to 1nst1tutIonal expectatlons.f These expectations,

suggests Sllberman,’are generall, presented as "moral imperatives"““—u\

rather than slmply as functional nrocedures whlch may be d1sregarded

‘when of no further use.’ ) : o . /

. Jackson (1971) descrlbed a school env1ronment in which "delay,

- denial and interruption" are inevitable consequences of the problemsof

. - . R
institutional living in schools and of the need to manage the "soclal

traffic" of the classzoom.- Essentially, Jackson made the point that

much of a student s time is spent waltlngzzggr\gnnner, for the tpacher,

for the sloWer students, or for the end of the lesson. H: sugges
that learnina how to™live in schools involves learnina how to give up

desire as well as waiting for‘its fulfillment.. WNot everyone,who wants

,,,/,//Eo’speak can be heard and not all\students questionsgcan-be aaswered

Q
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'satlsfactorlly, nor, observed Jackso\\\can all students requests be

granted. "Interruption" is an obvious ‘eature of classroom life, and
students' attention - dur:.n° lessons is constantly 1nterruoted by the
teacher or by other’ students. Jackson went on to explore the strategles
that students develop . to adapt to such features of school llfe and the
way these ‘'strategies may complement or contradlct the process of learn-

ing. He summarized thése issues 'by suggesting thatsthere are two cur-

- . “ <

" tions simplj by virtue of living in and having to cope with the institu- -

.
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ricula in every school and’every classroom:. the official curriculsm,
which might.have at its core the "three Rs," and the "unofficial or per-“
haps even hidden" curriculum. Jackson represented this latter curricu-
lum by alluding to another set of "Rs"--rules, regulations, and rou-
tines. He continued with the observation that the reward system of the
school 1is actually tied to both curricala—-if not more closely related,
in fact, to mastery of the hidden curriculum:’ conformity to institu-
tional expectations can lead to praise, while lack ot.it can lead to
trouble. . Students are expected to be intellectually curious and aggres-
sive, - yet at the sameftime passive and conforming (Jackson 1951).

Pollard (1980) makes the point that teachers sually attempt to set
up routines, procedures, and standards which are then offered. as ﬁthe
way to do things." This\attempt to impose routines stems from the )
threats to the teacher's interests posed by so large a number of chil-
dren, and it is the "hidden curriculum of routine" which the teacher
uses as a primary means oéﬂdefense against tnis pressure of numbers.
Denscombe (1980) similarly suggests that the nidden curriculum of the
classroom stems from the isolation and autonomy of the teacher in the
closed classroom.

e

" Some" of the broader messages of the hidden curriculum were cited by

- Lister a//follows"” C

;f—Schoolino and education are the same thing.
S

.~ -—Education ‘ends when schooling ends.
--ncarning is the result of teachino.

~-Learning is the mastery of the curriculum. The curriculum
is a commodity '

-—Knowledge is divided into packagé@ (subJects/topics)

-Learning is linear-—&nowledge comes in sequential curricula

and graded exercises. == -
) --Speciglist knowledoe is the %ind which is most Hiahly/
- esteemed. . - .

g -Economically esteemed knowledge is thefresult of profes-
....... — ——siomal téaching S SEister/1972 p. 93) : iy .

Postman  and Welnoartner presented a list of messages communicatéd
by the structure of the classroom itself--messages not listed among the

g ; of ficial alms of teacners. .

—-Passive acceptance is a more desirable .response to ideas
than- active criticism. *
1&
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--Discovering knowledge is beyond the power of students and
is, in any case, none of their business.

.-Recall is the highest form of intellectual achievement, and
_the collection of unrelated "facts is the goal of educa-
tion. B

--The voice of authority is to be trusted and valued more
than independent judgment..

-One s. own ideas and those of one s classmates are inconse-'
‘quential.

-—Feelings are irrelevant in education.

—There is- always a single, unambiguous Right Answer to a-
question. .". . (Postman = and Weingartner 1969)

Postman and Weingartner went on to posit, albeit lightheartedly, a "vac-
cination theory of. education," which they suggested was similarly comnu-
'nicated;by the structure of schooling. This theory suggests that a sub-
ject is something you "take," and when you have "raken it," you have

© "had it," and if you have "had it,'S'you are immune and need not "take

it" again.
Eggieston (1977), drawing on Jackson (1968), listed seven, goals that -
he considered to be central to the notion of a hidden curriculum:

—Learning to "live in crowds,. 1nvolving the postponement or
even the denial ‘of personal desires.. \

—Learning to use or lose time\ tolerating bo?edom and pas-
sivity as. an inevitable cumponent of being-in- ‘the class-

- .

--Learning to accept assessment\by others, not only by
| teachers but also by fellow pupﬁls.,

--Learning how to competelto‘please both teachers and fellow
‘students in order to obtain-their praise, reward and esteem
by appropriate behavior

- --Learning how to live ‘in a hierarchical society and to be
- differentiated in the process, +.. . developing a capacity
to live.with. and to tolerate social differentiation is a
widely evident .consequence of the hidden curriculum

-Learning ways, with one's fellow students, to control the
speed and progress “of .what the teacher presents in the
official curriculum. :

-<Learning shared meaninos-with ‘the aid of an established
shorthand or restricted code of language . . . allowing
teachers and students to_affirm to each other that they

.. know and understand the " procedures in which they are both
. involved (Eggleston 1977 pp. 111-12)
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The notion that the hidden curriculum is somehow communicated
through the "structure" of schoollng perhapa needs more attention.
Postman and Weingartner (1969) sugaested that the message is communi-
cated through '"the role of the. teacher, the role of the student, the
rules ofvtﬁeir verbal game, -the rights that are assigned; the arrange-
ments made for communication, and"doings' that are praised or cen-

sured." Bowles and G1ntls (1976) suggested that the structure of social

'relations in education not only accustoms students to the dlsc1p11ne of

the wor&place but also develops the types of personal demeanor, modes of

//selffpresentatlon and self-lmage, and_social class identifications which

" they saw as crucial ingredients "of job adequacy. In short and more

sbecifically, stated Bowles and‘GiAtis, the social relationships of edu-
cation replicate t} ‘hierarchical division of labor. Alienated labor,
they suggested//;;hieflected in students' lack of control over their .-
educatioﬁf/ Bowles and Gintis suggested further that different levels of
education feed people 1nto different levels withln the occupatlonal
structure and, correspondlnaly, exhibit. an internal organlzatlon whlch

is similar to tnat of the hlerarchlqal d1v151on of labor. For example,

‘lower levels: in educatlon limit and channel tke act1v1t1es of their

students, whzle lower levels in the production hierarchy emphasize rule}

following. Higher levels in education emphasize social relationshios

congruent with the nighe~ levels of the production hierarchy--for exam-
ple, the capacity to worx without supervision and the de51rab111ty of
internaliziag the norms of the enterprise. Even within a single school,
suggested.Bowles and Gintis, the social telatlonsh;ps of différent
"tracks" tend to conform to differemt behavioral norms: students either
master one type of behavioral regulation and are channeled into the. cor-
responding level in 'the hierarchy of productlon or are allowed to

progress to the next -and higher level. Bowles and Gintis called this

‘the "correspondence principle" and suggested that hlaher educatlon, no
P 28

‘less so than schooling, had taken its place in the process by whlch the

class structure of advanced capitalism is ;gproduced (Bowles and Gintis_

pu—y

1976). .

-

The notion of hidden® curriculum, therefore, has several referents.

In a&dition to the principle of "selective negligence,"” a.long list of

messages 1s conveyed by the structure and the social relations of school-

128
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ingQ Some of these_messages are received by allﬂpupils;.the impact of :
others; as illustrated,by‘Bowles and Gintis, 1is dependent upon social
class. The impact of other aspects of the hidden curriculum not dis-
cussed here may depend upon gender or“other'characteristics (see, for
example,‘Davies,1975"Weighan.and Doherty 1975; Pavies and-Heighan

19 5). Finally, as we have seen, certain common aspects of the hidden
curriculum may be differentially recognized ‘by students, as illustrated
by the differences between the responses of the "cue-deaf" and those of

the cue—seekers"’in studies of higher education (Miller and_Parlett
1976) . | -

The Hidden Curriculum of the Classrooh

P
Hargreaves (1978) contributed to the identification of yet another
aspect of‘the hidden curriculum. He referred to the '"first curriculum”
(the'formal and official curriculum), the "second curriculum" (which we -
might call the hidden curriculum, ‘however that rotion is understood), -
and yet a "third curriculumg ~which he described ¢s the hidden curricu-
lum of the official curriculum In making such a distinction, Hargreaves
drew attention to a third concepfualization of the hidden curriculum—-one ’
that can be differentiated from the. hidden curriculum of assessment and )
the hidden curriculum of the structure of schooling: Haroreaves s "third -
curricalum” is the hidden curriculum of the official curriculum or the

+ "content" of schooling, which I shall now consider with specific refer-

3 -
. H

‘ence to the subject of soc1olooy.
' Perhaps an easily recognized illustration of the idea of a hidden

curriculum specifically related to a sociology classroom is the popular
notion that sociology is "subversive" in some way. While it has some-

times been suOgested‘that sociolooy is—deliberately'tauOht in a way

which mlght ‘subvert, a popular suspicion is that however it is taught it
will be subversive. While charges of deliberate subversion may on occa-
sion contain some elemeuts of truth--in which cases such efforts would
not qualify as conveying a hidden curriculum--the suspicion that subver;=.
sion may be an ‘unintended consequence of sociolooy teaching makes a go?d

starting p01nt for consideration of-the hldden curriculum specific to a

sociology classroom.

. .
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Meighan' noted several reasons why sociology might be 1nev1tably

¢

"disturbing 8 ‘ z

-[SociologY] casts_doubts uponqthe notion of individual
accountability far actions and suggests an alternative
insight into the complex, collective social nature of human

act 1ons .

—Sociologists . - . refuse to take situations at their face
value and are neither able to accept.official definitions
- of situations uncritically nor those of the participants . . .
* everyone - and everything is open to suspicion. :
’ - ’ .

o

—Sociology [intends] to improve on "common sense" [and] this
threatens the - taken—-for-granted aspects of social behavior
and exposes some of the folk interpretations on which
behavior is based, as false or distorted.

—~The discipline takes on a relative; nonethnocentric view-
point. ‘Comparative studies . . . [thus] expose the
accepted and familiar ways of behav1no to comparisons which

- may be interpreted as unfavorable. This approach allows
one to be part of one's own culture yet at the same time
out of it. (ME10han 1973, p. 165)

However. Meighan noted Berger s (1971) argument that sociology can be

simultaneously radical and conservative:

Sociology, [Berger] eoncludes, is only subversive in a spe-.

cific way through its.liberating effects on consciousness but

. : in this  process it also points up the social limits of free-

. dom and the importance of triviality and mere routine as

C e necessary. conditions for both individual and collective
sanity (Meighan 1973 P. 166)

_ Townley (l979) made a similar point in revieving'an integrated‘

social studies‘course'designed'for 10~ to 12—year-olds,‘Man: A Course of -

‘Study (MACOS), which he described as being the most complex and sophis-
ticated piece of curriculum development ever undertaken in the social
T studies ‘or humanities; Townley reported that the, course provoked a
;polar range of tesnonses dn_those who had used it: S

Criticisms came from both "left" and "right.". In the United
States there 'was.a furor because it was felt by many to be
_too radical, while in Britain, there was a feeling that it is
too conservative! . . . There is a view, in Britain, that “he
course is writtee within a functionalist perspective; tha.

A .there is too great an emphasis on order, harmony, cooperation
and consensus (Townley 1979, p. 187).

.. : Reeves (1976) also looked at the hidden curriculum of sociology
: £
teaching. He suggested that, while soc1ology can be ideological, ‘there
'1s a need to distinguish between the . message of the subJect -and the '

effect_it might have on a student. He illustrated his claim that soci-
\‘l . . - . - . - N -
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ology can be ideological with’ a number of’ examples of ways in which the
ideological potential oﬁ,sociology may -be realized, both in terms of
what might be taught and in'terms of what~might be omitted. He noted,
for example,.the seeningly w1daspread belief amonQQZSZISISEIEEs that
',uni&ersity‘so;iolqu~is the "real thing" and that evetything,else is
just a watered-down version of it. Reeves suggestzd that social studies.
in particular is generally seen as "social" only insofar as it is the
opposite 6f("unsocial“ﬁ ‘and . that often it serves only as a batt of the
"ideological control of manual workers." Reeves also cited the 1deolog-.
ical~ significance of the distinctions betwee - soc1ology, economlcs,
polltics, and anthropology, as these distinctions serve to limit the
~ explanatory power of each sdbject. Gouldner. (1970) made a similar point
‘with his observation that socielogy is’ primarily concerned w1th social
order and social integration without regard.for the economic aspects of
social order. . . . .

Apple (1979) points out that social'stndies in the curriculum often
encouragés tacit acceptance of the idea that society is Basically'a
cooperative system—-a nalue orientation wnich hé1b§~determine the ques-

" tionms that one asksiand the educaxional expériences one designs for stu-
dents. The lack of treatment of conflict in most social studies curric- -
'ula and classrooms; helSuggests, reinforces the hidden curricnlar mes—
sages of what he has called the "deep structure" of schooling. Apple
goes on to descrlbe alternative approaches whlch may allow that hidden
curriculum to be, at least partlally, counterbala.t-d. Among these he
‘inclndes the éomparatlve study of revolutions--for example, the Ameri-
can, French, Russian, Portuguese, and Chinese tevglutionSJ-which,w?uld
fbcus'npon "the properties .of thé'human condition.that cause and are “
ameliorated by internersonal_cdnflict" (Apple 1979, p. 92). Anotner
suggestion is the study df the uses of conflict in the legal and economic
rlahts movements of blacks, women, and workers, tn show these activities'
as legitimate models of action. The fact that laws had to be broken and
were later struck down by the courts is not, suggests Apple, usually

focused upon in social studies.curricn;a. <

N o . ‘-. .
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A Starting Point for an "Oppositional"’Curriculum' _ L

One of the central practical questions prompted by the hidden-
currlculum approach to sociology teaching has to dowith the extent to -////

- - which the subject of sociology either provides an "oppositional" curric—,

'ulum or simply becomes part of "normal school" for students not notice-
_ably different from other subjects nor more relevant to the work outside

the classroom. An "oppositional™ currlculum would lead inevitably to

‘challenges to taken-for-granted,. common-sense assunptions about the rela-
tionships~between.teachers and pupils, criteria of h1gh and low ability,

designations of success and failure, and so on.

In the case'of.sociology, Vulliamy (1973) has suggested that
teachers and taught should "“do sociology" together. ‘The sociology cur-
riculum would attempt to interprety\he sociological assumptions that
both teachers and students continually make during everyday discussion
and interaction. Vulliamy suggested that only when we have developed
such a questionino attitude will students become aware of ‘the possibil-
ity of actually shaping their world, as opposed_to being shaped by:it.

~Whitty (1976), however, suggested thatjsuch-new.directions‘in'sociology
have been treated as incremental additions to existing’content in soci-
ology.courses-either.as rew "facts" about everyday life or as new per-
spectives.to be learned about, along with all the others. None of these

- approaches, Whitty araued has radically challenged the sta‘tus quo in
the way Vullfamy proposed, and thus none is llKely to lead teachers into
conflict s1tuat1ons in e1ther school ot society Sociology will be per-
-ceived as just more normal school" until it acually and effectively

- challenges tue existing soc1al relations of school &nowledge. My ques—
tioning,_therefore of sociology s provision of an oppositional" cur-
»riculum,_as opposed to its simple integration into :"normal school,"
seems to address as problematic both the structure of schooling and the.'
content of sociology lessons in schools as well as the more pertinent
features of sociology's hidden curriculum.- ‘

Irving Morrissett has suagested (1980) that such teaching/learnina
situations present four possible outcomes.

R Teachers do not 1ntend for their students td become social

crities, and the students do not become social critics.




\

—p
2. Teachers QQ:BéE intend" for their students to become. social
‘critics, but the-studentldo become social . critics. '
: 3. Teachers do intend for their students to become social cri-
tics, but the students do not cet the itch.

4. Teachers do intend for their students to become socialvcri-

- ties, and the students do become social critics.
' I feel I am essentially dealing here,” in a practical sense, with
the third situation listed above. I must declare my stance in favor of
intended outcomes and.say that I hope we do intend for our students to
become social critics. Why, then, do our students not "get the itch" in
spite of our intentions? .The primary reason may .be thebpersistence of
the hidden curriculbr messages of "normal school" with reference to
assessment, to the broader structure of schooling, and to the speclfic
messages which invade even our social and political classrooms.

Some of the issues raised here were addressed in Britain by the
Joint Matriculation Board and University “of Birmingham Project for
Advanced Level Syllabuses and Examinations (JPALSE),, in partlcular by
the study'group~associated With this'proJect which prepared_a.scheme for
an "Integrated Social Science"»advance;level.course{ The proposals of
this study group went some way toward operationalizing the imperative
that students and teachers should "do sociology" tcoether, in contrast
to the advance—level schemes in sociology currently available from most
British examinatlon boards. The course design, as described by Welohan
(1976), advocatéd three’ linked features: (1) 2 student-centered
approach, (2) the use of practical experiences, and (3) a network
approach to content. ‘ .

MeiOhan contrasted these features with current practices in social
science teaching at A level, which he identified as conslstino of the
following characterlstics. (l) a teacher-centered approach (2) reli-
ance on third- or ‘fourth-hand experiences (often codified in textbooks)r
and (3) a linpear, hierarchical, or concentric approach to content
(Meighan 1976). ‘ | |

A student-centered approach, Melohan suggested would involve stu-
dents' partlcipation in the planning, execution, and assessment of the
learaing experience;‘a_cooperative teaching method in which students

learn from each other_and from materials structured by the teacher; with



!
the teacher'acting as guide and consultant durine the learning process;
and a participative teaching method" based on direct observations,'
"{nvolvement experiences," and simulations (see, for example, Flelding

- and Anderson 1979). He. explained that the use of practical experiences,

.

or -"learning by .doing," involves the structured use of three kinds of

educational experience.

) 1. First-hand experience. Here the student is conceived as
"doing" social science. Whenever possible he will be
1nvolved in the ‘analysis of social groups as a participant
member.

"""" 2. Second-hand experience. The criterion for secoad-hand
o : experience is that the students study data gathered by and
- concepts formulated by others. .

- 3. Third-hand experience. The criterion for third-hand
experience is that students study the analysis of data or the
representation of problems made by commentators (books,
films, seminars, tutorials, formal lectures, articles).

) (Meighan 1976, p. 128)

Meighan suggested that the "network approach to content” stems from.

a need for a less rigid and "absolutist" view of knowledge than thar
represented in existing syllabuses.: While ad ‘absolutist view of knowl-
edge effectively ensyres'a tezcher—-centered or“"instructional" approach
to teaching and learning, the more-relativist "network" theory of knowl- .
edge allows for more dezision making by students wnd permlts an approach -
// . to teaching and learaing which utilizes first-hand etperience.’ The
-‘3 study group attempted to clarify the main characteristics of a "network
'approach to content" as follows: . o

--The content is seen essentially as a network of interactlng,
overlappino features, ."and; "thus; is not a linear, concentric,
cyclical or hierarchical syllabus.

—

—-It follows that a course should start anywhere in a network.

—-Each item raises questions about some of the others and any
of these may be the next item for investigation.

--Items may also be reinvestigated after a study of related
. topics.

—-Members of a course could individualize their way through
this network, or be group taught, or a combination of both.
(Meighan 1976, p- 129) .

These features of the proposed "Inteorated Social Science" A—level

™~

course would serve to guard against the danger, warned of by Whitty
(1976), that new directions in sociology might be treated simply as
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incremental addltlons to exlstlno content. Certain1y~such a course

would serve_ to challenge the ex1st1ng soc1a1 relations of achool knowl-~

~

edve in a number of ways:

The practical outcome of the student—centered approach advo-
cated would involve a series of discussious and negotiations
with students ‘at .the start of a course on what to start - °*
learning, how to learn it, how to organize it, and how learn-
ing. might be evaluated. The role of the teacher in this
course would therefore. contrast with the traditional role of
teacher as inmstructor. -

The use of practical experiences, in conjnnction with the

student-centered approach, also challenges the rigid, abso-

lutist view of knowledge represented in existing syllabuses,

which has in the past effectively ensured teacher-centered

instructional approaches.  The network approach which repre-

sents a more relativist’ theory of knowledge allows the flexi-
- bility needed -to accommodate the decision-making of students
" .and the increased ruse of flrstéhand experlences. (Meighan

1976) » - .
Meighan concluded his report bn the ideas of the'study group by comment~

1ng that the course became know1 to the members of the group as a "do-

it-yourself" enterprise, reflecting some of the ideas of Postman and

. Wélngartner (1959) about the need for students to become "meaning

makers.™ ' . _
The Socidiogy Wbrkshog,experiments at th% University of Keele,
begun in 1973, are one example within British higher education of an
attempt to introduce radically different forms of teacﬁing and learning.
The ‘workshop idea~emerged from triticisnS'of a new curriculum introduced
at Keele in 1969 which cons1sted of a compuleory "theory and methods"
element and a choice of optlons.' The focus of these criticisms was on
the lecture/tutorial system of the compnlsory element and on the way in
which this seemed to contradict the aims of thé-course, which concen-
trated on ideas and techniques,'demonstratﬁé'by an analysis of various’
empirical works, rather than on their empirical content. Thé workshop
svstem which emerged as a result of these critictsms involved'tw? major
changes: (1) the curriculum was opened up to student choice to the
extent that students could virtuaily design their own programs around
their particular interests and (2) instead of passively receiving lec-
tures’ from the teacher, studenté worked‘in grbups to ekplote solutions

to soéiological problems which they had played some part in defining. -
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of sociology they wanted to study- in depth The only constraint on
choioe was. that students were required to take a balance of workshops
focused on such theories as Yarxi&n or functionalism and workshops
focused on specific topics- for example, deviance .(Simons 1975).
These changes in the oroanization of teaching and lea rning at
Keele,.although apparently ladcking any overt reference to the insights
of the foregoing analyses of education, nonetheless addressed some of
the problematic isSues raised by those analyses, among them, differing//
:.conceptions of knowledae and the relations between teacher agd taught.
N Simons (1975), for example, claimed that shiEting the emphasis>f/r
. learning onto the group challenged some widely held assumptions about
teaching and learning. It questioned not only the authority of "knowl-
edge" but also the procedural authority customarilv attributed to the
= tutér Simons recorded that several students spoke:- of deep-seated«and
widely shared assumptions about authority in the teaching/learning )
process and observed that these~ assumptions invariably gave authority to
//. the teacher. Both Meighan (1976) and Simons (l975) indicated, therefore,
some feature of a starting, point for a trnly oppositional" curriculum

which could avoid all the hidden curriculum implications “of "normal

—

—

school " o ) ) ’ o
o -~ Conciusions - ..\ . ~ L

NS

The implications of this paper may best be summed up in the’ followa
ing questions that need to be faced about our own teaching: . ' -
1, What is the place of "relevance" in social and political edu-

< L e
N >

cation? ' - .
2, How do w= identify what is "meaningful" to student’s?

"

3% What kinds of contribution are our students allowed to make to

-
3 9. -

bessons" 0

_4. What kinds of contribution can students make to our 1essons as

we presently structure them’ CREE - Co
. 5.' Do We value the students’ own experiences of the social world °-
as a learning reeource’ ' T L ’ o )

. 6. What would a "student-eye view" of our. lesson' look like? How-

3

far short of our aims would it fall’

« 2




. 7. Finally, to ‘'what extent do the unspoken “hidden" but nonethe-
‘less effective messages of our classrooms contradict. the aims we take to
the classrooms? .Is there anything within the parameters of possible

change that we can do to ease that contradiction? =~ ,
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THE LEARNER IN GERMAN POLITICAL EDUCATION

By Hang-Helmuth Knutter and Gahriela Knutter-Schrey

This essay has two purposes: _
1. It is intended to present research in developméntal'psychology
and learning theory. in light of German experience and to consider to
what extent research in these two"fields plays a role in political.educa- —
tion. Data regarding this relationship are taken from research on the )
, ~ position of the learmer in,f"‘political education in West Germany.
¢ _ ' 2. It is intended to clarify the role of political education in
:-West Germany for those from other nations so that—they can compare it
with political education in-{heir nations. For this purpose, develop- ¢

ment of political “education after\1945 is reviewed.
S

Psychological Postulates for Political Education

Treatment of the theme "the learner in political education" requires
an explanation of some of the basic tenets of educational psychology. ———
In addition, -students of all ages should be observed because*childr\h
youth, and adults -all participate “in- political education programs

An effort is made here to present only original_data,from West Ger-
many and ‘from the East German Democratic Republic. In-spite of this -
effort, however, a strong American influence on Ge:man educational- Psy-

O cholog"'will be evident ~ And, in the case of the East German examples,
.:;__Bussian and West German as well as American influence will be in evi-;-
dence. —ATthough most ‘of the examples do not deal with political educa—

e

tion directly, they are relevant to and can be applied to political edu-;
cation situations. Research in the German language on the’ relationghip '
between educational psychology ‘and political education is. nonexistent

although such research is certainly necessary.
2

° Adult Students _ _
‘ In East Germany,; the name of Hans Lowe is closely connected to sig-
nificant research on adult educational.psychology Lowe .refuted through o
investigation that the aler;ness of adults begins to diminish after the a
age of 35° (Lowe 1977, p. 421) On. the contrary, he. found, adult capa-

’ ‘ city for learning cannot be reckoned according to the calendar because

ToLtan




~——

it- depends on a variety of factors, all of which are in need of addi-,

- tional research. Lowe suggested several factors, including socioeconomic

influences, educational background, professional dualifications, occupa-
tion, and 1life style (Lo§e11977,rp. 422). He concluded that it is
entirely possible that learning capability progresses throughout old. age

- under the influence of.training, profession, hobbies, and continuing

‘and young students: .. ks//////////j::::7
) 1, An active pursnit “of 1earnin fiecessar

education. - : - o o . . ;///;///;

-—Helmut Almeroth, also of East Germany, concluded that adult stu- _—
dents could perform better when they &ere.already accustomed to vario
kinds of motivation (AlmerQth_l2ZZ__g;_égégzzzﬁéEgiiés”’~\ at ¢ ion .
powers of students over a long period iEE?EGEH_GHEH_Eoﬂtine/Ii;i:s for
learning were imposed. Another important factor for‘;olitlcal education
among adults, he found, is that age differences play no role in ability

to retain dates and facts.

Economicai‘Learning

For all students, old and young-alike, performange is influenced by
/
attitudes toward 1earn1ng “¢Lowe 1976, P. 122) The, following useful

rules were compiled by Lowe concernlng the economy of learnino for old =

N ,_1?_———*"j:f::,_———””/éy it should b
stress open—diseussionffggarg*}ggtionx : -

visual and audltory), it stands to

t eS\of

»

‘reason that subconscious\\earning is re1nforced when visual learning is

backed up by verbal reinforcement.

- ° 3. Learning improves when manz senses besides rote memory are’

\involéed. The effort of learning something by rote is infinitely

_or.she is trylng to learn.

greate:_than the effort required to learn when several or many senses .

are 1nvolved. _ . : ' R -
Y In general the Tule holds that one learns better at night
immediately before sleeping. It is important that the learmer is not

exposed to any/addxtional 1nf1uences before sleeping. —
"5, Different learning processesvshoufd be 1ntegrated accordlng to
a learaing plan whlch works. toward stated obJectlves. It is most desir-

able that the learner not. be exposed to materlal ﬁesldes that which he
\:- . ) . - . - 13‘)- - ) ’ ) o

- et

- -
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k o ‘6. Learnimg results— are doubled when essential objectives are

. .decided in advance.z///l

‘ ) 7. Repetition should occur, particularly'in written form, over a
“~ - ‘ . g - =
- longer” time span than is usually allowed.
- ~._ 8. Tﬁne is an essential ingredient for 1earn1ng-a11 interrup-

™ °

~.

‘tious\have a negative influenpe.

9. _§peed-reading techniques can improve 1earning performance by~

helping students to\identify essential informztion. (Lowe 1976, pp. 123-
132) | LT : o

= o

Motivation _ ) “*~\\ .

The pedag/gical coiisequences of research on- motivation in young ar and

S /

adult lyus:rs were discussed by Lowe in the following manner:
- / . - .
At the base of all learning there must be a purpose. This

/

/ /

’//////// purpose must appear socially and personally Trelevant. to the learner. “
Among youth and adults alike, there must exist the feeling that it is

worthwhile to learn a given subject. Both'groups will be more highly
motivated if higher expectations are aroused. - o '

2. The level of content must be always suited, to- the learner so
that frustration and discouragement will be avoided.

3. Particularly in the case. of ‘adult learners,’it is important'
‘that recogni;able progress be evident so- that feelings'of stagnation
will be checked. - ’ ' P . _

4, An unfavorable influence on learning motivation resu1ts when

the learmer is forced to operate under pressure. (Lowe 1976 pp. 166-69)

B Y —

Assertions of Educational Ps ycholooy Regarding Political Education o

Heinz Winsman ‘\f East Germany undertook research into how the-
. N :
experiences, knowlge level, and attitudes of young people were

influenced by various social and historical c1rcumstances (Winsmacn

1977). The sample consisted of 260 students in their sixth school year.

The students belonged‘to 14 different groups of a poiiticai youth organ-'
ization (the oneers). Students were shoﬁn illustrations depicting
historical amjicontémporary occurrences. Some of the illustrations - -

3 represented individuals and others, events. Students were then asked

| o3
*uescribe the pictures in writina. The results of students initi

T ' .attempts, indicated that students were better able to describ ose pic-"

1&0
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tures conta1n1no people. However, attempts to. descr1be the p1ctures
whlch took place 42 weeks later, in ‘accordance w1th the organlzatlonal
schedule of the Ploneer group, resulted in students?’. being able to
describe both-types of pictures” about equally well. In both cases,
recoonltlon was greater in the case of contemporary themes. o
Wlnsmann came to the followin° concluslon. "Contemporary subJect

matter and human-centered content. are eas1er for students ‘to learn

because they are, moreflntegrated with the1r und sfandlngs, experieunces, .

-

and attltudes “than are historical occurrenczs.™

-

vant to polltical educatlon.” He treated several themes related “to.
'soc{al aevelopment between the ages of .6 and. £2 ~and concluded that
. social maturation evolves, not from w1th1n the 1nd1v1dual but from con-~
d1tlon1n° which occurs from outs1de (Correll 1971, P. 130)’ C%Pse—
quently, it 1s-desirable to encourage chlldrenrand youth to part1c1pate
_ﬁh /2/egat1ve 1nfluences on socéial development Occur
and teachers adopt a la1ssez-fa1re att1tude. When this is
tion becomes imposslble.v~‘%“ - S L, .
| Correll suggested a ‘teaching method which falls somewhete betveen
"integrative" and ﬁauthoritative."\ In thls approach educatlonal up-
br1n°1ng is composed of two-thirds "1nteorat1ve style" and one-third’
"authoritative styles". - The resulting mix of teaching styles helps stu-~

dents become integrated with their’environment. As for soéial developf

v

ment in- latér -childhood and/adolescence Correll suggested exposing
students to good llterature and conversatlon and st1mulat1no group

act1v1ttes 1n whlch proper soc1al behavlor can be .tested (Correll 1971,

= The mere knowledge of democrat1c 1nst1tutlons, uorrell malntalned

is 1nsuff1c1ent to reinforce a democratic form of government (Correll

1971, p. 246). A disposition toward democracy.cannot be_encouraged Jjust
by talk. Correll .suggested that the ideal way .to encourage democratic
objectives is to teach appropriate content in-a-group setting in which
all members work together. This teaching' style would have the following
‘characteristics: . | . Lo
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Werner Correll of? Wes't . Germany sugges*ed several pr1nc1ples rele—”'

.

the case, directionless chlldren disturb others and positive soc1allza-
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vv/z '-;OnLy A’small portion of the-students.' actlvities would be observed:

' " by the teacher. v

—-Students would partlcipate “in many activities of an elective .

nature.-;

—-Students should- be exposed to pos1t1ve re1nforcement from peers

as well as’ from the teacher. For example, teachers should accept all

behaviors beyond the earliest elementary grades unless these behaviors

are ant1soc1al. (Correll 1971 p. 242)

Regardlng sultahle currlculum for. re1nforc1ng democratlc values,

' Correll suggested _ the following learn1ng goals for students:

—To - respect -the rlghts of others and coordinate different needs.
-—To work with others to. develop plans rather than wait for direc—

tlons. .

--To realize that learning is a cooperative rather than a compet1-

tive venture. (Correll 1971, p. 247)
Finally; he argued, it is extremely important that students become

—

socially adjusted as well as adjusted to their owm self—concepts.

-

Applicatlon of Learning Theory to Political Education

¢

The Gap Between Theory and Practlce _ . ;_
It is typlcally ‘German to . spea& of a gap between theory and prac-

tice. That theory takes precedénce over pract1ce and that practice must

: " be justified in llght of theory are basic tenets of German 1ntellectual

tradition. . _
4 Until 1918, political affairs in Germany were-simply delegatad to
those in authority. The educated classes, freed of the need to part1c1—'

pate in polltlcs, could allow themselves the luxury of ‘utopian philoso-

"phlzlng because there were no practlcal llmitatlons on their th1nk1ng.

jlectual tradition{

_Hegel and his 1nte11ectual followers are representatlve of those -thinkers
'who were not.called upon to put their 1deas 1nto practice.

A completely dlfferent relatlonshlp betJeen theory. and practlce has
evnlved in the Anglo-Amerlcan experience, where a long tradition of indi-

vidual and cooperat1ve decision making has encouraged a pragmatic intel-

e . <

Political education in Germany must begin from a different premise

‘than is generally the‘case in Western democrac1es. It must educate

°. . !
.



people to 'a democracy which is strange to German culture and does not
really.evolve out of German tradition. The severity of the effects of

the numerous breaks in tradition was'documented not only by the so-

' called'student revolt, vhich pressed for an unrealistic utopia, but also

by an international empirical researcu project that characterized the

political mc:tality of German young people as ignorant, hostile, cynical

toward reality, and stiugglino for an ideal society WhiCL is not con~’

gruent with reality. _ _ A
Perhaps because of our liking for theory in‘thé Federal Republic of

.Germany, the questions of what. should be learned how pupils should

behave, and how to’achieve those goals ‘have been treated in voluminous
theoretical publications. Empirical research is, in comparison, ‘more
scarce. As earlv aswl955 Wolfgang Hilligen undertook research on

political education pro%/gms being offered to school children jin Hesse.

‘Later research was focused on textbooks used by Hessen students during

the second half of the 1960s. Questionnaires were used to gather ‘data .
about students' political opinions. The effectiveness of political edu-

cation in different schools and outside school was also explored. On M

‘the whole, theoretical conceptions predominatcdin this ‘research, -even in

' the work of those authors who attempted to combine theoretical and prac- -

v

tical matters.. Some authors developed detailed theoretical conceptions

which have infiltrated into textbooks.'

Development of Political Education-After.l94S

"Germany was uncritical divorcing theory from practice. This attitude

Political’ education in Germany is *quite ideological. It .is
believed that students should be brought up according to democratic_
values but that these values and ideals should not necessarily be tied
to the current: political _System of their native state. Political educa— _
tion has maintained a critical stance toward the German Federal Republic.

The attitude of political education toward- the postWar structure in

was supported by the government and oy social. institutions in general-
during the years immediately follow1no the war, the Federal Republic of

Germany was- considered a temporary arrangement. Therefore, the goals of

"political education had no connection with the national reality. Divore- . s

ing itself from the eXistina structure, political education became a-

' utopiandscheme in the true sense of the word. Some advocates of politi-
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cal education aspired toward an ideal democratic system,‘others wanted -

to create a system based on ideas of a socialist nature.
The various conceptual approaches have: chanoed a great deal since

1945. Since about 1972, there has been a tendency within/political edu-

cation to devise new approaches, new obJectives, and new curricula——allv

) of which make new demands on students ‘and teachers. Some of these new
’approaches and trendslare described briefly in this section (see Knutter
1979, pp. 148 ££.; Schmiederer 1972, pp. 11-13; Huser et al. 1976,
pp. 5-7;:Wallraven and Dietrich 1970, p. 105) o .
~~During the early 1950s, Theodor Wilhelm (who wrote under the
pseudonym Friedrich Oetinger) published several works in which he main-
tained that’ cooperation and partnership were the major objectives of
political education. Specific aspects of partnership included the abil—
?ity,to compromise, tolerance, solidarity, and initiative.. )
—Also during the early 1950s, Oehler, Habermas, and others advo-

cated the ide2 that the maJor role of political education was to produce
well-informed citizens. ' _
) . -Ralf Dahrendorf did considerable research on a theme which was
'L:much more popular in the United States than .in Germany——namely, that’
| co-Flict is an essential ingredient cof society. Wolfgang Hilligen and
4 Herman'Gieseche'applied Dahrendorf's ideas to political educationy™ This
'_apprbach s“ressed the relationship ‘of reality to. social thought.
. —In the mid—1960s, there was a strong effort (by Rudolph Raasch
.Eugen Lemberg,: and others) to place the nation in the center of the
‘ political picture. This approach, however, 'did not remain significant
for'long. g ‘ _ , _

4e-Towa the ‘end of.the 1960s, the idea that the objective of

political education was to alter the political system was propounded by '

: Hans Jochenm Gamm_and Egon Becker, among others. . N

, ——Advocates of & pedagogy of order” who placed public welfare in" -

fthe forefront (Hattich, Sutor, -and Assel) and wno wanted to. resolve con-

_ flicts in regard to that order. (Schaaf) tried to counterbalance the one~

™

 sidedness of.conflict pedagogy. L Y
~=~Since the 1970s, a, movement based on research by Behrmann and

Ackermann and heaVily influenced by American sociology has maintained
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“.that political socialization is more successful if it is begun Curing

the early childhood years.
The fact that none of _these various approaches has had a permanent

impact indicates that educators should concentrate onnrealistically

attainable goals ‘and practical teaching methods. Political education
should bepreiated to political and social events, not viewed as an iso-

lated phenomenon. One way of fostering this relationship would be’ to

strengthen ‘the cognitive domain..

»

ovuopges of the Works of Theorists Who Are Also Textbook Authors

This section, based on the work of Walter Gagel (1979), treats

seVeral}authors cited by Gagel and shows the.influence_of theory. on

_ practical instruction..

Kurt Gerhard Fischer (1973). Fischer believed in developing demo-

cratic attitudes‘and}behavior by political education. 'Qn the basis of
psychological research by iausch and Tausch, he maintained that social/
integrative methods would reinforce independent thinking and democratic
behavior.. The catch phrases‘that describe this approach to education
are "no moral imstruction, encouragement of students' questions, and

establishment of a trusting atmosphere."- Working in groups, discussing

'procedures.and results, and debating alternatives, Fischer argued ‘are

effective learnino strategies.

.
Fischer devel ped a model of the learning process which differenti-

ated various phases of learning: gathering information,: forming
opinions, formino positions and-understanding of their foundations, and
reflectin° on those processes. Gagel compared Fischer's model with two
other phase models—-his own and one developed by Edwin Fenton (sece
Figure 1); \

. Gagel criticized “ischer's lack of treatment of student motivation

because,\according to Gagel it 1s this phase which determines now much

self-direction the student will probably employ in other phases of the

curriculunm.

¢

'Fischer. formulated a catalog of "understandings" which students

should master in a teaching/learning situation. 'ft“Should be stressed

‘that Fischer's view ‘was quite liberal, particularly as he allowed the

‘students a great deal of choice-regarding the "understandings" (objec-

tives) toward which they wished to work.

: S 145 T o
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 Figure 1
COMPARISON OF THREE LEARNING-PHASE MODELS .

Fischer’ _ - Fenton_ v Gagcl

1. Comprehending the - 1. .Introduction

problem . "2. Motivation
— e . - '
; 2. “Hypothesizing 3, "Planmning -
' * 3. Making logical R
implications’ Tt
1. Gathering and ~ 4. Collecting data 4. jﬁesearch
organizing , . ,J. Review of findings
information L - and planning
2. Forming an opinion 5: Analyzing; " 6. Criticism

_~3. Taking a position evaluating
v . é. .Iesting the ;
R ' hypothesis

" 7. Implications:

-

“a Hermann Giesecke (1973 and 1976). Giesecke defined teaching as a

particular type of communication ‘which takes ‘Place between two (or, as:a_

rule, more than two) people._ This communication (1nteraction) is inter- -
preted as a phenomenon involvin, two peonTe (teacher and student) who
play certain roles w1thim the - school who understand the school rules.
and obJectives, and who both -accept learning as the desired outcome
(Giesecke 1973) Accordino to Giesecke s "theory of symbolic inter-
action," By interpreting rules, institutional surroundings, and obJects

by means of ‘Symbols, processes -of understanding and definition become

' " necessary and possible; into. this procedure are integrated the experi—

‘ences and needs of the actors. Teaching as symbolic interaction -
requires such.complete integration of-thegparts that it can be success-

ful only,rarely, in .thé opinion of Giesicke. Teaching methods, there- ;'
fore, may be'regardedfas attempts to minimize failure. Advanced plan-

'ninc of teachinc can only be_ done wIthin limits because_ of the continu— ¢

-

‘ing nedessity of communication between - all acting parts. Giesecke's
theory encourages students participation at all ‘stages of teachinc and -

" ‘makes 1tself the obJect of teaching. Finally, it sheds light on reasons

;for failure (Gagel 1979, . 79) :l )
. ‘423 .
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Giesecke advocated a number of specific methods for political edu-

cation: development of curricvlum, role playing, dramatic production,

social studies, challenge, plannediplay, and mock trials. Rather more
~ important, however, was a general approach to teaching which emphasized
clarification of the subject by the teacher, discussing the desired

-resalts,'and getting the studenfs into a receptive frame of mind.

of industrial societies.  In his textbook (1976), however, Giesecke took
a skeptical but openly realistic view of political education, observ1ng
that Ythe ideal plcture of free citizens contributing 51gn1f1cant1y to
the economic ‘and political declslon—maklng process 1s o longer realis-

c" (Giesecke 1976, p. 6).
Wolfgang Hilligen (1975). Particularly important for this discus-

"sion is.;Hilligéh's. model of learning phases, summarized below:

1. Confrontation with a problem situation and recognition of sub-

jective and objective difficulties. : - .
2. Recognition of an&, if necessary, willingness to deal with
problems in "general” meaning (posing primary hypotheses). ‘ °.
3.h Formation of important_questiéns; for example, what does one
need to know in order to solve the ?roblem? 7
4. Identification of possible explanatious (posing secondary -
hypotheses). . . . '
| 5. . Formation of oplnlons with regard to the hypotheses in general
atd specific terms (anticipating consequences of various explanatlons).,
-_,6(a). Assessment of posg;@ml;tles for concrete’ polltlgal participa-

tiom. oS y

Cr1t1cs of Glesecke have questioned his awareness«of the realltles'__

. " R ’/' ‘ .- .
6(b). Identification of\égplications for other similar situations- -

s -

~and problems (need for additiqnal research).
Hiiligen believes that a dgmocraticﬁlife style is engouréged by
common endeavors and.values among students and teachets'and'by a school:
‘climate and teaching style which relnforces democratlc ideals.

Bernhard Sutor (1973). Sutor emph351zed that teachers have less of

a monopoly on knowledge and‘understanding of political matters -than they
ﬁaVe‘on other subjects in the school curriculum. Consequently, he
‘recormended teaching methgds/§5§ﬁ%as.discussion and debate, in which the

. s, . .
teacher's opinion carpleSItg/nbre‘welghtvthan students' opinions (Sutor

rd S - .
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-1973, -p. 301). To clarify the gap -between theory and practice, Sutor
developed a didactic analy*ical model.- In Figure 2, Sutor's model is
compared with Gagel's model in order to show important relationiships

between the two sequences of courses.

: : '.. : - Figure 2
cTRUCTURES OF TWO COURSES -OF STUDY IN POLITICAL EDUCATION

Sutor . S Gagel
1. Introduction ‘ 1. Introduction =
Motivation 2. Motivation™
" Planning * 3. Planning
2. Researek , 4. Research = A
Theorizing, with emphasis on .. 5. Review of hypothesis and
hypotheses = . ' planning -
SN P Problem solving - ‘. 6. Findings
‘ Discussion of objectives, 7. -Implications

- < findings, and conclusions

4. 1Integration and -
generalization by learmer's
orientation

Ernst August Roloff (1974'and'1978). Roloff:stressed the impor-
tance of the elementary grades for political socialization,of children. -
' He maintained that it is in the early .grades that'students learn to. com-

municate, work together, and work toward common objeqtives ' ?articularly‘

important, he argued, is a pressure—free_school environment:. . Roloff. -

. maintained that effective teacher-directed Jearning is g_contradicxion
in.terms. (Roloff 19745 vol—i; pp. 21 ££.)7 e T ’

o '; ' . Roloff's draft curriculum for- the German hlgh—school classes 5 to

10 and 10 to 13 (secondary levels I and II) emphasizes decision ‘daking.

While attending classes 5 and 6, puplls are involved in makina decisions .

N

-

N
about their own’ courses of. instruction and in assessina rheir own aims

and abilities (Rolo.- 1974, vol. l,vp. 153). Gagel crit1cized this .
,approach, claimina that “it ‘does not dlfferentiate between informal prin—~
ciples and governmenL statutes--for ekample, in “the question of relieious _
education ’Gagel also 1sagreed with Roloff s ssumption that 18-year-

'olds are really,ready to- enter the’ adult world Gagel esteems certaln

-
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i/agpectslof Roloff's curriculum outline, however., because it gives stu-
QBRE& ﬁuah a good start on socialization.

Rolf Schmiederer (1972) Schm*ederer suggested a teachina approach

5. .

which is based on the student s ‘personal experiences. ~ These experiences
consist of (1) family and socialization, 2 1life style ars leisure '
time, (3) partnership ‘and sexuality, (&) school and upbringing, (5) com—

' munication and manipulation, (6) work experience and profession, and

7N political institutions and participation. Potential "spheres of
experience' groups include underprivileoed groups and the- environment.
Some related subject areas that might be incorporated into.the curricu~
lum at the secondary I level are productionland distribution; economy,_;
' power, and .authority; and international problems, conflicts, and pos~
sible resolutionms. Rela"tina these subject areas to students' fields of
'experience should allow the makimmn possible identification of the
1nterests of the pupils with the content of the lessons.
Schmiederer felt that:the best methods of student-centered teaching

- are case studies and projects. The essential elements of this approach
to teaching are summarized below° :

-——Cooperation between teacher and students in selecting themes and

g
-

problems to be studied._

'-~Extensive autonomy of students in solv:Lna problems and completing

tasks

-

~~Emphasis on. work in small groups.

a

——Use of a variety of activities for the solution of problems and
qaestions which should evolve out of consideration of the total problem. “;
--Part1c1pation by students in ch0051ng activities and content.

--Use of various social science methods and other methodologies,

they should- be chosen for their relevance to the problem rather than by

.
1 24

course of instruction and discipline. i . s

5 Empirical Research on the Political Attitudes of Students

.In- this paper, only selections from the best-known and most contro—
/

. versial research will be treated. The 'study by the International Asso»
ciation for the Evaluation of Educational Achievement (Torney ‘et al.

l975) will not bejconsidered.

L
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1n 1957, a group of 171 male and female stndents‘at‘Erankfnrt ﬁni—'
versity were surveyed by Jurgen Habermas and others regardiag their
_political attitudes. Political education at school was of con51derab1e
influence and importance for that survey. The political attitudes of
the persons tested were measured against an.ideal conception of democ- -
-racy which maintained: "Democracy strives for self-determination of
‘mankind. In case " the 1atter has been realized, the first will become
perfect. Political participation will then be ident1ca1 with self-
determination” (Habermas et al. 1969, p. 15). ‘

Habermas identified six pOllthal types--nonpolitical irrational/
aloof, ratiomal/aloof, naive, ref1ect1ve, and participatory——and inves-
tigated the degree to which the polit cal potential of these different
types contributed.to democratic or autocratic-forms of oovernment.
Wlthln these types, he de51§nated Four political tendencies: genuinely-
democratic, formally democratic, authoritarian, "and indifferent (Habermas
‘et al. 1969, 'pp.s 132-147). These types, and the tendencies withimn - *
general type categories, were combined. in an attempt to discover polit-

ical potential and degrees of .realization of this potential (see Figurea

3). S .

N

- : Figure 3
POLITICAL POTENTIAL .AND DEGREES OF REALIZATION

¢

PR

: B ' - Political Types ]

- Politic n[al Participatoery | Naive and I]\!gi-ona]:/ Nonpolitical .
Tendendies . and RefPeetive | Rationale/Aloof SR :
.- Democratic -  '-46z . | - 25% 26 %%
" - Forpally 347 0 say Sz | 35y
democratic ] o] . . I :
thor¥tarian | 7% v .| 187 sz .| 14y
In¥ifferent I N O 3% 5% - 1. asy .o

loox 00z . 100% 1007

. . ks
\ . " ) . N . . . cLt . ..

“In an earlier study, Habermas had attempted to connect social indi- _,

* . cators’ with student political attitudes (Hahermas 1959, p. 335). The
! ‘ ‘ v . ’ ) o . .
. B } . ) - . . .’:.
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the schools was undertaken in 1970 .by Egon Becker, Sebastian Herkommer,

findings indicated that political attitudes existed without reference to
social realities (Habermas'et‘al '1969 p. 275). Habermas concluded

that the lack of preparation for political participation in West Germany

1s due to lack of real democracy, however, not to lack of interést in

- politics on the part of the German people.

Another 1mportant research study 1nvolv1ng politlcal education in

.

and Joachlm Beromann. This research, based on data'fromvjunior high
schools, hlgh schools, and vocational schools, was closely_ related. to .
research By Yanfred Teschner (1963) which focused on afcollege-prepara-
tory high school program in Hesse. The aforementioned studles malntalned
that emplrical research methodology of the type most prevalent in the
'1960s is not useful for 1nvest1gat1n° the attltudes of students of the

present generation.
All these . researchers agreed that because polltlcal education has

very llttle affectlve'1nfluence on students, the aim of teachlng should

‘be to give .them an intellectual understandlno of 'social structures

(Teschner 1968). Accordipg to Bergmann and his associates, the number

of students who belleve in. democracy and act democratlcally is no larger

_ than theCnumber of students who are obv1ously antidemocratlc and anti-

pariiamentary. The great majority of students exhibit a superflclal
identification w1th and unthinking acceptance of democracy and its
soctal and political structures. Polltlcal educatlon transmits knowl-
edge of polltical 1nst1tutlons, ‘but it does not necessarlly lead to
polltlcal involvement. . ‘ ' A . T e

Walter Jalde . (1970a) sugoested that there was in West Germany a

considerdble percentage of rigidly conservatlve people, partlcularly

. among the working youtn. Jaide made a dlstlnctlon between this brand of

‘conservatism ,and the politicaluheliefs and activities of loyal and

cooperative citizens who leaned toward conservatism;' He found that con—_

servatxve attltudes tended to range from apolltlcal to ant1pollt1cal

opinions; however, young people who expressed progressive opinions:

‘demonstrated more readiness for political and social activities as a -

result of being better ingormed. Jaide identified two-major‘opinion .

_types: conservative and orogressive. A survey of 1,800 respondents

* indicated that working youth were likely to possess more conservatlve

~
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. attitudes and less political information tham were students in the upper
grades of.secondary school. It was also noted that the&students were
more favorably disposed toward political: and soclal participation (Jaide
1970b p. 670). B -

Barbara Hille, a colleague of Jaide, came to a slmilar conclusion
in her 1978 research. She found that students exhibited a' ‘general dis-’

|
inclination to espouse conservative polit1cal att1tudes and a oeneral

Slittle 1ncllnatlon for polltlcal activity. On the other hand, some stu-
idents exhibited a sort of "soc1al-11beraI" position backed up by a large
amount of poIitlcal 1nformatlon but no willingness to participate in
political activity. Students representing the extreme left posltlon
were found to have a very llmlted amount of polltlcal knowledge at their
disposal (Hille 1978, pp 37-40)

Research sponsored by the Emnid Institut compared empirical
research projects undertaken in 1968 and 1969 with progects undertaken
in 1972. The researchers concluded that young people in 1972 indicated

more inclination to participate in political parties and organizations

than had been 'the case 1n the late 1960s (Die jungen Staatsburger 1973,
p- 56) . T . ' '

As a result of this inquiry and of flndlnos presented in prev1ous

research 1t can be assumed tnat reseaLch which is not of a prescr1pt1ve

_ nature gives a more or less pos1t1ve picture of young people's polltlcal
attitudes. It is ‘interesting to note’ ‘that the precedlno data were col-_
lected during the\perlod of student political unrest--a perlod dur1no
which all traditional cr1teria were negated In any case, political
attitudes are not exclus1vely shaped by political education in the
classroom- the family is at least as responsible for polltlcal sociali-
zation’ ab is the school--—and probably more responsible (Harnlschfeoer
1972,\p7 123).

It/should be stressed that all examples to this point have been
concerned with the West German experlence, which indicates that students
.are influenced to relat1vely' unequal deorees by the sociallzino
1nfluences of the school parents, peer groups, and the mass media. In
East Germanv the situation differs in some ways. The German Democratlc

.Bepublic attempts to present a "united front" where socialization
¥ ) I ’
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matters are c;ncerned in order to discourage any socialiiilz:i:?lienc;;;———————”
which might encourage students to deviate from the desired social and — :
political norms.. This pervasive,socialization® pressure leads the maJor:

'ity~of young people to believe-and-behave in -a—socially "desirable"
'manner--but it should be realized that these expressions of agreement

with social norms are largely formal in character.

" U.S. Influence on German Political Education :

In this section we will briefly consider the extent of acceptance
within German political education of findinos from American research.
Jerome Bruner [ theory of structural orientation reached a turnino
point about ten years ago at a.time when his work was becoming.known in
West Germany through the writings of Wolfgang Hilligen (1968). Bruner's
' learning theory answers the guestion of wny students should learn _about '
the structure of knowledge. * At that time,there was little relatlonship
i between education and llfe, and students were only peripherally con-
cerned with gteat and pressin° public problems (Elbers 1973 p. 65).
“Bruner brought social criticism to the forefront of educational concernslr
;and suggested that values and priorities should receive major considera- : ,
‘tion. He stressed the 1mportance of inteorating the structure of knowl-
. edge with understandlng of current problems (Elbers 1973, pes 65). -
Brunet's. " theory ~ 1s related somewhat - to Kohlberg's conception of moral
‘education, which became of major importance in the’ 1970s.
) ~ The slogan "back to.basics" refers to-a.movement in U.S. education
’ thatufocuses on teaching such skills as. reading and writing as a basis.
for facilltatlno learnlno in areas Such as soclal studies (Beyer 1977).
= ‘vJohn lunstrmn favors integrating concept teaching, which should be
employed as a means of improving the.reading skills of students, with
Kohlberg's . theo.ies of moral education (Lunstrum 1976, p. 11).~
Similarly practice-oriented are the efforts in the United States to
improve global aducation, in ﬁhich students:are expected to.become h
familiar with problems‘throughout the worid. Emphasis is placed on such
global problems as food, energy, and the “nfluence of international
:problems on American domestic affairs. o

An overview of the position of social studies ia the United States

which appeared in the journal Social Education (Jarolimek.1977) pays

&




particular attention to the role'of‘curriculum development in six Ameri-
can states. Dissimilarities amonglsocial studies orograms in different
states are pointed out, and attention is drawn to the vast differences
not only between regions but also within specific school districts.

, ._Nearly everywhere, the article notes; there is a lack‘of coordination of

aprograns for stndents from kindergarten through grade'lZ. (This problem

of coordination is ‘well known also in West Germany, unfortunately')
There has been a tendency in the u. S. educational system to slmply .use

- .-+ traditiomal mater1al and a reluctance to 1netall new programs. H:l.story'..~
and geography dominate the social studies scene,'w1th sociolooy and
psychology con51dered less important. The author of this art1cle also

found that relatively few U.S. -teachers are familiar with Social Educa-

tion, the organ of the _National Council for- the Social Studies
(Jarolimek 1977, p. 577). ' S
The difficulties encountered in trying to adopt the curriculum of
' one German region in another region point out the immense diﬁferences
betaeen the educational systems of the United States‘and West Germany.
Specific 1nd1cations of these differences are the intellectual tradi-
tions of the two countries, political 1nfluences, and the po’itical
1ndependence of 1nd1v1dual regions.  Consideration of German political
education brings one to the conclusion that American developments have
exerted less influence on German edncational practice‘than on theory;
There is, however, some‘indirect influence on. teachino ﬁaterials.i From
 this 1t can be. surnised that authors who received tneoretical and prac-;f‘
'tical teachino experience at -approximately the same t1me are familiar
‘with and - make use of American research -on teachi practices. However,
the.vast differences between the political cultures of the two nations

“impede wholesale transmission of teaching practices from one nation to

the other. .

-

Summary
Many of the salient points of the preceding analysis are summariged--.
here. ° . , )
The following generalizations can be made about the status of
political education in West Germany: '

%
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1. Support for the postwar democratic structure in West Germany
was undermined by the history of broken political tradition (1918, 1933,
1945) as well as by the fact that the German Federal Republic was

.regarded as a'temporar} arrangement. Social critééégm'and tendencies
 toward social change, which were particularly strong from 1967 to 1972,
have created additional d1fficu1ties for political.education programs
and made the entire political educa*ion program particularly stressful

for teachers and parents. ' _
o2 Political educatlon is a way of thlnklng and a state of mind--

fconsequently, ‘it is quite gpntroversial.'_inumany cases, people obJect
to it because they suppose it will be used for the purpose of indoctrina-
tion inte socialistic or system—changing ideals. ’

3. Po11t1ca1 education is often taught by'teachers who lack the
proper background and famillarity-w1th appropriaté teaching techniques.

4, The conception of politicalveducation varies greatly -among
West German regions; sometlmes it is llmlted to polltlcs, sometlmes
politics "is integrated with soc1a1 and econémic affairs, and sometimes

‘it appears . under a. general umbrella w1th hlstorv and geography (as in”

.,‘)-

.Hesse). R 3f
5. 7 Regarding -parental participation, it has-been noted. that many

parents have a negative attitude toward pol;tlcal education books and.

curricula. . They fear 1ndoctr1natlon of .the children agalnst the family

authority. There are active organlzations of parents with conslderable

1nf1uence on which textboo&s are to be used. .

.6} -In recent years,: ducatlon (1nc1ud1ng 1nstruct1on and text-
books) has taken ‘a supportive role toward the German Federal Republic..
GUldan principles and ~schoolbooks are of posltlve‘ ‘influence

7. The fieldvof adult po11t1ca1 education has increased 1n impor-
tance in mostvreglons of West Germany 31nce 1970. Communlty and public~
continuing education programs have been supoorted by public funds. 4s a

result, the number of persons- part1c1pat1ng in pnlitical education pro-
grams'has;increascd dramatically. As opposed to the case of political
education prograns;in the schools, adults have been able to articulate
political preferences and ideals and participate in a sort of political

education which is actually a sort of political schooling. -
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some agreement among the authors quoted:

. R

"The following recommendations are among those .on which there is

~

. Polltlcal educatlon should begln as early as posslble——by the

flfth or sixth school year. ' S - o . .

v 2. Soclallzatlon should begln in kindergarten and in® early pri-

- mary years and should be directed by teachers with approprlate technical

- and soclal tralnlng\and background. °

3. Modern teaching ‘methods are encouraged for teaching the sub-
Ject of polltlcaI education--particularly group - work of all types. Con~

vefsely, tradltlonal teachlng methods such as’ teacher—dlrected dlscourse

i

and lecture -are discouraged. ' e

4. Educational matetials should-correspond to the innovative

-

teaching methods. This means’ that 1nstead of tewtbooks, students_ shoiild

use workbooks-of various types. Many oraanlzations are produc1n° appro-

prlate materlals, and some are offering these materials free of charcer'

N 5. It must be remembered that’ polltlcal education in- the school
must conform to publlc (government) regulatlons and that it 1s, as" is
all educatxon, under the superv1slon of the state. Consequently, it 1s
inapproprlate to 1ndoctr1nate students to one-slded POlltlcal oplnlon.
Also, it is 1nappropr1ate to 1ncite students to direct polltlcal action.

The objective, conversely, is to awaken students interest in political

*—affalrs and to<prepare them to oartlclpate responsibly in political

~

affairs. = . ) . o~ i
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8. CURRICULUM DEVELOPMENT IN POLITICAL EDUCATION
IN THE FEDERAL REPUBLIC OF GERMANY

R o . . ‘By Hans Sussmuth

The!following article ls afreport on the state of curriculum devel-
o opment ‘in political educationfin the Federal Republic of Germany. An
. . " exact definition of the. concept "curriculum development" means the
procéss of setting up and ecientificallyfelaborating a currlculum. A
'“curriculmn,ie_structured according to aimé, content, methods, aids,
media, and evaluation. . Con51deration is given here to both complete and
incomplete conceptlcns, 1nasmuch as the latter appear to be 1mportant
r . for the dlscus¢-ot being carr1ed on in the Federal Republié. Selected

didactic standeInts in polltlcal and hlstorical/polltlcal educa*lon

-have been 1ncluded - ) o _ A

I

. The Status Df"Political Education: Change or Stagnation?

~ -

Since 1976 several reportb reviewing the state of polltlcal educa—
tion ‘have been presented which’ summarlze, analyze, and systématize the;’
most important d1dact1c conceptlons in a balance eheet ‘of -the state of
‘the'discuseion on the Subject (Flscher 1975/76; Gagel 1979; Northemann

.1978). The Gernan meaning of "didactics" is nearly identical_with-cpr-‘
'rlculum-theory._ It deals with the problems of identlfyina aims and |
problems of curriculum elements, teaching methods, media, and evalaa—r:
-tion. It can be seen that the. prevalllno standpolnts, already present
around 1970, were completed, perfected and put - into practice in the
schools and are now operating with refined 1nstruments. This is true in
the case of Wolfgan° Hllllaen, Kurt G. Fischers, Hermann Giesecke, and

°  Rolf Schmiederer: (Gagel 1979; Schorken - 1975/76) This statement can be

I

extended ‘to 1980.

_ Is there, then, a lack of effective innovating‘potential, and would
the word "stagnation" be'a better way of characterizing.political educa-
tion’o&er the past few years?’ It would oe incorrect to draw this con-
clu51on, even though the major part of the dlscu551on was only 1nd1rectly

icarrled out by polltlcal education exp°rts. It took place in the £ield




of guideiine work, which is the responsibility of the Ministries of
Education and Cultural Affairs. . |
o . Since 1973 the-drafts of the Hessen General Guidelines for Social

Education at the secondary I level (S-I) (HGGSE) and the Guidelines for
Political Education S-I (GPE) in North Rhine-Westphalia have béen
discussed at the federal level. This period of debate on political
education is referred to as the phase of public curriculum discussion.
The introduction of new areas of education which, as a result of innova—-
tive goals and contents, were to lead to a reform of the entire existing
s¢hool curriculum was perceived .by the'general public as a socially
relevant mecasure. The course of the controversially conductedvdiscus—
sion on aims and conditions_of HGSSE and: GPE in North Rhine-Westphalia
showed that a broad social-consensus was laqkina. ‘The introduction of
these curricula amounted to a breaking awaygfrom previous practice in

. . the revision of school curricula. Curriculuﬁ reforms which explicitly
‘call ‘in question- the priority of specializem disciplines as reference
disciplines for school subJects shift the emphasis in secondary educa-
tion toward a primarily society—oriented posture.

Attempts to replace previously, separate school subjects such as
history, oolitics, social sciences, and geography with broader subJect
areas and to orient them: toward prlmarily nonspeciali7ed socially rele—
vant aoals cane under the pressure a1d control of public discussion in
which variouslv concerned groupsltook part in order to safeguard and
gain acceptance of their interests. The process of formlng public

: opinion following the curriculum development work was an expression of
the relationship between schools’ and society in a democracy. School-
related decision making'can be carried out only with the participation
of affected persons and organizations. |

. Discussion 6é HGGSE and GPE was carried out at two levels. Involved
were sociooolitical objectives as Wel1 as posit ons touching on matters
of academic theory, individual disciplines, and subject-specific teach-
ing methods. The discussion was an exemplary demonstration oE the inter-—
_ dependence of political and academic statements. Political opinion and
acadenic arauments stood side by side, so that in the case of every |
indiVidual problem the question that needed to be asked was whether the

matter at hand was more a political battle or an academic controversy.
Q T
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Representatives of political education, al! ag with repreeentatives
) of other interest gronps, were among the experts invclvedJin the discus-
~sion. hermann Giesecke, Wolfgang Hilligen, Friedrich Minssen, and Ernst
August Roloff are credited with having exposed core problems and having
brought them into discussion--that is, problems involving understanding
of democracy, legitimation, political implications, mandate, and_interr
brecation of the constitution (Hartwich 1978, pp. 141-154; Giesecke
1973, pp. 130-141; Hilligen 1973, pp. 271—@9- Minssen 1973; Roloff
1974) . Leaving out of account the strong polemical character of this
discussion, it can be determined in retrospect that its effecfe have
proved to-be innovative. It can also be said that the guidelines dis-
cussion in Hesse and NbrthABhin;-Westphalia stimulated aan innovative -
phase for didacties in history, as the following developmenfs took
place:’ ' . . ' x’ '

-=In 1973 ‘the Hessen General Guidelines on Social Education S-I
were subjected to revision (Schroder 1979, p. 7 ££.; Mayer. and ‘Schroder
' 1980; Quandt 1980). _ "

~-The Guidelines for Political Education®S-I in North Rhine-
Westphalia were refined during the public discussion phase .(Schorken
1974). | '

o ——Experts on didactics in history, put on ‘the defensive, soughf
) possibie ways of cooperating with the systematic social sciencesfﬁ New'
approaches' were developed (Kuhn 1974a; SuSSmnth 1972 PP- 37-83)

—=Social scientists carried out experiments in the context of the
need for possible ways of achieving integration or-cooperation (Schor<e1
1978; Fornéian et al. 1978; Mickel 1979).

——The Ministers of. Education and Cultural Af'airs of the comserva-
_tively governed stztes formulated their position on political education,
and a conservative group developed a countér plan (3raun 1976; Bolewski
1978 Brugoemann and Brunnhuber 1976; Gutjahr-Loser and Knutter 1979,
pp. 147-166) . -

These developments triggered a more qualified discussion on the
possibilities and limits of an integrated historical/social science cur-

riculum. In addition, more clarity was obtained in reciprocal poiitical

delinitation.



Consolidation of Positions or Stabilization of the Status Quo? -

Walter Gagel described and analyzed the prevailing positions in
political education (Gagel 1979). These different positions show that
there is a broad approach guided by a variety of interests ranging from
scientific-orieated learning to life-situationms approaches, from ;tu-
dents' interest to a societal approach. ~The same is true for the didac-

4

tics of history. Some of these positions are llsted below, along with

~

their leading proponents.
—--Learning of insights--the case principle (K.G.'iFiecher)::
--Categorical learning<-conflict .didactics (H. Giesecke)._
——Categorical learningl-the existential- relation (W. Hilligen).
--Sc1ent1f1ca11y oriented approach--maklng political 3udgments (B.

Sutor). A
‘ -—Sltuatlon-orlented approach—-the concept of declslon (E. -A.
Roloff). _

_ r-Situation-orientedvapproach--the interests of the students (R?

Schmiederer).
In a book entitled Positions on Didactics in History (Sussmuth

1980?, selected experts'on didactics in history describe their theories
or parts'thereof. ‘These include cooperativevhistorv teaching- (K.-E.
Jelsmann), the sociohistorical approach (A. Wannzmann), the goal-orlented

_plearnlng approach (J. Rohlfes), discovery learnlna (H D. Schmid), and

" the-” structurlng approach (H. Sussmuth) }
These works take stock of the present state of aEfalrs and prov1de
an ove*v1aw of the - discussion in political . and hlstorlcal,polltlcal
) education in the Federal Republic. The individual articles make: it
clear that the phase of refining 1nstruments, consolidating conceptions,
and transposing them to school practice has been largely completed.
Thus, the question arises as to whether new trends exist or whether what
is involved is more a stabilization of the statns quo. The situation is
to -be 111ustrated by two examples. A description is given of Annette
Kahn's cr1t1ca1/commun1cat1ve approach whlch paves the way for the
possibility of connecting the teaching of history and polltics (Kuhn
-1974b; Ruhn 1980a, pp. 49- -81; Kuhn 1980b). A descrlptlon is also given
of the theory of cooperative teaching of hietory and politics de#eloped

bv Behrmann aand his co11éaaues (Rehrmann ot a1. 10783 n»n  100=127)

-y
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Annette Kuhn and the Critical/Communlcatxve Approach

Kuhn s cr1tica1/commun1cat1ve approach, first formulated at the

beginning of the 1970s, was “perfected in the course of the decade <nd

.put’ into practicé’in»schools. She herself sees her apprcach as "net jet

complete.” Nevertheless, we are dealing here withzvhat can be considered
the most’ consequential viewpoint in historicallpolitical education in

the Federal Republic, In her Introdduction to the Didactics-of History

(1974a), Kuhn' took the position that present history teaching, with its
uncritical attitudes toward the past'fwould ‘have to be broken up“by an
ideology-critical approach. SubJect-speciflc teachlng methods, she

believed, should look more toward the phllosophy of sclence-—somethino

that had long been neglected." Critical theory forms the basis of her

thinking on teaching methods as well as her reworking of decision areas

in teaching of_history..xAccording to Kuhn, recourse to critical theory——

to .the interconnection®of cognition and interest, "the 'sociophilosophical

progrdm of critical analysis of'pseudo—objectivations"——has hardly_been .

- -~
-J

‘present in history teaching. ‘ . : -

. The formulation of “question: -:ad statements in history teaching

takes place in a nlerarchlcal framework of relations involving scial

theory, student 1nterest, and historlcal science. - Clear priority is

‘given :to crltlcal soc1a1 theory, since the tedching of h1story means

A

med1at1d6 between hlstorLcal science anud the ppaciice. or everyday living.

- The emanclpatlon of the individual and of soclety aust also be the ooal

y

‘of hlstorlcal research and teachlng. zmanclpatlon is the central dldac— -

tlc concept for-a cr1t1ca1—hlstor1ca1 learnlng process. ..
Kuhn's ideas about the psycholooy of learning are 1nf1uenced in

part by Bruner, But in keeping with her eplstemolo°1ca1 interest her.

thinking is determlned prlmarllyoby examp}es of cr1t1caL;po11t1cal

holog&t For etample, expefience of sufferin{\and need (subjective'

—

,pressure caused by suf er:Lna and obJectlve “gocial deftclts) as well as

1nterest_1n ellmlnatlno ‘thes state o%’amotlonalzstress form the motlva—'p'

tional basis of historical learnlng:“~The_follow1ng functions of ‘history

and history teaching derive from™ the previously mentixaed -premises: the .

political function;‘the function of change, the-ideology-critical func- -

tion, tfe legitimation and identification function, the-function of tak

ino eides. and fhp critiral and pm:np'lnpfnrv Fuanetinn.
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~ In Jealing with history, Kuhn feels, what -is important is not so

" much a critical-rational function‘but rather a sotialncritical function

Identlty,_partlsanshlp, legltamatlon, change in circumstances of. 11v1ng
with the aim of emanc1patzon-—these issues have unconaltlohal priority.
Historical knowledge and 1n51°ht into the-structures and pecullarltles
of historical ,Processes are merely of instrumental value for the

farther-reachlng socially .and pollflcally relevant Eunctlons. State-

ments on history ‘are viewed ‘in the context of cognition-directiag

mlnterests. History is seen as a cr1t1ca1 socidl science. Historical

o

research and tezching fulflll 1deology-cr1t1ca1 tasks’.

guhn s ipproach -is a consistent appllcatlon of a metatheory; the
critical theory. . In reoent articles,:she has further consolldated tue
theoretical basis of her srystem (Kuhn 1974b ‘Kuhn 1980a, Pp. 49 81; Kuhn

1980b). She empha51zes that her recourse to critical’ theory does -not

.

. imply "adopting a .complete theoretical mo/gl. . She points out the

didactic indovations to be found in the Feder31 RepuBiic which have come
about as a result of ‘dealing with "undogmaticiMarxism{" The acceptance
of theories or elements of theories alsg means, for Kuhn, the instru-
mental use of theory. ,The specific nature of “her system can be
described by the concepts cr1t1cal" and 'comnunlcatlve. . Thls cr1t1ca1/

communlcatlve p051t10n gives prlorzty to critical soc1a1 and educatlonal’

-theorles and newlects (as &uhn herself admits) the aspect of the dlsc1-

pline. However, thls position fac111tates the p0551b111t1es of a cooper-

ative or interdisciplinary approach.

N

Gunter Behrmann's' Theory of Cooperative Teaching - Vs

—

©  Behrmann is centrally -»inv'olved in a curriculum experiment in
coordlnatlno the teachlno of polltlcs and hlstory. ‘His 1n1t1a1 plan,
published 1n,1978 was among the. first of sucn teachlno model: to be put
into practice in the schools. Accordlng to Behrmann, in German educa-

tion there has been a proncuncad understanding of political education as

‘education aimed at co-responsibility'add the assumption of cbligations

in the "community" of the state. In teaching 1ntended to install demo-

¢ératic values and encouraoe the "det2rmination of a mature citizen in

the Federal\Republlc,' Behrmann.p01nts out, it was oEten aeeumed that

there were quantitative differences but na structural differences

. ' i . :\7_
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organlzatlons of the educational system (school classes and organized
. youth groups), and. society as a broader ' communlty \‘Desolte numerous
' cr1t1cal obJectlons, such as those brought forward by the political
. scientists Wilhelm Hennis and Kurt Sontheimer, almost all political.

. education programs are orlented toward the model of the ratlonal and

- -

active cltlzen.' . .

) If one assumes ‘that there are nohfundamental dlfferences between
the structures of primary groups, larger organlzatlons, ‘and national or
olnternatlonal socletles, behavior patterns that cau be observed in
large, centrally important oroanlzatlons of complex societies will also
occurtln "maller organizatioans and pr_mary groups: This is .the position
taken bv conflict didactics, wnlch geperalizes the logic’ of special-
interest polltlcal influence to all conflicts of interest. -This approach
1eeds to problems that can be described as "llnkage problems" between

different l.aial levels, a t2tm current in recent discussions in the

social sciences. - . .
Behrmann points out that complex_societles function as united com-
munities ounly inqexceptional situations; in most cases, political.
‘behavior in large social units tends to be governed by the pursuit of
power and special interests rather than by primary social virtues. Dif-

ferent idterests, conflicts, and competition are also found in primary

RN .

groups and'smaller organizationms. -People with primary group ties must,
however, behave dlfferently when acting in the context of large organi-

f\\\‘ zations. This generalizatlon is._ _also true of scientific or1entat10n,

=

] o Behrmann observes. Direct experlence has long failed to provide suffi-
1 cient orientation in the modern world. The attempt‘to overcome this
orientation deficit through scientifically oriented teaching has its
limits. Often, highly speciallzed scientificlknoyledge canndt be suc-

cessfully integrated and taught in a generally: understandable form. In
. addition, the practical significance of such knowledge is ambiguous and
~ not lmmediatelV'recoonizable. T@us, scientific knowledge often does rot

1

1ncrease practlcal ratlonallry S S l
Accordlng to Behrmann, agreement can probably be reached .on the

pfoposltlon that polltical teaching should describe” soclety and politlcs "

not only in term&‘of the'past and present.' Political action is always

165

K 159. I ]

ERI

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

_type.

"ties and for action orientation as is knowledge of general emplrlcal

. . -
& »

preferenees, problem situations, problem 1nterpretatlons, and assess-

ments of possibilities. - Furthermore, Behrmann points’ out German educa- -
tional tradition has been characterized by a one-sided hlstorical and
1deallst1c orlentatlon. Under the 1nf1uenpe of 1deology and er1t1c1sm T
directed toward "overcoming the past," history has been reduced in

recent times to a cagtionary'taLe emphasizing errors and omissioﬁs~of.

the past which must be avoided in the present and future. Historical .

uaderstanding -in the ideslistic, uermeneutic, humanistic tradition was . )

'replaced by. a "materialistic" or empirical analytic social science

approach There is no lack of examples for .the fact that in this case a:

one~sided reductionist approach was replaced by another of- the same

Knowledoe of important events in recent hlstory is Just as. &mpor*-

tant for the understandlng of soc1opollt1cal cxrcumbtances or p0551b111-

analytic srarements, Behrmann believes. Ideas are just‘asvgoqerful as
motivations for action as are material interests. Realiposeibifities
are tied to experienced reality and its historical'development. Prac-
tical questlons as they are understood in classical phllanphy--that is,
questions dlrected toward the objectives of soc1ooolir1cal action and
their legitimation--cannot adequately be developed or answered by eithe:
ideology criticism or empirical =nalysis. In the inrermediate area '
bet'een exp&rience and search for new -avenues of action, between reality
and_90551bll;t", empirical analytic knowledge cannot be done without.
Thus, accordlno to Behrmann, a basic plan for polltlcal education
should be desxgned so,that these different references are not neglected
in favor of one-sided points of reference and so that the reference
system remains- sufficieatly simple and manageable; At the same time,
however, any precipitous fixation on specific .approaches, action models, .
and cognitive modes should bé‘aroided such as by the systematic corre-
lTation of reference fields wlfh central ideas of teaching. _ -
The conceots of Annette Kuhn and Gunter Behrmann have been described
in order to show that we can distinguish a_more "integrated and open
concept--more integrated and open as combared with a'metatheoret;cal or
diSCiglineéoriente& approach. %Waen we try to. review present trends in

Gerﬁan‘political education, there is a tendency toward consolidation of:

Igg
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o

positions. _However, the word conéolldatlon may be misleading insofar
as it  counctes more openness and more theoret1cal flexibility on both

sides. = The opportunity exists for further development of integrated

[y »

- Innovation as a Result of the Guidelines Discussions

To systematlcally assess and:_evaluate the second phase of innova-

' ,tlon, it is necessary to ‘refer back brlefly to the first d1scusslons of

the HGGSE and’ GPE ‘guidelinmes and the ensu1ng new emphases in pOllthal
educatlon. HGGSE (l972—l973) and GPE (1973) moved away from thé idea of
a system of 1nd1v idual school subjects (Kultusmlnzster des Landes 1973;

Kultusmlnlster Hessische 1972/73).

.

Development of the-Guidelines in Hesse .

The HGGSE guidelines made use of the idea of areas of learning.

The' political decision regarding  the uppermost learning objective

(deyeloping "a capacity for self-determination and codetermination") and
the conclusion deriving from this ("providing. teaching content and'forms
wnich more closely define this learn1ng objective") led to asking ques-
tions about where and how students experience society and what effect
such: experience has on their capacity for self-determination and codeter-
mlnation as well as to "providing descriptions of situations that stu-

[

dents would have to cope with now and later on. These situations were

related to four fields‘of learning: (1) socialization, (2) the economy,

(3) public functions, 'and (4) intersocietal relations. In addition,

'historical, social, and geographic aspects were distinguished in defin-

ing the learning objective in order to ensure against loss of}recogni—
tion of interrelationshipsf which might cause subject-specific learning
objectives to conflict with general objectives. N : |

History was included .in the context of “its uppermost objective, .
self-determination "and codekermlnatlon. The categorles -reference to

and "change" formed selective criteria for historic con-

-t

the present
tent. Objectives rece1v1ng particular emphasis were criticism of ideol-

0ogy, correction of a personallzlng h1stor1cal 1mage, knowledge of .
methods, and pollt1cal educatlon (contrlbutlon to the ratlonalltv of

political declslon making) .

121
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In the rcworked HGGSE (1973), commitment to "self—determination"
was. left open to leave room for competing models. No attempt was made
to promote a specific conception of democracy. In the'theoretical sec-
tion, the éemand,was repeatedly made to learn to think in alternatives.
The division into iearning fields 1-4 (above) was meant to be understood
as one possible structuring of our society." However, this statement
could do no more to compensate for the deficit of theoretical groundino
for the selection of specific areas of the different academic disciplines
_than the admission that‘"in view '0f the large number of possible situa-
tions-in which students are apt to find themselves now and in the
future, the question arises as to [the disciplines'] choice, relative
_importance and mutual corre1ation.ﬁ. X ' ‘

'The necessary substantiating context was missing for the prominent
aims of history as a focal subject. The uppermost learniné objective,
"self-detefmination and codetermination,"Awasqcited‘as a leading reduc-

‘ tion criterion and was expected to lead to sukject-specific selection
* criteria: 'reference to the presen:," "reflected awareness of history,"
" and "change." The reduCtion criteria were identified on the basis of
' sociopolitical decisions, without inyolving'%he results of the theoreti-
.cal'investioations of historical scholarship. They were imposed on the
academic discipline, and led to reductionisn. -
The content for teaching about such central concepts as "'process,".

-

"structire,” "continuity," "discontinuity," "

causality," "genesis," and
"eime" was not determined in the social science curriculum. Thus, there
wis no basis for determining the theoretical reliability of the inte- -
‘grated approach—of a viable conceptual grid. The approach used by HGGSE
_in 1972-73 was distorting,ﬁin that it neglected the possibilities of .
historical inquiry - and methods in analysis and teaching by breaking up
> the complexity of the structures and processes.of historical phenomena
into discrete elements and ieayino to chance whether they would fall
into place. Since there was no disCussion of the tneoretical basis of
“the integrated approach ‘the necessary obJective of making approaches,
vmethods, questions, and results of current theory formation" accessible
'tofstudents coulé nog_be attained. There was no consideration of the

historical dimension in history as a focal subject.

&

ot
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Discussion of HGGSE hasLbeen-innovatiue in that theselguidelines
inspired a number of interested experts on didactics to debate the theo-
retical foundation of an integrated system (Schorken 1978; Forndran et
al. 1978; Kaiser 1978 Mickel 1979). The draft of HGGSE presented 1n
Hesse in May l980 was elaborated by members of HIBS (Hessisches Institut
fur Bildungsplanung und Schulentw1cklun0), and -advice was provided by
.experts from the integrative subjects (Schroder 1979 pp. 7 ff., Mayer
and Schroder- 1980). On this basis there was once again an.attempt to
develop a social sciencé curriculum (S-I) in which the unrelated'juxta;
~position of the relatable subjects history, social science, and geogra-

—

phy would be constructively eliminated. , ‘/,/4
Caution must be practiced in speaking of "coordination" and "prac—
. tical cooperation.' - The 1980 draft of-HGGSE attempts to consider the
‘ following didactic principles: student orientations goal orientationf/
;- 1M.academic orientation: problem orientation; open/curriculum, social'
learﬁing; the coordinated grouping of history,. social sciences, and .
/geography as focal subJects; and ¢onsideration of learning levels. Con-
structive criticisw of the 1973 guidelines was taken into account in -
'this-new draft.u‘The focal subjects--history,-social sciences, and
.geography-—-form the core of the plan. The clearly emphasized academic
-~ - orientation is based on the assumption."that the academic disciplines
can pinpoint important social and historical-political’problems and fac-
tors as well as provide cateoories and methods for their ‘treatment in
the classroom" (M.yer and Schroder 1980). r .
. We are not concerned here with the transfer of the systematic
- demands of ‘a given discipline to the level of the school subject—-—a kind
of "mirror~image"'didactics. It i§ also not"intended for the academic
disciplines tv have only an auxiliary function. The prerequisites of
coordination or cooperation are knowledge. of the'structure~of the.disci-
.plines. involved and reduction of their contents and methods in~a‘didac-
tic context. The importance of the individual subjects remains, uncon-
o tested. The study sector referred to . as social education "groups
together w1th more d1dactic rigor what has always connected the indiv1d-
> ual school subJects in general matters and questions " Social educa-
tion is a study sector "in which teachino contents sionificant for . . .

~political education mutually imply and supplement each other. In solv-

t
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»ino this problen we are not primarilv concerned here with an agademic

" but rather a didactic task" (Schroder 1979, p. 10). In accordance with

L2

tions and.teaching content. The main objective is to- impart a reflected
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this 1ntention, considérable attention has been devoted in the discus-
sion to the organization of teaching. The employment of teachers, the
setting'up of school-specifiC‘ﬁBrk plans, and harmonization with other
subjects are some of the centralhtopics. . ' ’

There ¥4s mediation bezween academic'orientation,'student orienta1
tion, and goal orientation in that complementary structuring factors are
brought into focal work in history, soc1al sc1ences, arid geography by
means of study fiel‘s-—that is, soc1a1 structure and socialization,
economy, political power and public functions, international and inter-
societal relations, conflicts, and peace research, all of which are used
as coordination instruments in:the-sense of "dominant perspectives’ of
observation.“' The study- fields are intended.to give students orienta—
tion assistance within the social reality they'encounter,~,The EGGSE

attempts to relate the study fields to situations which it can be

. assumed , students will experience ‘now or. in the futv.e. Study fields

fonn a soc1al “science network of cateoories based on fundapental situa-
tions or life situations. "They have the function of being search and
orientation instruments for problem areas and problems, which are dealt
with in each case. by using differently emphasized sub1ect-spe01fic or
non-subJect-sgec1fic approaches and methods" (Schroder 1979, ‘p. 15).
The procedure/zangbe illustrated by describing. the basis "of the.
focal work theme of history. In accordance with the decision ia favor
of an academic orientation, it is first determined which content is con-
sidered a_ central historical foundation for understanding the present_in

terms of the status of historical research and relevant cognitive inter-

‘est: political rule, society,,state, and church in the middle ages;

revolution ann-the process.of_industrialization in the 18th to 20th cen-
‘:turies; national -state and imperialism up to:1914; the age of World Wars
) l an& II‘ the reordering of the world after 1945- etc.. This is followed

by- a didactic .analysis of .the selection and- structurina of problem situa-
R

awareness of history which includes knowledge of duration, change, con-

tinuity, discontinuity, process, and structure.:

';k}f
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A Everyday experiences of students are taken as points of departure,
included as the obJect and conditions of historical learning processes,
and thus receive' a present reference. Obligatory teaching content
exists only at: the level of problem formulation and relevant problem
.contexts. A return to a rigid thematic plan is thus ruled out. Prob-
‘lems and problem contexts are finally formulated as student-related
topics. Tnis draft "of the HGGSE promises (1) consideration of the
.structures underlying the academic-reference ‘disciplines with their
specific approaches, concepts, and methods and (2) consideration of

-already developed interdisciplinary approaches, concepts, and ne*hods.

Development of the Guidelines in North Rhine—Westphalia
In its decres of March 19, 1973, the 3 Winistry of Education and Cul-

tural® Affairs of the state of North Rnine-Westphalia announced the -
.introduction -of guidelines for the teaching of politics at-the lower
secondary level (Kultusminister des Landes 1973). _These guidelines call
for polities to form a part of.the stud{ sector‘"social educationﬁ
alongside history and geography. These subeectors are to be integrated
or related to ome another. Social education is described as a study
‘sector which "among other things inélndes soc1ally significant learning
goals and content from law economics, political sc1ence, education and'
other social disCiplines. The 1dentification -of the subsector 'poli-
tics" is described as the first step in realizing this aim. Social edu-
cation is intended to provide the qualifications that will make it pos-
sible.for the student to take part "critically and #-ti ely in the solu-
tion of social and political questions;and at the same time includes
insights and abilities,K from the social science'disciplines with an eye
to working life and university studies" (Kultnsninistér'des Landes 1973,
pp. 1-2). The subject'"politics" is not based on one'discipline but
rather falls back on "several - idemic disciplines for its basis."
V_These include sociology, podlitical science, economics, history, economic
‘and social geography, education, socxal psvcholoay, and . l?w (p. 6). The.
.extent to which the -subsectcr "politics'™ itself is to be seen asran.
integrative subject’ is- left open. 'The,cited academic discipiines indi-
cate'integration, as shown by "the fcllowing statemént made by the Guide-
lines CommisSion in the introductory part of its draft of April 1972:

hl . . N
. . . -
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"In terms of the disciplines that form the academic grounding; in the

case of tne.teaching of politics we are‘oealing with an integrative sub-

jeet."™
Curriculum "Politik" [Political curriculum] (Schorken 1974) Oives

information on’ the applied curricul Llum strategy to develop the guidelines

for political:teaching. It makes the theoratical grounding of GPE quite

-clear. The approach is oriented toward the study sector "social educa-

tion,” not toward an academic discipline. The po&nt of departure is the

sociopolitical se’f-image in the Fedgral Republic. Content from the

. three components of the sector-—politics, society,_and'economics;-is

fitted into the curriculum with the help of a structural grid compoSﬁd

of three media of socialization ("work," “language,' and government")

.and three definition levels ("value-free," "ideoloOical," and "critical").

The content areas identified in this matter are. transferred to real life
\Situations, and the behavioral measures (qualifications) necessary to
master’ them along with the correlated learning goals of the first and
‘second ordler are grouped together.rs Emancipation as a higher goal serves
as a decision-making aid. The learning goals corresponding to the
.qualifications differ in their degree of complexity or "refinement" and
"interpretation." -The relationship§ between learning goals and content
are indicated by a matrix made up. of the components action intentioas”
(interaction, communication, precaution, consumption, codetermination,

organization) and "sitnation_fieldsf (school, occupation, leisure time,

public, international relations).

'“Politics and history are treated as related but still separate

school . subjects. The Guidelines for Political Education derive the

~division of functions between politicai teaching and historical teaching
“from the argument of -"present orientation." The complementary relation-
ship and the necessity of cooperation are emphasized. Tra point is made
that, while political teaching -cammot’be eqiated with the teaching of

. . . 2.
history or contemporary history, it cannot take the place of history

teaching , - . _ =

The way in which_historical teaching is limited in GPE is inferior’
to methods suggested by known theory of historical schol~rship and the
didactics of history. Even if, on_ the.one hand, the connection between
the subjects "politics" and "histozy" is traced back to the fact that

. PR 172
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"history at schools and higher education institutions has absorbed an
increasing amount of social science elements,” it is difficult to under-
stand that this expansion involved only content, not change in the func-
tions of historical learning. The more recent socia1-science-oriented
theoretical approaches in historical scholarship have emphasized the
inclusion in one category of past, present, and future reference in his-

tory: "Historical scholarship and the teaching of history can and must

‘contribute to critical consciousness concerning designs made today for

e

the future."

. However, apart from the theoretical considerations, the question
must be ashed as to how “coordination between the'teaching'of politics
and the teaching of history is to cone about. On the one hand, politi-
cal teaching is expected to incorporate historical learning if the situa-
tion ~justifies this, and on the other hand historically relevant
aspects of political teaching are expected te be included in the teach-
ing of history. But when is historical learning justifiable on the
basis of the matter at hand? How can the teaching cf history coordinate
its questions with ‘the historically relevant questions of political
teaching if the learning goals of. history teaching and political teach- -
ing are not.related to one another?: In viewmoffthe fact that the polit-
ical curriculum has thus far taken an approach that views "representa-
tive historical phenomena in a chronological, connecting, confronting
and comparing procedure, it can hardly be seen how the two disciplines,
in practice, can be coordina%ed. "It cannot be assuned.that the students
will make this commection themselves. ' ‘

It seems .that this problem will soon be solved by an initiative of

the encial- liberal coalition’ in Yorth Rhine-Westphalia (Geschichtsunter—-
richt im demokratischen Staat n.d.). This 1nitiative is concerned with

the concept of "history'teachinO‘in a democratic society." The func-

°

tions and aims of history education are determined by the basic premise

that history education is part of political education. e knowledge

..and “attitudes it helps to develop are prerequisites/for political and

social action.. Knowledge requirements for living in the present society

are the key selection criteria. The study of history and oi the long-

. . - .
term development of social conditions constitutes the prerequisite for

an analysis of thne present time. The basic aim of aiistory education is

16]773
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the de%elopment/of a rational politicai/social identity and of thebabil-
ity to think in alternatives:- : T v'y
It. is the task of history education to work toward these goals
jointly withzthe.related subjects of political science and geography .
education. .Thus, it is required to integrate these”fields into the new

subject .of social science education (Gesellschaftslehre) with h1story

-education being the constituent part. Because the dldactic and organi-

zational isolation of these subjects must be .prevented, however, a
special didectic for social science education must-be wcrked out. This
task shows the direction and the'opportunities when political education
and history education are brought tooether (or. fused) in North Rhine-

Westpnalla-—either in the form of cooperatlon or by 1ntegratlon of these

_subJects. . S . , .-

Trends and Expectations ..

The publéc discussions‘on "teaching history in a democratic state"
in North RhineLWestphalia and on revised general guidelines for social
education (S-I) .in Hesse will result in new efforts be1ng undertaken to
exp1ore the potential for and limits of cooperation between or integra-
tion of the teaching of history, politics, geography, political science,
and the social sciences. In contrast"tc'the situation duriné first
natignuide discussicns of tneseucomplex questions, today a number of
schoIarly publications are available which offer supportive evidence.

~

In ‘addition, - teaching marerlals are already being nroduced for a

~"51stor1callpollt1cal curr1curum,' and further teachlng ‘models are con-

tained in the- series 'History in the Classroom: Plans and Materials

(Behrmann et al.. 1976; Kuhn 1974b). The atmosphere_is more favorable
than -that of the early 19705{ cnotions have gsubsided and objective dis-

cussion can take place. One Would, of course, have to avoid from the

outset attempts to plece left-wing labels on efforts to integrate the

"separate iadividual scngol subjects. The ‘degree of 1nteoratlon reached

is basically not relevant if thc task of bringing about the synthesis is

‘not léft to the studeat alone and if the structure ‘and dlnenslon of each

—

of the involved subjects can be included. The present discussion of the
question of independence vs.‘cooperat{on or integration of the sEcial

science school subiects is characterized. by the efforts of political,
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economics, geography, and hlSLory teachlng "to set thls indlspensable
discourse ia motion” (Fischer 1978). .Systematic attempts are béing made
to determine the prerequisite conditions for unifying these subjects
(Schorken 1978; Forndram et al. 1978; Kaiser 1978; Mickel 1979).

The status of the discussion about historical theory indicates that
historical science, . in its aims, approach, methods, and content.areas;'
can be aporopriately related to the systematlc social sciences on the-
curriculum level. Accordingly, the scientific prerequlsites are given
both for cooperation and for inteoratlon. The fact that" teachlng-method
experts tend to favor coordination or cooperation in the present discus-
sion and to advocate “a gradual connection between historical ‘and polit-
ical instruction units" (Kuhn 1978, pp. 102-147) can be interprated as
the expré551on of a cautlous, gradual approach--or 51mp1y as a lack -of
alternative 1deas. If one Judoes the situatidon by existing teachlno
materlals and hlstory teeghlno strate01es, it becomes evidant that thus
far a rigorous didactic foundation and teaching models exist only for
the cooperative teachin; of history and politics (Behrmann, et al. 1978b°
Behrmann et al. 1976). Ounly further dlSCﬂSolon of didactics and teach-
ing methods will be able tc bring about a decision on whether the reallm
zation of a fully integrated historical/social science currlculum is
possible. ' ' -

The initial question as to whicﬁ_erguments speak for independenge,
cooperetion, or iutegratiun'cac'be answered in the context of subject-
specific teaching metﬁods and scientific theory. The complexity of
. . political, social, economic, and cuitural reality makes the use of ihe

differeant SOcial science di;ciplines necessary, since no one of these

alone would be able to explain atl cf reality sufficiently to guide .
.teachino and learning orocesses. Ptoblem-oriented>interdisciplinary
research is the a;is rer to deallnc with complex situetions)in ordar to be
able to record as many aspects of the situation as possible.with the

nelp of the approaches and methods of different yé“'converoeut scientiﬁic-
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. & disciplines. The deecriptive terms mu1c1dlsc1p11nary approach” and -
."‘nterdlsclpllnary approach” are used, depending on the degree of in.e—
« gration of the social sclence,dleclpllnes. Analogous to .this process,
: ‘on the level of eubject-specific scientiEic.dlscuss;on,-there,ls the
intention of teaching the student the interrelationships between'mau and
: . '1'7;5'
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society, politics, economies;//and culture throuéh ‘an integrated’
historical/social Science eurriculﬁm. ﬂ “ _
While all the social sciences have the same subject and aim—-that .
is, the explanation and evaluation of human behavior——approaches and
‘methods differ in the various disciplines. In the case of an integrated~“’
curricuium,'it must by no means bevleft to the studénts to put together .
the detailed results,of'the different disciplines. The question;oflcon—
vérgence and divergence in the "social:sciences nust be answered.and put
into practice by the curricuium developer._ For this reasonaboth the
soc1opollt1cal and the theotetlcal (phllosophy of sc1ence) decision
: levels should be equally 1nvolved in the theoretical grOundlng of soc1al
" science currlcula, and Since no general non—d1sc1p11ne—specific explana-
tory system ex1sts, the curriculum developer must take into con91dera- i
tion how the individual disciplines see themselves. * This perceptlon
must . be based on the. seIf-lnterpretatlon of each ind1v1dual dlstlpllne,
its description of sogial reallty, ‘and its subJect—spec1flc terminology.
.“ The problems that arise in interdiscipiinary work and the efforts.
.to Bring about integration were concisely expressed by Hartmut von
Hentig: "All 1nterd1sc1p11nar1tv has thus far ended in dlscipllnarltv
and has Qnﬂr served to increase the need for cooperatlon and communlca-
tlon in science" (Hentlg 1974, p. 21). 1In teris of geneTral tendency, L
this ‘statement is conflrmed in -the discussion presently belnc carried
out in the Federal Republlc on the®scecial science currlculum. However,

w1thdrawa1 into the 1solat11° independence of the soc1al science school

<

subgects is no lonver feaszble in view of the- results attalned. Caution .

is recommended for the making - of hlstorlcallsoc1a1 science curricila. .

The direction of ‘new wurk should lie in the attempt to "look for and

dlscuss new theoret1ca1 structurino approaches, development pians, and

propesed solutions." ’ B

For the second time, discussion about the opportunities and limits
for construct1n° a history and social ‘science currlculum has been opened
up by.poIitlcal-lnltlatlves in Hesse and Vortn Rhlne—Westphalla. Hope— .
fully; in view- of theoretlcal results and practical experience, the v

opportunity will be ta&en to conduct obJeetlve talks in the context of

- the ongom° discussion of polltlcal education in Hesse and North, Rhlne—

Westphalia, with more ‘active involvement emanating .from the univer51t1es

v . . - - » ,
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so as not to leave this matter. exclu51ve1y to the cu;rltulum institutes

e and the Mlnlstrles of Educatlon and Cultural Affairs. ;
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9. THE STATUS OF THE SOCIAL STUDIES CURRICULUM SR
AND THE POTENTIAL FOR REFORM

By Suzanne W. Helburn
Just as tne_decade of the 1960s bustled with activity and optimism

about.rejuvenating social studies . education with the "new social
studies,” we who participated-in that great leap forward are now indulg-

ing in criticism, including self-critlclsm, trying to expla n why social
studies classes on the whole have not changed much and why the profes-
_sxon seems so disheartened and in disagreement about what to do next.

' i believe that social studies education in the schools confronts a
maJor contradiction. that makesvlt practically impossible to achieve the S
goals of actlve,ﬁinformed citizensghip educationfwhich most social é

studies reformers advocate. Although the social studies curriculum is—"

the subject area specifically H%signéd to provide social and political

education.in the schools, most social/political education happens out-

side school; and even 'within school, most of it takes. place outside the

bounds of the formal social sLudies curriculum. We learn about politics

and oocletg through everyday expenience. Today, many of the llfe experi- .

s ences whlch'make up our real soctal/polltlcal education are contu51no
cont'adlctory, and scary—-contrlouta.na to a sense of powarl°ssnebs to,
control our own -lives or change the world. - To be effectlve, the formal
soclal studies curriculum in school must- interact with and inform this’

life experience--clarify, unvell, help empower students, and help them .

develop a sense of efficacy. Evicently, for most students in the United

|53

States the exact opposite happens. Social studies classes contribute to

-

the process of alienation, as evidenced by recent studies reporting that

students find them boring -and o? little use (Shaver et al. 1979b, p. 151).

- Social Studies as Socialization ) . -

I thtnk thdt social studles educatlon fails to meet our obJectlves
~as reformers and progressive educators ‘for. one primary reason. Although
refofmers have always seen” public educatlon as a vehicle for prodoting
socizl change an% social ng}}ftl_that is notfreall§ what-schools‘aré'for.

-

They arz a major comservative force in society, reflecting ‘*the will of

. -
N4 '
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the'majority or the will of the powerful in a given locality. Schools
enculturate students into the shared values of American ideolooy and;
prepare them to fit into a society which is h1erarchicai1y and bureau-
cratically organized, wherc social stability is best assured through a
passive citizenry which accepts authority, dutifully votes, and -supports
law and order.' Given these purposesbof citizenship education in the
schools, social studies education:cannot grasp pertinent issues from
other than a'mainstreai?perspective.m Similarly, given the goals of
developing the citizenship skills discussed above, social studies teach-
ing strategies cannot train a population of active citizenms who think
for themselves, demand a voice in decision making,-an& .o.tively engage

v

in social-change efforts. : ) ‘ o
. Social studies is required to. function within the schools as part

of “the whole schooling experience. Its. objectives and teaching methods
must be appropriate to the broad, functions schools serve in the society.

\ In Educating the Wtrker-Citizen, Joel Spring (1980) contends that the

manpowar model of education dominates public schooling. Schools must
serve the technolo°ic¢1 needs of advanced industrial countries for

- training future workers and for screening them to fit into a differen—
tiated and hierarchically organized labor force. Traditionally, schoolsi
have also serVed to help ameliorate the alienation created by economic
development, bu: Spring coiiends that the technOIOOical needs now over-
shadow attempts to use schooling as a humanizino force. Traditiona}
didac=ic instruction fits in with the manpower model of educat:on\and
~ the preparation, for passive citizenship, the_acceptance of ex1sting
roles. . . ' | Ab '

o Another way to say this is that the socialization goals of the

hidden curriculum in the schools control the learning situation, and

tnat most teachers choose to teach in a way which is consistent with

~

these " socialization goals. " The- traditional teaching style—-teacher-
“dominated classes, textbook- learning,_paper-and-pencil desk work, lec-
| tnres and listening, following directions, taking tests and earning
grades-~may bore ‘some students and turn others ofE, but it,helps prepare
* students for ‘the next.grade, and for life. . A '
There are also limits to what is acceptable social studies cratent

which I believe add to the problemvby teaching-essentially false general-

- .
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’ which call them into question.

human progress and adaptatioun.
& .

-
.

izations about our social system. Social studies education must teach

the Zhafédlvalues which are the basis for our political faith--that our

‘representative democracy is oood and democratiC° that our profit-

oriented; free-enterprise, market ecqnomy ‘protects. our basic freedoms,

has been the basis for our economic development and efficieéncy as aa,
nation, and is essential to our future economic well-being; that social-
ism is hopelessly inefficient, undemQCpatic, and evil; that our economic

and political structures are the best protection of individual advance-

~

. ment and equal : opportunity; tﬁat the Unitad States Is the greatest’ -

country in_the world. We cannot jundamentallxvtamper with thesn

beliefé, even thouOh children learning the history, economics, and
civics content which inculcates thém might well have experienced events

The other side of this contént dilemma has to do Vith those reali-
ties which cannot be taught or exposed for discu551on in anv text. Were
I writing a history, economics, 9% goverument curriculum today, I would
want  students to consider the impact of the development of capitalisn
and the effects of worldwide market-cbmpetition and ‘concentration; for
instance; . ‘

——The stabilizing effects of the ascension of the United Statés to
world dominance in this century, but the growing challenge to U.S.- domi-
nance by other advanced capitalist and socialist countries and the con-
comitant instability innerent in this challenge. ' )

—-The development of multinaticnal corporations and dnternational

bdnks whose investment and Einan»ina decisions profoundly affect domes-

tic economies and international economic stability.

--The increasing and incalculable socizl costs of economic growth

. as a result of known and unknown side effects cf industrial production

° * .
and urban living.
—-The increasing difficulty in defending”the profit system, given
these social costs and cur growing acprehension that it is energy con-

servation rather than capital accumulativn which is :crucial to future

~

iz
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——The increasing reliance on* government intervention to solve

,

growth and equity problems in industrlallzed market economies, but the °,

‘growing inadequacy of existlng policy glternatives to mitigate the con-

tradlctory condltions created by advanced capitallsm. -
-JThe contradictory reactions of citizens to their government; they
ihcreasidgly éee'government as the cause oé the problems of- late capi-
talism while#continu;lly demanding government intervention ih their
behatf,to'amel;orate spccific conditions. -
Readers may not agree with thi; viéw of reality, but certainly they

will agree that such views tannot appear in any commercial public school

text.

Given the purposes of social studies education in the United States
and the tra1n1n~/soclallzlna functions of schoollno in general we cannot

expect to do much effective tralnlng for active citizenship except in

those schools wheres specific circumstances allow more honesty and will-—

ingness to injuire into real problems. Reformvgttempts need to be seen
in this light. Only changes consistent with the btasic role of social
studies educatlon w111 catch on, ‘and -most of these will ‘not represent -
profound’ changes in educatlonal goals. The rest of this paper uses this
viewpoint to analyze current classroom practices; the disappointing
impact of thé "new social studies" attempts to_reairect'goals and to
incorporate’fﬁvances in pedagogy, the potential of current reforms, and
realistic strategies_fop change. While'this paper dééls'mainly with.
reform efforts in the K-12 curriculum,- ! <.lieve that the same forces
inhibit changes in college and ohiversifw ;eaching and, further, that

teaching problems'at the postsecondary.levels affect precollege teaching.

2

Current Status'oE'Sociat Studies Education in the United States.

SOclal studies came into promlnence early in the 2Cth *entury with
thc expansion of public high schools. The social studies carrtculum
1ncorooratcs ‘'subject matter from all the soclal sciences, reiying moatly

on history, geography, a.:d government, but it is -designed mainly to pre-

pare pupils -Sor citizenship and adult social roles. - Barth and»Shermié

sum up the broad purpose of social studies and the naiure of the values

impiicit to the curriculum: g .

S . 1789



o

Q

ERIC

Aruitoxt provided by Eic:

v

‘b

3.

-

. . . social studies is citizenship education. What has sup-’
*ported this goal historically and philosophically is the -
belief that social studies exists to teach future citizens
rhow to cope with the problems arising out of the 20th century
~complrility and how to make decisions that are seeminOly man-—
dated by our pluralistiec, technologically advanced, self-
ooverning society (Barth and Shermis 1980).

-

Although there has been general ‘agreement about the overall goal of

citizenship education, educators have disagreed on the best means to

- provide this citizenship training. These differences tecame concretized

EN

in the curriculum packages created in the’ last 20 years——during the era

of the '"new social studies" projects and to a lesser extent in more
) e

recent materials. . v

Increasingly, we have witnessed concern about the current status

and future directions of social studies teachino partly as z reaction\

“to disagreements among professionals and the lay public about the reform

movement and partly in response to a number.of_national status studies
which revealed only limited‘use in the schools of the new approaches, a
decline in social studies teaching in the elementary schools, and some
student and teacher dissatisfaction With secondar} social studies
classes. Monographs and articles in professional education. journals
(Haas. 1977; Superka et al. 1980; Gross and-Dynneson 1980; Barth and

Shermis 1980) speak of increasing fraomentation in the curriculum, oE a’

-general identity crisis in the field, and of the need for agreement on

how to.reVitalize the curriculum.

.Recent-status_studies give us a better opportunity than usual to
describe social studies education at the present_time:(Wiley 1977; Weiss
1978; Stake and Easley 1978;_Cross 1977)."These reports indicate a
common pattern of course content and sequencingiacross the nation, a
pattern which has existed over tne 20-year study period and, in the case
of secondary-level courses, since 1916. The K-6 curriculum continues to

be oroanized around the expandinO-env1ronment framewor6 which is based

.on the presumed developmental and psychological uneads of ¢hillren, star:-

ing with the social life closect to. tne children s experience {family,
in- the/first grade) and moving out into -an ever-broader so-*jal’setting
{the world, ‘in- the sixth graca).. The stud-es reveal a small and declia-
ing amount of time spent on_soc1al studies and possibly a shift away e
from teaching social;studies altogether in the elementary grades. The

standard sequence’ for grades 7-12-follows suggestions in a 1915 report

c e -
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of the Commlssion on Reorganlzatlon of Secondary Education, estab;ished
by thevVatlonal Education Association. The committee recommended ‘two
cycles of a three-course eeqnence of civics,  American history, and Euro-
pean history corresponding to typical éxit points from schooling at that
'time--"the fact that large numbers-of children complete tneir schooling
with the sixth grade, and another large contingent with the eighth and
ninth g-ades" (Lengel 1981).

Perhaps more dietnrbing thén thelstability of ‘course organization'
over time is the stability of teaching practices. Aiﬁhough the status
sStudies provide‘sone e;idence of variety in teaching methods and. some
conflicting data about practices, the overwhelming impreesion from read-"
ing them is that the-classrooms have changed Qery little since we were
in/;chool (Shaver et al. 1979a and 1979b). :Generally, instruction is .
textbook-based; lecture and lecture/diqcussion/recitation predominate in
the hizh schools, and desk work is central in elementary school classes.v
Not many classes ‘use the ﬁney social studiee" materials, and most
teachers welcome the back-to-basics movenent, agreeing that reading and

basic sxills are central to the curriculum. The Case Studles in: ac1ence

Education report (3take and Easley 1973) dramatically documents this
stability, and the following conclusions from that report,are particu-
larly worth-noting: o ‘ o -
--The teacher is the key factor in determining what edueation will
be for any one child; and, though teachers might not be abfe to bring

reforms on _.eir own, they regularly stop changes they oppose.

--The dominant influence toward change has been the "back- o-basics"

Y

£ovement. Maay teachers state that r°ad1ng and arithmetic are basic

becausetother_lea:nlngs ars unlikely to be eff1c1ent until the child has

4

had a thorough grounding in the basics. Practically, this has meant

‘that less time is being devoted to science, mathematics, and social

science concepteband relationships, particularly at tt -elementary

i
- . - -~

level. . : o,

v ——Sncialization is a preemntive aim of schooling in thet it s-zems
to‘get inmediaﬁe attention élnos; whenever an opportunity arises, reQuir-x
1ng the setting aside of other learnings when necessary. - Sucializacion

practlces 1mpress upon students the need to submit ge*sonal 1nc11natlons

B ;he_needs of the communlty,_to cG F~rm te the Lo;e of~the gch~sta-

-~
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:nt,"” und fo get ready for the mext rung on the education ledder. To
this-end,_teachers practice the brinciple that merit deserves special
privilege ehd poor perfdrmence needs exposure and censure. (The authors
noted that teachers/pse subject matter te keep control of the class.
The new teacher learned "what questions to ask which boy to head off a
prank, what homework to assign to keep the study perlod quiet. . . .
SubJect matter that did not fit these aims got rejected, neglected or
changed in:o 'something that worked.'“)

- "--The predominant mode of teaching is assign/wr;te/test/discuss—-
all organized around the subject matter in the text.. The textbook is
.the key to information, “which helpé to explain why teachers considered_

reading so basic.

The Conformism of the dass—ﬁarket Text
Recent analyses of polltlcal education texts by Mary Jane Turner

(1578) and history texts by Frances FltzGerald (1979) further our under-
standiné of the hases for studedr disinterest in tradirionar social
studies classes. The authors agree -that traditional texts are;ddll,
superfieiai,‘devoid of poiitical debate énd.intelleetdal fermént. Fitz-
Gerald emphaeizes the 20th;cenrury development of a mass-market text
“designed to sell because it doesn't offend anyone. Given the cemtrality
of thevte#t in traditional teaEhing, hef'adalysis, if reasonably accu-
rate,'suhstanriates the claim that important'fealities of contemporary
life are missinz from tradltlonal texts and that this silence m,kes it
impossible - to explain. the world as 1r is.

-~ ' FltzGerald\characterlzes today's texts as "consenshs documents, . . .
rhemselées part of nistory. ian that they reflect the concerns,.the coTi~
ventional. wisdom, and even the fads of the age that produced them.”
.These texts are a0 longer writted.by authors with particular points of
7iew; rather, ‘they are "developed"” by pub;lshers competing for the center
of a $700 000 OOO—a—year market shared by 400 companles, of which 40 are
major. . . oo » .

FltzGerald trazes the evolutlcn of the cnaracterlstlcs of the moqern
mass-market text, starting with the textbook boom which accompanied the
expansion of public high ‘schools in. the 189@s. It was then that texts
‘became terse, orderly, restrained, and ‘impersonal, giving the appearzdce

-.of truth. The perlod fron 1910 to 1940, dominated by progressive-educaf
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tors, contributed little to the mass-market text strategy of to.ay
(although the reforms of the 1950s represented a reemergence of tlese

goals and values). With World War II, texts adopted a tone of high

moral seriousness. Controversy and conflict in America disappeared;

"democracy” no longer represented a call to action but became simply the

name of the'®American system, the opposite of fascism and communism.
"We" and "our" cropped up in text titles, and the term ''aperialism” was

no longer-applied to the United States. In the 1950s texts became ency-

"“clopedic; they emphasized the rise of the United States to a world

power, expressed a morbid fear of communism, and introduced extreme

chauvinism. 1In the 1960s the United States became a multioultural,
Y K .

mnltiracial society with racial and ethnic injustices, a development

that required a dramatic rewriting of history—-lfterelly, a re-creation
of the American character.. Text ts discovered "prcblems” wnlch “because
contemporary political and economic realities were soft—pedaled scened

to come from nowhere. By the 1970s, although references to the turmoil

of the 1960s were almost'entirely dropped, ''problems" were runniné

«

rampant.
FltzGerald claims - that mass-market texts ignore economic hlstory,

they do not deserlbe the essent1a1 transformat icn of American capitalism

in the>°0th ‘century. According to these texts, she chargas, the Uaited
States/still operates under a free-market economy governed purely by -
national supply and demand, with the goverument providing certain regu-

latory and social services. American business abroad still is "a.taboo

subJec*", no economic links are admitted to exist between the Unlted

States and Europe. In generai, :1tzoerald says, recent texts are weak
on analpsis_of historical fdrces, and.they are increasingly 1nadequ‘
ia portraying an accurate image of the United States or providing a
satisfactory explanetion of what is going on in the world (FitzGerald

1979).

N
Y . .

The Traditional Curriculum Model

To summarize, .there exlsts a tradition in social SLUdlES education—-

not one followed slavishly by all teach-rs cnnforming to a natronal cur-

o

riculum but rather one which has evolved over the past 30-~odd years ic
response to pressures to carry out tue objectives of ‘social studies edu-
“ion. This tradition has the following objectives:

-
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--70 give back ou a test or in class a set of facts and conclusions
about the United States and the world:which is contained in a text devel-
oped by a commercial publisher, which represents a consensus or compro-
mise picture of the world, and which ref lects the polltlcal temper of
the time. . ’

. —-To acquire basic read1n » writing, and computation skills as well °
‘as skills and behavior of the good student/worker/citizen such as cooper-
- ativeness, neatness, good penmanship, good manners, respect for author-
ity, -ability to follow directions quickly, w1llingness to carry out a
task on time, and ami ility. -

‘~=To accept the shared values of the society, to be willing- to

compete for grades and teacher favors, to acczpt one's place as estab-

v

llshed by competition, and to try harder. .
.The teaching “strategy rel;es mainly on the use’ of dldactlcs and
drill based on student reading, paper-—and-pencil work, and lecture/
d1scuss1on/rec1tation--all based on the text. Classes are organized
around teacher interaction with the whole class or 1nd1v1dua1 student
work directed by che- teacher. The teacher initiates 1nter ctions, and
° . students respond d1rect1y to the taacher, there is little student/student -

' 1nteractxon and little or no student control @ student is the passive
receiver/learnerlof conclnsions.add preselected information. Teac’ers
motivate students to learn mainlyfthrough assigning grades and other -
rewards or punishments and emphasizing the importance of grades for

entrance into college or an occupation.

' The ‘Quest for Revitalization

Many teachers cannot sanction, let alone use, such a curriculum’
model. Ever since public schooling began”in earnest in the United
States; around 18340 (Xatz 1968), education reformers.have tried to
humanize the curriculum. The "mew social studies"” represents the most
recent of such attempts. But what was the '"mew social studies"? Has
its era ended? Has it been replaced by a more viable and pctentially
.successEullrefonn movenent? What are the chantes for change, and how

should. we proceed?. These are the questlons to be addressed in tne

second part of thls paper.
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The Literature Model: Salvatica Through 3Social Sciences

I take the "new social st.cdies" to mean the dedade or mcre of

reform from roughly 1953 cthu.cugh the early 1970s. This'period was

characterlzed by- national currlcuxum proizcts, funded mainly by govern-
ment and private aoencies. Because of’the unprecedented national fund-
ing for currlculum reform and therefore the enormous effort involved,
this period is ‘unique in U.s. social _studies history. .

I hope to demonstrate ‘that the literature gives an inadequate and
unfortunate picture of the reforms of the 19605—19705 by exaaoeratlno

the importance of. social—sc1ence—dlsc1p11ne—dom1nated pfOJecta and

“caricaturing them- as unidlmen51onal efforts to convert social studies

into social ‘science education. The literature comhentary more or less
1anores both the -diversity 4in exoerlmentatlon and the deve-opmentai

aspects of the period. belleve that the currlculum 1nven*10ns of the

= >

era llve on in today s innovative work and that the cnanoea 51nce the
"new soc1al studles mainly represent a rejection of social science

content’ focus ‘and p0551b1y (and more importantly) of content as 2 basis

of the curricalum. In treating the "new social studies" as just another

fad; soc1aL studies - commentators heLp credte. the next set of fads and
unidicansional approaches. Furthermore,rlnsofar as the .new approaches
:ontinue to emphasize active citizenship education, they will be as
inappropriate as the "new social studies" but will offer less~powerful
bases for currlculum oroanlzatlon ‘because of their deermphasis of power—

ful content.

+Two influential- literature~reviews, one by John Haas (1977) and the

other by Karen Wlley (1977), whlch summarize 40 or ‘more commentarles on

‘the 'mew soc1a1 studles "published between 1963 and 1977, contrIbLte to

the 1mpre551on of the perlod 2

Haas Sunmarlzes the llterature view of the reform 1n1t1at1ve as an-

-~

effort of scientists, hlstorlans, .and social sc1entlsts——aroused bV\the

\

1950s portrayal of public-schogl educatlon as ‘a mindless intellectual
desert_and motivated by post—§putnik funding for curriculum work--to
improve the quality’ of science education and attract intellectualiy
gifted etddents into science. :The bi; reforn push came from ‘1963 to

1963 and was. domlnated by well-funded natlonal currlculum prOJects,

-

mainly in the behavioral sgnences.' Direct ed by unlver51tj soc1al scien-

\ LA
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tists, many of ‘these projécfé were sponsored by the National Science.
Foundation, with the purpose'of:designing social science discipline
courses as potential conpetitors for traditional high school social
studies'courses. Edwin ?énton first used the term "new social studies”
to suggest parallels with "new math"; he listed 15 points distinguishing
the "new" from the "old" social studies (Fenton dnd Good 1965). Inter—
'néstinOly, this early, personal view of the movement, oBviously affected
, mainly by Fenton's own work, has become the authoritative descrintion of
an era which ended a decade later. o _ '
Wiley's review (1977) indicates that commentators perceived the
prOJects as disc1pline—dominated and fairly Similar in character. Con—
tent focused on.single soc1a1 sc1ence courses oroanized around the, looic
+  of the discipline and the world view contained therein, emphaSiZino the
-f ' ' latest findings from the frontiers of scientific &nowledoe and oenerally
plaCing more “mphaSis or coonitive content and processes than on values
and valuing. Objectives fodused dn learning to apply the concepts~and-
theories in the ~given discipline to understanding society and those
social -roblems 1nenab1e to analysis by the disc1pline, learnino to use
the’ scientific method and inquiry skills of the discipline, becoming
sympathetic to sc1entific inquiry as the means of solving social p-ob-
lems and starting to use this method, and adopting scientific éttitndea
and a relativist vie&‘toward values issues. Teaching strategies involved.
active student partiéipaéion through_diécovery strategies which simulated
actual scientific discg&ery and inqdify methods based oan scientific
inquiry . Concern for aqtive’ student involvenent required student/student°
- Lnteraction and also stddent/naterials interaction, with control resid-
--ing .in the curriculum materials. Student motivation was to be maintained

PR mainly through the exc1tement oene*ated througin inquiry and tqrouch con—

- sideration of powerful scientific ideas. .

Even during the ‘hevdav of the "new social studies," professional

educationists began to . fault witn the discipline-oriented approaches
to the curriculum. By 1970 social studies commentators openly described
the social-science approaches as being incapable of handling the horren-
dous societal problems'nf the 1960s and 1970s, and they gave birth to a
new age of ' problens '—oriented raforms. Hertzberz (1971) identified the

> new directions which emph351zed "relevance and the immersion in the.

-
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immediate here and. now, the commltment to soc1al actlon, the stress on
interpersonal relations, the 1nvolvement of students in dec1d1n° what to
study, the impatlence with traditional dlsclpllnes and the attempt to

integrate or fuse them. John Haas summed up the new soc1a1 studles"

- -
z . -

critique in thls way: ~ ’ : .

To many educators, the NSS movement was conceptually defi-
cient. GCne conceptudl weakness was that the NSS rationale
was unldlmer»ronal--that is, commited to single answers to
curriculum development questions. . . . Of the three basic
sources of curriculum--nagiire - of knowledge, nature of
society, and nature of students and learnlng—-tne NSS move-
ment chose to emphasize just one way of viewing the nature of
knowledge,. naméiy*\the structures of the separate acedemlc
disciplines and the Procedu:res used by practitioners of these
disciplines us they created krowledge. The NSS was unidimen-
sional in its emphasis on the structural aspects of'hlstory
and the social. sciences. to the neglect of the nature-of stu-
dents and the nature of society as sourzes of social studies
curriculum. . ... It was unidimensional alsc in its-emphasis
on curriculum materials, to the nealect of schg;}_ggg,class-
room organization, of the ‘nature’ of teacheTs, of the dynamics
of teacher-student, student-student., and teacher-student-.
materials- interactions, and of the nature of preservice and
inservice teacher ‘education (Haas 1977, pp. 80-8l).

But Was tae "Vew Social Studles so Pure and One-ﬁimensiona1° ' L.

In my oolnlon, the foreg01ng analy51s is quite.inac. Lrate_as a pic-_ -

ture of the whole reform movement. The cvitics of the movement have not

based tneir work on.z nlstor1ca1 analysis of the project materials. ore

1

important, they do dot have an explicit derlnﬂtlon of the boundarles of

.

the 'mew social studies." For 1nstanoe, Haaq s summary is "directed-
toward social sc1ence secondary DrOJec*s. Ev1dent1yamany commentators'
on, the perlod adopted renton s early characterrzatxon of, the term "new
social studies.” > Tnis is unfortunate becauqe it deflnes the era nar-.
rowlv in temms of "~ one new: foc ] 1nstead or as’'a period of nultiple,

. LW i}

lnteractlng thrusts. = . . ) ) .

ity of the period, .whicn As spmmarized in 11 directories of prOJects“
(Social EduC4tLon 19654 and 1965b; {Lchaells 1963" 1hson 1967 Wlnvert
1969; Lester 1969ﬁ Sénders and Tanck 1970, Iurncr 1971° Taylor ard Groom

1971; Social Educatlon 1972;" Social Studies Curriculum Materials Data

Book 1977).. Of the 135 projects listed in L%e;e'qorks, approximately 70

represent clear examples of curricdlum development. At -least 50 .of -

¢
<. .

To make,this poiat, it is necessary to start with the act&al activf

.
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these projects involved multiple grades, 22 of them either K-12 or 5-12.

Seventeen were elementary school projects, 5 were junior high school
projects, and 21 were secondary projects; Only a third.were orienter
toward a discipline of social science or history. This brief nod to
statistics indicates the diversity involved and leads one to questior
the unidimensional appraisal. A '

Some projects were better known than others, and it is probably
fair to. say that  the ones which most people associate witﬁ the '"new
social studies" are the 31 projects included in two. important project—
by-project evaluations which appeared in Social Eduéation in -970 am
1972 (Sanders and Tanck 1970; Social Education 1972). Of the=a, 5 were

in history, 10 in social;science disciplines, 3 in area studies, andé ®

in citizenship; 4 were comprehensive elementary and 3’comptehen;ive ~1=
projects. The Department of Health, Education and Welfare fumsss .:
projects, the National Science Foundation funded 4, private so=——:es
funded 12, and school districts partially funded 3.. (Some projec-.s ¢ -

funding from more than one source.) Nine projects involved elememza-:

'agd middle grades, 15 were designed for grades 7-12, and 7 spammed

grades K-12 or 5-12. Historians or social scientists directed 13 pro*—
ects, social studies educators directed 1l projects, and teams of so= ..
studies educators and social scientists directed 6 prosacts. Onoty -

projects admitted to designing curricula for the academ®zzlly talenr=s

and even these claimed to be creating materials for both average anc
above-average students; 5 projacts were specifically geared for the l:z- -
successful student. ‘

Most :Important for our purposes are statements about intended cur-
riculum focus. Twenty-four of the 31 projects deliberatsly organi=s=
content aropn& social sciencés or history;'this group inclwded mos:t of
the elementary school and comprehensive projects. However, most =f
these projects were not oriented toward inculcating  the strucfure of
indirﬁdual'disciplines;_rather, they used concepts from =he soc=l

scier -=s as the content base. Six projects deliberately eschewed a dis—

'eipl- ==y approach. Twenty-three projects cénéi@ered soze form of

ingz  training important, but only 6 stated their objectives in terms

of .2armng the skills of scientific inquiry or historical irquiry.

193
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Falues edmcation was comsidered a ==jor focus of 19 projecrs, amné 12

=rojects cited citizenship educatiom as an 1mportant goal.

Zs There a "New Socizl Studies Curriceium" Model? No!
In my opinion, the era of reform we have been describing was

2=xrremely creative of mew approzch: - =z curriculum ‘design:;' it ==pre-
serted a flowering cf alcsrnatives a»f = melding together af appar=ntly
4. sparate approaches. The div=rsii- < the period,is cau=ht in Mpdels

== Teachking, by Jovce =md Weil (1372, which categorizes differ=—t

zproacires developed <—==mg the pe: .3® into four families of team=ring
strategizs. The arc™ors identify  4~is focusing on (1) social c=la-
zisns, D) informatice pmoressi—r %ngt cognitive development, (3) per-
szm.:.tv aelopment, =d (4) demaw.- .- modification. However, in Tocus—

== on TE=cTing Tal=gies relier -=an on curriculum Fesign, ax in

cms::::xtmg e worx mf immowerors ~x=h as Hilda Taba, Richarc SucTmam.
Dz-id Acsuel, Jetome Brumer, Domai Jliver, B.F. Skinner. amc Bezoert
TZelan in @mms 0f mme disTinc— e twsaching strategy per persoa. the
08 S=err.=ws ecr—=tibili- iec am.~¢ =Ze innovators and thwir comtr-bu—
tzrms oo o==rall ——iculur des'«z. T=ba, for iﬁstance, -s2d sewver=l
:ifferent s—rategi=e —to ackieve wmultiple leairning objective : z2lated to
-ve intellectual. sc—ial, moral, and psvchological develwmo=mrt < thne
=:ild. This is =1 :- true of many other projects. The px»==Ddilizv of
Z=veloping curricualez which combined zpproaches created by —zaz, =ssubel,
a—d cthn:os cepresents the major breaiszrough of the period. For -=mample,

.~ Economics anc Societv (Helburn =< Davis 1974%), an overall .--it

- -

nrganization was JSswvazloped which used discrepant events as unit oremers,

. cogrammed instruc—=n to teach basic discipline organizers, smai_—zroup

i~teraction ac-iwvi—i=2s for values clarification and small-group ia2zrx

irzg, the jurisscuidrrcial —odel of conflict analysis to teach analysis of

=z,

c~atroversial Issm2s, and Taba's basic comparative case study acpraach

tix teach hypotbesis -and generalization formation.
The era o> the "new social studies” is distinctive because -I the
- :tional currimI—— projects and because of the participation o7 zca-

r—

demic disciplime =ople. However, the newcomers joined social saniies

~=ofessionals ®mxr ==d been working in the field before and would =m-

~nue to work === the era was over. Through cross-fertilizatioz Zrom

Zverse backgrou~iz, we were able to employ a whole series of ims——ic~

0 3
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tixaal and s_;choiogical theories in curriculum constructiom. “THhe period
peduced Tecr—cal breakthroughs in applying system desiga premedures to
education wiizh involved designing whole courses of study arounf multiple!
objectives t===d on the- la‘gest theories of cognition and muman Zevelop-
went. We arrempted, a=d to a large extent created, curriculz which .
fnvolved (1) z:zrefuliy wi2elineating learning objectives to raise students'
cagnizive, moz==l, emoticwal, amd social levels of functiomszng, '2) choos-
ing -omtent =sed on powerful conceptual and analytical s—ruczures of
rowledge and 2n a sampiing of facts, cases, and events =Ilustrating
warts I —9=e gtructure an< eariching studen:t experience, (3) sequencing,
rotating, and spiraling leearming activities to permit assimilation of
and acccaomodatiom to new ==owledge, (4) desigming hlearning expariences
requiring studexts to le=rm -ud pract.n.'.ce nec=ssary skills, to use and
extend their &mowledge, =nf o clarify and buiid their belief systems,
(5) =sinz az—ivities whiz~ ——erest students v working s*mltaneously

on sawerzl Iemewiing obje——=res, and (6) inclu===z systematic and con-
Ticual fszedbasX —p studer—= o= their learning. ’
Focusing o the soc—=_ =cience/historiar ﬁrucmre-of-knowledge
@pprvech zs =z definition of == period ignores —he real accomplishments
ad upmdervalmes the extent to sfrich cuirent rerorms grew out’ of this
#arlier perimX. It also imvites the placing o blame on the social
science orisesration for the di=zppointing impect of the reforms on
slassroom pr==Tice. -

Back To Bas®Exzs zZnd th= Contradictions of the 1870s

In the I%0s th= single mos~ important change in u.s. education was
_t=e wove back to "basics." This came at a time of fiscal crisis in
gowszwment. which hit schools particularly hari because of the decline
iz school-age population. The “new social st:udies" curricula came on
=he marker just as the taxpayers revolt gathered steam and the National
assesspent of Educational Prograss publicized declining test scores.
Zmg==ss shifted federal funding priorities in education to promote
=mz. oppartunity through education. '"New social studies" materials
mamwe their _greateét impact in middle-class and upper-middle-class
sS:ber=ban school districts, where training the mind and preparation for
actire citizenship is an appropriate goal, consistent with career train—

<imz Zor wmamagerial and professional occupations. Except for a few pro-

195 o
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grams, among them American Political Behavior and Geography in an Urban

Age, the projects were a commercial flop, particularly at the elementary
level. Névertheless, one recentcstudy (Fe:tsko 1979) shows that the
projects influenced commercial texts, which introduced inquiry activi-
ties and social science concepts and generally latched on to salable.
aspects of the reforms. But the status studies indicate that the project
innovations did not reach many classrooms--where, generally, business
continued as usual. Many.of us now seem to agres that the projects
failed to take into.consideration the school environment and how innova-

tioggiactually take hold. Fewer of us go beneath tixis generalization to

_#Tecogaize the limited viability in the goals of liberal, progressive

education, given the schocls' socializing and scresning functioms.
Having viewed these conclusions about the "new social ctudies," it
.is important to look at current trends and their success. One can iden-
tify two interrelated, but possibly contradictory, kinds of thrusts.
One thrust focuses on coatent and emphasizes the preparation of
chlldren for their future roles as consumers, WOrK=rS, c1t12e15 of-the
nat 1on, citizens of the WOr“d and members of a mulziraciai, multiethnic,
litigious, prlvate-eqterprlse society. In part thaese content concerns
reflect changes in federav funding priorities and the availability of
grants during the 1970s to develop curricula for. ethnic studies, con-
sumer economlcs, career éducation, and legal education. These efforts .
may or may not reprasent aptual reforms, depending on the other learning
obgectlves built 1nto "the curriculum or teaching unit. Such programs
should gain acceptance in schools because thé roles approach fit§ ihto
the oyera11 socialization and screening functions of schooling. -  Career
“and consumer educatlon help students make more-rational cheices within
the ex1sting cho-;e range prowvided by society. In placing the focus on
choosinO-amono existing options, these programs deflect attention away
from 1nqu1ry *uto why there are not better choices or whether choices
are permlgted to some groups and prohibited to others. Although such
programs,prov1de potengla’ vehicles for teachlno decision making or
values education, probably they are mainly a conservatlve force. Their
activities tend to focus on decisions helpful for maintaining the status
qué--forlexample, how to allocate one's budget. While roles approaches

provi&e an opportunity for teachers to focus on changing roles and ‘to

1!
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expose sexism, racism, and other hiases, mfles.: tms< ars embedded in a

_ broader framework of ideas about the wozk4 and =—: socfal/potitical

system; ii;ey ?ril‘l‘not—enligh.teni_qr clarif~ or e~1 give z realistic view

of choiems provided by the system. R

———— .

The second kind of reform-ac—ivity 7lwows Sf—ectly from  the "new
social studies" téach’f;ng innovatizms but £o-ges —=r= marrowly on some
aspect of citizenship education—=or exapmst': . valces gnd valuing, deci-
sion mak:ﬁr:g, or learning through z=tive pz- cizat—wr in community life.
Eminent social studies reformers == text  =ters Z=scuss these thrusts,
their success in the classrooms, amd thei~ ztuw= ——tential in Goals for

the Social Studies: Toward the Twemtv-Fir= oi=r. a special issue of

the Jourmal of Research and DeveLgBmem in Eurstion (1930). These .
articles indicate little which is really new. Mairly the emphasis has

'

changed to dovwngrade content as the basi: :or- zurciculum. Materials
have moved away from, applying powerfnl orpamiizinz ideas to current
affairs and history, to a problems apprcach smxrc: seems to be a vehicle

for developing decision-making, vrarticiRje:asn, a=xd valuing skills.

These approaches use teaching strategizs :rizad by the "new sociai
studies," =minus the soéial'-science;disc: ccatent focus. Children
appear to be introduced to problem sol- 1 wz_uing on an ad: hoc. -
basis, without a conceptual structure fer . ¥ . Iontemporary problems

wnich would hel§ them make important cowme -2:..5¢ zmc-make sense of the

.

wor™d. .
Insofar as these innovations focus xe goal—for example, deci-
sion making or values--they are just as iimensional as the 1960s

discipline-oriented projects were percs -2 tc be by educationists.

Furthermore, the articles in- Goals for —._. T“ocial Studies indicate that

only limited success has been achieved == atroducing these approaches
in the classfoom. This makes sense, s-=— these active citizenship
reforms are fud&amentally incmzsist‘.ent. == "~ the socialization function
of the . school. They suffer Zrom the ==me Sias as the "new social
studies" discipline-dominated approaches irn seeking to reform society
through promoting dewmocratic zpractice in tas schools. Furthermore,
insofar as they also seek to encourage mor student involvement: in
learning, to t_nake learning easi=r and mére fen, tliley interfere with the

screening function of schools &¥ downplaying zrades and by contributiag
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to-grade inflatimm—--that is, providing a basis for giving better grades
o students who m=ght ntherwise >= turned off to schooling.
I:. it is tree that these T approackes downgrade content.as a

b=sis for curricula and lack a ==*Ffying =m¢ reasonably accurate world

view, then they do not combat time Glaand. megative effects of mass-marxet
zzgzgf_jff=§gree—:éstwihe_sqctsi,s:ienn==:iazipline structure may not be
e beét bas:is fo— organizing-cortest. Ta the «xteut that discipligg:__
aTiented courses —~eflec. the Tmrimg 4¢e-0lcgy, they too cau confuse and
cinfuscéte. As ex=mples, the lack of s 'ss=ws thinking and dynamics -in

aiementary economi= theory limits exp wma—nms to how the economy reacts

4

to change, but it:does not explziz nmges zud mainstream economists do
not use class analysis to explain imcome cistribution or alienation from
work. I am not necessarily advoratng vsing discipline structures as
the - basis for content and a worlE view. However, it is important——
crucial--and possible to introduce: students to powerful o¢rganizing ideas
and to help fhem to understand soc+tal interrelationships and the histor-
ical development of social problems, and their connection to the eco-
nomic and political systems. .

Finally, I am troubled by zhe apparent fragmentation of the current
reforms. Why are there separaze programs in decision xnaking, valuing,
and global education? The cur—iculum programs of the 1960s involved
desighing whole teaching system== around multiple;obje:ti&es, & rotation
and spiraling of learniﬁg, and = balancing of different teaching strate—
gies. Has this aspect of experimentation been lost, or is it being
avoided because it is imprécti:al? Possibly the curpent fragmentation
represents a necessary retreat == try to infuse textbéﬁk teaching with a
little “nnovation. However, I sz=pect that the problem is more serious,
that it is related to urnidimens..onal thinking in the profession.

¢

Conclusions anE ecommendations

I believe té;t the manpower —odel of education predominates in

a _ .

shaping-schooiing. This means th=r active citizenship education will
not gain wide acceptance because it is incompatible with the main
;ociaiization and- screering functims of the schools. épecifically, the
following conditions seem to me =zo encourage stability and inhibit

change:

C
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. 1. Recent studieé_of the copfizf=ms necessary <o implement and
sustain innovaZons (Berﬁan and Mclawe=—2in 1978) concinde that changes
jmpleméntéd'fraz':he top down do not ===e lasting effectr in schools if
they are unrelzced to perqgived neeés —of teachers. Zather, permanent
clange occurs waen the people doing —= work——teacher:—either initiate
cizznge or recoguize that the specifz- —hanges help =—=m do thefr job.

2. The social studies status ==wrdies concluaa="hat teachers and
- : tz==-h00ks control the curriculum and thm=at teachers r=spond to the day-

<

~>~zay pressures aud traditions that exist in their =chools. The need
~o —maintain contcol and disciplinz is a prerequisits to success in
e -2aching and therefore takes precedence in classroom management deci-
siors.
3. In response to ‘the proflt opportunities created by the expanc
s .02 of public school educatlon during this century. publlshera have
-eloped mass-macket texts. By and large, market forces have disci-.
iined publishers to:conform in creating what is alrost a standardized
coduct, designed to appeal’fo the market center. <Since texts are the
basic source of curfiéulum'cdntent, the effect of ttis situation is to
veakea the coatent base.

4, Pressures  to conform also come from outside profess;onal
social studies_circlés. The lay public--particularly, special-interest
groups-—chntinues to take an interest in sociaf studies, eroding the
influence of social studies professionals and, fpotentially, that of
social studies education. Because social studies is primarily ideolog-
ical indoctrination, and .part of'general education rather than octupa-
tional training, there is an inherént tendency for th€ lay public to
feel qualified to influence the curriculum. When times are hard, social

Cstddies may be attacked on two_.grounds--that it doesn't do its job of
preparing youngsters for life and that it isn't basic to job training—
and thus considered'éxpendable. . '

5. "Although the‘real control of the- curriculum lies with the text

-and teacher, there are many other influences on the curriculum. Deci-
sion making on textbook adoptions and X-12 artitulatiénﬁand content

- involve local school dlstrlct textbookx and curriculum commltLees, state
committees, stat. depar tmeénts of education, local and state school

boards, and even state legislatures—tLengel 1981). The practice of

. / . 193
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including a spectrum of peopl= irx the decision—making process—-to democ-
ratize ‘and legitimize decisims—actually impedes change because it
requires a consensus among a-=ide range of people and interest groups.

Therefore, policies which have =wolved over time and which were in place

-before the bureaucratic strur—m—e was develore= tend to continue for

lack of agreement among the d=cision makers zbout alternatives.

6. Social studies profe=msiomals, particml=zrly academics, contrib-
ute to maintaining the statuws zuo Dy creatimg disputes ovér,what the
currizulum should be, thersbr Zailing to provide effective leadership
Zor changé. These disputes _=Tlect professional rivalries, ideologiéal
differances, and—intractible pr=judices which I do not believe will di's-
appear, even thecugh they.cnnid be resolved if we were to adopt a
tatiomzl, problem-solving courfitment to chamge. The differences not
only dilute effective leadership; they also create confusion and false
debatas over alternative stTategies which others in the field havé'to
sort out. However, they ar= part of academic life, contributing to pro-—
fessional advancement, and thersfore importanmt to their participants.

7. One of these sets of disputes relates to the issue of content
i1 the cdrriculum. In genmeral, social studies educators have given

inadequate attention to coatent and to the s=2:-ious deficiency created by

choosing inoffensive content. Because o .ts ideological function in

"the overall school experience, traditiona” social studies content obfus—~

cates. and mystifies; it treats cur ideals as real, attainable goals

which have- not yet been reached, wh2n in reality they cannct be reached
in a world doninated by the drive for capital accunulation and increzs-
iag concentréﬁion of power. To the extent that we miseducate, we con-
tribute to studencs' dissatisfaction with social studies classes--which,

of course, can feed back to create more discipline and classroom manage-

>

ment problems for teachers. .
8. The °present pressure to hold the line on or cut social ser-

vices means tigat school budgets, therefore fewer change agents within

school s;stems, less money for auxiliary resources and training pro-
grams, less encouragement of teachers to experiment in their own

classes, and more pressures to conform--hardly an encouraging environ-

ment for teachers.



[/

Ifsee.litfle hope of bringing about pervasive change bésed.cn
agfive'citizenship education or progressive education goals. We need to
Arecoonize this, and to chénoe our sights:from attempts to affect the
mainstrean to working on those frlnges where our ideas and strategies
; are welcome. We have made great technical advances in curriculum design
and teaching methods, but knowing how to educate does not mean we can
change teaching except where such changes are apﬁropriate. Nevertheless,
it is important to continue research and development on the teaching/
learning process aﬁd to learn more about actual classroom practice. We
also need. to develop a realistic, more accurate view of society, social
change, and the functions of schooling in maintaining social stability
as opposed to prdmotino social change. We should incorporate this
knowledge in our teaching to -inform teachers about these matters, so -
T . that they are ‘aware of the contradictions which constrain their work but :
nevertheless- provide the opportunities for change. If we have an accu-
rate social analysis and are clear about our politics, we will be more

successful in choosing more-likely avenues for chagge.
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., 10. CURRICULUM DESIGN.FOR THE REAL WORLD '

By Barry Dufour ~ : -

-

! The Langudge of the Curriculum .ot

The language of the curriculum i. replete with words such as

cesign, planning, objectives, development, structure, process, and

eyaluation. It,sounds like a board meeting of a multinational company
rather than the language of educators, but these words do illustrate
- certain‘trends_in education which locate it in a technica1: rational

_world where more-recently popular words and concepts, such  as acccunta-
bility, are perfectly appropriate. The wnrd design does have another
“connotation, wh:Lcn moves it more toward umanistic and artistic
endeavors and away from the deliberation implied in bther meanings. By'
discusslna th: term design, I shall be able to pick my way through a
serieszof key ideas and concerns.that are increasingly exercising my .

-

thoughts as an educationist.

Lt There have been two elements in the notion of design--that which
- empnasizes the artistic aspect and that which emphasizes the craft
aspect. There is often a ternsion between the two interpretationms.
Craft has been seen as dssociated with the real world of everyday lifeh'f
commerce, and’industry. It isgmessy, mechanicai, practical, and éseful
in its orientation; perhaps it is also ﬁumble, workmanlike,'noninspired--
a skill. Art is‘-seen as creative, inspired, nonpractical, not neces-’
sarily related to the real world, in the sense that it deals in images
and tantasy, imagination and'interpretation. Art is- of'areatertvalue,
because it is assbdciated w1th free will and creative - expresslon.

I do not personally accept these dlstlnctlons, but I -find them °
useful in br1n°1n° out some prcblens 1n cnrrlculum design. Too dften,
the notion of curriculum deslgn most favored has been one which 11nks it
with practical preplannlng, ‘craft, and mechanical operatlons and skllls._

- . I want to argue that, for the 1980s, we should make efforts to put art
back into design in our curriculum in the sense of'encouraging a clearer
ccmmitment to_developiaz in children creat1v1tv, imagination, self-

- awar/ness, and similar values and skills. I am calling for an increased

emehasls on’ tHe humanities and expresslve arts to counterbalance .the

Eﬁﬁ;wi- // _ | o . : 199 204 i s . L
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pseudorational, positivistic, and scientistic social_science paradigm

that many curriculum developers encouraged in the 1960s and 1970s.. This

eaphasis does not imply a flight from politics or the qsal world;

rather: it incorporates a more lively and critical approach to teaching

and learning and a more powerful political siandpoint than was apparent

in the social studies/social science curriculum projects of the last

two decades in”either?the United States or the United Kingdom. (I cannot

speak ofaWestern Germany since, beyond my knowledge of the restrictions o

which teachers face in that country, I have little firsc-hand knowledge cl -

of curriculum in that country.) . . Ny
A >~ \/
One definition of design states that if you take it to mean "the ,,////,/

conscious pre-determination of the human environment, you are into plan-=

ning, .into economics, into politics" (Baynes 1976). Any social curric-

"ulum\nust be preplanned to some degree and will therefore reflect the

political choices and constraints-operatin° within the school, the com- .
munity; and the w1der soCLety, and these w1ll determine what is seen as

worthwhile knowledge and what is seen as unde51rable. -However, Ido not li\
agree w1th Mlchael Apple (19/9) and other Marxist curriculum theorists |

who see the operatloh of 1deoloay in every facet of educational and human.

fact1v1ty. . el L=

The fundamental themes I wish to pursue in thls paper are, speeif- L .

1cally..

.

.1. That currlculum design 1s a necessary activ1tv in educatlon,_

‘but that it must 1nclude ‘social,. polltlcal phllosopnlcal and educa—

tlonal 9051tlons, h1therto neglectedtln the social currlculum, which

encourage creat1v1ty, Elex1b111ty, and opportunltles for pup;ls to pur-

- sue” thelr own studles for part of the time. Pupils must be value& as

’ United.States, in the 1960s and 19705., is an .admirer and imltator of

ST 00 R0

: v
.much as teachers as actlve agents in the'de51gn of the curriculum. ' The

cholce of topics .to study, thln;E to learn about is as much a JOb for

puplls as it is for teachers, even if teachers do retaln overall guldance

in the development of skills. A-°shift toward more pupll ch01ce will make
™,

it more. dlfflcult,(I hope) for us-.to construct .the kind of totalhw

planned social scient1f1c>currlculum_that emerged, espec1ally in the

the American approach, I learned to love 1it, then hate it. Thls yall_to-,

wall curriculum withnall social subject disclplines prescribed and all

CJ"
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objectives built in, kindergarten through grade 12, was the ultimate in
curriculum planning and design--and the death of education! In the
United Kingdom we did not achieve such a comprehensive curriculum, but-
certainly the_proliﬁeration of social science subjects for'our 16~ to
18-year-olds in Ordinary (O-level) and Advanced (A-level) Ceneral Cer-
tificate of Education-(GCE) programs has meant the triumph of positivism

and & narrow and bogus vieg of human society. There are a few excep-

. tions, notably°the JMB board's A-level sociology and O-level integrated

humanities, both of which allow a broader perspective.

2. That if the teacher c¢ontinues to maintain a central role in

the curriculum, as I believe should be the case, certain features are

necessary in this curriculum of the real world. .

I would now like to -enlarge on the first theme, by looking-more-

‘e

+generally at currlculmn ‘theory and development, and to consider its:

_lmpact on secondary schools.

Writino About the Curriculumir

- '“Currlculum as a .career and spec1allst study has,now become accepted
in the” United Klngdom (as” 1n the United States® at schoo’s of educatlon

and other teacher educatlon departments. Desplte the- prollferatlon of‘

:boo&s and research on currlculum, I have found few books or currlculum

projects. whlch attach themselves to the educatlonal philosophy I have'

-outllned that is, a bellefaln the value of creat1v1ty, flexible. learn~

I

1ng arranoements, puoll cho1ce, and a commltment to an emanc1patory~

‘zeducatlon, however vague or dlfflcult to deEfne ‘all of this may be. (I
b,suppose I am talklno about the open school or progresslve educatlon,

’but I find :these terms so. vague that I rarely use them. ) There are

-

exceptions, partlcularly by Amerlcans, among” them the well—&nown ‘books

of Holt, Goodman, and.Kohl. Few equivalent works by British curriculum

- writers combine the’same degree'of scholarshlp and persuasiveness.

Works on the currlculum publthed in the United Kingdom during the
1960s .and 1970s _were- extremely varied, operating at a number of levels
and concelved-ln a number saf trad1t1ons. Some, like those os Kenneth
Rlchmond (1967,,1971), were mainly descr1pt1ve works dealing with the
changes taking place in the schools.: They were based on. no specral ana-

lytical framework beyond a general_belief that changes in the curriculum’
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were-necessary and timely. - This practical type of book is still being -
puhlished~and is of some use to teachers because it reports and pcpu-
larizes developments. _
Another type of book has offered analyses of the curriculum based
" on the main educational discigliﬁés;-the history of, psychology of, phi-
. losophy of, and sociolooy og/education. The sociolooy of education has
Atlantic. In the United Kingdom much of this work has been associated
with the University of’London Institute of Education and has involved
cultural, political, sociological, and linguistic ahalysis of the cur-
" riculum (see Lawton 1975, Bernstein 1971, Young 1971, Sharp and Green
1975, Prlng 1976, and others) Most of this work has beea in the nature
oE-theoretlcalmcritiques, in most cases it is based on emplrlcal-
" research and has raised basic questlons about the operatlon of the
school currlculum and school: practice in general.. Bnt .it is not of
'nlmmedlate use and relevance’ to teachers- it does not.tell them what - to
~?do on Wonday -morning. Rather, it worries teachers and warns them of the
danoers of what they have been doln° on Monday morninos' In itself,
this is ‘a healthy exercise. Lawton 1s perhaps an exceptlon to this
oenre- his books on the currlculum have _always been’ easy to read (and
therefore they sell well).. His books are also tinged with praomatlsm,.

which does not please some academics and*some left-orlented teachers who

want their* curriculmn analysts always to be. involved in the class _

struggle. L , »
) Tﬁere are a few other writers llke Lawton, who combine- scholarshlp
| w1th detalled and practlcal d1scusslon of what‘is and what ought to be.
The prlncipal ones are—Lawrence Stenhouse (1975, 1980) and Waurlce Holt 1fn
(1978 1979). OE equal importance are the currlculum proJects then- “
: selves, from organlzations such as Vuffleld and the Schools Councll
’.'whlch have: assoc1ated publicatlons thit outline their aims and methods.
JA useful descrlptlve and crltical summary of all of these proJects/can
be found in Stenhouse (1980) - e -l /
. _ Another kind of writing about the currlculum comes from a grOup oE:
.people on both sides of the Atlantic. They are writers on the currlcu-“

’.,lum and schooling who- derlve thelr phllosophical and: educatlonal posl-

g
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tial. Together, they offer support for a greater. deoree of proil-
. cenreredness, allied with a commitment to an existential and/ema1c1pa-
tory view:of education which is rooted in creative and—expressive work
inside the classroom and-outside the school. Some of these writers have
a Firm attachment to a social curriculum which iﬂcludes elemenfary
sociolegical, political, and econom;g education; others are more wedded
to. the. English/humanities end of the sacial curriculum continuum. All
of them present stlnglno attacks on p051tev1st conceptlons of social
science and social learning. o :
Of the strident politicos, the recent work of Young ‘and Whitty is
the most thought—provoklng and 1mportant (see espec1ally Whltty and
Young 1976 and Gleeson and Whltty 1976) Their work and that of their
assoc1ates has o:Lven us a- clearer understandl of some of the episte-
mological foundatlons of the social curriculum. Witkin (1974) and.Abbs
.;__ (1979) are refreshlng for their treatments of the more subJectlve ele- L
"f“ ments in learnlng; both are firm advocates of the maJor but ne01ected
" role of the creative -and expre351ve arts. in: the development of feellnos,
bellefs, and valu“s in young people._ Abbs presents a Dowerful cr1t1que~l.
of’ ratlonallsm in. the modern education system. o
- The dally teachlno in’ London schools and his superb books demon— o
'strate what Chris Searle and others of h;§‘k1nd can ach;eve w1th"pu911§”.
in English, lessonE; ehcoufééino;awareness'ih pupils of raciém, sexism,
\\end oppression. » Searle (1977) shows- us that the relevant knowledoe ******* L

B

capable of transforming- society already ex1sts w1th1n the puplls them-

N selves, it only needs to be developed. ) _
’ Last, -I must commend the work of one Amef;can who has influenced
me;—Maxiné Greene. ‘The"broad.intefdisciplinarj-sweep of her’&ork and
- .her passionate éhéméioning of many of the politicaliled cationai{ and
éhilosbphical standpoints which I holé dear have made meégteempt to get -
her work more widely known in the British Isles (see Greene 1974.and
< : : :

1978).

Practice in the Schools

I want to turn now to a brief critiqueﬂqf actual_school practice in ;ﬁ

' the United Kingdom in.recert years in the social curriculum ‘and then, at .~
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greazer length, move on to my outline of the elements of a curriculum

for he real world.
There is no doubt that real successes were achieved in the last two

decades in the actual expansion of social learning in schools, particu-

“larly in secondary_schools. A large minority of schools now offer inte-

grated work in the flrst, second, and third years of secondary educa-

tion, although the extent of rethlnklng in some of these changes has
often been minimal; many courses are simply more - than geograpﬁ/i his-
tory, English and religious education pushed together. t the senior

end of the school the growth of the social curriculum has been even more

remar&able, no doubt fueled by the incentives -and structure of examina-

tion courses which are being developed at-an ever-increasing rate.

, Large numbers of secondary schools now offer integrated social studies/

social science courses under a bewilderina'variety of names. The growth
'\—.

'1n mhe prV1saon of spec1allst social _science courses, such as O-level
and A-level GCE soclolooy (for ‘16— to 18-year-olds), has also been

dramatlc, w1th socwal anthropolooy .being the only speclallst soc1al

science which: 1s not yet examlned at O or A level or in the Cert1f1cate

associated with the "Mode 3" provision in examinations, which gives

<

‘of Secondary Educatlon)(CSE) examinations. - Somevof this growth has beed -

teachers a more central role in devising syllabuses. All of this has -

beén supported'by‘the'continuing publication of new . tekthooks for the

spec1allst subjects and of progect-tooic style books for the many forms

of ‘integrated courses. .
o What seems Surpr:Ls:Lna IS the low‘take-up rate ‘of curr1culum proJect

materlals Materials of the.early Schools Counc1l prOJects are used’ by

about 10 percent of teachers, and\the MACOS (Wan. A Course of Study)

materials are used by as few as S percent of teachers. These low rates’
must be ‘a ‘comment on’ the resistance’ of teachers to these forms of cur-
rlculmn renewal, unrelated as. they are to a clear examination base, but
they are also“a.comment,on the nature and_relevance of these proJects.

Many were not disseminated. very -well, and many'aré inabpropriate ia -

terms of. cost to schools, structure and deslan, dand lariga:e/level. In

contrast, the second generation‘ of Schools Councll,pr ects,- such as

..»4'

Geooraphy for - the Youna School Leaver, “have fared somewhat bett°r

because a v1gorous dlssedinatlon policy was- planned rlgnt at the start

S
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and'beCause they fit more easily into a stable subject base which leads
to exaninations. However, all of these project materials ‘suffer by vir-
tue of being developed and based at uniuersity or college departments..
It may-be that social studies/humanities teachers are resistant to over-
tures from these quarters; or it may be that'thé.developers miscalcu~-
lated the needs of teachers, which I thiok is more likely. Neverthe-
less, I do believe that all of the social studies projects had many
redeeming qualities and that they have had some kind of influence, anud I

agree with Stenhouse (1975)" that projects like the Humanities Curriculum_

Project have generated very fruitful discussion about teaching methods

- acd strate01es. - And of course teaching style and strategy are just as

_important as content in changing the curriculum.

Sdme Essential Features of a'Curriculunm Des;gn for the Real World

o There are two 1mportant aspects of a. curr1culum design for the real

world;' the organlzatlonal structure “of the teach1ng-—the methods,

style~ and phllosophy-and the content. . _ '_ ‘
There ‘are three features wh1ch should 1nform the content. -

-

l. There should be a more pronounced emphasls on the humanltl

-

w1th1n the 1nteorated social currlculum and a greater value accorded to

the expre551ve arts and creat1v1ty within- this form of learn1n

2. There should be a stronoer cr1t1cal element, whlch eficourages
pup1ls to th1nk argue, and develop 1deas rather ‘than merely absorb so- "

called obJectlve knowledge -about the soc1al world transmitted exclu:

o

‘51vely b; teachers.

3. There should be a w1der scope in thé treatment of controver-'

‘slal top1cs .and a w1der range of thenes consldered appropr1ate for

school study (see Dufour l979) Tt L,

-

Teachlho Wethod . | : . .= S ‘ s

Brltlsh educatlon has lono championed the cause of cnlld-centered

learning but has rarely explored .the preclse neanlngs -and 1mp11cat1ons;_.
of this credo.' Even more unusual _hzs been _the attempt by schools ‘to

1pract1ce ‘this educatlonal 1deal. Wost secondary schools: in Br1ta1n are
'still formal 1nst1tutlons w1th =ll the ma3or elements of the Weberlan |

‘ideal type of bureaucracy, cha"acterlzed by formal procedures, by

detailed rules governing 1nterpersonal behaylor,~dress, movement .within B
o CR1Y
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of some of the work. - . -

. ‘ 2 . :
the building, and forms of address, and by clear status demarcation in:-a

hierarchical structure. There are similarities with prisons and hospi-
tals, except that in our schools (apart from the private bcarding
schools) everyone goes home at, four o’élock after spending a substan-
tial part of the day in a strange, art1fic1al environment.

There are exceptions to this re01men. Most of our primary schools

are'frlendly and informal places, and even a few secomdary: schools are

relaxed and humane institutions.. My ideal for a school—and my descrip-

tion comes close to the school I have worked in for the last decade—is .,

one that is typified by informality and flexibility and\which organizes

‘itself for the maximum achievement of the intellectual/cognitive and

-personal /pastoral goals, regarded as an inseparable unity. Individual-

ized leatning and teamworxk would have priority in the context of what I
would"like uobcall.fThe"SO/SO Curtiéulum,an curriculum in whichlpupils

spend .half their time in the $ocial subjects on teacher-originated work

. and half their time -on topics they have chosen themselves,_yorking with
'tutotial assistanoe fton'the teacher. This'approa:h inmediately calls

" iato questlon most of the act1v1ty -of currlculum mongers, whether they

be HMIs, LEA adv1sors, academlcs, or anyone else. Curriculum developers

would 301n our ever-increaslno dole queues._ They would be put out of

work because staff and puplls tooether would devise the curriculum on an
1nd1vtdual basis as the work proceeded although tuere would be certaln
conetralnts 1mposed by examlnatlon ‘boards and the political sens1txv1tv

The plan I am outllnlno is not utoplan.ﬁ It has been in operation

-for many years now at Countesthorpe and has been a success at all.
-levels.. However, I do admit ‘that those who study the Zidde=n currlculum

would need to stay.ln»buslness, because my own experieses In teacnlng at

Countesthorpe and my research there have indicated how patterns and

,structdrcs——often unintended and{pnwanted——can emerge in a context OL

almost total pupll-centeredness. I have never fully sepported the com-

plete ind1v1dualization that operates at Countesthmrpe I belleve a
50-50 balance is a oood compromise'between teacher aud taught. Teachers-

s:haye expegience,;&nowledge, skills, amd ‘many -other gqualities which can
 benefit popils, I do not'acoeptlthe'brand of‘Marxist analysis of thezﬂ

curriculum which suggésts'that,heoause’all knowledge is socially con=

T o S 206211--‘-
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structed and teachers transmir ™fficial knowledge to pupils, the teacher

must play a negligible role ir ré2r to atvoid dangerous and impudent

impositions on the minds of ch -
I do argue that the teac™ :t have a reduced role, because chil-
dren also bring to the school :  .adge, skills, individuality, and per-

- sonal history which must also u. awarded serious and-projer status in

the school curriculum. Education .can extend the horizons of bcth
teacher and taught. The real world which puplls bring with them to
school includes interest in and knowledge of popular music, fashion,
motorblxes, football, and many other features of youth culture. As a
teacher I can learn from and help. to extend the understandlna of the
puplls about the cultural social, and polltlcal environment ie which
they are so neav1ly engaged. We can help then etplore this world cri-

t1cally, but’ there are also tlmes when we must allow pupils to do work

. which - they want to. pursue regardless of our own devious aims.

»

Content and Topics for a Sraudy of the Real World °

ERIC

Flnally, let me outlxne the kind of content or. themes which I would

"want to put before pupils as part of my 50 percent-—themes and” areas of

study’ whlch I;nmuld aroue forcefully are’ 1ncrea51ngly central to an
understanding of the real world. '

) Telev151on. Telev131on is now the major medium for influencing, our

gconceptlon of the social world--and this certainly’ 1s‘the case for

puplls. They derive imagery, feellngs, and 1nformatlon fror ‘television
about how tne worlu looks, its _events, and its vaer sStructure. Becauss

television is edlted and partial in its treatment of the‘world, the

_school has a duty to.helpfpupils,analyze;this treatment critically.

There .is am le~research°evidence from both s' 2s of the Atlau:ic which
p

shows how lelted is chlldren s - knowledge of the 50c1al and pollrlcal

JOde

- -

Popular Culture. . This. category includes pop and rock music,

fasnlon, fllms, motorblkes, football, and many other things which vary.

,accordina to class, re01on, and cou1try, but the essentlal 1nfluence of

these phenomena 1s universal. Schools should .give pupils the opportun—

ity to study these apects. of ‘their llves, whlch are so 1mportant to

-them- (also to younger teachers and perhaps even to-a few older teachers ).

Over the last two yea:, I and my schoolteacher colleagues have tutored -

21/4 R S
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15- and 1l6-year-old pupils on projects on Pufk music. This has enabled
us to discuss race and racism, demomstrations and political protest, tne
police, social order and control, and many other political themes. 'It
is likeiy that these puzils would not have considered these "teacher-
type" themes if they had not»been.approached under the guise of a.study
of‘Punk. .
 Politics. This vital area is disliked by many adolescents. It can
be made more meaningful to them if a real-world approach is used; that
is, instead of studying procedures and structures of parties and the
state, which most . )vermment courses emphasize, pupils should be given
the chance to study the real world which they see on theLr television
screens—-events such as demonstratlons, strikes, industrlal conflict,
wars, and dnternational terrorism. This study should not exclude the
hidden bases of“politics, such as ‘behind-the-scenes views of power, or
1ssues sucn -as sexual politics and sexism in society. ‘I am not arguing
for a2 sensationally orlented:currlculum but rather that such themes are
‘ever with us and must be studied as much as the more—regular‘aspects of
politizs.; (Sinéef197o there ‘have been many demands for more poIitical'
educa:ion-in~tne‘curricu1um from all sources ofncurrioulum deﬁelopment,
including the govermment and the inspectors. However, i believe ‘that
. the kind'nf-realistic and critical brand of pOlitioal education which I
»am espousing here would have little support from these agencies. See

Dufaur 1979. and Whltty 1979 ). - ‘ _ B
The World of Work. T agree with the recent demands that the world

.of work'be included more- centrally in -the “school currlculumﬁ vHowever,
“if pupils are to learn about the important role of business and Capl-'
talism in our country,_they must also study trade unlons; industrial
_relations; movements_for workers control, soc1a1}5mt and communlsm.
‘These all form parf of . the~fabric of discussion .of the =cononv"in the’
. United Klnvdom,‘and they must ‘all be afforded a proper -place in the"

. “social curriculum. . _ Lo SRR
"‘Other Cultures. In the'world today, with its problems and inequal-

ities, it is important for .all schools ‘to try to develop” puplls
worldmlndedness—-thelr apprec1ation of other peoples, other .cultures,

and other countrles.' In order to . understand the present Hlddle East
_ difficulties, some - knowled@e of %oslem culture is necessary. Since the;,
...‘:.‘_ .‘-, o o - v {. 2-!




Unixed Kingdom, along.wi:h the United States and Western Gernany,- is a
multiracial society, the study of other cultures is vital. Some coun-
tries, including the United'S:ates, place a fair emphdsis on global edu-
cation in their professional curriculum development, but in Britain we
either adopt an ethnocentric‘approach or we tackle this subject within
geography, with the result that all the feelings and cultural aspects
are squeezed out under the.weightlof geographical concepts.

Several major subdivisions need to be included in an other-cultures

- program:

——Multiracial education. 'This is a key area, and we should encour-

" age more puplls—to study it.

—Education in_social and economic development. The stud} of the
pe:51stent 1nequa11ty in the world between the rich and poor countrles
is a nece551ty. '

' —TTradltlonalﬂsocieties. Many pupils are fascinated'by tribal
'gronps‘around the world. These groups, are all undergoing change, will-
ingly or imposed,iand it is important that we help pupils to understand

_the~reason§-and problems associated‘with these changeé. '

-—O*her“countries. . It is.valuable for pupils’ to study some epeclflc

N . . “countries amd to construct comprehensive accounts of a. country or_coun-

tries. ‘
The 1mportance of all this work is that in pursulno ‘this ‘compara-
tlve perspective we can’ assist pupils. in moving toward a clearer and

less: stereotyped view of otner-peoples and cultnres. g
. These, then, are some of the features of the teacher—1n1t1at°d
.'social curriculum whlch I propose. Much of this may c01nc1de with
~ pupils' choices, :for the 1nterests of the two groups are ndt neceasarlly
: } nutually exclusive. The task should be, not. to present 1nrornatlon 1n a )
dry and rigorous nanner, but rather to explore ideas in ‘a varlety of
ways——through pupil projects, dlscuSSIOn, researc1 work in the llbrary
or out51de school, literature, creatlve.wrltlng, or “drama. A soc;al _
‘curricuium for the real world can be approached from/a‘narrow social
studies/social science perspective; or it can be given lffe-via'a hnmani—
ties approach which comblnes the public forms of gnowledoe or'the

" teacher with the more personal fotms” of &nowledge1 and . 1nterests, of the
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pupils. In =my view, here lies the essential challenge of a curriculum

design for the real world.

Y
¥
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11. SOCIETY, SOCIAL JUSTICE, AND SOCIAL/POLITICAL EDUCATION IN BRITAIN

By Geoff Whitty - ;

__——*"_“_“‘_‘“—Kithough“conceptions_of,social<justice-can, in theory, be used to
justify political and economic arrangements as different as Marxism -and
monetarism (Harvey 1978), discussions of the relationship between educa~
tion and social justice in Britain have typically emanated from-those
who see themselves on the left of the political spectrum (for example,
Lawton 1977). Commentators representing a range of perspectives on the
left have tended to agree that neither our society nor its educational
system currently measures up to any meaningful definition of social Jus—-
tice.' There is a mass of evidence'(for example, 'Halsey‘et al. 1980)
that - ‘neither the procedures nor -the outcomes .of the English- educatlonai»
system can be oon51dered socially. Just within the terms of any of the vy

‘maJor .definitions of "the concept.f There is also- a _growing conv1ction
amongst the reformist as well as the revolutionary left that socdial Jus-‘

) tice 1s unlikely to be achieved unless- contemporary soclety, as we know
it, is superseded by a qualitatively different and more genu1nely egaln.--._e
tarian “form of »oclety. Social and polit1cal educators have often :

. .cla1med that they have an 1mportant'part~to play in thls process.
Indeed, perhaps more than- any other area of the curriculum, social
N studies educatlon “has attracted those who, from the exponents of a mild‘,
, progre351v1sm in the 19405 to the advocates of a Freirean rad1cal peda—i
gogy in the 19705, have seen thelr work as contributlng to the enhance-

. ment of social Justlce both in and through education. '

b‘, ’ Yet, while debates about the" nature and purposes of’soclal “and ;
polltlcal education ‘in England have generally had a more radical dimenr.
51on ‘thar have equlvalent ones ‘in -the United States, the practlce of
socialk\tudles education in England places it. almost as f1rmly.within

) ‘the llberal:to-conservatlve part of the spectrum as its American counter-:'

O _part (Palmer 1980). .It is this dlchotomy-between,the theory and prac—-
tice of those approaches to soclal -studies education ‘committed to the
enhancement of soclal Justice which leads me to focus(ln this paper. on’

) the relatlonshlp between society and- social and political educatlon.
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In discussing the explicit provision of social and poiitical educa--

ftion in English schecols, I am particularly concerned to consider how far
‘Jthis'aspect of the school curriculum may be seen as having a role in the

/ maintenance or transformation of exiSting inegalitarian social and, eco-

nomic arrangéments. I will point to the limited extent to which pre-

vail#ng approaches to social and politicai educatifin in England have

effectlvely challenged the status quo and suggest.’that the radical or ;«;

conservatlve effects of work in this field are highly contingent upon
its art1culatlon with other aspects of schoollno and soc1etv. J will
therefore argue that strategies 1ntended to enhance social Justlce via’
education will make llttle headway unless they are based upon a more
sophisticated understandlng of schoollng and soc1ety than has hltherto-
been evident amongst,soclal_studles educators ané unless they are more -
explicitly linked to broader struggles for social justide within society

at large. - -
. o §

Traditional Social and Political Education in Britain .
: ' ) : A . e
Overt social and political’education has never commanded the wide~

spread support in Br1ta1n that educatlon for c1t12ensh1p appears to
command ZIn the Unlted States. Althouvh there have been successlve '
'attempts to le°1t1mate oreater currlculum prov151on in this fleld they
have. often.fallen foul of a conslderable reslstance amongst EnOllsh edu-
cators to the 1dea that éducatlon should ~serve,the needs of soc1ety in
any d1rect or "obvious manner. Practlcal -and vocational education have
always enJoyed low Status with1n¢the/pn°llsh.educat1onal system when
compared with an education grounded ‘in liberal ‘humanist conceotlons of.
culture. Thls has tended to mllxtate aoalnst anything which mloht smac&
of cltlzenshlp tra1n1no Asxa relatlvelv stable soc1etv, Britain has='
generallv favored 1mp11crt//eans of soc1allzatlon into the status quo
and thus has been much less overtly obseased with the need to inculcate
puplls with 1ts domlnant 1deology than is the’ case w1th societles wnich

/
‘dre experlenclng rapid* soc1al changeior ‘trying to legltlmate a ‘new

/ polltlcal reglme.~ Unllke the Unlted States, Br1ta1n was not faced in

i

tne early years of th1s ‘éentury w1th the need to’ weld together a dls-

narate 1mm1g'ant populatlon, and, unllke the Soviet Unlon, 1t was ‘not

- faced with the task of 1n1tiat1n°»puplls 1nto a’ new polltlcal 1deoloay

- . - - S,
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\Ehis has contributed to a situation in which high-status knowledge in.
- English education has been firmly associated with the academic disci-—

plines and hence with knowledge that tends to be literate, abstract,

differenEiated, and unrelated to everyday life (Young 1971). -During the .

course of this century, overt state control of the English school cur-

riculum has been progressively reduced; control, since World War 1I, has

. been exercised largely through teachers' professional ideologies and a

.particular conception of professionalism (Grace 1978). Taken together,

these features of the English educational system have helped to giva it

.an appearance of relative autonomy from prevailing economic and polit-

Fm P

ical conditioms. - A
" This is not, of course, to claim that education in Britain is with-

_out economic and political significance. Indeed, various analyses have

suggested not only that the autonomy of | English education is more
limited than it has often appeared, but that apparently autonomous edu-
cational systems play a vital role: in social and cultural reproduction
(for example, Bourdieu and Passeron 1977). Nor would I want to claim
that social and politicz2l education have been less absent from English
schools. What I am pointina to here is a difference in the form in
which, and perhaps in the degree to which, it has been a major feature
of English schooLs when compared with those in many other countries.
The dominant tradition of social and political ‘education- has rcmained

at least until very recently, that which was derived from the EnOlish

Npublic (that is, independent) schools, in which the cnildren of the rul-

icg class-were--and 1ndeed still are--educated. Here implicit sociali-
zation via the experience of the school's regime combined with the ‘study
of Ancient Greece and. Rome to provide what social and oelitical educa-

tion was deemed necessary. As mass secondary education developed during
this century, this high-status curriculum (somewhat updated) was aped by

the state grammar schools. ~Though academic history and geography

courses grew in 1mportance as classical studies declinad, any suggestion ~

" that they were or should be vehicles for overt pOllthal education (as

opposed to components of a "liberal education") was always hotly con-

It is interesting to ‘notice, in view of my earlier remarks that

social and political;education have been most in evidence when there has

. ‘ - c oo s
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been a petceived problem of social control; that what overt and explicit

education for citizenship has existed in English schools has been

'largély oirected toward the children of the working class. Thus, for

= .

instance, a rather passive concept of education for citizenship, in'the
form of civics and similar courses, was always a sionificant feature of

the curriculum of the_secondarysmodern schools; however, when the latter

were combined wiin the grammar schools to form comprehensives 'in the

1960s and 19705, the/grammar school traditio1 tended to be the. dominan.’
one-fWhi1e omert -+ education for citizenship has continued to exist in
the. lower streams oﬁ/rﬁ//comprehensive schools, it has generally been

considered a’ l9y~§tatus activity amonest teachers when compared with

' academic/Higrory and geography teachir,, and teachers of the latter sub-

jects in England have consistently distanced themselves from those con-
cerned with social sStudies and social education.

s I want now to discuss some of the attempts to challange this tradi-
tional hierarchical dualism in the English secondary school curriculum
and to consider what lioﬁt"their fate throws upon the possibilities and
problems of u51ng social and political education as 2 vehicle for foster-
ing social chanoe and .he extension of social Justice in society. All
these attempts--by the social studies movement of the late 1940s and
early 19505, the "new social studies" movement of the late l960$ and
early 1970s, and theupolitical'education movement of the late 1970s and
early 19805-—hcve sought in their“different ways to make the explicit
teaching about and/or for life in contemporary society a more central
fpature of the school curriculum. In arguing that their approaches
should be made available :to.all pupils, they have also sought to extend

social Justice in education as a prerequisite to contributing to the

realization of 'social justice through education.

[

The Social Studies Movement of the 1940s and 1950s

The fate of the social studies movement of the 1940s and 1959s has
been chronicled many times (for example, Cannon 1964). This rather
amorphous movement was heralded with eﬁtravaoant claims whlch have, in
fact, left precious little mark upon tﬁe En°llsh educatioaal scene.
While it was certainly not a really radical movement, and one of its

major obsessions was to develop education to fit the changing demands of
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”British capitalism and democracy after the war, it did propose signifi-

cant’ changes in our systen of schoolinO. It'opposed the 'prevailing’

"elitism of the Ehglish educational system and proposed alternatives

which wonld open the way for, a.more "healthy" society. 'The argument was
that social studies should fornha backcloth to more specia Iized studies

-
and allow all children to feel themselves to be "closely associated/With

the past and{present struggles and achievements of mankind and to have

a personal contribution to ‘make towards future progress" (Hemming 1949).

James Hemming explicitly argued that pupils following courses "broadened
by social studies carried on with plenty of project work" were "adven-
turous in ontlook,'approachable and articulate, eager to give their

minds to new problems." Those- who followed a curriculum composed

n

entirely of academic subject-based courses had, on the other hand, "a

marked tendency to be parochial in outlook, reserved, conditioned

against change." . ‘ _ )
Hemming's ideas had a lot in common with the .ideas of %merican pro-

gressiv1sm, and there was a further parallel in the concern of . two other

influential writers ‘of that time, Dray and Jordan, to ensure orderly

~change in a society facing the dual threats of totalitariansim and
I . . .

anarchy'(Dray and Jordan 1950). It may, of course, be argued that had
the social studies novenent succeeded in transforming the educational
system to produce the creative, flexible, and tolerant citizeus which
Hemming envisaged, they would have bolstered British capitalism more
successfully than has in fact.happened. It remains the case, however,
that this movement fell foul of the traditionalism of the British school
system even berore its impact on the outside world could begin to be

assessed. It failed to make headway in the grammar schools, and the

secondary modern schools (in which it did make some initial progress)

increasingly came under pressure to compete with' the grammar schools for

-examination successas in discrete, well-established academic subjects.

Thus it was that the "liberal" (let alone any possible "radical')
promise of this.early social studies movement was largely stillborn.
Only the most explicitly conservative features of the tradition'remained
as a taréet for its successor, the "new sociai studies" movement of the
1960s- " The divisiveness by nhich such courses were restricted :.to the

bottom streams of secondary modern schools probably served onlv to main-
291



tain the elitism of British schools and society. The concept of citi-
zenship encouraged in most of the courses that survived was far from the E
active omne which Hemming had envisaged, but rather a pa551v= one in )
which activity and involvement did not seem to g0 beyond the ability to
 £ill in an income-tax form, remember the name of the local mayor, or

\\< decorate some old lady's kitchen without pausino to con51der why she was

permitted to exist in such squalor. Small wonder. that their critics

.,/

dismissed such courses in "life adjustment” as "social slops". and sought
“for altermatives which encouraged pupile to look critically at society
rather than passively aceept their lot in a society seemingly beyond
their control. The earlier movement, although it had consc1ously chal-
lenged the prevailing social relations of the . school, had ultimately

made no significant impact even there--let alone in society at large"

The "New Social Studies"

4 .
» .
. . N

I now want to counsider the nature of the English version of the

"new social studies" movement, which, while sharing some central assump-
tions with its American counterpart, had some distinctive features. The
most important of these was probably its identification, particularly in
its early stages, with a small group of sociologists, which made the
) _movement less of .an attempt to reform the teaching of established sub-

Jects such as aistory and geography and rather more of an attempt to s
gain a legitimate place for [othe*] social sciences alonv,ide them in
the curriculun. Givea that Blitieh historians and’ geographers do not
consider themselves social sc1entists, and given the rather limited
interest shcwn in the 1960s by economists and political scientists in
teaehing pupils belew the age of 16, the English "new social'%tudies"

. movement was very much a lobby of sociologists who hitherto had had no
recognized place in the school curriculum. This situation was to have

.-implications not only for -the way in which.the movement developed but
also for the way in which it was perceived. :

The English "new social studies" movement combined an overt attack
on the uncritical nature of many existing social studies courses in
secondary modern schools and on.the/{azi/of rigor in Hemming's alterna-
tives with a rather wmore implicit critique of the lack of relevance in

the conventional academic curriculum of the grammar  schools. Thus

L -
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*  'Lawton and Dufour, in the standard reference book for/the "new social
-studies"” in=En01and' mounted a dual case in support of the inclusion of
social science in the school currlculum'

1. The pract1ca1 need for young people to develop an aware-
ness and understanding of their own society, illustrated by
the statements made in such reports as Crowther and Newsom

that young people need to be "less confused by" or to be able
to ."find ‘their way. about" in a complex, industrial (and wel-

fare) socieéty. L
2. The fact that our world is increasingly a social-

- scientific world; i.e., that social scieace as a form of ,
knowledge is increasingly important to a balanced underetan”/, /////

-ing of the universe. . . . (Lawton and Dufour 1973}/
On the surface,_the first of these arguments seems, in some ways,
~little different from the rhetoric of some” of the more conservative:
forms of citizenship education which are designed to fi:‘pupils'into
societywas.it'ie, while the second can be read as an appeal that advo-
cates of. a liberal'edueation based on initiation into "public forns of
knowledge" (lest and Peters 1970) should not ignore the social sc1ences

as a form of kunowledge which ought to be represented in the school cur-

A

riculum. 1_ . . - .
Hogeyerj it'seems clear that many;advocates of the '"mew social
studies" saw their subject as offering a much more critical perspective
on society than their public rhetoric of legitimation revealed. Rather
“than being committed to the fine-tuning of society in terms of its tra-
_ ditional valyes and ideals, even some of‘ the mbre cautious members of
2the 'new soc1a1 studles movement aroued oa occasion that a social -
'sc1ence-based soc1a1 studles should encourage "a critical approach to
....... the values of- soc1ety" (Lawton 1968). Others implied that the etposhre N
'Wi i‘h: of public to the knowledoe generated by the Social sciences would remedy
q:~7. "half-truths" and make pupils ' cr1t1ca11y aware" of the extent to whlch
thelr owa common-sense ideas were. dlstorted by bias and prejudice. The
alternatlve flrm foundatlon of true knowledge “of the social structure
ann the -social processes (Dufour 1970) generated by the social sc1ences | -
ﬂould seem1n01y provide a basis- for crltlcal th1nk1ng about soc1a1 real--
1tv " Social Jjustice within education would be achieved by maklno the
"best" knowledoe available to all, and some clear}y harbored the hope .
: tnatxsoc1a1 Ju§t1ce in soc1ety_m1ght—u1timately be served by the:use of °

suchjhnowledge as.a basis for changing the world. At the very least,
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theﬁteaching'éf the sﬁppqsedly universalistic knowledge genérated by the
-social sciences was expécted to free pupilsqfrom the pﬁrrow:conservative'
outlook which many earlier social studies courses had merely 'served to
reinforce. =, - " - v
fét, while the rhetoric of the movement strgsgedrboth rigor and -
" reléevance, and while some of its advocates saw it as having considerable
radical potential, it was so obsessed with the need to avoid the fate of
Hemming's,gatlier initiative that, in pfactice, rigor was‘st;essed at
the expense of relevance. The thrust of the movement was to’éstablish
sociolggy and a sociblogy-based social studiés-as a subject like any
other in the school curriculum. While some of those involved .would now
séy that this was a conscious attempt to use the;spacg'ofkered by the
a%;@emiclemphasis in English education for radical putpéses, such a-per-‘ ///”
spective was often lost in the probably vain quest to achieve equal
status with othef academic subjects.
'This effort to legitimize sociology meant that the earliest social
science courses in English schools were often based on the transmission .
of the sort of implicitly functionalist sociology which-was already
beginnlng to be rejected by radical students in higher education as a
form of conservative ideology,butlwhich still constituted the basis of .
respectable acadenic sociology. More signifiéantly, the methods of |
social science teachinz in schools were génerally'based on a'traditional
transaission model of léarning, even if the methods employed often
invdlved worksheets rather than chalk-and-talk. Above all, the emphasis
on emulating other academic subjects led to the relative neglect o the
dimension of relevance and thus detracted from the meaningfulness of ‘
social science to pupils. As Denis Gleeson and I have argued at length | y
elsewhere (Gleeson and’ﬂhitty 1976), thls served to defuse most of the
radicglf potential thap the movement may initially have held.
Evén‘when‘the earlier ‘content was replaced with supposedly more
critlcal" concepts and perapeCtlvea, social studies was often taught
with scaont regard for its mean1n0fu1ness and releve.ace to pupils and, in
particular, to working-class pupils. The undue emphasis on~teachiag the
concepts and structures of the social sciences as a basis for increas ing
‘critical awareaess. produced a social studies -which was somet;mea aven

less meaningfullto pupils than the existing courses in life adjustment.

LI
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‘Concepts become tools. of critical analysis‘andkthe.hasis of action in
the . real world only if they are recognized as being meaningfully related
to the world as it is ewperienced by pupils. This is not to argue, as

. some people have implied, that a radical approach to social studies

would consist of an uncritical celebration of wor&ing-class culture, but

‘.rather that social studies has tc be meaningful before it can become
critical in any strong sense of the term. In the absence of this,

social science tends to be perceived by pupils as having iittle more
than certification value zad, as such, combines with their "cultural

capital" in a way %imilur to other academic subjects and .thus performs- a
similar role in the process of social reproduction.

It is, however, one of the ironies of the situation that the
attempt to establish social science as another high-status acadernic sub-
ject not only militated against its being meaningful to students, and
hence a possible‘basis for social action for change;'it alsopseems to
have failed even in the quest to establish the subject firnly in “the
* curriculum. In the current political context, there is growing‘demand
that subjects should be "useful," and the curriculum is once more coming
under scrutiny from ektraprofessional quarters. To some extent this
pressure has been successfully resisted by defenders of the liberal
humanist conception of education (Whitty 1978), but what is noticeable
is that sociology and social science-based social-studies figure hardly
- at all either in external ‘demands for useful subjects or in the defense
" by liberal humanists that certain subjects have an inalienable right'to
a place in the curriculum irrespective of their immediate utility.
Whileipart of the explanation may lie in sociology's (largel& unwar—-
:ranted) reputation for being a critical and subversive sub3ect< it seems
possible that it is- as ‘much-a result of the subject's reputation as
being laraely irrelevant to the real world. Even those approaches which
have attempted to meet earlier criticisms of the '"mew social studies" on

‘this score seem to have done so too late to command much favor.-

The Political Education Movement of the 1970s

<

The third movement that I wish to discuss here is the poIitical

L

education"movement: which rose to prominence in the late 1970s after a

decade of quiet gestation. In recent years, this lobby has met with

2235 "
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Lo~ i considerablefsuccess in the political arena (at the rhetorical level, at
. least) in demanding that a form of political education relevant to the

real world in'which pupils_live be part of ‘every pupil's curricular

experience. Itiseeks to develop pupils' "political literacy," which it
defines as involving "the knowledge, skills and attitudes-needed to make

a person: informed about ' politics, able to~participate in public life and
groups of all kinds and' to recoonize and tolerate diversities of politi-
cal and" social values" (Crick and Porter 1978). 0 _

* If, as I have argued, the "new social studies" was never really
critical because it was not meaningful to students, then the political
education approach to social and political education might seen/better

' - placed to provide meaningful starting points upon which a oenuinely'
critical approach might be built, particularly where the work is to be .
based ‘upon real-life issues. Again there clearly-is a strand of think-

‘ino within Lhe movenent which argues that this is the case, seeing a
~parallel between a*tempts to develop the political "literacy" of English
school pupils and Paulo Freire's work in developino critical conscious- ¢

ness via adult literacy programs in the third world’ (Porter 1979)

Given the minimal penetration this .movement has made within schools -to
date, it'is oniy possible to speculate about the fate of this radical ‘
dimenSion in the political education movement. However, the porteats do
not look.encouraging, and the movement'seens increasingly tied up with
those whose major interest in it involves a commitment to preserve
rather than improve upon the form of societw'in which we live.

- There is little doubt that the initial stimulus for the . emergence
of political education into the political agenda lay in official anxie-
ties about the confrontations between political_groupings of the extreme
right and ‘left on the streets of London in the summer’ of'1977, In
announcing grants for political education work by the National Associa—
tion of Youth Clubs and the British Youth Council, members of the (then)
Labour government exglicitly drew attention to the drift toward extremisa |
amongst the young and the need to win them back to the middle ground of

-British politics. More fundamentally, some observers have argued that

the political education movement is part of an attempt to reesrablish
hegemony in a new phase of corporate capitalism. Explicit political

education is seen as necessitated by the collapse of the social demo-
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cratic=ideology in the fate of contradictions in the system exposed by

" the reemergence of mass unemployment (Jones 1978). Certainly the link-

ing, in the last government's Green Paper on education (Department of

Education and Science 1977), of studies of the democratic political

. system and studies of industry (whose role in the way "the r.ation earns

and maintains its staadard of 11v1ng,' we are told elsewhere in' the
paper, children ‘should learn to 'properly esteem") was an early indica-
tion of the intimate -connection in official thinking between pofitical
education and the-defense of present economic arrangemeats.

In a wide range of official pronouncements on econom1c and social-
pOllCY, _there seems to be an almost qegellan assunptlon that Britain's
current -forms of pofitlcal and social organlzation are the ultimate end--
point of human achievement; the role of education is therefcre conceived
in terms of defending them and extgliing'their virtues. Thus, a senior
Conservative party spokesman on.education, Norman St. John Steva, M.P.,
demanded ("Tories Take Stand" 1978) that teachers of political education
undertake to uphold the crown and constitution (the third C, for capi--
talism, being left 1mp11c1t’)--a demand which goes completely against
recent traditions of autonomy wlthln British education. There is,- then,
a fair amount of prima facie evidence that the success of the political
education movement in moblllzino support from politicians 1s associated'
with the latters' ’belie; that it could assist in preserv1ng and bolster-
ing respect for the status quo in periods of economic crisis. >

Defenders of the political education- "L.vement on the left would, of
course, argue that it is .unfair to cr1t1cize a movement for its bedfel-
lows. Yet it is not only the polltlcal supporters of the movemeat who
create doubts about the extent to which, 1n.pract1ce, political educa-

tion could be the context for a genuinely meaningful and critical aduca-

tion. The lobby s own maJor publication, Political Education and Polit-

ical Literacy (Crick and Porter 1978), cannmot entirely allay the fears

of its radical critics. When the book was publlshed in 1978 it certainly
cleared up- some of the amblou1t1es about the movement s stance but it
also “exposed many points of contrad1ct1on and glossed over other poten-
tial ones. While some of the work suggested'by Crick and ?orter might

encourage thedevelopment of "eritical awareness," other examples might

‘
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_well produce the sort of quietism or "domestlcatlon which was often the

outcome of tradltional low-status c1tlzenshlp courses.

The balance and range of work reported in the volume does not pro-

" vide a great source of optimism in this respect, and a number of exam-

plg§ seem to treat political education as yet another packaged commodity

for pupils to consume——even thcugh "politics is par excellence a field

‘to be mastered by learning by doihg, by discovery through active experi-

ence,"” as Nigel Wright (1978) remarked in regard to Her ﬁajestyfs
Inspectorate's suggestions about political education. Very little work

is reported that is based upon active involvement in the politics of the

community, and. the ideas of the more radical wing of the pcliti:al

iiteracy movement (who do regard it as an extension of Freire's idea of

cultural action for freedom) are not much in eyidence. Perhaps even

‘more disturbing is the way in which some of the movement's own spokesmen
‘have described its workx to the public and politicians and the tendency

" of their utterances to shift the focus of the movement sharply toward a

concept of political education as the production of uncritical, conform-
ing citizens. '
Two examples will serve to illustrate this tendency toward the goal

of conformity. First, in publicizing Political Education and Political

Lite:__z in a cadio interview (BBC Radio 4, July 16, 1978), Crick was

asked whether more polltical educatior in schools would lead to demands
for pupll power. He responded that, on the contrary, the nupil power\
movement had been the result of a lack of political education,’ and he

then went on to make the rather reveallno p01nt that, while the polltl—

cal educatlon movement felt that schools should give consideration to

extreme points of v1ew, they should do so only after "havinz gone
through the ordinary, acceptable beliefs and institutions of society."
Even this is perhaps some advance on the academic version of Crick's
ethnocentrism, whe:é he segﬁs to suggest.that politics ceases when com-
promise aund conciliation céase--or, to qupté Berridge's succinct staté-“
ment of Crick's position: "He offers us thé politicg'of_liberal democ—
racies as politics, period" (Berfidge 1973). To argue that we shbuld_
offer pupils evidence of alternatives in“ways which try to predetermine
th%;r attitudes ioward tiem suggests a form of education only marginally

L

more open than offering no such evidence at all.



Another example comes in an appendix to Political Education andm.

Political Literacy. There it is suggested that the decline in public

. seek to use the state educational system as a site of intervention for

confidence in British poliiical institutions is "less to be associated
with failings ‘within the institutions themselves than with a failure to.
present . . . the broad principles and practice of parliamentarv poli-
tics to the public . .. in a’ systematic and purposeful way." The

writer, the chairman of the Politics Association, goes on to tell us

" that his association seeks to end the long‘neglect of political educa-

tion as the best long-term means of ensuring that "the whole works" does

not fall apart. The association does not wish to evclude ‘the "consider-

ation of alternative ways of doing things,” but it is in no doubt that

schools and colleges should "supgort the principles and practice of par-
liamentary politics" [emphasis added]. In these circnmstances, the
commitment to recognize the shortcomings=oE parliamentary politicsjand
the existence of alternatives seems little more than a formality.
Althouah this position is scarcely surprisinO, since ‘the Programme for
Political Education is sponsored by the Hansard Society for Parliamen-

tary Government and this particular paper was addressed to an audience

. of members of Pariiament, it is hardly encouraoino to those who believe

that political educatioan should involve a oenuinely open coansideration

~ of alternatives. = S, ' L

- Lessons of the Reform Movements

.

These three movements to reform social/political education in

English schools illustrate the ease with which reform movements that
command at least a degree of liberal aad radical support, and which at a
rhetorical level appear to have a contribution to make to the enhance-
ment of social Justice, can come (eitker directly or by default) to coa-
tribute to the maintenance of existino and. maniEestly unjust social
arrangements. Incorporarion is an. ever-present: danger for radicals who
social change. I do ‘not, however, waant to argue that schools the
school curriculum are inappropriate or ‘irrelevant sites upon which to
struggle for social Justice, but rather that radical” social studies edu-
cators have in the past often based their strategies upon an inadeguate

: ©
analysis of the context in which they have intervened.

N
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~~~~~~ zcnhhé " Thus, as.we have'seen,.the social studies movement of the late
1940s displayed virtually no sociological understanding of tne nature of
the English scliool ‘system. The’"new social studies" movement of - the
1960s was; on the other hand. ektremely'conscious of the status hier-

' archies of English schooling but displayed only limited insight into the
ways in which the prevailing social relations of education contributed
to social and cultural reproduction. While recognizino the social
significance of the existing dualism in the’ curriculum, the "new social
studies" movement shared the w1despread assumption that social Justice
would be well served by making available high-status knowledge to all’
pupils. What it_lacked'éas the sort of insight offefed by Bourdieu
(Bourdieu and Passeron 1977) about the way in which an academic curricu-

»flum can itself be profoundly inegalitarian in its effects. Finally, the
more radical elements of the political education movement of the 1970s
appear to have. uéderestimated the pressures in a period of economic
.crisis for social control to be exercised via ideology rather than value
(Howard 1974) and the extant to which their own rnetoric. could be taken
up and utilized to generate hegemonic rathar than oppositional discourse.
All three examples point, in other words, to.the,need for a greater
sociological sophistication on the part of radicalﬁsocialAstudies_educa-
tors. ) , , /

It may well be said, of courSe, that such comments areal1 very
well "with the benefit of/hindsight, and there is certainly a degree of
truth in this. While the relative autonomy of the English educational
_System in_the l950s and 1960s contributed to a misrecoonition amongst
liperals and radicalsiof its role in social and cultural reproduction,

;/////it is probably also'the casa that there was more genuine -space within'
which ‘radical educators could work in the schools during tnose'decades
than there‘isatoday. -Indeed, it is sometimes argued that the’ recent

- attemots to gear education more closely to the oerceived nzeds of capi- -
talism and liberal democracy in crises (of which the "official” interest

“ 4 ,
K

: in political education is but one manifestation) are indicative of the

K4

extent to which education has “been successful;z,used for alternative

- ends. Those radicals who argue this nasition would therefore presumably

want to join in the defense of liberal conceptioms of education and, in

’

; ~
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'theisocial and'political'education field,'would probably continue to
~fight for a discipline-based social studies. '
T Others” feel that the'recent initiatives to functionalize: education
for capitalisn should be welcomed as. removing the mystifications engen- .
~dered by the liberal ideology of education and- exposing more clearly the
'j lines of confllct within’ education and their relationship to conflicts
with1n/the\w1der society. They further argue that such initiatives

i genefate their own contradictions and that the role of radicals within

S

/7 edgcatfon is to turn those'initiatives to radical ends. Thus, ﬁor
‘E instance,-it might.transpirehthaﬁ the movement toward. a closer relation-
ship between:school and the outside world-—a'familiar theme in many

°overnmental and industrial demands on the education service—-would pro-

vide a better basis for developlnv a oenuinely critical perspective on

—e

- the -nature of our society than would the academic social sciences.
Indeed given that those committed to the preservation of the existln°_
soclal order in some form or other are themselves divided between those
who wish to extend the’ influence of the "industrial trainers" in schools
* and those who wish to preserve the ' 'old’ human1st traditions (Williams
1961), there may in fact be more space than we imagine to develop a
meaningful and critical alternative.to both. Tnis might, for instance,
involve advocat:Ln° the teacnlng of "really useful. knowledge" similar to
2 »;/ the sort of "spearhead knowledge" which 19th:century working;class radif
’ cils described -as “Inowledge concerning our conditions in life . . % ’
(2nd) how to’ get out of our _present troubles" (Johnson 1979). Thus a
- greater conslderation of the broader ‘contexts of educational practice.
would not necessarily foster the degree.of pessimism about the possibil~"
ities for change which Fielding (1980) has rightly suggested emerged
;_fgpm some of the neo~Marxist perspectives on schooling in the mid-1?70s.
) .But'this is mere speculation. What I wish to stress is that social
‘studies educators‘committed‘to an extension of social justice"need to .
pay more attention to the wider sociological contexts in wnicn they work
than they typlcally have paid in the past. Wot only do we need (as
" other contributors to ‘this conference\have emphasized) to define our
purposes much more clearly,.we must.also seek to understand more fully

the nature of the social apd political context into which those purposes -

B}

are inserted.. If,‘as Denis Gleeson and:1I have'argued {Gleeson and
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-ing it and - tnat the pious hopes of individuals are no substitute for

Whitty 1976),. one of the purposes of a radical approach to social
studies teaching iIs to jassist studentsiig<an active exploration of  why
the social world resists and frustrates thelr wishes and how %ocial
action might focus upon such constra1nts, then it is.equally inﬁortant
that our own attentlon,be d1rected toward such issues. Recent work in
the socloloay o educatlon can perhaps help us here (see Young and ‘
Whitty 1977), and papers such a§/%1e1ding s (1980) poiat to the poten-
tial fruitfulness of drawing upon some of ‘this. work in understandlng the
rea11t1es ‘of social studies classrooms. This is not to suggest that we
should get our "theory! rlgnt before we act, but: that - we should con--
stantly interrogate our practlce with thecry and vice versa.' Thls would
therefore involve T not the uno;esale adoption of any-"off-the-peg
theory, Warxtst or othervis/' but an active. exploration of the complex1-
ties and contradictions of school and society and the possibilities and

.

conbtralnts wﬁlch they generate.
Thls'process would - also involve contlnual reflection upon our -
/‘

experlence of earlier modes of actlon. Thus, for, 1nstance, we are aow,

in the light of the experlence of the two soclal studies movements _dis~

cussed earller,-more aware of the need for;a radical approach to social

studies teaching that is both meaningful and critical and which probably.

inuolves a -social action element (Gleeson_and Whitty 1976). It is also
clearer- that neither the teaching of social sc%énce nor'the celeBration
of worﬁing-class life'per se is an appropriate strategy for the achieve-
ment of an education which is itself soclally just or whlch can contrib-
ute to the attainment of social - justice in ‘society. Finaliyv, the ,

experience of the political education lobby(;hould make us more aware

that the outcone of any proposal for curricuium changebis highly depen—

dent upon the disposition of political and 1deoloalca1 forces surround-

o
~

collective action. _ : .

Thls last point raises a further aspect of my plea that we should
locate our work as soc1al°stud1es _educators in a broader context; it
reminds us of the essentlally 11m1ted role which soc1al and nolitical
education in school can play ian the achievement of social Justlce.,

While a conservatlve approach to social and political education may -

serve to reinforce the dominant 1deology,tn ‘'school and society, a-



e
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‘radlcal approach to the social studies currlculum will not on 1ts own

serve to counter that 1deology Thus a: radlcal approach needs to be

much clearer about its relatlonshlp to broader struggles for social

o

. Justice, both in order_to develop a more cohereént- sense of the relevance

of educational struggles to the achievement of social change and in

'_order to mobilize support for radical initiatives against the undoubted

strength of the conservatlve forces _which oppose them. While this argu-
ment runs counter to the- tradltlons of English education by explicitly
linking educatzonal and political action, these traditions have anyway .
been openly breached by recent government initiatives. Though my argu-
;ents may appear to some to be unrealistic or 1nappropr1ate in the cur-
rent 51tuatlon, T would contend that a consc1ous attempt to understand

the contradlctions in contemporary educatlon and the development of

. educational and political strategles to exp101t them must be high on the

. agenda of those of us who are genuinely committed to thg extension of

social justice in society.

+
-
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12. SOCIETY 4ND SOCIAL JUSTICE AS PROBLEMS
OF POEITICAL EDUCATION IN WEST. GERMANY

-‘_g______#’_/;,:/;//’/’/ ‘ By Siegfried George

The objective of social justice as a problem in political education

in West Germany cannot be understood without referring to some histori-
cal ‘aspects of the German society. The struggle for social justice

could be -traced back to the beginning of industrialization; but for our -

____———pnrpo“’——f_th_\k it is more important to/mentign the social ?onditions
~_  which suppofted the growing Vational. alist party in the/1920s and
. the .rly'hopeless'situat;on/for/thi&:zzority_of the German people
ter World War II. _ ot _ g '
_—— __——The development and growth of the.Nazi party &as, at leist_to‘a cer-

tain extent, due to the miserable economic situation after the disaster

of World War I; Large groups of the'population lost their money in

——

inflation' unemployment and poverty, resulted from the economic depres- -

e

sion. The state at that time was neither w1lling nor able to cope with
existing probleﬁ§7’~§olitical radicals found a fertile ground | for their

— nationalistic proarams. Because of this historical experience there is -
. - :

"a widespread awareness of the relationship between economic,%elfare,
. social Jjustice, and. ~democratic development in West,Germany. |During
periods of lighter recessions (for_exampI*T—196'-1968) right-wing polit-’

ical groupinas get some support whereas in times of prosperit' these

T groups tend to disappear.
For, many of our students it is nearly inconceivable what the&fondi-

-

tions of living were like at the end of World War II. Our cities and’
‘industries were destroyed'\there was an extreme shortage of houses and

ion refugees ‘had come to West Germany bot from.

- . " apartmedts. About 7 mx
- the eastern“part of rmany (East Prussia,, 5118613, Pomerania) and Erom
v addition, there was a migratron of about 4 million
Germans from the Rnssian zona to “the Western zones. Many people were
starVing, unemployment was extremely higt, families were'disrupted-the

situation seemed to be hopeless.




—

“Because of these conditioas and the fact that'capitalism was cuaarged -
Wlth having been the economic basis of'Vational Socialism, it is under-

- standable that a large part of the population favored "a more socialistic

way of dealing with- the ecenomic and social problems. Even the newly

created Christian Democratic"party asked for state control of basic

industries and natural resources. Some of thie constitutions of the West '

—

German Bundeslander .contain reoulations for this type of socialization; |

for example, ‘the constitution of Hesse (Articles 41, 42), which was
adopted by plebiscitzs on December 1;'1946,‘by a majority‘of 72 percent..

The West German constitution "(Grundgesetz) of 1949 empowered the .
parliament to take steps to socialize basic industries and natural _ ,//’//
. - - . —

resources——but-the unexpected economic development since 1949 has made
it .mpossible to find a majority which would support this- change &ither -
_among the population or within the political parties.

Nevertheless ﬁhe question of whether continued economic development

or--an alternative, more “socialistic structure of our society would. be e
‘more effective in .bringing about social justice is still part of our -
" o _‘___._._,/

controversies in universities and schools. Less controversial is our
—_ highly developed welfare state. If a foreigner Who left Germany' in’ 1943
. came ‘back today, he or she would hardly be able to compare the situa-

tions then and now. On an international level, West Germany belongs to

the group of countries with the hi?hest income and general standard" °fxﬁf"
living. Our: society deals with “social problems no less effectively than
other societies—-which, of course, does not mean that there is no inJus- .
tice. . I -

- These preliminary remarks—may indicate that the specific meaning of

e

problems of social justice in'Germany is grounded in (1) the historical
.experience that injustice may ﬁg%§éto political radicalism, (2) the
situation at the end of Worlduwar II, which led people to believe that
the economic structure ought'to be drastically changed, and (3) the
snccessful development of our‘economy and the welfare state since 1949.
“Tnese issues,‘with changing emphasis, have been part of social studies

teaching during the last-30 years.

»t
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e - --—--—The-Constitutional Basis of Social Justice

In social studies textbooks, this statement from Article 20 of the
West German constitution, is often quoted' "The Federal Republlc of Ger-
many is a democrat1c and social federal state.l This statement indicates
- . that there 1s a constltutlonal obllgatlon to br1ng about social Justlce.
Previous German constltutlons did not- have anythlng s1m11ar, and this
constltutlonal pr1nc1p1e is understandable only in the 1light of the -.
above-mentloned h1stor1cal experlences since the end of World War I.
Experts on constitutional law agree on the maJor aspects of the
‘Jj'. _,soc1al—state pr1nc1p1e. It is not only the expression of a general—.
e program, 1t is a norm binding the lawmaker. It requires.an act1ve--notff
e merely reactlve--approach to soc1al politiecs; it obliges the state/to
{ v .improve the 1nfrastructural conditions of the society and, 1n/genera1
to do more publlc plannlng 1n the- areas of economic and’soézal develop-
ment; and it has as its- basis” the conv1ctlon "that the present day situa--
tion of(the soc1ety should not be taken as something given and unchange-
. able, but that the state is obllged to change the society ‘and to lmprove
its respective situation" (Maunz et al. n.d.).‘ Even the relat1ve1y con-" -
servative position .taken by these authors concedes an obligation of the
_ state toichange'the society for the sake of social justice. Others will
go,. farther,, but, in general,'it may be said that teachers of social
st&dies,in West Germany have good reason to discuss with their students
possible changes necessary for the’further develoment of social justioe.
In order to demonstrate how the problems of social Justlce have
been treated in schools since 1950 it would be possible to refer to
curricular regulations. But I prefer to give some excerpts from social
studies textbooks because currlculum mandates in Germany traditionally
have not had as much 1mportance as one mlght expect. At least unt;l

1970," currlculum—auldellnes for political education did not greatly

influence actual teachlng.

The Treatment of Social Justice in Textbooks Since 1950 -

.0

In West Germany-—presumabiy; as in all other countries—issues of
? social studies are to a large extent a reflection of the gemeral polit-
'ical situation. Certainiy, some progressive authors of textbooks have
1dent1f1ed problems and. offered tentat1ve solutlons before these prob-
e . .'f 2Q:~
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.lems reached the level of pub11c 1nterestf But these are exceptions;
e
" ‘generally, political education responds-to political developments -rather

than vice. versa. . : —

v

From this viewpoint orie should not expect in textbooks an elaborate .
analysis of the roblems of social justice in the early years of the
Federal Republic), becauselpeople were so involved in reconstructing the
cities and industries that the many social problems were viewed under
the prospect of /being solved one By one. The "economic miracle" and the
newly acquired democracy tended to divert: people s attenticn from soc1a1
problems, because the future looked so promlsln

The following descriptions of -three textbooks published durirg the
1950s, 19605,‘and_19705, respectively, illustrate changes in social \
studiee'textb‘\ over the last three decades. l '

Example 1: Robert Wefelmeyer, Staatsburgerlicher Unterricht und

politische Erziehung [Citizenship education and political instruction]

(1952). This book contains various chapters on soc1a1 problems. '"Eco-
nomic and Social Programs of the Political - Partles (p. 94) contaiﬁs.
quotations from the postwar programs of the Soc1a1_Democratic party, the
Free Democratic party, ihe.Christian Democratic;party, the German party,
the Communist party of Germany, and the Germao Law party.z These‘programs
range from a free market economy to complete state control; from the
socialization of ba51c industries to a free-enterprlse system in whlch
proflts are shared with employees. It is interesting to note that these’
dlfferent programs are described without any comment or evaluatlon.
Apparenrly‘puplls were expected to form thelr own judgments on these
; matters: ‘ ' S - '
Concerning: "the right of many to private property" (p. 101), it is °
stated that, according ro the constitution (Article: 14), every citizen
has the right to own private property. In "The Sociai'Obligation of
Property" (p.-103), the use of privdte property is seen-to be limited.
Private property is linked to public welfare: "The'demooratic state
refores the capitalistic-individualistic coneept-of propert; and fully . -
-agrees with the Chrlstlan p051tlon that property essentlally means an
obllgatlon to mutual help in subordlnatlom to. the goals of soc1ety
(p. 103). In "Common Property and Socialization of the Economy (. 104),

e

the author presented different positionstod the problem in question and

238 '
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then seemed to favor socialiaation: "World War II and its consequences
impoverished large segments of the people. fhey lost their property by
being.expelled; by confiscation and inflation. The demand for an-equal
share of the burdens and for socializing basic industries.became more
~ important the more it was provedﬁwhat role industry and big_business had
“*played during the war" (p. 105). The chapter finall& quotes the articles
on socialization (Articles 14 and 15j,from the West Getman constitution

°

and reﬁers'to‘the constitutions of several Lander with their respective
" regulations.
From our present-day viewpoint, it is interesting to see how a text-
book author in the early 1950s looked at the problems of social justice.
He was more concerned with general basic problems than with factual
N information on what was feally going on in Germany at the- time. Perhaps

the immediate problems were so obvious that he expected students to know

about them anyway.
Example 2: Gunther Frede and Karl Kollnig, Freiheit und Verantwortung

[Peace and responsibility] (1960). Political education oetween 1950 and

1960 changed from a primarily descriptive approach to a more-problem-
oriented way of'dealing with social issues..;A good example -of this.
change .is the textbook of Frede and Kollnig, Their awareness of the
actual social problems in our society is evident[from many chapters cr
. their book.” The more Zmportant issues which they mentioned include the
4 treatment of’humanvrights in the West German constitution and 'the Decla-
e ration of Human Rights of the United Nationms. _Théy7stressed_the aspects -
~of "economic equality'" and "social security" in the7U N. Declaration:
"These social rights were declared because human d1gn1ty and personal
freedom can only be secuted if the 1nd1v1dua1 is freeé of care for his
daily bread . and free of fear and need" (p. 13). One page later the
authors cited human rights as the basis for 1nd1v1dua1 development,
independent of social class, wealth, and home. d
The postwar German family is described and cr1t1cai1y v1ewed in the
context of 1its various functions for the society. ‘Information on the
legal status of the family is conblned with’ appeals to the reader to
‘consider the family'as the basic.and necessary unit of the society;
ﬁowever, a large number of- social problems are also discussed. equality

of men and women, structural changes in the famlly, social support,

L)
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'working mothers, divorce, and population'develoﬁment-—this last, a
rather recent problem: "The German people is going to be a dying nation.
"Low birth rates and an ever-growing increase of peogle‘over.65 wiil lead
to . . . unbearable burdens for the coming generation" (p. 72). These
.issues are presented more vividly in the Frede/Kollnig text than in
Wefelmeyer s textbook. Problems are stated and explained by various
contributing authors and by a_number of statistics. There are no reports
on how people in our society experience social problens;ino case studies,
- ‘nor any descriptions of real situations, although the subject matter
would have favored this type of content. The primarily informative
style is maintained throughout the book. _ _ ‘ ' :
The social stratification of the society_is also discussed: "We
live in a time of a socletal c.isis and--as we think--of transition"
(p. 74). With this statement the authors attempted to coavey the notion-
of necessary and rapid changes in postwar German society. They predlcteﬁ
that the.traditional strata of society--middle class, rural class, 4 '
workers, and retire&}people--would'undergo changes because of economic \\ h
and industrial deGelopment. One of their chief- concerns was the partic- \
\\jﬁipation\of workers in economic decisioms, the strengthening of the part- B
nershipibetween owners and workers in order. to avoid social strug°1es{
In this teét soc1ety is considered not so much a field of social con-
flicts as one of compromise and peace.
The refugee is one important topic. The more than 11 million
reEugees in West Germany.still constituted a great problem in 1960.2 It
was the_intention of the government to integrate these people as fast as
possible, evén.though the hope that they would return to_their homes was
supported by official statements. The presence of this huge number of
refugees in an already devastated land caused so many additional .prob-
lems that it is really surprising how fast the integration proeeeded.
Students at that time were confronted_éaily not only with the often

miserable conditions of the refugees but also with the fact that many of

ot

the refugees sicceeded in their professions and even surpassed the orig-
inal West Qernaﬁ population. Frede and Kollnig informed students about
:the speoific situation of refugees; for exauple, the difficulty of find-
* ing jobs in the rural areas where they had been brought. They pointed.

to the many social factors supporting integration, especially of voung
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chlldren and they foresaw that a new generatlon would grow up w1thout'
hope of returnlng to their homes.
The chapter on work and profession informs us about the many pos-
sible professions open to young people. In 1960 there was a deménd for
workers in almost every field. 'Unemployment was unknown. The'teﬁtbook,
therefore, offers an optimistic outlook on the social opportunities for_
workers and professionals; forvexample, teachers. Other problems dealt
with are the poeition_of the uniouns in’our°eociety, equallpayment for
men and women, the 40-hour work week, and the growing bureaucracy.
’ Large parts of the chapter on the econbmy describe how the economy
works. Problems are mentioned concernlng a free economy versus a planned
economy, the concentration of economic power, and the ava11ab111ty of -
consumer goods to the c1tlzens. At the end of the chapter, portions of
the programs of the Christian Democratlc party and the Soc1a1 Democratic
party are descrlbed whlch 111ustrate that in 1960 there were st111 impor-
- ~tant dlfferences between whe parties concerning socialization of basic
1ndustr1es- ' ' o : -
Some Aspects of Social Sf/nles in the 19605 and 1970s ‘\\\\4\, ,
) \ . RN
A look at other developmelts during the 19605 shows that 1mportant

L8]

changes concerning social stud%ee have taken place within thevlast 20 v'e,
years. There was an ipmanent deﬁelopment of concepts of political edu- . '
cation in West Germany. Schoyars and teachers shifted away frOm the .
more descriptlve type of pollticas teaching to social confllcts, to “the ;4///
question of 11v1ng ‘and the gooi 11fe and to: analy51s of social phenomena._
The didactic of po11t1cal educhzion became ‘more and more a sc1ence’of \h

'. - e

o -its own. v ///' LT AT rfkc
Under Vazl rule the social sciences had been neglected and many e
seientlsts had left Germany. After the war some of them eame back but . //
it took about 20 years until the social sciences became broadly 1nfluen—
/tlal. The Frankfurt school (Horkhelmer/Adorno) became espeémallv influ-
///ential. The "critical" aoproach,of the social sc1ences led 02 wide-
. spread critique of the "economic miracle" of West Germany becayse so many
deficiencies were made known in various areas of the society (sohoollng,

e

B ority groups, distribution of wealth, economic power, Nazi h1§tory of
émanv prejudices, etc.). This critical method was also appll ~in e

>
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several empirical studies concernlng the effects of social studies teach-
ing on pupils: The results were not very oromising Polltlcal educatlon
turned out to be rather 1neffect1ve.yr

"~ About 1966, cur\iculum de opment programs were made known in West.
Germany:. Compared .to developments in other western.(and Eastern) Euro-
.pean countries, the dlSCUSSlon on revised curr1cula began rather late.
After the war curricula had- been worked out, but they weré not nearly so

speclflc as those after 1966 For the first tlme in German history,

n -

around 1970 curr1cula became a ‘matter of public discussion. :Newspapers
and radio bgoadcasts took up the matter. In. _some, Lander governments it
-was deemed- almost fatal to support certain types ‘of curricular revisions.
Even ‘at this. ertlng, in" Hesse, the rev1sed curr1culum in political
educatlon 1s belna reta1ned in order to avold publlc discussion on these
matters before ‘the federal election.: Although the curriculum develop-
.//menf”programs were dlﬁflcult for teachers to understand on the whole it

can be 'said that some elements of curr1cular thlnklng are v151b1e in

every classrogm.

.

Flnally, it must be mentloned that state control over our schools

\\\\has been strengthened during the last ten ‘years. The German constltu— -

tion prov1des state control over the school'system (Article 7 GG). The

Bundeslander hire the teachers; they provide.all of the money; they are-

in contrdol of the curricula and textbooks. Educatlonal problems, of
course, are not handled solely by polltlclans, but polltlclans have the
last word on. them. One specific issue is the ' radlcals in public ser-

,-vxce pollcy The position of the government is that people who deny -

-basic'principles of the constltutlon should not be.employed";n public” Q'

institutions. This position has been sdppdrted by decisions of the West-

German suprene court. In this respect, West Germany is iesslliberal

than France or. Enaland In my opinion, the discussion on radicals has
~ had the deplorable ‘result that many teachers (and even students) are
'afrald to say what they th1nk polltlcally Too quickly the accusation
of being antlconstltutlonal is brought up.

- This atmosphere dlrectly affects tettbooks. I am coauthor-of a

textboo& (George and Hllllaen 1971) whlch 1mmed1ately provo&ed public
discussion when it was publlshed tén years ago.- By some the book was

labeled "communist" and by others "destructlve of our soclety," but by

~ B A
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many scholars and some‘Bundeslander 1tjwas considered prosressive and
*.educationally sound. /Ioday, I thlnk it would be impossible polltlcally
for such a textbook//o e adm:7;ed into our schools. !

ple 3: /Wolf ang - Hlllloen et al., Sehen——beurtellen—-handeln
[See, Judge, act] <1978)V ﬂy th1rd example is selected from among the
textbooks wh/ch are/now in use in ‘the’ 'scheals of some Bundeslander. The

textbook/of Hllliéen Gagel, and Buch shows a broad awareness of social

problems
tloned above-éhavefbeen worked into it.
/

roblems covered in this book I\w1ll shmmarlze the main

\Because of the wide scope of

the social

- / 72 /

ideas.”.” // / ,/ ] .
,’,./v:/ /' / /,' ) ‘ N \
' //:/The’bo states that for the first time in Germa\ history the con-~

; , /
cept of soclal state has become a constitutional pr1nc1ple. But this

is not expllcated in the constitution; thus, it is'a cont1nu1ng

-‘/§/$01 t1c1ans to bring about social justice. In a democrat1c

staﬁe/many individuals and groups, if not all, should participate in

t 1s task.- One measure\of social justice is the realization of human

These rights not\ only protect the citizens against the state

/m ghts.
but/also ouarantee public beneflts to the 1nd1v1dual. Thus the original

/soclal,questlon of the 19th century has been solved in the Federal

Nevertheless, indu trial societies credte new social problems

concernlng equallty of- opportunlty w1th1n the society. It is the task

of social polltlcs to underst d and to solve these problems.

'More specifically, the follow1no problem areas aré dealt with in

various'chapters: health, ‘the dangers of getting s1ck -and the results

of sic kness on the individual;-
sional training; work, the situation in the labor, market, unemployment

\
educatlon and opportun1t1es for .profes—

*

and contentment in the professlons° free time:and vacation; env1ronment,
_ housing, and pollutlon° safety, the Judlcmal ptocess, and cr1me° public
‘status, social 1nequa11ty,.and participation 1nkpubllc affairs; social
problems of basic institutions--for example, the'family'and the economy;
_poverty in West Germany; social problems of u derdeveloped countries;

and dangers of war. It is. nearly 1mposslble to descr1be all of the

aspects ‘of social Justlce which are conta1ned in| this book;\ The authors

utilize a problem—orlented approach to cover th°\areas of experlence of
young people and general world problems.

ST 243 /// N
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In many aspects, developments in polltlcal educatlon—-as men-—

-
The more fundamental questlons
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addressed in the other two textbooks.concerniné the socialization of.

. basic industries are not d1scussed by Hilligen and his colleagues. Their .
texithook simply quotes the constitutional regulatlons without expllcatlng
them. Apparently the issue has lost its significance for the authors.

’ The authors use a h1gh1y diversified approach, w1th case studies,

statistics, 1nterv1ews, charts, and comics. The values inherent in th1s

approach .are expressly stated.. The textbook suggests "options" for the
realization of human rights, for the dignlty of man as the basis® of all
polltlcal decisions, for the ‘equality of opportunity in our soc1ety, for

more se}ffdeterm;natlon and part1c1pation, and for the development of

alternative social institutions to cope with the changing world. Thus}

the approach is not neutral; it not only'envisions a rational discussion

of the stated issues but encourages students to develop their attitudes - ‘

and behavior eIong_these lines of political values.

o -

The‘Training,of Social Studies Teachers

The changes In\soc1a1 studies teachlng in West German schools were
widely 1nit1ated by scholars who previously had been teaching -in przmary,
- secondary,—and/or professlonal schools. Their teaching experience-
*-gurned out to be a good starting point for the development of teacher-
training programs. One of thevprincipal goals of these programs is the
close connedtion between theoretical and® practical education.
‘ .',However; there still are~differences between  the various. teacher:
training programs. Student ieachers for the grammar school and the
secohdary I level‘(grades S-LOT*get a "didactic" education in addition

to their "social science! education. Thls conslsts of special courses

in polltlcal education and practical studies in ‘addition to an examlna-//

"tion. Student teachers for the secondary II level (grades 11-13) and/

for prpfesslonal schools so far have not been obliged to take part in- ‘a’
. d1dact1c educatlon, some of them did it volhntarily, and right now

efforts are being made to offer the same didactic education to all stu-

s

dents.
The EEEectiveness of our training programs is hi°h1y controversial.

Students pre‘er courses with practical impact, whereas many professors

complaln atout the d1m1nlsh1no 1nterest of the students in theoret1cal

.

controversies. Host of our stddent :ﬁachers have only six semesters for

~
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their preparation, which generally is.regarde& as being too short; there -
is not enough time for either the theoretical or the practical education.
- German professors have a highly privileged position. The West Ger-
man constitution guarantees "freedom of research and teaching" (Article
5, %) which excludes administrative control. Within, the universitylcur-
riculum each~professor is free to'choose the subject matter- for his or
her courses. It is practically impbssible to exert "force" on a érofes-
" sor. dowever, most professors :srealize that they have an ‘obligation, _
over and'above their scientific studies, to deal with the profeSsional'

and personal problems of their students. .
' Our students are no longer rebelllous- there are few demonstrations.
But the students are quite aware of social and political problems. They
prefer scholars.and teachers who not only teach the social sciences.but
‘ ~also express their own involvement-in controversial issues. When prob-
lems of social justice are at stake, it is dlfficult for the professor
_ to hide behind the_ﬁobjectivity".of the social sciences. Many student
v teachers -are now faced with possible unemployment, and they will not‘be

prepared to analyze social issues without looking at their ‘owa condi-»?

tion. _
B The rapid postwar‘indusfrial development;of West Germany has led
| people to overlook a number of social problems wh"ch are of great con~
cern, to_our present-day students. . I want to mentlon ‘only two. First,

there are still several million people whofare consIdered 'poor"” because

e
the1r income ranks below the public support rates for: the needy. Poli-~
t1c1ans speak about the new social question" 1n our .society. Second,
West uermany has about & m;lllon forelgn workers (1nclud1no their faml-

.« lies). The chlldren of these foreigners quite often do-not get an appro-
ﬁ'priate educatlon or professional training, a fact which is likely to

-

create serious conflicts in the near future. Although our unlversltles
of fer courses and programs to cope with these problems, the reallty of

\e ”
our schools is often dis:Lllus:Lon:Lna for many students who are confronted

with classes consisting half .6f Germans and half of forelgn pupils who;

do not speak German. o E .
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The Social System Valued by Young People

”he best textbooks are useless if they are not successful in trans-
mitting their 1deas and 1deals to ‘the students. it might, therefore, be -
of interest to look at the results of an empirical study of the attitudes
of the yoaﬁ& generation toward work and economic order conducted by the

Institut fur Juoendforscthg in- Manich (Frankfurter Rundschau 1980)

" In West Germany and West Berlin, 1, 235 representatxve young people aged
17-29 years were interviewed in 1979, 785 were random interviews and 450
were quota interviews{"This study was'financed-by the German Shell 0il

Company, which in" 1973 had supported a comparable study by the same

.

institute.
"<  The 1979 study found that 80 percent of -the young people inter-

viewed were content with our systen, as compared to: 70 percent in l973
(Die Einstellung 1980).. The’ follow1ng qgestion was posed .concerning -
basic needs: "On this llst you find described dlfferent needs. Which

‘ones are especially. _mnor*ant to your personal lives?" The results,

= ~ shown in Table 1 reveal that:desire for personal freedom took prece-'
dence over “all other needs, neither a des1rable professlon nor ‘an- abun—
dance of- free tlme was more strongly de51red. There was a trend toward
des1re for prlvacy, whereas 'social concerns were ranked lower in 1979

than in 1973 (D1e Einstellung 1980),.

~

.Table 1

BASIC NEEDS OF YOUNG PEOPLE IN WEST GERMANY T

>
' Percent Responding

Basic Need. | . T 1979 o 1973
Personal freedom ' ' o éS - - 85
A pcofession.which I like 80 68
F-ee” choice of & job 67 '._ ' 63
. Good pay ' 67 ) ) 70
Much free time . . 64 56
Clean air, clean water - L 63 i . -61
Chance to go to theaters, concerts, T L )
< lectures - .37 40
. Yo social misery in my.neighborhoodi 24 o 29.-
o . ?. . L 24/-‘7" ‘A e
Q o o o SR 22 R . - ) ,




* The political attitudes of these young people were demonstrated by
their'fear of freely expressing their opinions “on political matters.
« Nearly 50 percent of them expected to be penalized for freely express1no
their opinions. Between 1973 and 1979 the number of young people ‘'who
were critical of our system rapidly declined. Detlef Riemer, who was in
charge of -the research for the stndy, predicted: "About half of the
young generation is going to be submissive to authority." .
The responses of the young people surveyed in 1979_tq questions'
about life perspectives are shown in Table 2. Although the statements

: do not include many aspects of social justice, a general trend toward

1

Table -2 o
 LIFE PERSPECTIVES OF YOUNG PEOPLE IN WEST GERMANY

-

Pergpective Statement , Percent Responding
. I would like to have children and @’ happy : B
family life. . . 68.5
. It means much to me to be acknowledged by
.. others. . . 48.7
For me it is essential to a meaningful life . '
i that I have privacy. N 43.9
I would like to develop my creative abilities. - ' 42.5
To me hard work-and‘success are part of life. 41.9
I think we are going to poison ourselvés by _
N . environmental pollution. - _ ) 40.6
I would like to have a career. o R - 38.5
7 -. To me fashions in clothino and automobiles are )
o - not very important. A . ‘ .- 35.7
I am afraid that technical progress will deetroy :
our lives. ' , _ 34.6
. I am afraid of nukes. - 34.6.
I would like to help people.in need. _ 2341
I would like to retire to the country. . - . 33.9°
) " All men ghould have the same income. - 14.6
Whoever still has children today acts irresponsibly. - 7.8
I find that my life is meaningless. 3.8
I feel attracted to a'youth religious sect.’ . 2.2

247
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- than further reforms. : Lo

<

'prfvacy and profe531onal success - 1s evident. Family 1life, social

acknowledgment, and personal creativeness are. valued higher than env1—\

ronmental problems, fear of nuclear power plants, or social equality.

The question about the mean1n°fu1ness of life was answered in rather

individualistic terms. _ :
For teachers of social stndies, these empirical results are not
very*promising. ,They support- the position that the schools are becu..ing
more reactive toward development and changes in society rather than
act1ve in iunitiating changes. It is not primarily the fanlt of our

schools that students are afraid of expressing their -opinions. and-—as a

'posslble resalt—-lncreasingly desirous of pr1vacy

I do not know how these numbers compare with the results of op1n1on

polls in other countrlesn The trend toward conservatism in West Germany

isawelcomed by one group and detested'by another. There have been many -

attempts to bring about reforms’ in various areas of our society. One of

these areas was our school system. 'Since these reforms hdve mnot aléays
shown swift results, the reformers have become discouraged. Right now

the question of preserving our standard:of-living seems more important

-
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13. - SOCIETY, SOCIAL JUSTICE, AND SOCIAL/POLITICAL EDUCATION
IN THE UNITED STATES

By John Palmer o ;
These comments are based primarily on maferials written by social
educators over the past three decadee; How;accurately or to what degree
they also reflect eduqaiionai practice in the common schools of the
United :States is problematic. We have only recently recognlzed how
little we know about classroom practice and the behav1or of students and -

teachers in social atudies classrooms. I huve some- notions about class—

room practlces .based on observation, personal experience, and reports. of

field studles. Those notions will occasionally influence these comments.

In- the main, however,'we are deallng'here w1th ‘theoretical: writings,"
textbooks, and materlals written- for inservice or preserv1ce teachers,

and curricular materials used by elementarj and secondary students. .

.Presumably ‘these can tell us a good deal about what social studles edu—

cators think’ ougnt to be done in schools, but that may have llttle rela—

*‘tlonshlp to what occurs once the classroom door -is closed.' We simply’

don't know. o N i . /

T It 1s 1mportant to note that the varieties of soc1a1 educatlon
utlllzed in the United States fall withim the conservative or liberal,
as distinct from the radical, frame of reference. Although some view-

points were spoken of as "Eadical"»dhen first proposed, the. term was’

being used not in the ideological or political sense but rather to indi-

‘cate a sharp departure from current practice.e In partlcular, the Marxist

perspective has been almost totally’ lacking in the soc1al studies, and
to date no influential work written from that perspective has appeared
in the United States. guch attention has neen given bydsome-tq recon-
structing, correcting, or improviné_society, but.always in terms of tra-
ditionaf.values and ideals, not of some new social order yet to be con-
ceived or borfowed. Those few who said.they would let "the sogial per--
spectlves of students wandetr wherever chance might lead them were con-

oz

v1nced they _kney in advance where that would be.

v .
d i . t
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Socialization and Social Improvement

Although I intend to examine the reLatlonshlp between SOClety and
the social studies from the close of World War II to tHe present and

reflect on what we might conclude from that experience, I want to begin
" with Joh; Dewey's thoughté on the subject. This is not to suggest that
many social studies specialists durfng the past three decades were
— heavily influehced by Dewey, for I have no evidence to sdﬁport that
cfe}m, but rather to point out ttat the most influential philosopher of
American. education believed it was impossible to separate the educational
process from the society that suStained it. . - s "5
For Dewey, learning is primarily social, and education is at its
heart the forming of the character of the <~hild rather than the acquisi-
tion of knowledge by the child. It is.a process of transforming the
child until he shares in the ideals and interests of the society. The .-
good SOC1ety, in turn, is dependent on "how numerous and var1ed are the
interests which are consciously shared, hoW“full and free is the inter-
play w1th other forms of association" (Dewey 1916, p. 96)' This means a
society in which- economic class- and other barriers to communlcatlon
among citizens are absent, so all can share-common interests and llre
goals. This is possible, says.Dewey,_only when each adult generetion
deliberately works to’ educate the young not ‘for the existing state of
affairs but so as to make p0551b1e a better future humanity” (Dewey
1916, pp. 10—11). Because communities or nations do not tend to éﬁhere
to this approach, Dewey asked whether "’t is possible for an educatlonaL
system to be“eonducted by a national state and the full social ends of
the educative procees not.be restricted,hconstrained, and corrupted?" -
(Dewey 1916, pp. 113-14). ‘ _ | _
If the tvpe of educational'situation bewey desires is to be realized,

-

two conditions are essential: '"the tendencies due to present economic
conditions which'spiit society into classes" must be overcome, and
"national loyé%ty . . . patriotism" must be subordinated to "devotion to
the things which unite mea in common endsllrrespectlve of natlonal polit-
—— ical boundaries" (Dewey 1916, P- 114). '
I believe that Dewey,described in these comments, published .in the
second decade of this- century, the essential struggle which went on

withia social education at midcentury in the United States and which is

. - : | ) - jﬁ 7
I : 2ot : -



Q

ERIC

Aruitoxt provided by Eic:

3

Y

‘ing and direct te¢Ch14°,CF social® studi

not yet close to. resolution. ‘As Dewey saw, whenever we think about
society——raise questions about it, -approach it critically,‘openly--some
aspect of the established social order is in jeopardy,.'This fact has
profoundly affected.social education in recent decades. Many social

educators have believed that their responsibility is o pass on the pre-

-vailing cultural myths, to support the status quo, to avoid controversy

and conflict. Textbook writers and publishers, members of state text-
book selection committees, and those teachers who accepted Edgar Wesley's
assertlion that '"the social studies are the social sciences simplified

for pedagogical purposes" have often reflected those perspectives.

Schooling - has as one of. its primary objectives the preservation of ‘the

institutions of the existing society rather than the questioning of cur-

rent practices. It is quite likely that this view of schooling dominated

.classroom practice during the period under consideration here. Some,

including ‘a significant number of social studies specialists uho wrote
theoretical=material'durinD the period, disagreed' they believed that
the contemporary condition of society dictated a program of social edu-
cation des1gned to reshape<e1ther the society or the student or both
For this second group, the relationship between the society and. social
‘education was extremely close, and one could not be discussed Without’
also discussing,thé other. . ‘ )
To state the matter another way, the pro f/role of formal‘school- ,‘
es/iE:iZé socialization of chil-

" .
dren has been a subJect of continuing debate. Socialization is usually

defined as_the process of transmitting from the old to the young sta:;e///(/x

patterns of.behavior and values and of oroomino the young for filli
established adult roles i1 the society. 1In the social studies;-fn par-

ticular, the school acts to promote and teach political values and tra-

ditions. This act1v1ty has as its primary purpose the perpetuation of

the dominant values of the culture. But some, aloné with Dewey, have
questinned whether this view of schoolino is any longer appropriate.
These indiViduals contend that to emphasize unity,” equality, and freedom,

for example,.is to present a distorted, oversimplified, and false view

-of American society., The ethnic and cultural differences that now exist

‘cannot be homogenized "into a picture of unity. Given this view, it is

not at all clear that schools can continue to deal with political social-
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~through analyZInO'and criticizina their.own experiences or the oxpéri--

ization as they have in the past. The new conditions make the old ways

both unworkable and inappropriate.; To the extent that social education

programs have attempted to continue traditional content and methods, the

contrast between the substance of th€se programs and the social reality .
L N

surrounding the .Student has contributed to.an educational malaise in some

cases and to outrxght hostility to formal education ,in others.

In large measure, proposals\for changing social education over the
last three decades have been designed either to socialize the youlg more
effectively, assuminovthat the task of the schools is' to induct the.
young into the society as adults construe it, or to propose an alterna-
tive-approach to social education based on a recoonition that social

consensus does not exist and that passina on the cultural myths will be

disruptive and miseducative rather than constructive in the long run. A

primary obJective of these approaches has been to change or, improve on

the status quo rather than simply to pass it along.
" These conflictino views of the relationship between socialization

.and schooling are reflected in the distinctions arrived at by Barr,

Barth, and Shermis in their analysis of citizenship education programs
(1978). They. identified three approaches to citizenship education.
citizenship transmission, té%chino the social science disciplines, and
reflective inquiry or decision making. Citizenship transmission,appears
to be another name for socialization. A particular conception of citi-

zenship is presented to ‘students and is exp-cted to be -both learned and

believed. It is assumed that certain facts,~exp1anations, interpreta—,

tions, and predictions predispose .the learner to a particular world

PR

view; no critique of the social institutionsubeing transmitted is planned

for or anticipated, and "what is"™ tedds to be construed as "what ought .

to be.” ;
The sc~ial science discipline approach assumes that the acquisition
of the knowledg:c contained in the’ 'social sciences leads to ‘effective
citizénship. It also usually assumes that.the %ody-of literature making
up the social sciences is an accurate'reflection of reality. The
reflective-inquiry and decision-making approaches may utilize ‘social
science materials,. hut they assume students will build a ﬁorld view

o

ences of others, whether past or present. ) : " -

- 2“’:'."
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- The third ‘perspective, because’ it has been emphasized in the liter-
~ature of tpe“last three decades (if not in the classroom), requires more
extended presentation. It appears to be the area in social education
where the most creative efforts have been made in recent years and where
~clanging notions of the nature of society have had a4 direct impact on

s . - ,approaches. to social education.

s o ' Reflective Inquiry——The Individual Emphasis

Perhaps James Baldwin, a writer who‘would_not usualiylbe thought of
as a social educator but who may have been a more effective/one than any
of " us, expressedfin 1962 a concern of some social educators during the

_ period; "We live in a conntry,f he wrote, "in %hich words are mostly
used to cover the sleeper, not to wake him up." We must strive to put
-ourselves in touch with rezlity, he urced to Jmount an unending attack
on all that Americans belleve themselves to hold sacred. . . . We are
the generation that must throw everythlno into the endeavor to remake
‘America  into what we say We want it to be" (Baldwin. 1962).

. . Many teachers and social studies specialists, statting from similar
premises, ‘have tried to'devise instructional programs to meet Baldwin's

- objectives:- Others have begun with notions about teaching youngsters to

_think,~to_develop a critical capacity, or.some other related general ‘

1objective; In each case one'finds a rejection of the ass&mption that ~

students need merely to recelve and absorb what is passed on to them .

N -

about the soclety : ;

Teachlno High - School -Social Studles‘ by ﬁaurlce Hunt and/Lawrence

t Metcall (1955), presented a fully developed version, of thls approach to

. social education. Hunt - and Metcalf beoan with the assumptlon that

societ§ iszbeset by much uncertainty, disorganization, and lacx of con-

. senshs. Many individuals are confused by competing political, economic,

* . ‘and social beliefs. These produce two levels of social conflict——

. ' interpersonal and intrapersonal--which comb¥ine to create substantial
1nd1v1dua1 and grcup difficulties. Individuals,.in fact, tend to exhibit
‘inconsistent and uncertain behavior and are morally 1rrespons1b1e because
they lack the intellectual understandlng and personal commitment required
for morally responsible behavior. For Hunt and Metcalf,'then, the condi-

S

tions of contemporary society and its impact on individuals directly

o ’ ’ . N~
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*¢’determine the type of social education needed. The teacher is to be a

significant factor in assisting the individual to understand and cope

with contemporafy life. ) o T*
Hunt and Metcalf determined that areas of conflicting belief and
behav1or which are closed to rational analysis--areas such as race,
social class, sex, religion, morallty, and political power—-are partlcu—
larly cruc1a1 in the lives of 1nd1v1duals and are sources of great d1f—
- f1cu1ty and trouble. _Therefore, 1t is precisely these areas dominated
fx by prejudice and taboos, rather than thought, which are partlcularly
31°n1f1cant for teachers. A social studies program that helps young
people examine their conf11cts and beliefs in "closed areas" would be
- most 11ke1y to reduce the emotional stress in the 1nd1v1dua1 created by
the confu51on that prevalls in soc1ety."This process of.examining
'belieférshould be intellectualiy rigorous, permissive, and nonthreaten—
ing. It'necessarily involves learning a good deal of social science,
but it certa1n1y does not involve indoctrination or socialization of the
»students 1nto the dominant mores: and assumptlons of .the culture. Indeed
schoollng entails challen01ng and cr1t1qu1ng any w1de1y accepted concep-
tion of cltlzenshlp and -the interpretations, assumptlons, or myths on
‘which it~ is buil t. ’ " . : )
This approach to soc1al education assumes that schooling can

1nfluence the 1nd1v1dua1 in fundamental ways and thus can ‘affect’ society

|
as well. American soc1ety is in turmoil, transition, and perhaps even
-c'isis. Because ociety is in turmoil, so are many citizens. Social
studies teachers can help determine the lonO-term resolutlon of these

!

difficulties by ne1p1 individuals understand and come to tarms with.
themselves and the society. Thus, not only is there a direct relation~
-ship between the natura of contemporary society 'and social education,

but schooling has the potential to affect and, to some significant

extent, shape the future society.

SN
. )
- . 5

Reflective Inquiry--The Social Emphasis

~,
L

A more common approach to social education in this period emphasized
- \ .. 3 . 3 ) '
the - examination of public, as distinct from personal, issues. Courses
falling within the general classification of "social problems" came to

be regular fare in .almost every secondary school. Countless attempts
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Aruitoxt provided by Eic:



were made in the literature to define the term '"social problem," and
many textbooks helped the unimaginative teacher select a set of social
problems sufficient to fill a semester or year.“ Many teachers put
ogether their own courses, utrllzlng the enormous variety of paperback
g\oks and other instructional'materials that presented one or mcre
qéd\.aloproblems. l\\\ ] e
Donald Oliver, then a youno faculty member at Harvard, wrote in

- 1957 that the ooal of social studles instruction is to increase the’ ’

student(s ability to deal effectlv\ly with broad social issues whlch
'_confront all citizens of our- society" (Ollver 1957, pp. 271-300). All
social institutions have the same fundamental purpose: individual ful-
“fillment,s\ln order for ‘that purpose to be realized, people must under-
stand these institutions and be able to cope with them successfully.
The speclflc purpose of social studies is to attempt to so educate chil-
> dren that they\have the maximum opportunity to choose what they should
be in-a soc1ety\ dominated by diversity rather than uniformity.

- -Oliver, as_déd Hunt and ‘Metcalf, began his \theoty building with an
analysis of the soc\ety and assumed/that‘it is important to base any
program of social educatlon on such an analysls. The relationship

- between the schools and society must be d1rect° presunably, if the
society were to undergo slonlflcant change, schoolino should'chanae as

" well. - Oliver and his colleaOues eventually wrote a series of booklets,
each of which developed a\"publlc 1ssue (Public Issues Ser1es n.d.).
Stress was placed on classroom d1scuss1on, on tra1n1no students in oood s
d1scusslon technlques, and on\enabllno the 1nd1v1dual student to "take aﬂ
stand" on an issue and defend that stand against opposlno posltlons.
Tae classroom procedures assumed\a high degree of ratlonallty and criti-
cal skills: on the part of the nar\lclpants. AlthouOh the material used
to develop the issues m1°ht ‘be con**mpolary or h1stor1cal and fror any.
part of the world, the.focus was always on an 1ssue assumed to be of
fundamental _importance in contemporary Americaj for example, can we have
both equallty and 1nd1v1dual freedom, r both publlc secur1ty and a clear

right of dissent? .. . ,
One fréquently found in this period he/assunptlon that cltlzensnlp \

/////f education necessarily involved developlno.kn the  young a\set of cr1t1cal

) abilities needed -to part1c1pate in 1nqu1ry, eflective thinklng, declslon
. \ =
\)‘ . . ' Nl Ed .‘:

ERIC

Aruitoxt provided by Eic:



J

making, or. some such intellectual actiVity A good citizen makes deci-
sions based on a careful analysis of the evidence, not on emotion,

pregudice, or Some other "thoughtless” procedure. While one could fill

3\ ~a volume with the different lists of these abilities, ‘they typically
\\ Aincluded §uch skills as 1dent1fying central issues, using language accu-

rately and precisely, recognizing underlying assumptions, dist -ngulshing

between fact and opinion distinguishing retween relevant and irrelevant

\\\; data, recognlzino stereotypes, assessing the adequacy of data, arguing
ﬂ éeductively, and usino 1oaical syllogisms correctlx\ There is little
EVLdence’ of course, that many adult citizens make use of these skills

or that teachers are capable of demonstratino their use\ Indeed, it may

\ be that‘ citizenry sk111ed in such deVices and motivated to use them

y .~ would- produce Social\chaos-L There seems little likelihood that this
\

\ hypothe 5 wlll be tested\dn the foreseeable future.

A\ . 3 - —r. "
\ - W - . e
) R

Voo- The Wainstream——Disciplines and Social Problens

While the last few pages have presented only a few examples from
the Social educaticn literature of recent decades, I believe they demon~
strate that a Segment of the field did. respond directly to analyses of
the contemporary_society. It ds-difficult to ‘quantify such information,
but l'am~confident that +his group constituted a_small minority of social
educaéafs. For most of the others, the teaching of the disciplines,

- however arranoed remained the sun and substance of social education.
Such’ programs chanced of course, according to the shiftin- consensus of
scholars to the extent that their scholarship filtered down to curricular

‘materials used in the schools. Depressions,~wars, social disorder,
ntarnatlonaL tension, peace or prosperity do not alter tne storehouse
of knowled°e acCu:ulated by a given discipline. ‘There is one significant

A @av at, however, \ L0 that generalization. Over time social reality does

affect the questiops being asked by scholazs and, eventually, the sub-

stance of th® knowledge accumulated."As a consequence, the content
included in courses; such as history, political science, and economics
oradually changes, while the topics taken: up in social problems courses
may shift rather quickly. p '\

‘ As an illustration of this point, atnajor‘social\change during.the
period under reviewrwas'tne recognition df the plifht of certain racial
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and ethnic minorities. A_succession of judicial and legislative actioms,
coupled with greatly increased actiyity on the part of minorities in
demanding economic, political, and.social equality, turned the attention
of scholars to research problens related to these matters. In tie field
of history, for example, a vast, llterature was produced .on Negro slavery
and its consequences. Impact studies and;public policy research became
.the vogue in political science. -In a similar fashion, curriculum prOJ—
) “ects, textbooks, and course offerings in the schools showed new emphases
A in the same areds. Numerous national cutrriculum projects supported by
.the federal government were designed for/ the express purpose of provid-
ing classroom materials focusing on major “social problems of the day,
including.those aséociated with minority populations and their legal
rights,and the achievement of justice and equality for all citizems. It
is difficult _to imagine that any secondary school during the l960s‘and
1970s failed to offer instructional units dealing with race, minorities,
ClVll rights, and related subjects. Textbook publishers'went to, great
efforts to assure the prospective buyer that these societal concerns
were.given adequate attention in the'r textbooks. While thefresponse;
. might he.delayed, publishers, teachers, and  others involved in the
\social education enterprise are'influenced by major societal concerns,

and ‘they attempt to fit appropriate‘new_content into existing courses.

Changes in Values Education

An interes ino example - of this phuenomenon occurred in the area of .
values education. Schooling in' the Western world has traditionally
B e

focused on the charac\EI'development of the child rather than on impart-

N\
ing X ~owledoe. The teachEr and the” culture of the school have typicdlly

. represented the dominant val s of those in control of ‘the society.
\\\\\ Althou°h this appears to be ineVitaple, in this century educators in the
United States have often attempted . t;\be\obJECtlve or neutral. The more

\

obvious forms of indoctrinaticn have been Scgrned in favor of “objective

) social science.” a‘_\ 1 P ’
In the 1950s questions addressed. to teachers about values education

would have generated little response,_but by the early 1970s attention

to .values and valuing was\a certain indicator that a teacher was up to

date with the latest social education fashion. Whyythis very rapid
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change in a decade? A plausible explanation, it seems to me, takes us
to what was occurring in American-society. The 1960s was a decade of
1ntense “social confllct, race riots, the controversy over the Vietnam

War, tne draft debate, and the llke. The confllctlno values residing in

'the populacé which had “been 1dent;fied much earlier by the. research of

Lynd, Myrdal Warner, and many other social scientists suddenly thrust

themselves onto ceater stage. . ' The relatively submerged differences of

value and belief signaled by ‘'where one lives, with:whom one associates,

or where one worships suddenly” were translated into vivid scenes on
tele;ision:eoreens of ewinging oiubs, bloodshed,.shoutedlepithets, and
assassinations. The .myth of wvalue consensus ,evaporated 'quickly.
Many people were unsure of what they belieGed and they were
troubled by ‘the values conflicts they now knew they had with their
neighbors. So what was to be done? The[faith of Americans that educa—-"
tiocn can solve.social oroblems came to the fore, and it was deemed

acceptable for teachers to assist students in recognizing their values

.and beliefs and,éomparing'them-with those of their classmates. Some

'teachers, oE course, interpreted this as an opportunity to indoctrinate

the1r own values, while others dealt with values as another item in_the

‘curriculum alona wrth facts, generallzatlons, and theories. Whatever

the approach L beIleve that the introduction of social studies content
for the express purpose oE~deallna w1th values was a direct result of
the surfaC}ng of value conflicts among the genetal populace.

In a number of ways- an examination of thec American value system was

thrust into formal as well as informal social educatlon during this

peripd. I have referred to some of these-—the values education move-

ment, the popularity of social prohlems courses,'the develonhent of
social studies oroorans ‘and the related currlcular matarials exemplified
by Huat and Metcalf and the Harvard Public Issues Series, and the w1de,
attentlon given to civil rights and tne treatment of minorities. These
developnents coincided with thousands of hours of television and count-
less pages of printed material in the 1nfornal social education system
which dealt with the same ceneral content. The direct experlences of
some young people in the streets or on the battlefield and the v1carlous

experiences of almost everyone through teievision undoubtedly provided a

‘more powerful ‘social education than was found in the classroom: In any



.

case, the social educator was?forced to reckon with rhe social educatlon
children brought with them into the classroom. It was a curriculum
"pIlanned” by televlsion executives, organizers of civil confrontations
with authority, and the Pentagon. ' None of us yet. xnows how to cope‘with
_what .students now bring with them in the way of direct and vicarious
social experience. That would appear to be a prlmary research and devel-

opment task for social educators in the 1980s. -

- The Growing Disfrust of Rational Problem-Solving

The people of the United States-habe experienced a barrage of
confidence-shaking eoents in the‘last tﬁb.decades, and there is noisign
it has ended. Indeed, Robert Heilbroner summarized the mood very well
in 1975 when he asked, "Is there hope for man?" (Hellbroner 1975, p. 13).
Our fait™ 1n our ability to deal with such problems as poverty, racial
hatred, and economic 1nstablllty-1s'sllpprng away. lhe“quallty of life’

| 'is deterioratiné,‘in-part as a direct consequence of our.successes and
some of our traditional values and beliefs: Hunan survival has become a
real issue, rep: acing concern about where we will go for our next vaca-
tion or the horsepower-ratlno of our automoblleq . )

Historically, we have relled on’ the capaclty of formal education to
make life better and more bearable. If fhat tradltlonal faith continues

" (and there are signs 1£ is weakenan), to the\extent that students and
‘teachers are apprehen51ve andesonfused about the stafé of - the nation,
. one would expect-’ presentlsm to dominate social ‘education--a concern
ffor the self and for the 1mmed1ate problems facing soclety It 1s
1nterest1na however, that a countervalllno trend is, ev1dent. ’ z -
Prlvate schools, many of then sponsored by rellolous groups, are
‘increasing rapidly, and their social studies. curricula rarely include
contemporary social problems. The existing public schools are under
heavy pressure to reject social-problems materials and the amalysis of
values in favor of "basics," which translates~info"history and political
science studied as organized bodies of knowledge. The congenffshgges;edl_
by Oliver, Hunt and ¥etcalf, and the valnes-education and critical--

thinking movements:of the recent past are viewed with great skepticism .

in many quarters. .
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" The fundamental elmnents of the scientific method which have so

'dominated Western thought since Copernicus—-curiositv: belief in test-

-

ina searchina out error in order to approxlmate truth  more closely,

' formulation of hypotheses and theories-these remain suspect ‘when appl*ed

to society and culture. To be sure, we have a variety of social sciences

that may be pursued by scholars in accordapce ﬁith'the metﬁods of'

science, but the public 1s apprehensive about teachers and students in’

‘the common schools examinincésociety and “cultare in' this fashion. Robert

Hanvey, ‘a social cientist who worked in curriculum’ prQJects in the

1960=, asked, "Will the schools, as 1nstruments of. the soc1ety, actually

<

be peraitted to diffuse a knowledge so recoanlzably threatenina .to tra-
ditional assumptions, .explanations and values. .”J M (Hanvey 1957
p.- Sl). Socialization or indoctrinationt is acceptable- testing, search-
ing, hypothesizina are unacceptable. ;l i ' B

It is fundamentally inappropriate, many contend to attenpt to
employ essentially scientific methods Jn soc1al educatidn because the
p0l1t1cal community is so different in its procedures and assumptions
from the scientific_community;a While scholars working in the social ° -
scieénces -have obviously;modeled their research procedures .after ‘the
natural sciences,aeven within that scholarly communit& the uncritical
transfer of ‘methods that nave been' fruitful in one field imto another
continues torbe questioned.u g R , )
One response, then, to the condition of society at this noment

appears to be for social stud1es to ignore it or even flee from it.

s

Pernaps the prospect is so threatening.that dealing with it reElectively,'

directly, in a-problem—solvina mcde, is‘simply not possible. This-is
understandable. The individual feels so helpless when contronted with

the enormity of the. contemporary situation that the faith of the 1950s,

'~ and early 1960s in qhe notion that teachers and children sittina down

.together could, deal rationally with social issues and even de—relop solu—‘

tions for then appears ludicrous to nany. Our mo t brilliant econonists
<

carnot resolve the p*ob’em of price and wage 1nflation——apoarentkv one

of the nmost- lLimited, definable  ‘difficulties facing us. How could

__teachers and children possibly deal in a meaningful way with a really

Q
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As a result, educators and the public are turning increaSingly to

curricula focused on organized bodies of knowledge or to religion. Each

’of*these in its own way prepares the student for coping with contemporary
society. Each has “a long history and can be defended by well-developed

.rationales. It will be interesting to observe whether these approaches

to social education gain wider. acceptance or whether mew versions of the
critical-thinking/social " issues/values curricula are devéloped and

adopted..

It should be pointed out that shifting to a diséipfine-oriented
curriculun in social studies does not eliminate certain unresolved prob:
lems. Histoniaqsbhave not, fer example, provided the teacher and'stu-
dent with a synthesis of American history that deals adequately witi the
Tnited :States as a mult1rac1a1 multlcultural society. The textbooks
are very 1nadequate 1n many respects and leave the teacher to wrestle
with fundamenta% content’ questions that the best historians have not vet
resolved. These are questions concerning the-r nature and reality of
contemporary society, the same questions that concern many educators who
have reJectea a curriculum comsisting of organized dlsc1p11nes in favor

of 'social-issues, critical-thinking, or ' value-analysis approaches.

The Growing Distrust of Education

Another development related to the search for different curricula

andoubtedly has major consequences for classroom teachers. The roles of -

--the ‘teacher, the textbook, and the school as purveyors of truth are

being .seriously question2d. Young people have learned not to trust

" advertising, the media, older'people, the government and, eveatually,

the schools. Information and propaoanda, particularly in those areas

included in the social studies, have.becom;~mixe&'and blurred. One
never. Xnows whether what is being heard or read‘ie'information or propa-
ganda or if "the distin;tion is even a meaningful one. ‘Sehooling is con-
51dered by some to be another _form of propaoanda' it has its special
purposes, and it is no :more to be trusted than General Motors or the
American(dedldaL Associztion. In some respects thls 51tuatlon appears’

to be a realization of-;he fopdest hopes of those who have advocated

critical rhinking‘and challenging the status quo in social studies edu-

cation. - Unforthnately, howe%er,'}t tends to produce confusion, doubt,
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and'qynigism rather than a revised set of beliefs that lead to construc-
tive personal and social action. Rather thao providing a forum for
< : . )

diécussing, clarifying, and resolving the .problems and conflicts of the

‘society, the classroom has fallen victim to the same ills that weaken

T

‘the- effectiveness of other social institutionms. Student,; distrust of

teachers, source matefials, and schooling has a devastating impact on
} . . A :

the effectiveness of social studies programs. This is but another

example of .the way in which changes in the- larger society have a very
v -~

direct jmpact on schools and schooling. .

The Increasing Influence of the Federal Government

The last few paragraphs provide a convenient tramsition from the
soc1al studies to more-general observations about the relaulcnshlp
between schooling and society in the United States, a rela*ionshlp that

is under001n° chanoe.v
Historically, the independence of states and lécal school districts

from federal control of educatidnal policy and prograams has’been a sig-

nificant characterlstic of our system of common schoolln Federal
regulatlon has been extremelv llmlted and the federal bureaucracy very .

weak. Uhtll recently, few promlnent educators had served at the federal

L

level. The influence of states on 1nd1v1dua1 school di.tricts has varledE :

vcon51derab1y but prlcally has not beea so perv351ve as to prevent local

school. dLstrlcts from developing their own approaches to soc*al/pclltlcal
educatlon,: When v1ew¢d in a world perspectlve, the thousands of public

school districts in the United States traditionally have had substantial

“.autonomy in developing their instructional programs. That few districts

Q
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have taken full advantage of this autonomy is more Andicative of the

lack 8f initiative and imagination of elected school boards and instric—

"tional staffs than of “limitations imposed by'the formal structure of the

system of-public education.

However, despite the fact tnat social studies curricula of ‘schools
tend to be more alike than differenf,'aé one goes from school to school
in the United States iE is impossible to'predicg what one will find.
Here and there individual teachers, social studies faculfies, or entire
districts have. Laken advantage of their autonomy and created courses or

-
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programs that depart substaﬁtially grém the noxm. Some of these, of
course, are of dubious value, but others are exemplary. .;

There is little question But that the traditional indepeadence of
the aocal school district, whether it be a netropeiitan’district coﬁposed
of millions of CltlZGuS and several hundred thousénd students or a rural -
district with a total .population of less than one hundred has been lost
through the heavy incursions of state and federal mandates in recent
years. Few districts can now survive without major financial subsidiee‘
from both btate_ani federal governments, and both levels of govevnment_ul
demand’ control in e;ehange for their money. Although locally elected
school boards still theoretically determine policy for schools in their
districts, in fact the major respons@bility ofgthese boards today is to -
implement federal and state mandates. B ‘

This shift is teﬁlected in an editorial in the Dallas Morainz News.

In commenting on a recommendation by the superintendent of the Dallas

school district that all teachers receive a substantial pay increase,

‘the editorial states'

Dallas taxpayers, of recent years disenchanted with their
public schools, still no doubt recognize that the major prob-
lems within metropolitan schools have not been caused by
teachers, but have come from without: federal intervention
through’ busing, changes in textbooks to highlight subjective
cultural materlals rather than basics, a soc1a1-m1ndset that
has handlcapped the schools with social-reform concerns.

The competent Dallas teacher, down in the trenches with the
children this highly complex and culturally varied city sends
her or him, deserves better pay. ("Wright Plan" 1980, P- 34)

As this editorial suggests, one area in which the imposition'of
federal re"uLatlon is partlcularly pervasive is that of equity, civil
rights, arnd legal due . ocess. The diversity that has tradltlonally
existed,in the United States with respect to attitudeéltoward_and treat-
ment of race and sex differences has been sharply curta{}ed by actions
of the federal goéernment and the judicial system. . A ptimaty vehicle
for effecting this change has, been the educational systeﬁ. .Tgus, while
the federal governuent has not moved to ‘take direct controltof_tﬁe socidl"

education programs of the schools--an action that .would be viewed as con-

trary to the Constitution and a gross violation of states' rights—-it

- has.mounted a powerful program of social education in the area of social

justice by requiring all who receive a dollar ‘of federal money to coa-

263 -
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fonn to certain policies and brocedures; Civil libertarians who are
stronglv opposed to the growth bf federal power over the lives of indi-
vlduals ‘have, however, tended to be very supportive oF this substantial -
increase in the control of instituticns and their members by the federal
government.

| f In the period under review, then, the schools have been a majqr
1ocus of efforts by the government and the courts to 1mpleme1t a partic-
ular 1nterpretatlon of social justice. To an extent greater than ever
before, 11 recent years actions of ,the federal government have dlrectly
afEected individual school districts and 1nd1v1dual teachers. As I
indicated® earlier, many of the issues and concerns related to the evolu- '
tion of this conception of social justice have been-central to some of

- the social studies programs developed durina the period. This was _
entirely voluntary, done by social educators out of a sense of the impor-
tance of these matters.in the lives of their studernts and the society
generally. Given the trend of the last decade, however; one must wonder
how long it will be before the federal government takes action that will

more directly determine the content of social education programs.in the

public schools.

E4

: S The Long—-Run Challenge

Social Darwinism and laissez-faire theory, as exemplified in the
works oé William Graham Suxaner, summarized well the relationship between
the schools and society in the United States at the beginning of this
century. Gradually but decisively, these theories were replaced by a
faith sinilag to Dewey's, that'democratic‘processes informed by human
intelligence and - -experience could conetructlvely interfere with natural
processes to bring about a better society. - Schooling was a central -
element in such a social theory. In the current mood of doubt ‘and fear,
the tide is running strongly to;ard authoritarian solutlons that either
view th: role of the schools. as a passive one (at least tneoretlcally)
or construe the school as being of importance second only to the famlly
in indoctrinating the young into a particular view of society.

The -dramatic changes in the United States and the world over the

last two centuries, stlmulated prlmarlly by science and the exp1051on in

savailable eneroy, define the problems that our political systems must
Al
. 22{>3
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now attempt to resolve. The world of the 1980s is dramatiéally differ-
ent from the world‘of 1914 or even 1940. The relative success or fail-
ure of soc1a1 and political education in fosterlno processes that deal
creatively with the problems that face us may determlne the future o7
humankind. There is no consensus within social studies, however, as to
wha: social studies program offers the best hope of achieving this goal.
The near—chaotlc condition that now prevails in the field may be 1nd1ca—
. tive of a period of transition characterized by a search for new

responses to the new social andzpolltical realities.
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14. SOCIETY, SOCIAL JUSTICE,  AND SOCIAL/POLITICAL EDUCATION: A REACTION
. ) . . . T

’ - By John D. Haas

"Reaction to John Palmer

.

The. broad strokes John Palmer has used to depict social education

in the United States durlno the last - ‘three «Jecades seem to me to yield a

- generally accurate plcture of this 1nte11ectua1 landscape. I view my

task, therefore, as one of h1gh11ght1n°-certaln-features in Palmer's
palntlng as well as clarifylng some partially bLurred aspects.

It, needs to .be emph331zed/that Palmer and I are descrlblng what
might" be thought of as a portion of the 1nte11ectual history of social
'educatlon. We tend to ignore such other dimensions of the field as
‘thebry,_pedagog1Cal practice, curriculum organization, and the culture
of the school. . o

Palmer locates the varletles of social educatlon .on a continuum

extendlng from radical through liberal and conservatlve 'to reactionary.
'He suggests, however, that, the range of actual frames of reference is

restrlcted to the centrlst positions on-the continuum--that is, those in

.the>11beral—tofconservat1ve range. Undoubtedly this.is the case in the

United States, but I would add two quaiifications. One is that the three

or four rationale positions which have been explicated in the literature,
of the field are not now and have never been equally available as justi-

fications for curriculum and instruction. I would contend that one posi-

‘tion (taking various forms over time) has always been dominant in the ¥

‘field, and that the other rationales are always cast in the roles of

reform positions. T call this dominant position "conservative cultural

continuity,” or CCC (Haas 1979), by which I mean social educatioa as

socialization (or enculturation), as "noneducative” learning of a nation-'

alistic mode of living, gutéressed by various ploys such as "empty"

. : &
catchwords, history-as-myth, "ritwals of democracy," and other propagan-
distic tools which "myétify" the concepts of democracy and capitalism.

It appears to me that, historically, the various reform rationales have

been notably unsuccessful in unseating or even deflecting the dominant

Cccc posifion. All T see is ghe'bccasidnal quasi-reform designed to make

.the CCC approach more'palatable to students, teachers, and others.

- 24/
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. 4 eecond-qualification of Palmer's contention is that the liberal-
to-conservative range ﬁay not apply in the United Kingdom and the West
German'Federal Republic. From conversation with and a reading of some
of the works of Geoff Whitty, I suspect that a somewhat neo—Aarxlst per-
spective on political education exists in the United Kingdom. Second-
hand reports from U.S. visitors to West Germany suggest that a Marxist
social education may occupy a pldce on that country's continuum of
rationales. | . .

AlthouOh Palmer notes the lack of a Marxist perspectlve in the
literature of social educatlon in the United States, he might have also
p01nted ‘to the dearth of ex*stentlallst, anarchist, and "communitarian-
~ist" (Oliver 1576, pp. 26-28) llterature in social educatlon. In’ regard
to a communitarian ‘perspective, some of the more recent works of Donald
Ollver and Fred Newmann be01n to aroue for a renewed sense of” communlty
as a aoal of social education. .

A balanced°ratlonale for social education, it seems to me, mighr

adeguately address sets of questions derived from four sources of cur-

.riculum: (1) the current and emerging nature of kr wledge (as related

to social 1living), (2) the current and emerging naturé of society (in.
local, national and global contexts\, (3) the current and emerging
nature of learners and learning theory (including psychosocial and

cogqitive/affective development), and (4) the current nature of the

‘socialization/enculturation processes ia the milieus of home, community,

and school (and in the impinging national/clobal ethos communicated via
such potent media as television). Or from another point of view, 2z

social education rationale might reflect choices of emphases.from among

the major domains of individual'grecwth and aeVelopment:, intelleetual,

. vocational, and psychosocial.

Palmer cites Jotn Dewey's worry that an educational systsm of a

nation/state may, by its very existznce, preclude a,liberal (which is to

~say "liberating") education. I believe Dewey's fear was well founded,

. . . _
yet I do not counsel despair. What I do suggest is that social- educa-

tors constrict a valid dialectic .in which the contending forces (“demys-

tified," of course) are presentad in the crucible of making decisions

-~

concerning. social education. rrom the heat of conflict will ener e a

social education for aud by those part1c1pat1ng in the process. I thlnk

.- ()
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the major issues iR Such a process will emerge from the interactions

-.among the concepts (or others of a similar nature) in the matrix in

Figure 1.
B Figure 1
FOUR POSSIBLE CONTEXTS FOR SOCIAL EDUCATICN
) . ' ' Nature of Individual Life ’
The Person Self-Defined "he Person Other-Defined
(consciousness) (composite of surface roles)
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Another View of the Individual and Society

What I am éuggestina in Figure 1 is that human life is a composite
of individual and social 1dent1~1es, and,: further, that there are quali-

tatlve;z different forms of existence in both 1nd1¢1dua1 and social 11-—
ing. As -an 1nd1v1dual I am an ex1st9nt1a1 "me," a- "me" alone and fear-

fully free, an "I" conscious of "me"; at other times (perhaps most of

the time),'I am husband, father, teacher, writer, driver. or passenger,

shopper, blcycle rider or ped°strlan, and so on. Both kinds of identity

xef’one is eX1sfentla’ and’the other one is conven-

,

r""the/real ae,’

»
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tional; one is how I see me--self-revealed -yet difficult to ‘reveal t&
others—while the other reflects how.others'(but I, too) see me, in é
single role or as the sum of several or many rbies, easily revealed yet
somewhat shallow as farcas personhood is corcerned. . '

As a participant in ‘social living, I agéin have two kinds of exis-
tence, each a form of membership, pérticipation,‘and belonging. The
German languagé distingu{shes two typeé of social living--gemeinschaft

and gesellschaft. Probably the closest English apﬁrokimation éq gemein-

shaft is "community," especially ‘as in the phrase "a sense of community."

Gemeinschaft refers to an intimate kind of communal life, involving mul-

-

tiple face-to-face interactions, in a family-like atmosphére, among =
"smail" number of persons (perhaps ten to as many as several hundreu)

who engage in more or less unspecialized activities. Traditions are

highly valued, as is continuity or resistance to change. "Gesellschaft,

on the other hand, refers to. sctiety or formal societal institutioms.

Here social life is relatively impersonal, since most associations are .
unnatural or even forced. Theré is an emphasis on contracts, reciproc- -
e 4

_ity, and the status of individuals, with activities based on z;f}ﬁéality

and rules and regulations. Generally a "lar~e rumber of persons (fro

e,
——

"a few hundred to many million) enoage im w1ée varlety of highly spe-

-cialized activities in an atmosphere where change is -valued. Bonds

between members are loose, but bonis to the whole are rigidly enforced

(as in a natlonal trade union or in mllltary service).

° Thus, in the matrix in Flgure 1 we have .two forms of 1nd1v1auall 'y

and two of sociality, which: allow for four combinative possibilities:

boxes A, ‘B, C, and U. Social educators (broadly defined to include, in

addition to professional educators, parents,°students, and any other

ipterested‘parties) will of course have personal preferences among these .

tvpes (that is,"A, B, C, or D), and each will tend to advocate one com-

bination over the:ogher three. The conflict-resolution process which

should ensue will, I maintain, yield a form of social education, albeit

"local" in.nature, even though national and world contexts will® inevit~

ably be introducéd tHrouOhoﬁt the ptocess. An appnoach to a soc1¢1

2ducation currlculum can be derived and set in place.

In a democratlc society, probably no single rationale égsitidn (sui

S

_ generis) in social education shoulq p-2empt the field. Rather, one.evi-f
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dence that a diversity of social wisdom is heard would be that a diver-
sity of social education currieula exists. Furthermore, if one belleves
(as I do) ‘that our "lost conneetiéns" in Western societies are repre—
seated by the combination of concepts in box A of Figure 1, then the
best hope lies in small, local efforts to renew feellngs of communality
~and’ to liberate our rich inner selves. If we wish to reconnect self to
self, person to person, and humanity to nature, perhaps the most appro-
. priate piaces-to focus our attention are our families, classrooms, '
T ———schools, and communities, and our own personal existential lives.
—_ e g : '

e S
Reaction to Siegfried. George

————

—_—

siegfried George casts political education in West Germany in a
historical light.. He seems to suggest that-the history of Germany in

i this’ century points to.economic ?rosperity as the sine quafnon for the

existence of social Justlce and for the development of democratic philos-

ophy and 1nst1tutlons. Because capitalism was found to have supplied

the economiclbase during the Nazi period, West Gernans were drawn toward

socialism, Yielding a mixed economy since Wbtld Waf II..

If economics 1s at the heart of West German social pailosophy, I

Would expect it also to be the core of social education in the schools;

I am uynsure 1f this is the case. I am also confused by George's claim - '//

that since 1949, the "economic miracle," combined with_the new democratic

institutions, turned people's concerns away from‘soéial problems.

I think I have detected an evolution in West German pol:tlcal educa—

tion similar to thet which has oeeurred in the Un1ted States over tHe

past 30 years. ‘The sequence, as I see it, has Leen from an emphasis on

1nst1tutlonal structures, to one of stresslnb political processes (that

is, pollgecal behavior), to a concern for soc}ppbiitical problems or
’ issues, and finally to a return (mainly since about 1975) to a2 struc-
tnraisapproach combined with legai education (1aw and order) and a turn- ‘

oféthe—century form of national chaGvinism. In z related vein;”both’“
t nations apbPear to have eXperienced increasing centralizatien of control
of education over the past two decades. '

What particularly 1mpressed me in Georoe s analysls of the tettbook

by. Hilligen and his colleagues was his descrlptlon of the book's approach

to values. I find it very appealing for authors to state explicitly that

ERIC - .
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their curriculum product is designed to have students explore ways for
enhancing {1) the realization of human rights, (2) the dignity of man as
the basis of all political decisions, (3) eouality of opportunity in
society, (4) more self-deteraination and partlclpation, and (5) the
deveIOPment of alternative social institutions to cope with the changing
world (George 1980). Perhaps these values are appealing because, I

suspect, all of us at this conference telieve deeply -in then.

s

Reaction to Geoff Whitty

What first captured my 1nterest in Geofl Whitty's paper is that the

ncec” approach is ‘also alive and wel l——and dominating the social educa—

" tion curriculum~-in the United Xingdom. The only difference I’noted,was

that whereas "CCC" for me stands for con§ervative»cultural“continuity,
- for Whitty it means crowa, constitution, and capltallsu—— which seems to

///amount to the same approach, with the ¢xception of a few minor cultural

yd
differences. v . _
I was. surprised to learn thatfthe "new social studies" in the
ﬁn;ced Kingdom chiefly meant the introduction of the.diécipline of soci-
ologys - to the oealect of the other social sciences. Also ourprlslno 1s
that British geographers do not con51der their dlscipllne to be a soclal
science. - -
. What was nbt surprising wvas that the "new social studies" movenent

in the United Kingdox became an abortive attempt to dent the CCC approach.
As in the United States. "rigor and relevance" foundered ot the rocks of
natiOﬂalism and tradition. Wnat had not occurred to me, however, was
that there Were social class overtones to«such terms as histor; and geog-
raphV (upper class and upper-middle class) and SOClOlOcy,‘SOClal studles,
and social education (working class and lower class), v

T would predizt, on the basis of Siegfried George's paper and the
Americ i experlencc of the -past decade, that the. youtnful politicrl
-educatlon/llteracy movement in Brltaln will swing to a conservatlve
orientatgon, stressinz law and order, traditional mores, loyalty to the:

_government. in power, and, in general, the production of "uncritical,

ccaforming citizens.”
. I have one strongz agreement and one disagreement with Whitty.
First, the disagreement: I'm not at all sanguine thet the schools are
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the approprlate arena in wﬁlch to focus “the strugole for social justice.
Of - all social institutions, public educatlon is probably the weakest
with respect to 1n1t1at1ng,;oc1al change. Of course, as social educa-
tors we must &o what we can, but perhaps our personal efforts should be
directed more toward influencing'political;and economié'insfitdticns.

My agreement with Whitty is about the nature of contemporary

-Western industrialized societies: Western Europe, North America, and

Japan. Social justice cacnot be achieved in any of' these regioms until
each changes dfasticéliy and creates "a qualitatively different and more
gedui;ely egalitafian social order."
"y . ' )
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15. SOCIETY, SOCLAL JUSTICE, AND SOCIAL/POLITICAL EDUCATION: A REACTION

By Karlheinz Rebel

. b -

.

Any attempt to compare the school systems of various countrles and
their soc1a1/econom1c patterns,.lncludlng the values and norms behind
them, ic almost doomed to fail. THe termlnologlcal problems alone are

) sufficient to build up barriers of mutual misunderstanding. The risks
3 become iess'dangerous when smaller sedtors of the educational systems
e are being compared and when a frame of refefence is defined: -

"T John Palmer is right when he stresses.the fact that in the United
States--whatever the aims to be reached in connectlon with school and

>

soc1ety—-the frame 9f reference 1s.somewhere between conservatism and

o

: " liberalism. The exlstlng soc1al ‘order there is evidently based on a .
minimum consensus of - the polltl’al parties. Geoﬁf Whitty describes a
similar frame of reference for England although he also identifies some

" radical elements there. In read1ng these two papers I ask myself whether
"the terms both writers are using—’ 'conservatism," "lil erallsm, and o
"radicalism"--which once had special meanings based on common understand-
1ng, are todav Sstill adequate descriptors of our polltlcal scene, or; '

whether they impede open discourse rather than facilltate it, g1ven the

dlfflculty of comparing dlfferent cultufes.

a

Siegfried George, in ana1y21ng.the West German situation, uses
~another frame of reference, referring to the historicai exneriences of a
=lmaJor1ty of Germans, 1nc1ud1na many who are respoasible fcr defining the
alms “and obJecttves of social education. Those experiences contributed
to widespread awareness of the relationships between economic welfare, ‘
social justice, and democratic development. ‘George tries to demonstrate
the 1neffect1veness of political education by citing youngsters fear of
expressing thelr opinions freely. _Tet he fails to analyze the really .
.1mportant soc1al questlon today, with. 1ts entlrely new aspacts: The
‘normal German citizen, whether.employed or unemployed need no longer
starve; his medical care is secured and he can't usually be thrown out .
of his flat. However,'new groups of-people are suffering under social
injustice: the so-called ouest workers and especially their children,
the old and permanent y sick or 1nsane people, the new'generation of
273
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refugees. 'Onfw by keeping the typically German™ frame of reference in
mind--the deep~rqoted awareness of the relationships between econqmic
welfare, social justice, and the. struggle for a-democrat?c~developnent-f
can the scattered data gained by varlous, rather probIematic epinion

polls  be 1nterpreted as expre551na a certain tendency rather than

- regarded as describing generalizable results.

Societal Issues in the Newer Syllabi

w

Whereas John Palmer concentrates on an ‘analysis of materials
writte { by'SOFial educators. Geoff Whitty analyzes ﬁifferent thedr%tical
approaches to polltlcallsoc131 education and’ Sle0fr1ed George analyzes
textbooks over a period of, 30 years. I shall make a few ‘comments on “the
representatlon of societal issues in the newer syllab1 of soc1a1 studles

in West. German states ard the dldactlc p081tlons behind them. I shall

try to do thls malnly by naping a few key preSlems whi ch arise in connec-
tion w1tb developlna a new svllabus. These key problems are, despite

the soc10cu1tura1 dlfferences among the three countrles in questlon,

»51n11ar to each otber, which does not mean that they necessarlly have

QO

similar. solatlons. . -

‘a -

-

Integrated Approach vs. Separate-Subject Matter Fields .

Some of the present syllabi in West Germaay follew an integrated .
approach. eoﬁbinivo Hiséorical beooraohic, economic, and polltlcal
aspects. Wlth this approach societal issues, whlch are always of a com-—

plex nature, can Ye more easily brought into focus. The disciplines are °

';hen used to -analyze:these problem fields by medns of their 'specific

" methods and terminologies. The danger is that a discipline--~especially

polltlcal science-—may lose its key Iunctmon, and political education is
like a wastapaper basket where everything——and nothan-—may be found. 1In
addxtlon, many educators and polltlcnans are afrald ‘of the loss of factual
&nowledoe-—a ‘tendency similar to that found in the United States, where

the "ba51cs are gaining ground again.-. These dangers have led,ﬂ;n new
syllabl in some ‘German states,'rg\FEEEWe&—stress on certain disciplines,
especially.history and geegraphv;' The didactic approach to societal”
issues—-a positive trend during the last 20 years—-may suffer if the = -

teachers are not well trained for their jobs, and espec1a11y if they are

D B
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not trained to use thh dlsc1p11nes in "an 1nteorated approach to\soc1etal

problems.} | ) ‘. : DU N -

[ N

Closed vs. Open Curricula .

.« If societal 1ssues are rhe core of a syllabus, they nust be 1dent1—
fied and selected accordlng to the subjective needs and concerns of stu-
dents and teachers, representlug the whole of the society. But h;; can
such syllabi. be depeloped_by central planning bodies--which follow polit-

‘ ical trends and are influenced and directed by political parties, parlia-
ments, mlnlstrles of education, and other agenc1es which are trylno to

‘ guarantee a certain minimum standard 1n terms of organlzed bodies of
knowledoe-—and at the same tlme take . serlously the concerns of the
peopla involved? This dllemma\Ls '1resolved ‘and the syllabl now in use
i& West G-rmany can be charactarized ;by two opposite terms: (more or

- less) closed.and (more,or less) open.:
. N \‘

. Objectives vs. Content Orientation ° 7

" The tasks of selectlno and Justlfylng aims and. oroan171no learnlno

objectives was once more\or leSs restrlcted to unlver51ty educators and

“.ilculum spec1allsts._ Although most teachers dldn t find the results

~feasivle enough for their practical work, they almost unanlmouslv

. - accepted the uethod of using objectives for their lesson plannlno and

« - teaching tasks. The content was of secondary 1mportance. But now the
"ziracle ﬁeapoa of the obJectlves approach has 1ost its glamor among

’ ‘ the spec1allsts and content has galned 1mportance aoaln. This does not
necessarily mean that we have gone,back to a pure structure—of;the—
diseciplines approach. Instead,gwe find "in the most current syllabi

relevant sspects of the students“ social reality, sometimes called "sit-

uat.: 1 fields" (Sltuatlonsfeldeﬂ, 1nvolv1ng"schoo . family, leisute, and.

- job:.) or "intentions in actan"’(Handlun051ntentlonen, 1nvolv1ng inter—

» . action, communication,.consumption,.production, oroanlzatlon, ~and par-

ticipation). From a content—orlented approach it is relatlvely easy to

v

reflect on aims and obﬂectlves as an 1ntegral part of the situation or

action field in question, and——more 1mportant—vlt ig’ p0551b1a to more

[
- . /

easily integrate societal issues, into the syllabi.’ T .
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Political Controversies About Genmeral Principles

All newer syllabi refer to general principles, norms, and values

found in our federal constitution or'in the state charters of the German

Lander; for example, respect for the critical, emancipated citizen and

for the dignity of'every human being. These principles are linked to
the_humen rights declaration of the .French Revolution, the American
Declaration. of Independence, and the_English Magna Charta, newly dis-,
covered and interpreted. Although.the consensus,is that i1t is impos- ;
sible.to deduce objectives from these general principles, they serve es'
1nstruments by whlchoobJectives ‘and content may ,be crltlcally analvzed.
Thus the concept of democracy tends to become ‘& pervasive principle -

1nfluenc1ng all parts of society, not merely the polltlcal oroanlzatlon

of fhe state.- In other words, thte democratic principle  is considered to.
be substantlve and dyn&mlc, not just formal it is the leading principle
in all parts of onr life. It has become for some of these educators the

key principle for changing'our'social order, "as can be seen in Siegfried

George's pape¢+.  But at this point the controversies begin, especially ’
7 . .

over the term "emancipation,” in its broad meaning and in the practical
political consequences drawn from it. The opposing educators and poli-
ticians see in "emancipation" an attempt to get rid of our velue pattern.

They have even more strongly att acked the .so~-called, CrlIlCal theory, as

b

being responw-ble for terrorism and radlcalisn in ¥est Germany.

A similar controversy exists about the aim of - ‘preparing the y.ung

]
- generation to handle conflicts. In some didactic positions, as well as

" in some German svllabi, the conflict approach is trtated as though it

L-4

* were a value of its own. This tendency ks certainly not to be welconed

Q
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.ularly important in. connection w1th social Justléa and with the gresticn

on’ the other hand, political and socletal confllcta do ‘exist, and’ tne

°schools—;and.e=pec1allv the soclal studles-—must _prepare students to

deal with con licts e-fectlvely and retlonaIIV. This ?*oolem is pertlc—
of how much consensus is possible in a modern plurallsflc state which
has ‘a monopoly in educarlon and uhlch shows an 1ncrea51no tendency to
determine general prlnclples, control SVllabl, and select content.

Therefore, deallqo with coatroversial Lssues, thinking in alternatives,

accepting oap051te views, and finding acceptable solurlons by compromlse—-

all should be part of any modern syllabus, and indeed they rar re 1nte¢rateg

.

3
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into some of our syllabi. The ihflhence of the state should he restricted

to general principles, and the syllabi should abstain from too-detailed

regulations.

A}

Society and Sociel Justice in Some of the Newer Syllabi

In contrast to the situation in the United States and the United
Kingdom, the infldence of the German states on the syllabi is stronmg,

and growing Stronger. Geoff Whitty's remark about the "appearance of-

relative autonomy" iy the English educational system shows how great the

diffeérence is. There are no "class overtones" in Germany <like those in
England, where history and geozraphy are reserved for upper- and middle-

class students and political/social education is directed at lower—class

students. _ .
The mqst'aStonishing result of my examination of six modern syllabi
(Baden-Wurttemberg, 1976; -Bayern, 1975-1978; Hamburg, 1976-1977; Hesse,
1976; Nordrhein—weétfalen,:1974; and Rheiniand—Pfalz, 1978) is ‘that the
content of all.six deals with societal issues. A4ll try to develop in.
students a desire %o overcome social injustice; none advocates the
socializatior of basic industries and natural resources, a policy. which
solves almost no, problems, and creates new ones. All six concentrate on
problem fields not far removed from: the exparlence of the students. As
a whole, thls Picture is much:more positive than the reputation. of
syllabi in general, and "of social studies syllabi in partlcularﬁgwould
have. us expeCt- After readlno them, the questlon 1s, rather, whether
German teachers are able and adequately tralned to- effectively use

these--as a wholz-fseq51b1e didactic instruments. s
N .

. v -
Conclusions

=3

_ Unllke 51e°fr1ed Georoe and Geoff Whitty, I am of the orinion that
conservatism 1is not, in itself, less democratic than socialism. Bota
attitudes lﬂ prirciple allow- democratic thinking, freedem,‘end social
justice, and’ both alldw’, .meaningful polltlcal education. The .important
p01nt is that people should learn that both positions.are acceptable in
our society, and that w1th1n thls frame of reference there are -a variety

of possible ways.ot thln&lng, llvlng‘together, and educatlng our young

Even
g

-

v

2 g

if the ngtFOVQTSies cannot be settlad——and perhaps they'should.not

Y



X

ERIC -

Aruitoxt provided by Eic:

(-4

be settled, in orde; to keep the process of thinking and education going
on--there. is sufficient corsensus about .content ‘and method to permit N
coopgration among all educators. who are committed .to a deﬁocratic way of
thinking. But tﬁis kind of cooperation can come about only.iE we imprerve

teacher aducation and inservice training.

I see this as our number-one

task.
¢ ,
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16. SOCIETY, SOCIAL JUSTICE, AND SOCIAL/POLITICAL EDUCATION: A REACTION

By Ted Cohn

In considering issues“raised by George, Palmer, and Whitty in their:
papers deallng with "society, social justice, and soc1al/pollt1cal educa:y/’/
tign" in thelr respective countries of West Germany, the United States,

"and England, I want to concentrate my remarks in three areas: first, a
consideration of the rather different, roles of social/political educa-

tion, as part of the overt school curriculé, in Englard, West Germany,

-

and the United States; second, a consideration of the extent to which
. recent developments in the area of social/politicel education can be
seeh as part of a vusponse to a oeneral ";ealtlmatlon crisis” common to

" most industrialized capltaZZst states (Habermas 1976), and third, a
br1e1 comment on soc1al justice as a concept and the manner in which the

three authors have handled social justice in their papers.

- The Differential Development of SociallPolitical Educativn

-

It 15 imnediatelf apparent that social/political education as a
Part of the overt school curriculum is accorded. rather different levels
of importance in England, West Germanv, and the United States.

In England, under the'guiée of social studies, social/politicai
education is a recent curriculum development with a dubious academic

credibili~ s, which has been mainly . confined to the so-called "less-able"

student (Gleeégn and Whitty 1 6; Whi: ty 1980)
In West uormany, 5uc1a1/pollt1ca1 educatlon in anything like its
present form is also a recent, postwar phenomenon. Vevertheless,’it
“does have a clearly defined institutionalized p;ace in the secondary
school curriculum for all students, alongside the more-traditional sub-
ject disciplines such as history and geography. However, the attempt in
the Lander of Hesse to iatroduce a common soc1al/pollt1cal education cur-
_rlculum for all secondary school student- , replacing tke old discipline-
"based approach with 2 new 1nte r=tad. problemésolving social Science

. . ~ o
program, drew fierce criticism f: . : -ademic disciplinarianc ‘and politi-

cal conservatives {Dunas and Lee £$'5) and proved abortive (Sussmuth
1980). Thus, s:c*qliolltlcal educd ion is seen as azn addition to the
275 |
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traditionaf disciplines‘rather than as a replacement for them or as the
basiS'fEr a major new sxnthegis oﬁ preéiouély,discrete areas of knowl-
edge. . . _ . S B ) '
In the Uniteq States, . social/political eduéation, there called
social studies, has been a very important ﬁgrt of the school curriculum
since the beginning of_fhe 20th century. Althéugh there has been con-
tinuing debate about the form, .content, and purpose of social studies
programs, since the tlme of Dewey there has been a pragmatic theme -
empha5121ng the practlce of good c1tlzensh1p (Barr, Barth and Shermis
1977) and since 1960. an increased 1nput of social sckence concepts
(Wiley 1977). . : LY .
’ Explanations for .the diEFerent levels of i&portance attachéd to
social/oolitical education as a discrete part of the school currlculum
are to be found 1n thv rather dlEferent soc1oeconom1c, political, and

educational histories of the three countries.

Social/Political Education in England

The relative stabi%ity of British society—;with,no major political
uphe&vals, no major influx of immigrants, and a politically decentral-
ized .education syctem—-has “"favored an implicit socializaticn into the
status quo” (Whitty 1927, p. 2). This has been‘aidéﬁ by the segregation

of children from different social classes into different teaching and

learning groups, so making it rélatively easy to introduce and justify

differential socializa:i.n practices. At the same time, the ideology of
tne British state as a ‘~astitutional manarchy, which is de facto ruled
by .a separately educai:l public school/"Oxbridge" elite; (Giddens and

Stanworth 1978), has pléced more emphasis on historical continuity,

religious conformity, political compromise, and individual rights, often.

“oo

concerning prcperty, than on an ideology »f activist democratic citizen--

ship. As Whitty indicates, the receat statement by  St. Joha Stevas .

regarding political education--that is, thzr it should be concerned with

emphasizing the legitimacy of "Crown and ;nnctitution"—éexemplifies this

positiom. .

Taus, until recently, it has provod pcssibla to encompass soc1a77
political education within the "hidden currlculum of the school, the
literature of which is usefully reviewed in Floldlno (1980)” and w1tn1n

the cuLtural traditions of school history (Heater 1977) and religious

>
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education. The creation of social studies as a school-subjeef concerned
with_social/political edhcation, in the 1960s and 1970s, reflects the

crumbling base of tradltlonal wor&xng-class motivational syndromes-—

descrlbed by Habermas (1976) as particularistic, fatalisti., and- charac-
terized by a subordlnate mentallty--consequent upon the economic boom of
the 1950s and 1960s in Britain. Social sfudies'can, therefore, be seen
as an extension of the same Jworking-class deficit-socialization thesis,
so domlnant in British soc1olo°1cal and educatlonal ‘circles in the 1950s

and 1960s,* which produced the argument for compensatory education (Crow-

ther Report 1959; Newsom Report 1963). This is not to suggest that the

content of social studies "as necessarily been perceived by social
studies teachers in this way, but rather that this was a major reason
for the form which its 1nst1tutlonallzatlon has taken in English secon-
dary schools, mainly as a subJeet for "less-able," generqlly wcvking-
class, childrea. : | ol s

Paradqxically, this form. of institutionalization has provided

social studies in England with radical curriculum, pedagogy, and assess-

ment possibilities aot found in higher-status areas, as Young (1971) sug-

e - . T . . .
gested was possible and Whitty has supported in his paper. However,
other faptofs have increasingly been working against the realization of .

these pos ssibilities. Amono these factors, from the begianing, has been

“the way in which the low-status position of the subject Has hampered its

being taxen»serlously by the teachlng profes51on as a whole, by students,
and’particula;ly by those in authority (Gleeson and Whi:fy 1976) .. - Addi-
tionally, the yetv-attempts to give it sone form of spurious acadenic

respectability, along <with the oeneral move toward zcademic credential-

- ism, are increasingly constralnlno soc1al studies w1tn1n the dominanat

educaflqnal knowledge structures of the school. Finally, the changing
political climate and the increasing emphasis on technical skills across
the whole cugriculum (Slater 1980) have important implications for the

future of social/political education in: England. e

2

-Soc’al/Polltlcal Education in West Germarl _ : . ;

- The creation OL so"Lal/pOthlcal educat;on as a dlscrege part of
the school currlculun in West Germany after 1945 r-Llected the combined .
wishes of fke Allied occupving forces, espec1allv the Amevricans, and the

lezders of the new republic (Dumas and Lee 1978). The content of social/

I 35k
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political education emphasizes'; belief in.the need: to introduce a new
generation of school .students to the fundamental concepts of bourgeois
democracy as well as to the rights and responsibilities of citizens in
such a democracy Ebumas and Lee 1978). Hé&ever, the.fbrm which social/
political education has taken, in terms of knowledge structure, repre-
sents a continuation of the dominant medieval contemplative "humanities"
tradition, with an emphasis on the mastery of knowledge content rather
than on techaiques of using knowledge and .with a great r liance upon the
textbook (Dumas and Lee 1978; Oppenheim 1977).° '
Thus, its inclusion ashpart.of”a compulsory core cufriculum_has led
the German version of social/political educatidn to conform to the domi-
- nant forms of educational knowledge to a greater extent fhan is yet the
' case with social studies in England. 1In thié context, thevintroduction
and lealtlmatlon of overt soc1a1/polltlca1 education for all students
was made easier than it would be in England, because currlculum content
is, and historically has been, controlled directly by the state in West
Germany,'while in Britain it is cont;olled‘directly'hy the school and
indirectly, at least in terms of high—sfatus gnowledge-%n secondary
schools, by the universities (Bernstein 1971). ‘ IR
. Thz cognitive content approach to social/political education in
IWest Gefhanj has been helped by_the existence of religiqus education as
a éeparate pact of .the core curriculum, so that quesStions of moral and
Qalpes education can bé confined to th;s area of the curriculuh rgther
than spilling -over into social/polificél'educapion (Dunas and Lée 1973).
Social/political ' education can, therefo:e, be reduced to a merely
fechhihal/cpgnitivé study (Habermas 1971) of the workings of the state
apparatus. . . ' ' | ‘
Thua is not to suggest t1at tnere have been no chianges in sceial/
,politlcal education in the past 30 years. Georoe (1980) has suggested

that there has been some‘gevement from - purely desc*lptlve approaca,Lo

a_social-problems~oriented approach, although within a strongly hier-
archical teacher/student *elat%gps?ip Additionally, in the 1970;, the
nidden constraint upeq ‘open GE SC‘:SlOn in the classroom impose¢: Sy the
"radicals in public serv1ce controversv w-.$ ap Im.ortant factor in th°
continuad emphasis on textbook knowledge. ' In this atmosphere, it is not

surprising what hap; ned to the potentially radical Hessen Gern.:al Guide-

. I ’ ) ’ ~ i~
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eplstem01001ca11y deradicalized.

lines on Social Thegry. ~These guidelines were originally conceived of
as a new integrated social-science-based subject, feplacing\the pre-—
viously discrete arzas of history, geography, and ‘political.education
with a synthetic critique of the problems‘and social structure of West
German society, drawing on critical theory. 1In practice, they became a
consideration of whgt the traditional academic disciplines .could con-
tribute to the’ study of "social and historicallpolitical“problems"

(Sussmuth 1980, p. 14). Thus the guidelines were pollt*cally and

Social/Political Education in the United States

In .the United States,”a combination of facto%s helped in the early
institutionalization. of social/pelitical education in schools. Large-
sCale immigration into the burgéoning ci®ies of the American industrial
revolution created a demand for social/political education programs "to
give the immiorant child a sense- of identity with American idealé and
American standards of c1tlzensh1p (Vioias 1978, p. 3). At the same
time, the more—fluld knowledge structures of American unlveL51t1es and
the early institutionalization of a pragmatic, empirically. orlented
social-stience tradition ’Oberschall 1972) prov1ded soc1al/pollt1ca1
educaﬁioﬁ, in the form of social studies, with the p0551b111ty of an

institutional base in high-status knowledge iastitutions and an academic

.respectability which -could not be attained;in England or West Germany.

. This was~aided by the fact that; even by the late 19365, many teachers

had taken social science courses, admittedly often of dublous quality,

durlno their tra111n° (Bernard 1945).

Two other 1mportant factors in the development of social/political
education in the United States were the .constitutional prohibition in
theory, and widespréad prohibition in practice, of overt religious edu-

cation in schools (Butts 1950) and the specific ideolooy of the politi—

of moral values under the ae01s of ‘social studles, a practlce which,
with the dlSlnteoratlon of the tradltlonal value consensus since 1945,
has become a focal.point of“debate_in the 1960s and -1970s (Palmer 1980).

The latter is important because embedded in the very ‘creation of the

American state are concepts of equality and democratic political activ-

ism in 2 decentralized state which are alien to the English and German

.

‘ . Q - "
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traditions {Lacey 1966). These have created zr ideclogical tradition

which has emphasized “democratic éracticés"-asltall as knowledge of the
"democratic state." This traditica has ‘been reflected siuce the begin-
ning of.the 20th century in social éiudieé programs which have generally
acceptad, at least at the level of rhetorlc, the need to provide cppor-
tunities for the p*actlce of democratic c1tlzensh1p as well as knowledge
about the democratic state ?Dumaava-' Lee 1578; Joyce 1972) . This-tra-
dition has also contributed to the develcopment. of soc?ﬁi/bdlitical edu-
cation prbgrams in the United States which have concentrated on ways of

knowing and on cognitive methodology rather than on states of knowleége»

and cognitive content, although the more general development of educa-

tional knowledge structures has also been important (Bernstein 1971).

-Summary < i el

“

The differing hlstor cal patterns ia the d°velopment oF soc1al/

political education in. the threz countries, thercfore,acan be seen to

result from different social and political histories, different dominart
educational knowledge structures, and different national ideologies. 1In.

the Unitei)States, until very recently, the emphasis has been increaé&:r

. ingly on_ the ideology and methodology of being a democratic Ahericaﬁ

citizen; in West Germany the emphasis has been on introducing the cogni-
tive content of the democratic state and the duties of. respon51ble citi-
zenship in  such a state; in England the empha51s-has been on.historical
contihuity and compromise in the protection of the rights of the individ-
ual, with explicit soéial/political_edﬁcation as a form of compensatory

education .,for working-class children.

Social/Political Education and the Legitir. :ion Crisis

So far I have attempted to sketch in-a very general way reasons for

_the rather different ways in which social/political education as a school

~ legitimation-crisis tqe51s (Habermas .1975).

subject has developed in England, West Germany, and the United States.
Now I want to analyze some of the most ?ecent developmeﬁts,in the area-
in:the three countries,~drawing on concepts developed by Habermas in his
At the heart of cais "legitinmation crlsis," Habermas suggests, .is a
1ot1vatlona1 crisis that has érlseq Secause “bouroe01> culture as a _whole -

(-
was never able to reproduce itself. from itselfs It was always dependent B
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of the 1950s and 1960s created conditions which challenged important

v

en motivationally effective supplementation by traditional world views"

(1976, p. 77). Thus, what he calls "the civil privatism syndrome"

‘raquires the succéssful internalization of the bourgeois values of

‘activism and ratioﬁality,-toge;her with the contradictory traditionmal

values of. particularism and a subordinate mentality, creating a situa-

tion where "the democratic citizen is called on to pursue goals; he must

.be active, yet passive; involved, influential, yet deferential"™ (Habermas
:1976, p. 77)--thereby retaining a technical interest in the steering and

. maintenance performance of the adminis%ra;;én but little conce:n'for its

legitimation a§ such. ,
¢ . ) . ;
The other motivational syndrome, '"familial vocativnal privatisa,"”
is likewise a combination of
-. the specifically bourgeois value orientations of possessive
individualism and Benthamite utilitarianism [and] the achieve-
ment orientated vocational ethos of the middle class, as well

as the fatalism of the lower class . . . secured by religious,
traditions (Habermas 1976, p. 77). .o

These last two religious traditions, he argues, are essentially prebour-
s . - ..

geois 1in their origins. However, the balance between the various ele-~
ments is. different in each advanced capitalist society, and within any
one society it is also cha: 'nz. Common to all such societies is the
incréasing delegitiﬁation . ..l these values, as contradictions develop'

between the sociocultural, economic, and political systems (Habermas

1976, pp. 77-92). Recent Héﬁéiﬁbhentsﬁza social/political education

reflect attempts by the state to counteract this delegitimation process:

Challenges to Traditional Legitimacyv - : .

¢+ In Britain, West Germany, and the United States, the economic boon

aspécts of civil and familial/vocational privgtism. The rapid improve-—
ments ‘in the mass media and transport, the structural changes in the
inaustfial base, thé.development-of a centralized, increasingly bgreau-
cratic corporate sector, the growth of a welfare bureaucracy, fhe'general»
upward social mobility, and: above all the increase in creatiou ofu&ealth,
were all important factors in'cre;ting these conditions. ' Thus, the\tra_
ditionél culturdl values of particularisnm, sgbordinﬁte mentality, and
working-class fatalism were challenged by the changing nature of the

social and political system. The new raquirements of -the social an

285 | \
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subordinate mentality. .

3

o~
-

pol}tical system placed an increascd emphasis on tﬁe specifically bour-.
geois éociOCulzural values of activism, secular rationalism;'an& uni-
vefsalish. liis manifested itself in social/paiitical education in the
three countriz2s in rather different ways. . '
 .In the mdst traditional bf the three counﬁries,'England,‘?he cogni-

tive content tradition- dominant in modern educational knowledge struc-

tures (Bernstein 1971), which had its_ roots in medieval contemplative ¢

discipline forms, provided very limited opportuﬁities for the develop-

ment cf social/political education. These structures restricted the

"new social studies" movement, which was based on ahmildly radical
Fabian functionalism (Whitiy 1980), to programs for less-able, énd
thecrefore mainly working;class, étédénts.f Nevertheless, this moéement,
as did the Crowthe; and Newsom reports (1959 énd 1962), féccgnized‘the
new deﬁénds beihg made on education as part of the sociocultural syste@,

particularly with regard to the erosion of working-class fatalism and a

- ~

c

In West Germany, the most recently created Lourgeois democracy of

the three countries'gnd'the one which faced the most difficult economic

'and,éocial problems in the 1940s, l?SOs, and early 1960s, there was a-

“move -from '"a more -descriptive to & more problem-oriented way of dealing

with .social issues" (Geofgéfi980§ p. 4), although still within the domi-
nant, cognitive-content "humanities" tradition (Dumas andhLee 1978).'
In ‘the United States of the post-Sputnik erz, which had the most

flexible educational know%edge structure of the three countries (Bera-
stein 1971); the devélopments‘in sécial/political education were the
most dramatic. The '"new social studies," which resulted from these
developments, was founded upon the social scieuces (Wiley 1977), whose
deminant tradition was positivistic, and involved, in its various
strands, a renewed emphasis on'p;agmatic reflective'inquiry in ﬁhe Tewey’
tradition (Thelen 1960; Hunt and Metcalf 1953) and é concern for the
methodology oE_decisién making (Taba 1967). These characteristics of
the hew social studieslrepresented attempts to define the parameters'of:
a new secular, uqiversaliétic rafionélism anéd to devélop.an activist /
smethodology in its pursuit. . . ‘

' The developments of the 1960s in social and political education

)

can, therefore, be seen as responses by the education system, as part of

2

Y

»
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-has been to blame 1t on a ralTure in socialization of c1L14ens iato

the sociocultural system, to the .delegitimation of various traditional

eLements of civil and: familial/vocational prlvatlaﬂ——rebpons s which
are, however, partly constrained by the cdominant knowledge structures
within each education system and by the varving nature of Capltallsm in
the three countries. Common to all thelresponsesuls an" emphasis on
scientific rationalism and universalism and an implicit belief that the
problems of advanced capitalist scocieties can be anal&zed and solved
through rational debate, without endangering the fundamental stability
of those societies. Concomitant with this was the.belief that science
and technology would provide the cornerétone for the achievement of s
humanistic meriﬁocracy (Bell 1960; Prosland 1962).“'Interéstingly'enoﬁgh,
both the development of the welfatre state and the growth of the public

sector, as well as the pedagogy of social studies in Britain and the

United States—-and curriculum- content. in some cases;—éhallenged~the

. .- .
specifically bourgeois value of possessive individudlism, reflecting the~

contradictions inherent in the increasingly impottan; welfare bureaucracy

and public sector. _ . _
The developino economic crisis/df the 1970s in all advanced capi-

talist soc1et1es has raised sesrious /doubts about this ODtlﬂLsth beller.

‘in scientific rationalism. The: J.nc:reasn.m7 1nabLL1ty of Br*tlsh and
‘American gowvernments, in,pq%tlcula:, to control and manage the eccronmic

~crisis has created a crisis of legitimation in fhe whole concept of a

bureaucratic and,céntralized statée power, anq consequently in the role
oftscientifiC'ragionalism as the ?eystone of bourgeois democracy. As a
resulit, there"is renewed'emphasi§ among politicians on the ideology of
possessive 1nd1v1duallsn and utilltarlanlsn and on tne tradltlonal

values o;ysubordlnate mentallty and achievenent motivation artl-ulated

@

through religious dogma. These value orientations are most clearly

" exemplified”in the. ideology of Margaret Thatcher in Britain andé Ronald

"Reagan in the United States. This is not to say that the Callaghan and .

Carter .-nments have not. represented a significant move in this direc-

tion, Dzcause in many ways, they have, but not so systematically-and

ﬁopeﬁlv as That?EEE—Qr Reagan. Thus, in Britain and the United States, a

mdjor polltlcal response to the failure of economic crisis managenent
the

basic motlvatlonal strgctures of capitalist soc1ety——a failuvre for which

~
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. the school system, and especially its alleged. "progressivism,” has been

+ . .

increasingly blamed. ] .
It has been necessary to spend some time elucidating this position
because any attempt to relegitimize these motivatienal strictures would
involvg increased interventioa by the state” in the school ¢urriculam,
inclﬁdino the area of social/political education. “The much;discussed
proposed new polltlcal education prooram in England might well become a
+2hicle for such a venture (Whitty 1980), while the "back-t o-basics”
movement in Amexlcan social studles, which specifically rejects a social-=
problens, values-oriented\approach in favor of the study of organized
bodies of knowledge, is. rap‘&}y\g\}nlno ground (Pélmer 1980) The sig—~
nificant point about this movement is that it replacea relevant’ Suojecr

-

matter .and active 1earn1ng w1th a-passive, subordirnate learning role
(Bernstein 1971). - ‘

Sfforts to Re-Establish Legit1naqy

In Britain and the United S*ates simila® crises in economic manage-
ment have suggested the possibility cf the future rgorlentatlon of .social/
pdlitical education toward the rélegitimatidn of the fundamental motiva-
tional values of the bourgeqis.state. In West Germany, the situation is

somewhat different. Because Germany has beean far wore successful in

. - : : .
‘managina its econonmic ecrisis than either Britain'or the Unitesd States,

the Germans have not e\per1encec a serlous crisis of ratlonal1tv over

the role of the bureaucratlc state in econonic affglrs. However, the

student trBubTes in West Germany 5uri“v the 1960s and the terrorist cam—

paigns of tbe 19703, whlch centered around a clash bet"een tHe humanisa

- of ma?.l, pe;—clabs un1ve1>1 v studen;s and’ the dominaat staLe 1deol-

ogy, of econonmic instruae ntallsm (Habermas 1971), significantly :mf).ue'u:t_'q

the developnent of SOC1allnollt1cal e“ucatlon. in the sthort term, that

-

conflict brought inte public consc1orsaes>_t.' dist inctionfbetween tech-
nical and préctiéal p*dblé&s.(ﬁabermas 1971), andtlt_was a factzr in “he
emergence of the school currlcu-um as a matter of éublic deBate'(éeorae
l930§ Spec1f1cale the conFllcts of the 19605 aqd 1970s served as &’
catalv;t for the nez Dr\posaT= for soc1al/p011t1ca1 education in Hesse
and North Rhlne-ae;tpnalla. In the longer term, these c;ashes cenerated
a "law and order” crisis which p*ocuced the "banning of radlcals from
pudblic sg:vice"uact and sjgnlflcantly r-“uced the,generally_aqcepteu
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legitimate areas of di:sczv.ssion"'~in sociaI/poli."i:al edncati=zz (Georze -
1980). | ‘They also contr=Tuted to the _emasculation of the racical poten-
tial of the Hessan SOCIL/pollthal ecfucatlon proposals, zZ==ough the
conservative influence ==_. the- dca/mlr\xar{t» educational str—ruTes was
equally importamt here f=smssmuth .198“0)".  Thus, socia 'pc_<=—3%=al educa-
tion in West Germany rem=ined, during the 19705, essgati=z_ ' oriented
toward cognitive content. with little attempt to erzher —iticall~w
examine the nature of West German democracy or deve ¢~ &= activiss
commitment to THe bourgmexis state (Dumas and Lee 197%: G==rze 1987;
Oppenhein 1977). Nevex=ireless, the opening up to E=hiz “er=te of The
principles of somial/political education in the vartmss i =zce> (Sussmwe=m
1980) rendered those primccples potentially capable =f deec—Fmatim: ic

—~

the future (Haberm=s ''7&~, and the= subject to me *r .uwwnge. Tut.re

developments in socdal/pelitical eéczation in Wes: 7 .uwy, acwever,

also rest upon the - - .zeel abilz=— of the gover—m=at " m=mage the
economic crisis in an :aterveCion=l ntext in whizn e —isis

management is bezoming imeyersimzlv 4+ 2ffectual.

Socz= St . = an: Snrizl Justice

Paratoxically, sizmes Ti. - 2tw “voc=2l justic™ =5 s of the
stated .themme of all 22— PIPCL - non-- —ontains a maic= —amsfi-sration of
the concept of social juswice per se. G2orge provige: wucs2r of  exen—
ples of what he believes za- se defi-2d as "social ::=ice=" in West

German social studies ™% =m&: but he never clearlvy &3==geates his

definition. Palmer touch=s === social justice in his <. ssion of

Dewey's coucept of the "zmmd! sotiety" but never artic—=t=s his own
view. Whitzz initialls =ust - <=5 sociel justice as un=—=in=bdle under
present sociz=] strucIcres axd raturns to the matter onir .a:rf_:e}atially'
at the end of his paz==r.

The faZflare of il thz= a.:hors to give due attent<o:r &3 the con-

cept of socizl justize is —=>=tunate Although there arm= —: -arous ‘defi-

Anitions of .social justice, —her vary greatly in emphasis =s¢ substance

and often are in conflict sfzh =ach other. The plethor= o= >ooks and

articles published in resp=se > Rawls's book (1971) fTm==—ates the
extent of the debate, whick goe= back at least .to the t==— Socrates.

Thus, although George, Pal==r, and Whitt: are all impli=Sc=—, and at

AW
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times -explicitly, eritical of curreat social' structires and Thus ==
interpre;ations of =ocial justice wh:}::hh underpin thesm, they =ay nmd
widely divergent personal views of =aat constituts=s social Justice.
Some discussion of Taeir own views wmi= have been ®@lpnful in provicing
some indication of =amat they undersTam& by the terr ‘social Justice.®

It is pessibla to argue here thzr social just—ce as. amearingful
concept canmot tramscend the existen—f=1 dimensions -of z particelsr Time
and place. However.. while accepting the importance 9% the influelce w7
sociohistorical coatz=xt on the development of com=~r= ==urh 25 sociaz®
justice, I would, IZke Lukes (1977), argue that tmxit ——t=<ia cam 2m=-
do transcend a particular time and place. In other worz=, I am Sugges:c-
ing that social juszice c=n and should be considersed in w=rme < absolute
standards which tramsrend the immediaté social conditioms of exis.»nce.-

This l==ds w2 =0 =sk: Can one properly assess the zdemm=— 0f social’
politica], esucatiox in the pursuit of social justice witsae: & Zefinition
of the latter ter—? My own feeling is that one wmmnot. T Zaere weze a
generally acr.egpted view of the criteria for defiming sociz> Swstice, &
definition coz .1 pe Zaken for granted; however, zs I have Imd:i ated,, snoch
criteria pa::a*:_i =~ not exist. i

In an I=wort=—=— sense, therefore, all three papess Z=3l=23 to
adiress adesmes=ly =m important element of their theme. This Is uufgr-
tunate,_i:ecasa wk== is taught as social/poli_tical educatiom depends
specifically~—rathe- more so than do most other areas of e schoc
curriculum——on assmrme=ions azbout what constituges socié.'. jusztise and twe
"good society"; anft Z= is in discussions of the "good socier=" ttat fie
fundamental contra@Izcions inmherent in advanced capitalist ssaTes (Tabes-
mas 1971) can become mznifest, at_ least at the level of academic ezbare.
Thus, the values e&nczzion~ debate in social studies in the United S==
raised important qus‘:ions about the nature and opﬁa,t/'mn of conocepts af
soc:r.al justice, amr the highest level in Ko‘;kbero s moral educztlem
hierarchy challenge: one of the .most fundamental tenets of the bourgexs
state-—the sanctity prlvate gr,operty (Kohlberg 1973) Smllzrlv ==
original Hessen soczel’polltlcal educatlon progra:. (of Rahmen REchtlirdey,
in West Germany m@m a deflnltlon of social justice which was argﬂ-:

threatenlnc, to the sc=e (Dumas and Lee 1978; Sussmuth 1980). In Exglanc.
also, social studies Zn the 1960s and 1970s emphasized the primeey ar =
288



& rationalit& founied on a meritmeratic view of social justice which was,
poténtially, Tighs threatenims to the traditionally based elite power
structures. Brir=*n, with its xigid class structure (Goldthorpe 1980)
and the most ineqziiable\aistszution of wealth of the three countries, .
is particularly vamlnerable to such an analysis. It does seem.likely,
therefore, th=t a more detailed consideration of the relationship between

— " social justire amd social/political educatiqp in thHe three countries

‘would be a f=witfcl area of investigation. , -

Lonclusion °

T In cons;derlno the papers by George, Palmer, aad Whitty I have tried
5 do three th;nvs. First, I ave attempted to show how-the lcager-term
w==velopment. of sq;ial/chitical education in each country has been con-
side:ablv”iufidéﬁced by a complex interaction of dowinant forms of edu-
czrlonal knocaeage, the political ideology of the state, and social and

S ;~v‘tical hls:ory Second, using Habermas's theory of "legitimation

¢ oeezsis," I have tried to show how this crisis has affected.gome of the

- ms=t recent developments i:.social/political education and_hbw i? might
affact future developments. Last, I have suggested that social justice
is a2 central concept in amalyzing developments in. the' area of social/
pa’itical education, and ch=t none of the three authors has given enough
teoaght to'tpe relationship between social justice ;ﬁd"éocial/political

ecucation.

In conclusion, tnere is one area about which we are all in agree-
ment: we are pESSImiSth about the most recent developments ZIa soc131/
pslitical education. I have suggested that social/political educatlon
is somewhat more sensitive to changes in the dominant ideology of the
szate than are other areas of the school curriculum bz2cause of the imme-
diacy of its ﬁybject matter. If this is true, our pessimism should sur-
prise noﬂope._;lhe!rapid growth of an authoritarian, nationalistic, __
religious fundamentalism in the United Statesj‘the massive level of
policing and the "radicals in public service" debate in West Germany;
.and the increasing threat to trades-uﬁion and éivil liberties in Britain,
combined with the most perniciouS'sociaL and econonic policies of any
British government since the 1930s--all point to, at. best, a period of

retrenchment in the area of social/pdlitical education. In this kelief,

| - 29j
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if no other, it seems likely that the wast majority of the members of

the Guildfexd conference would be in agreement.
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17. A CO!??&ISQN'QE RECENT AND CUERZST TRENDS
IN WEST GERM&® AND THE UNITED STATES: -~ SYNTHESIS

©

By - :ta-Barbara Lange—Suassows=l

o

This synthesis is:-Tiven from the poimt ¥y —=w of a hismrir==ly
oricited political sci=ztist, not that of =~ se—ial studies edmmar—=— I ¢
have compared th¢ hist—ories of civic ede—: - . Za Germanf azt g The
United States, trying <o find out why tt= ~ir=ns were wmotivamal, at .
the close of World War II, to bring theZ= =ox eption of social szndies
to Germany during the occupation. I ha=e al been interested, =ince
the "new sncial studies™ started, in obs- ~vime Zsvelopments froz .3-3 to
‘the lute 1960s to see if points of cont=ct bezween American and .orman
develcpments could be found. Thus, no: -meing Zirectly involve .a the

latest debates concerning political educ#rion, L might stress sc -2:other
aspects ard give a more detached view twr woa™i a teacher of é\;actiés
or a professor of socizl studja2s. On—2 other hand, I like :colorful
pictures better than pale ones; I like =— draw broad liues'ofzés?elopment
rather than stick to details; and I =211 point out confLi:ts:\f‘*\\\<:;

~—

What are we talkim= about in such z meeting? Are we~discnssing our
own history of socizl/colitical .education? Are we focusing or presegf
problems and the shorizomings we.have tried to ccpe with since social/
political education began? Or do we dare to paint ihe future, give
thought to upcbming necessities—-subjects which will urgently need to be .

1

taken into account?

In preparing this synthesis, I tried to imagine what anticipations
the conéerence-organizers might have had whiie ‘plzaning this interna-
tional meeting. There are, I think, two reasons why people are moti-
vated to attend an international conference on social studies or politi-
cal education:

. 1. . To learn about récent developments in another country, which
might open up new verspectives in recognizing directions of deveiopment
_or new,treﬁds in one's own country. Knowing that political education in

" a neighbor nation faces. similar problems might qﬁénge our attitudes
toward our own problems: wg‘might'become more'adéeptiqgwand patient or,

on the contrary, more decisive and’ aggressive in pursuing change. Look-
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ing beyond ome's own borders could‘even'lead to searciting out new strate-
gies for copizg with ome's own difflculties.

2. To.zxplore the potentlalltles for internatiomal cooperation.
Some years =0 Dieter Schmldt-Slnns wrote: "The development toward
domestic wu:;_,pollt1c5'makes 1t 1ndlspensab1e to achieve an internation-
alization of::ofitlcal educatlon (Schmidt-Sinns n.d.). Do some of the

presentatlomsrand aiscussions at Guiléford suggest toplcs for cooperative

research pro==cts? \\\\;

Theorvy and Content Bases For Social/Political Education

Going through the papers]for all the topics, I found it noteworthy

|
that almost every pe--~— contalned a large part dealing either with the

_evolution of soc1a1/pollt1cai edt - ation during -the last decades or with

the subject of theory and content. Compar;ng these statements, I think
we could make the following generalization about the historical develop-
ment of social/political educatlon in. the United States and in the
Federal Rep=blic of Germany. The genuine underlylno basis for social/
political ezucation in ourflndustrlallzed Western societies, if they are

democracies, is the conceb: ofacitizenship transmission, or, as John

Haas termed it, -the "CCC" approach~-the transmission of "conservative

‘cultural con’lnulty --or”!as it has been put by Geoff Wnitty, "Crown,

Constitution, and Capltallsm. .
" But at some polnt,,at different times in the United States and in
Germany, there was a queFtlonlno of thls dominant coacept. In the 1920s

in the United States, and again 1n the 1960s, society had become so

complex tnat social knowledge about it was split up in various sciences.

The soec1a117atlon of knowledoe in vaxlous social sciences led to the

request of different dnsc1p11nes tc add their share to soc1a1/pollt1ca1
education. Immigrantfproblems, Spntnik shock, and other eveats led to
the establishment of new courses in the States. Similar developments in
Germany led many participants to feel -themselves entitled to -contribute
to social/peolitical education. As a result, the need for a detailed
curriculum was felt; in an overcrowded curriculum,lohere was a need to
legitimize the select;on of content. '

As Wolfoano Hlllloen has 901nted out dlfferent types of d1dae' cs

had to be deve1oped” concerned with queatlonlna what, why, what for, and

0o
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uwow. Iz now became possible to consider new app—==—== to social/
political education, including: social studies —=—==rzing soéig}
sciences, reflective thinking or inquiry, and tne s=—c=Ili=d social prob-
lemé or public issues“cqprses-—or, in German-fermi:ningy, the theory of
conflict. These différent.approaches, which coulé De summed up under
‘the label of the "new social studies,” had some efSect on teaching mate-
rials and in the classrooms. But I assume fhatﬂcLassroom instruction is
still domivated by a perhaps slightly modified citZzemship-transmission
-approach.

Although there is 51mllar1ty in the historiczZ development of social/
polltlcal education, I would like to point to what may be an important
difference betwsen the United States and Germany. Iz has often been said
that the Americans have always had a pragmatic approach to teaching the
social studies, while the Gérmans‘have a theoretical approach.. But Cleo
-Cherryholmes's pabér may indicate that the reproach of pragmatism to the
Americans is no longer true. Cherryholmés accepts the view of the so-
called critical scholars, such as Habermas and Adormo, and‘applies this

critical theory to his analysis of the American Political Behavior text

. i )
by Mehlinger and Patrick. Cnerryholmes's peper is very close to a criti-

cal -analysis of American Political Behavior which I myself wrote several

" years ‘agn but which has n;ver been translated'(Lange-QdasschRi‘1972).
- Before I came to the conference, I thought: perhaps Cleo Cherrvholmes
is just a loncly bird; "one swallow does not make 2 summef."” But the
discussions at this conference give the feeling that one school of
thought in the United States is moving toﬁard adoption of critical
theory--although hopefully not just oan a .theoretical level. This feel-
ing is reinforced by the need. etp*essed by several Anericans--Jack
Nelson and others--for more and more-intelligent skeptics in American
eaucation. On the other hand, I got the feeling that there are quite a
,few Americans who are frightened by a discussion of critical social

 stud1es in the German sense.

While there are disagreements in Germany, thers is substantial con-
sensus on basic purposes in German pqliticai education. Those German
educators who pictute social studies education as independent. thinking
and pfoblem solving are not opposed to the existing political system,

' but they want to improve it considerably. The objective of improviag

| - | | 236 -/
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.+ . Consideration of '"back to basics" leads

the system doe¥ not mean sustaining the status quo, nor destroying it,

- but changing it gradually into a more democratic system.

If maintenance of the status quo were the task of social studies,
we would not Rave to think very much about it. We would just go ahead
with citizenship transm1551on. But it is my own view that discussion of

the philosophy or theory of social studies and teaching, such as we have

had here,-is nécessary and helpful in defining the role of the 'new

social studlesm and that it should go on. . I am convinced that nobody
VHas to be frlohmened that this will he destructive.

Having co?mented on the topic of theory and content, I want to point
to another development occurring bcth in the United States .and in Ger-
many, which we have not talked much about, but which in the near future
maight become more important and which in the long rumn might threaten
every'reform/govement. I am talking about "back to basies." This move-
ment in the Nnited States as well as in.Germany has to be seépjwithin
the brdader/context of a shift toward comservatism. In the United
Statés feelings of insecurity and fear have been provoked by Vietnam,
Watergate,'iran,.Afghanis;an, economic crisis, and ongoing debates about
values, giving some Americans the feeling that there is a need for a new
belief system. 1In the United States, the movement back to "God and
Country". is expressed in part by the foundation of one new private
school after.another. In the Federal Rebublic the strong.rejection of -
the conflict approach in social studies seems to reflect a conseertivé
demand for a commitment:to the still-pervasive old German traditioms. I

will refer to this again when: I sufimarize the topic of social justice.

————
Curriculum Developnent

next topic of

discussion-—curriculum development. '"Back to basiecs,” in »inion,
tends to destroy every effort for a reflettive.inquiry approach. Unfor-

tunately, this conservative movement is facilitated by weaknesses that

have become apparent in the "mew social studies.” focial studies

reformers have come to realize that the "new social scudies" relied too
rmuch on methods, on analysis, on dec151on na<1n~-—on processes with
almost no content. One of my own naJor criticisas regarding the Harvard

Public Issues project was that the conflicts do not reachh and involve

(5]
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% the students (Lange-Quassowski 1972). The materials do not explain to

the children the socioeconomic background in which a confliét ocecurs. ///
They focus on per sonal moral judgment-—for example, asking a student ts///
decide if an alrplane pllot should drop a bomb on a Vietnamese villagé,
or if in the trial in Nuremberg it was right to condemn to death'the
commander of Auscbw1tz,

Dealing with such conflicts may not help students to uﬁgerstand
much, when insufficient information about the whole politidal background
and the socioeconomic context "is provided. x‘(

Anéther problem is whether efforts should be made/ro build an inte-
grared curriculum, or if relations among different subjects should be
left up to cooperative efforts of teachers of the subjects. - The develop-
ment in Germany up to the early 1970s was characterized by clearly dis-
tinguished subjects, completely unrelated to each other. In the early
.19705 new currﬁcula with just the opposite tack were tried, a totally
integrated apﬁroach. These curricula had almost no chance of being used

'inischools; éhey were immediately rejucted. Now the trend is tpward
so@e kind of/ cooperation or coordination.

; I thiné_we'should be very skeptical about the practicability of
cooperatib7 between different teachers at school. Normally they will
not take the time and energy to coordinate the problems they are dealing
with in their discipfines. But even if they do max< this effort, that
alonevdoes not help the student get a correct insight into the interrela-

ions amqng”prohlems. . ' g .

As ;n example of possible cooperation, we talked'abou;_the Afghanis-
tan crisis. A religion teacher could talk about~Islam and the Koran.
The hlstory teacher might know about the dlEferent &1ngs ~and power struc-
tures in AEOhanlstan and the country s relatlonsnlp w1th Russia; perhaps
he would even kanow atout economic impacts on power structures. But whlcn.
of thes2 teachers would give the information necessary,tc understand the
impact religion has on Russian politics and Soviet ideology as they are
affected by the 70 million Islamic people living in Russia in the regions
bordering Iran and Afghanistan? Although Hans Sussmuth might be right
in questioning that progressives favor integration and conservatives
.favor reliance on cooperation, I doubt, from my personal exberience of

studylng political science, that we can rely on cooperatlon to give stu-
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dents an overall point of view on power structures in society. When I
studied political science it was leEF to us to. integrate what we learned,
with the result that most of us were unable to—get an adequate piéture
of the reality of democratic government. Concerning integrated curric-
ula; ; think there are some examples within the Arcrican "new social
studies" which can help us develop more-integrated materials, although
it does not help us to turn to American projects for thé sake of inte-

gration as long as they are so positivistic and noncritical.

Society, Social Justice, and Folitical Education

In reading- these papefs I was amazed to see what subjects;were dis~
cussed by the authors and the ‘reactors. Apparently this'subjecf'pro-
voked much. more thinking about the political aﬁd'social conditions in
which social studies are taught thgn did any other. - All of the bapers

dealt wmore with this sociopolitical frar- " r’: than with questions of

social justice.. My impression was the" -~ 1.l "-stice seems to be z key
.concept, stimulating and clarifying oo - " about: the dependence of
social studies on political conditions. I '+ - 4t is threatening that

Germany 'as well as the Umited States is experiencing a coaservative ———
backlash in the social studies, that state control over social studies

and schools 1in general has been growing enormously during the liast

decade.
Siegfried George mentioned in his paper the frame of reference in

which the development of German social/political education must be
viewed, pointing to the Nazism and political indoctriration Germans
experienced- in the 1930s. I might add here that the research I have
done shows that ‘we did not have any tradition of democratic politigal
education in the Weimar Republic of the 1920s (Lange—QuaSSOWSki 1979).
Although I would not say (as some Americans think) that the Americans
forced a democratic government on Germany after World War II--it was a
process of mutual developmenté—l must say, from my research on re-
education in the social studies fiqld, that the dmericans helped us a
great dezal in establishing poiitical science and other social éciences
at the university level- as well as social studies at the school level.
:’Alone, we would have started later and differently and woulé perhaps

~ .have had a different pattern of development.

29; T

[l{llC : : ' 298 : -

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

. I am underlining -this §tr6ng1y6to'make us aware of the differen
historical conditions in which the new conservative movements are taki
Elace.‘ We have had 10 years or 15 at the most of development of crit:
cal theory in Gerpany, and I doubt that there has yet been much impac
of all the cfitigal ‘didactics in the schobls or in the classrooms.
Since . there was no tradition of democratic pclitical education iq the
schools before the late 1950s, the subject was gradually iqtroduced'in
the curriculdm beginning in the 1960s. But it was taken into the trad
tional German three-track system which is very ierarchically organize
and at the béginning it was nothing more than knowledge about institu
tions. Now, having a tradition of social/political education of only
about 20 years, and having develope& a-critical view of the theory cf
political education only during the past 10 years, German civic educa
tion is already shifting back to content and to cooperation'instead o
integration, an approach which may result in somewhat nondemocratic,
nassive attitudes in studehts. Students thus educated within the gene
Germag‘historical background will fulfill their democratic duties becax
ﬁhey are required to do so, not because they are committed fo demécrac;
From my point of view, "back to con§ervatism" in political educat:
in Germany.means going .back to old German traditioms, -which have not be
democratic but rather authdfitarian.* We Germans badlf need critical
thinking within the sctiools to finally get-commitﬁé?’éfhsome time in tt
:future to demogracy. Siegfried¢George's concern, in:the debates on radi
cals in the public service, .is. n~t so much atlarm over the few who migh
not be allowed to cedch, as Kariheinz Rebel suggests ic his paper, as

concern that members of a whole young generation which has hardly learr

* how to behave democratically now see their future threatened if they er

in radical political activity as they try to fiad and define their poli

ical view of the werld.

AN

- . ~ . ; . R e
~ -
-

’

*Quite a lot of research has been done in the past decade. concern-

ing "democratic political movements .in Germany during the past century;

sge Walter Grab, Deutsch revolutionare Demokraten, asnd Axel XKuhn, Jakob
im Rheinland, ‘Stuttgart 1976; Deutchland-Berichte der Sozialdemokratisc

_Partei Deutschlands (Sopade) 1934-1940, Frankfurt/Main 198D; Biographis

Handuch der deutschsprachigen Emigratioiimach. 1933, Munchén 1980. But

there is no, doubt that suéh political thoughts never belonged ‘to the
mainstream of German political tradition. . ,

36
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Another point of concern for critical German social studies educa-
tors is state control of the schoolbook publishing market, for social/
political education as well as for othé; subjectqs The adoption prac-
tices are so authoritarian that neither the publishing house nor the
author normally learns the reasons why a book is rejected in one state
and;adoptéd in another. There is.a whole wave of literature now
researching the varying practices‘of:the different state bureaucracies
Fegardimg adoption practices (Nitgschke 1977; Stein 1979; Tewes 1959).
This new research shows that thosa/prac;ices follow a long authoritarian

tradition in Germany. George's statement that one of the first school-

‘books written by H%lligeﬁaand hinm for social studies would no longer be

adopted is another sign of a comservative threat to a democratic devel-

opment in Germany, a consérvative threat which makes the critical social

studies educator suspect.

I3

’ C o Looklgngoward the Future

Although you often hear that we in Germany should not always dwell
on our past, I think it was necessary here.to draw upon history to glve
a.better understanding of the political context in which our discussion--
especially related to® the increasing influence of the state-<must be
seen. Although I have given my opinion thaﬁ we have not yet béen able
to overcome our past (to say it in German for the Germaas: Uﬁéere"‘

Vergangenheit zu bewalt;gen'), I think I should end with the indication

. that grhe task for social studies’ educators is as well to overcome the

' future. In terms of subjects or themes of the conference, fhe;e has

ERIC
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‘"how “to cope with thé negative effects of the hidden curriculum, what we

" been very little discussion of how to cope with future probleams.’ We

.talked a lot about teaching problems, how.to teach teachers, effectively,

s

have to know about the learner, and so od. But we gave little thought

-to future developments in soc1ety~and'politics, although we have alluded

‘many . timeé to their influencé on the curriculum. If further devélopments

K

in society and pOllthS ‘are going to have so ‘much influence on what- we
are d01no we have to 01ve ‘more thoughts to those developments.

I will not have timé to discuss at length what w111 go on in the

.next one or two decades, but I do think that the 1mportance of domest1c"

’
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world politics referred to by Dieter Schmidt-Sinns (n.d.) will 1ncrease

in the following areas: _
1. The new industrial revolution brought about within the next

7 one or two decades by new technologies, by information technologies in

particular, will.deeply change our industrial society into an informa-

. tion society which will have to rely on a totally different occupational

structure. We w1ll\go through ‘a period of struggle by employees and
traﬂe_unions against unemployment, dequalification of jobs, and so
fdrth. The new information society will perhaps change personal rela-

‘ tionships more than television has changed family life.

- 2. A subject of equal. importance in future decades will be the
burden we put on future generations by~ confrontin° them with great\resi-
dues of chemical poisons, atomic waste, water and air pollutionm, and
related problems. No generation_before us has left so many probleams for
future generationsl The”eprosibn of nuclear weapons and the threat ’
'against all life on the earth--survival‘of mank&ndffis a second dimea-
.sion of concern‘about this future. - | ) . ‘

3. A third area of future concern, which ‘I mention -only briefly,
'is the North-South conflict,-the_major dimension of .which is the struggle

O

- for oil. .
’ Ending here, I note with apolooy that I have commented on the’ areas‘
in which I felt most qualified, and so have omitted discussion of’ the

) learner and comments on social studies ‘in- the United Kinodom.

-
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- _ . 18. A CRITICAL VIEW OF THE CONFERENCE

By Ian 'Kershaw ' T

So wide is the gulf between theorists and practlttoners in curricu-
lum making that it is difficult to reconcile oneself to the task of
attempting a synthesis of the proceedings of an international conference
on. the subject of social and political education. As one of only three

practicing teachers working in schools who-attended the conference, I
\u
feel particularly conscious of a need to artlcuIate a view cf what tran-

splred from the perspectlve of a teacher. 1nvolved in attempts to 1ntro-

duce social and polltlcal education iato thewfprmaltcurrlcula of’a

I

hool L . y : P '
I here have to nake plain my ﬁrejudicei .Vot til the curriculuﬁ
Peoretlclans be°1n to understand the complex soc1a1 and polltlcal world

of the school and the political behav1or of teachersLLn thelr‘yorkplace‘

w111 thelr prescrlptions for radlcal 1nnovation transcend mere rhetor-

T

1ca1 1nvocatlon. I fear already ‘that what I have to contrlbute is gclng

‘to seenm 'unremarkable and "lowbrow. _ However, T ought to. s~ y ‘as an optx-_
m1st1c pes51m1st that ‘the notlon of social and politlcal educatlon, as I
concelve 1t to be, is so 1mporrant an area of concern for anyone 1nvolved

1n the edutatlon of young' people that it must be pursued in the -

the status quo. o - g

- . .
c . | 2 £

The Need for Definition'of Terms'

Patmer, and ‘Geoff Whitty on the relatlonshlp between social jus
'~~“~~soc1a1 and polltlcal educatlon. Cohn hlghllohts the fai e of aLL_,;w—"
ept, and thereby to

e

threc to adequately conslder social Justlce as a
'*deflne or elaborate on the meanlno of social Justlce. “Of course, Cas”
Cohn himself recoonized ‘this ralses the question of whether-it is. pos-
s1b1e at all "to- consider sceial jus- fce separately from the realltv of

) ~ the soclal conditlons of a speclflc soclety I do not. want to argue .

o S i . - 0302 o 8
Q : : . , o
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that point here. I would simply wish to agree with Cohn when he states
that soclal justice can and should be con51dered 5n terns of absolute
standards which transcend the 1mmed1ate social conditions of ex1stence.'
I do so on grounds that I have an ideological view of the nature of

peopie and how they chould be_ahle to conduct their social relationships
within anyfsociety. My ideology tnen, whether you agree with it or not,
becomes critical to any meaningful discussion I might have about social
and political education since, by deflnltlon,‘ltwls in part dependent

npon my conception of social justice. If, as Cohn again points out,

there are no criteria by which to* judge social justice; as there is no

definition or elaboration, how is it to be pursued through sociat—aad )

political education? In fact, what is being pursued?
This brings me to a major obstacle that confronted me in attempts
to judge'the value of all the’contributions to the conference. No con—~”
/ceptlon, no- clarlflcatlon, no-definition was,offered by any contr1 r
of - what, in “his mlnd constltuted social Justlce, andft y no.idea-
" tion of the notlon of soclal and polltlcal educatlon. ThrouOhout the
: conference it seemed to be” acceptable to.aSSume/that we _each attached
the same meanlno to social and polltlcal educafion and that our ends in -

terms of soc;al Justlce were* compatlble -1 am far from conv1nced that. .

~

they were:’ )
I do not wish to fa11 1nto _my own trap by . falllng to ma&e clear my s,

own position regard:l.n° the meanln as I conce1veﬁ1t .of soclal and

polltlcal educatlon, or by fa111n° to elaborate the eads whlcn I believe

’ “my. conceptlon seeks té,gn‘s e. Before I do so, however, I should nake
it clear that I have a trlple purpose in mind. . . . ‘ .

Ths " first- purvose/ s to establish that I have attached a partlcular'

. / .
meanlno to the phrase soclal and polltlcal educatlon wnlch is not

.. Synonymous with terms lee social studies, social sclence, soclolooy, or

any. other realn of know1ed°e be it integrated or otherw1se. One of the
most dlsconcertlng, and I belleve mlsleadlng, hablég\Of conference nem—--
_ bers was to use a variety of terms 1nterchangeab1y. The assamptlon made
by nearly all seemed to be that "social studies," for instance, held the
same meaning ‘and was equivalent to the term "social and‘politicalheduca;

tion." 'Asil-hope'Will be clear- from my definitionfandvelabdration,{it.

-
3
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does not and cannot be--unless, of course, my conception is so totally
wide of the mark that I was at the wrong conference.
° My second purpose‘in elanrating upon my own definition and concep-’
tion is to argue that only on the basis of an explicit purpose is it
. possible to begin to confront the'complex.problems to be faced in any
ﬁ\ attempt to establish a radical innovation within state schools. Further,
_unless this first step is taken, it will never be possible to establish
a dialoéue w1th teachers and others in the community whose commitment is
needed if anything -is to be achieved in any school. 4s Whitty suggests:

"A radical approach needs to be. much clearer. about its rela-
tionship to broader struggles for social justice, both in
order to develop a more coherent sense of the relevance of
educational struggles to the achievement -_of social change and
in order to mobilize support for radical initiatives against
the’ undoubted stren°th of tne conservative forces which oppose
them ("hittv '1980) .. S

My tnird- purpose is straightforward. It is to provide the reader
- with ‘at. least some basis upon which .to Judge my 1deoloOical srance -
_ foward socia} justice ‘and “change 1ia society and. to be able to relate my
. ”observations‘ to- some éind of, internal and external criteria..h
It is not my purpose here, it must be;emphasized' to promote my.

ideolooy as the conce tfon” of social and political education. Rather, i

S - - . .

E can be undertaken://<:i;/;’”d ~. 3 S L Cox
PR -5 S o - 0 [
J/V”,MJA.Conception of /Social/Political Education

K ’ '/ . i - 3 - /
efinition ;. . ° e T

S

Social and politicalueducation is the liEelongpprocess of deveélop-

/ ﬁé those attitudes;‘critical skills, and modes of hehavior vhich will
enable the . indev1dua1 in whatever social context. he finds himself : o

be active constructively 1Hﬁmold1n improving o; "and changing tnat society.

s =

o “ Aims - . : . L 4'-‘. = __-’;/;,
To provideflearnin° experiences -which w111 enable each ind1vidua1

»

‘ continuously.__' JNH..g

. ==To learn in collaborasrion, w1th others. ]
) ——To unders and the complexities of the changino society in - which .
. he or. she lives, and of other societies, to cope. w1th a chanoing societv

.the predictable and unpredictabtiz)throuOh interaction with values and . -

&
LS - . " -
N . N
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. would like to estab1i§h the need for a conception before any dialooue ,'
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traditions as they exist and may develop, and "> acquire an insight into

'sity of human behavior, its origins, development, motives, and needs.

the nature: and. dynamlcs of social organizat—om and 1nst1tutlons.
W——To 1nqu1re into and increase his or her own awareness of and/con-
fidence in the range of cognitive and affective perceptions that he or

she can bring to bear on the process of understanding and making sense

a

of the world.
—To be involved in community interrelationships that will facili~

tate an actlve engagement with the educative potential of the communlty.

—-To exercise the freeeom to discover alterna-ives and promote

change.
—To inquire into and increase his or her awaremess of the diver-

Lifelong Learning Objectives

'-motlves =nd to modify .them in the light of observanlon of ‘the valaes -

" equalls. _ o

‘ETective v _ N
—Demonstrates resclution to value ai_ individuals equally.
'——Demonstrates wllllngness to learn anc ™ change one s behavior.
——Interprets feelrnos, 1nterests,.and needs of other-people.

-—Con51ders otner people s feelings and rnterests in all h.s or her

thigking. . . o ; ‘ . ) ¥4
. —Demonstrates w1111ngness to be honest about hls or her -own feel— i

ings. S 5 L U ‘ .
—-Demonetrates resolutlon to act ‘in accornance with wmoral cH01ces T

and dec151ons.
—Makes judgments abOut hls or ner own - confllcts, anx1etles, and-

problems. — P C - e

—?De:cns:rates'a wiliinoness to exanine his or her own values/ s
/ E Lt .. ».
and judgments of others. -
- —Demomstrates forms of- collaborative engagement within a commu--
nity, with groups and individuals consistent with: valuing others )

>

P

—Displays willingness to show ob3ect1v1ty in 51t4atlons of con-'

n

nfllct. R ' .

—-Denons*rafes the: Tight to actxvelv nart1c1pate in- democratlc pro—

cesses, including the rlgﬁt to putSne the chanoe of those processes.



—Demonstrates willingness and courage to express his or her feel-

ings and interests and those of others, in attempting

g to promote change;
acts in solidarity.,

——Questions the dichotomy between the oppressed and oppressors in
our society and in other societies.

—Questions  the umequal. distribution of power, authority, -and
resources in our society on the basis of human need and’moral chouices.

—Demonstrates courage to actively participate in promoting change
on the basis of moral decisions.

Cognitive

—_—

--Evaluates the complex1c1es of soclety through an 1nterdlsc1p11nary
i

-and eclectic approach to the exploratlon and explanatlon of the realities

11v1ng.

of soclal living and in experlmentatlon W1th the realities of soclal

“

-Appralses the social expectatlons and conventlons of oronps in-
society. = *

——Assesses the- accuracy, preclslon, and 1r01c of 1nformatlan about
the realltles of 11v1ng in soclety.

-

-—Evaluates informatlon ‘about .human, behavior. . o
/
e ﬁ : ——Judges the 001ca1 consistency of moral dec151one based on 1nterna1
and e\ternal crlterla. )

. - @
Bl

-Justlfles a declslon to modlfy a p051tion arrlved at by ana1y51s ‘
and educatlon, in the light of new ev1dence or perceptions.

-

e N e

——Demonstrates the’ amlllty to appralse 1nfornatlon or situations 1in

the llcht of prev1ous personal experience. -

-Jddges the value of ma*erlal

the qualltv of ev1dence the conse% e
quences. and the po°51b1e effectlveness of 1mplementatlon.

e hY
.

-Judges the adequacy of - the laws, rules, and contracts that affect
serf and - others in SOCler agalnst motal criteria.

-—Judges approprlate forms of collaboratlve enoagement with' a commu- i
n1ty, its groups, and lﬂleldual

\..
he basis of valulno others equally. \~
-—Judoes the adequacy of change 1n society on -the ba51s of moral '

-

crlterra and the need to solve‘confllcts of interest wh1¢h are: proble—
_matic in a contlnnusly\chang1ng society.

1

. -Judges the.adequacy- of the way 1n whlch soclal 1n§titutions func-
T tion "and are oroanlzed in soc1ety.

s e T ]
. . ’ e .0 '. -2 -v ’ ' . ' .
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——Judges the unequal way in which power, authority, and resources

are distributed in our society on the basis of human need ana moral

R

choices.

-—Judges effectlve and approprlate ways of promoting change consiec-

tent with moral cholces.

>

The Importance of Stating Learaing Outcomes

This definition and elaboration is, of course, but a prErequisite
for further development and thinking about. purposes and outcones; but it
will now be apparent, I hope, that my conception of social and political
education also holds consequences- for the conditions under which learn-
ing opportunities for such ends‘could be provided. Another conception
will have different purposes'requiring'other conditions. - The main point,
of»course; is'not_whether my" conception is viewed-as.more or less radi-
cal thanianotherfs, but that when purposes.are made ekplieit there is
something on which: to ground a dialogue, either about the nature of the
purposes or about the ways in yhich they can be aehieved.}'I would go so
far as to suggest that at heart it.becomes a’poiitical'and ideobogical
confllct made publlc,:rather than a pretentlous effort ‘tQ* dlscover con~-
sensus where there may be none _ oo m e ’

“Extant approaches to currlculun making in this country tend to
eschew tne practlce of maklng exp11c1t statements about learnlno objec-
tives, and I oalned the strono 1mpresslon at the conEerence'tha* as a
result of the' behav1ora1 obJectlves boon in the’ Unlted Statet, there is

now somethln° 6t ar backiash in tnat country. : - -
As Suzanne Helburn suggested at the conference, the real 1nnovatlon
of the 1960s was the fundamentally revolutlonary nature of course deslon
and plannln utillzlno obgectlves—based models. This is a view with
which I wouId agree for there seems nothlnv quite so railcal and chal—
' lenging. .as ‘making statements about 1deolo°1ca1 outcomes for a soc1a1 and
;oolltlcal education w1th1n state scnoollng. Unfortunately the behav1or—"
..lsts. if they did not 1nvent the outcones model at least clalmed 1t_ror
.their “own under the awful t1t1e B. O (behav1ora1 obJectlves) The
resu1t1ng ﬁStamp Out B.O." campalgns have caused teachers, partlcularly
in tnls country; to reJect almost out of hand the 1dea of making state=
‘ments aboutglntentlonsf- Stenhouse (1975), hav1n° led "the” canpalon in
.f\\ . : S o : R
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this country, has much to answer for! He aad his supporters were so
successful that to talk about outcomes now is itself a politgcally risky
business in many*educational quarters. '
Vot W1sh1no to belabor the point, my suspicion is that, whatever
the reasons, rejection of statements about desired outcomes serves only
to hinder dialogue and debate about critically important issues within
‘_the area of concern- “that 1 understand social and political education to
be. Worse still, it is a hand1cap to those of- us wishing ta discover
some solidarity'with thOse others working toward simi ar ends. Without
such statements, without ma<1na explicit the klnd of scciety we wish to
‘see, without out11n1ne the qualities and values we wish to develop, on

what basis do we collaborate, proceed, or, 1ndeed change anythlng?

: ' : The Gulf-Between Theorists and Practitioners

VI am now led back to my open1ng statements about the gulf which
exists between the theor1sts and the- pract1t1oners——the teachers and the -
tauoht. Roger Fleldrng s 1nterest1ne ‘paper, 111um1nat1no the phenomeno—
1001cal worTd of his® puplIs in the soclolooy lesson, h1gh110hts the.
prlmacy of the hidden curr1cu1um whlch L 4 e

- claimed superlor knowledoe for the teachers and -a. devaluatlon

' of pupils' ‘opinions and, consequently, a-high-status for
knowwledge defined as such.by the teacher and a' low-status for
pup11s own experiences and- exper1ent1a11y based. knowledge

_(Fleldlng 1980) ¥ T S -
Thls seems ‘to me but a. reflectlon o' the s1tuatlon which exlsts between * -

€

o

thettheorlsts and the practltloners 1n the soc1a1 and political educa—_

_ ‘tion arena. - *; e D I : L fi
.« S . Hav1no seen the advertrsement for the [Gulldford] conference, and o

Re -

having been 1mpressed w1th the” scope of the issues to be considared, :I
applied to be. enrolled. I snould of course, have .dorie my homework more
thorouOhly I _was daunted and not a littl shocked to d1scover that,.

out’ of a total of approx1mate1y 80 partlclpants, only tnree were teachers.

The rest were academlcs——pure theor1sts, most with little or. .0 directf
exper1ence of worﬁing w1th young people ir. the context of schools.'ﬁ
: Indeed there appeared to be an underlylng arrogant assumptlon, w1th1n -
. the papers and in- much of the d1scusslon, that»there is ‘no th1nk1ne or .

action’ golng on about soc1a1 and polltlcal educatlon other than that

128

whlch 1s in the mlnds of academlcs. (The conference manaoed to spendf
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. five days talking about social and political education entirely without
reference to women's liberation movements, -community education,.black
consciousness and minority group action, community action groups, infor-
mal youth work,/or any other group with a direct interest in, and experi-
ence of, social and political education. This can only be an indictment
of us all, and one which serves to demonstrate the povertg of our thionk-

_ ing.) The daunting temptation, of course, was to succumb to the hidden
- curriculum which attempts to claim superior knowledge for the academics
- and a devaluation of teachers' opinioms. |
‘Now, the point is not that pure theorists have nothing to contrib-
ute; it- is that teachers as practitioners can contribute too. The con-
flict presented by the dichotomy of separatino theory from practice,
academics from teachers, cannot. easily be resolved——and certainly not'by
a slmpllstlc attack upon the 1nory towers of the academlc world, as 1f ‘
"by 1nd1ct1n° them and thereby attemptlno to claim superior knowledge for B
ourselves, teachers are, oolna to: brlno about ‘a radical change 11xthe
conceptuallzatlon of the problems to be faced in the fleld of social andv
political educatlon..‘ We have as many 1vory towers of our own.
. _The fact«:s that I agree with Michdel Youno'when he says:

I am concerned ‘with the. problem of chanoe in education; with.
developlno a theory or theories that may enab;e those 1nvolved
in ‘eéducation. to. become aware of ways of changing their or
" their pupils' or students’ educational experience, even if:
this leads us to conceive of teachers' struggles as not inde-
~pendent from other struggles in the work places and communi-
ties where people'live' (Youno 1977 my emphasls)

Our problem is that" teachers do - not reoa:a ‘themselves as polltlclans, or"
as acting polltlcallv 11 the1r workplace. This problem is compounded by
the fact that those who are polltlcally 1nvolved usually insist that E

‘fthey are wolﬁlng in the~1ntere$ts of the school and its communlty, when
in’ fact they are often no more than profltlno their own self-esteen,
reputaflon, and career 1nterests. Furtnermore, anyv attempts‘to 1ntro-§
duce rad1cal 1nnovatlon 1nto the’ currlculum have ‘to face the reality
Athat schools-as organizations are ‘'governments too, and that the :social
and political’dimensions of their internal structures are inextricably
linked to the- communltles they serve and to the wider soci=2ty beyond

o ¥y concern at the moment is with establishing the reallzatlon that

the- politics of innovative decision making Wlfhln schools-;s fundament-°

: . s . 310 . 11 R
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ally important to . the fate of any attempt to change the curriculum, and
that the phenomenological/political world of teachers is an area of con-
cern which the theorists cannot afford to ignore, and one which as yet
uthey hardly seem to have recognized. If people seeking to introduce a
radical innovation are unable or unwilling.to recognize and confront the
practical and political problems which the practitioners thenselves per-
ceive in their schools and communities, I can see little hope of over-
coming the syndrome whereby the theorists' prescriptions for change
overcome the communication barriers which alreadyfexist M optimistic
conviction is that change toward a radical soclal and po‘ltlcal educa-
tion can be effected if academics and practlt*oners move toward a ceclla-
borative relatlonshlp, where theory and pract1ce mloht come to be seen
as a dialectical process leadlno toward praxis.. I look forward to the
. moment when a teacher of social and polltlcal education 1s appointed a
. ~professor of . education wnlle remalnlng in his/ post at school continuing
T to develop ‘a theory or theories about way/ ofnchanglng educational"v
-ekperience. . : o » E B .’T\
' I have deliverately refrained from conmentino about the absence of
dlscus31on 1n the conference about’ the condlt_ons for learn1no necessary
’ - to establlsh a. radlcal-pro ram of social -and - polltlcal education,’ or i
about the teachlno and learnlng skllls whlch might be seen.as prerequl-
‘sites for an educator in this fleld Thls is not to imply that I reoard"

them as uanportant 1ssues, but rather that I can proceed .oward/a prof- : -

o
v

1taole d1scusslon of these matters and others only on some basis of
- .understandlng and agreement about.:the: purpose of a soc1al:?yi/oo11t1cal

educatlon. I am not certa1n that we have an understand1n I am sure

: ';f' that we have no. agreenent. ' e T o o o
- ' ' We mus” be01n w1th the fandamental problom of why' schools omit from ~___,//
the1r curr1cula any systematic attempt to prov1d a rad1cal social and
polltlcal educatlon that helps puplls to -ac Te .those attitudes,. crl-.
‘tical skllls, and modes of behavior whieh will enable them to be01n to
.; " make sense of their experiences in ah integrated way and to be active
- constructlvely 1n moldln improv1nos and cha=- ing society The fact -
that soclolooy,,polltlcal sc1ence, h1story, or any other disclpllne is
able to contrlbute to the sol utlon of the problem cannot be accepted as

an excuse for d1scoura01no teachers, ot anyone else in- the communlty,
Q . - - 311 ;
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from szarching for solutions to the problem. Neither should it become )
an excuse for permitting any realm of knowledge to take over the social

and political education of young people.
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19. FIVE CONFERENCE THEMES | AND A RESEARCH AGENDA
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B

. . By Arthur -W. Foshay

.

The conference at Gulldlord was truly 1nternatlonal in character—
: : more so than other intermationa’ conferences I have attended, the others
tend1n° to be dominated by one country., In this case, all thre° coun=
trles were ably and truly represented making ‘it pOSSlble to see the
natlonal character in the coatse of the presertations and intérim con-
versations.” The‘German tendency to categorize, the EnOIish tehdency to

- polltlclze,.and the Amerlcan tendency to praomatlze--all appeared many

s

tlmes over. . N
I was aware of five themes that recurred durlno the conference, and

flve avenues for productlve research occurred to me.

S - LN s : . . z hd
< . . o R
s - s . .
. - . .

- : ) © . . . .« Five Recurring Themes

. s

N R ) ) .
Theory vs. Practlce . B : S e

Ihe flrst theme, both in promlnence and ln fréquency of occurrence,“
was the relatlonshlp between theory and practlce. This arose, perhaps,i
: frmm the fact that most of the part1c1pants were from unrvers1t1es and
. colleges,:but it also seemed to characterlze the state ol the. fleld of
. . the soclal studles. If theory exlsts to clarify reallty, then the rela-_
tlonshlp between theogy ‘and practlce ought to be ObVlOUS. Theory should°
be orounded 1n reallty and should constantly"” refer to reallty. "This is
not always the case. In some 1nstances‘ we” seem to develop theorles +

-

'»about theorles, and the practltloners yawn.' In other 1nstances, we fail.

'_ to suggest the pract:.cal mean:.ng of theory, leaving 1t at’ the- abstract
“level. - Again, “the - practltloners “look - elsewhere for c’u:l.dance.

- - The problem of‘theory vs. pract1ce was solveu 1n pr1nc1ple -a gener-;

_~/atlon\ago in the movement. called cooperatlve actlon research, ﬁ which -

fe - dur1no the early 1950s. The mcvement requlred that

: consultants work cooperatIVely with teacners on questions of
1mportance to the teachers, Jolntly de51gning research 1ntended to
examine the questlons as rev1sed for research purposes. Tbe movement

'.resulted in reports that dld not look like the research then 1n vogue,

.and the movement was qulckly d1spatched by the formal researchers of the

M PR . 3 = " T 4
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day.: While action research" is still spoken of occasionally, it is
hard to tell what it is. It is definitely notacooperative, involving
.-practitioners in the.design. - i ' . .
- The problem of theory and practice as discussed at the conference
did not contemplate such a- soiution. It turned on older notioms, such -
"bridging the -gap," which means that theoreticians explain to practi-
* tioners ‘the practical usefulness of their theory. Such an approach
- keeps the practitioner out of the-process of theory making, and tt is
bound to be inadequate, ‘as has been demonstrated throughout this century.

The problem is complicated by the indefinkte status of the socisl
Jed in the university--

studies in “the - university The currency exch”;
that which one seeks to accumulate--is- prestige. The prestige system of
the university has little or nothing to do” with the theory/practice
dilemma as faced bty educationists. The pressure:on the member of a uni-‘
versity faculty is to ‘produce abstract theory, and to leave application
of theory to others. It is-not surprisinovthat cooperative action

" research has a low standing in the university Tt's too close to prac4
- tice. The university expects its faculty to _speak as from a high place
to the.multitudes, dot to get with the rabble and participate in their
confusions and difficulties.. It may be that alternative institutions
Wlll have to form to deal with the theory/practice problem. Indeed,
such alternatives are forming, though many of them don't last long. I
refer to the teacher centers and to the growing number of specialized

" -institutes, some in universities but free of faculty domination.

- 'Disciplines vs. Issues

.

A second major theme expressed during the conference was the ques—
tion of whether the social studies should be viewed as an ‘array of disci-

plines, and so offered, or, instead, viewed as an arena where broad

'social issues are examined.

4 The issue is of considerable importance. It has an influence on
the prestige oJf the s0cial studies fielo in the university (see adove);

it ‘also has a profound effect on 'the way the field is organized and

offered in the lower schools. . - &

Briefly, the issue is as follows: Organized disciplines are easier

to teach than unorganized public issues. Since they are easier to teach,

' they are of ten well taught, and t1us they win the respect of the stu-
¢ Tt ‘ . . s o -
Q ® °o e X o 3‘1"3 o )
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dents. However, the disciplines as such have little to do with thé
affairs of daily life. They therefore often seem abstract and irrele-' -
_vant to the students. Why, from a student's point of view, is it impof-
tant to know the past? The past is justﬁ;hat—-tﬁe past. It is'gone.
Many:g:ﬁgggher has failed to convirce students that history is worth
" - their’ serious attention. ' ' '
% On the other handfithe study of immediate sosial problems is obvi-
ouély of immediateﬂimporténceﬁ- Tfansportation,.taxes, crime, public
healtﬁ; and many other current social problems are all around us in’ the
-media; the materials for study appear daily in the press. One éan
actually talk to the actors in these dramas. The study of contemporary
social issues is fun and exciting. .

However, social issues don't come in neat, well-organized packages.
Precisely because they are contemporary, tﬁey are unsettled, and one
cannot "know" the solutioms. gbreover, whenever students plan.and
develop the study of such issues, théy-go beyond the teacher's knowledge
aliost at once, and the study is not well directed. Toa frequently, the
study of contemporary social issues 1is therefore ‘superficial énd evén
mistaken. It's lots of fun, but it's'shallow. It does no: win the
respect of the better sé&dents as does the apptoach through the disci-
plines. ' ;

There have been .many attempts to have it both ways at once, and the
attempts have generally not succeeded. A four-year social studies pro-
gram at the high school level which devotes three of the four years to
the disciplines and the fourth year to "Problems of Democracy" is the
most popular séluﬁion to the problem in the United States. In England
and Germany, the approach seems~td be to keep issues and disciplines
separate, with much more emﬁhasis on the pol?pical aSpeéts of the
-issues. However, the study of issues ié only?now-becoming widespread
in these two countries. ) :

Thehﬁroblem'of the relationship betweengfhe disciplines and thé
study of public issues Temains to be solved satisfactori%y. No one at.
the conference, as far as I could see, was satisfied with the present’

state of affairs, and no one had an adequate solution to propose.

-4
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School and .Society

-~

The question '"Dare the schools change’ the social order?" goes back

'to the early 1930s, of course, but it still crops up, and it appeared at

the conference.

The question has never been.answered adequately. One participant
in the conference insisted at<length that the schools are inherently
weak social instruments, and that they can do no more than reflect the

movements and pressures of the larger soc1ety of which they are a part.

_Others--especially the English who were interested " in teaching politics

to'students, and the neo®Marxists in the group——insisted the opposite.
Since the schools work with the entire population at its most impression-
able period, they argue, the schools can indeed change the social order,
particularly if they make the students aware of the large-scale

——-

influences that operate on it. .
This argument has not changed in 50 years. One observation by this
observer might change it a little. It may be that the effect of the
schools on the social order is very long term, and that the argument
since 1930 has overlooked this. For example, the younger generation was
taken, in the United States, by Theodore Roosevelt's campalon for con-
servation. Roosevelt expressed his tlmes S0 accurately that he captured
the 1mag1natlons of a whole generation of youno people. .
Some oF these youno people became teachers. I myself was taught by
such teachers in the 1920s, and I was thoroughly propagandized concern-
ing the necessity of conservation,'the importance of wilderness areas,

and the value of the national parks. When my children came alcng, these

. matters were taken for granted. It is scarcely surprising, therefore,

that the environmental movement has gained such power so quickly. The
way was paved.by Roosevelt nearly four generations ago; it was spread by
the schools,‘and the entire population was prepared. The schools were
selective in what they propagandized in the 1920s. - Prohibition was®an
equally popular movement at the turn of the century, but the schools Zid
not take it up, and it died. The same can be said of other popular
mouements in Roosevelt's time: prevention of cruelty'to-animals and
antivivisectionism, religious revivalism, even most of the!popular music.
It may be,; given this - example, that the schools should think of

themselues-as having long-term effects, ‘and that school people should
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believe that when they speak to the young about an issue with one voice,
the effect will be widespread in a generation or two or three. So it i

may be now, for example, with respect to worldmindedness. -

The Weakaness of the Social Studies

One of the themeejthat recurred was the weakness of ‘the social
studies. This was spoken of more by the English than by the other par-
tieipants.' It seems that it is difficult to persuade educational
authorities in England to give a place to the social studies, as con-
trasted with history or aeégraphy. In England, ''social studles aﬁgears
to mean the study of social issues, and one is reminded of the discus-
sion above of issues vs. d15c1p11nes. However, in the United States the
field is weak, too, especially in the elementary grades. |

Evidenceﬁof this wealkness comes from the widespread practice in the
elementar& scﬁodis of tdking time from the social studies whenever;time

2L tex A . ;
is needed for other purposes, -such as pageants and festivals, fund

. . .r .
drives, collections, and o on. One would not take time from the "3 Rs"

for these purposes, but the social stedies:is [1e) ill'defined that one

can take time from it and it will not be missed.

.,Similarly, Man: A Course of Study was placed in grade 5 eith almost
no attention to what was;alreedy there (typically,.U.S. history). The .
most widely accepted rationale for elementary social stﬁdies is Paul

Hanna's old expanding-environments theory, despite the fact that the

approach has been under attack for years because it does not correspend

with the facts of child development. Horeover, Hanna's:‘own defense of
it (in conversation with this writer) was propagandlstlc--lt was supposed
to lead 1nev1tab1y towerd worldmlndedness. .

The field is weak because it lacks an organizing conceptlon of pur-

s

pose and an agreed-npon content. The conference did not-face this prob-

lem, so the problem remalns ‘to plaaue us.

Politicizing the Curriculum and Research o -

A minor theme at the conference, but one that recurred, was the idea

that the social studies should be the expression of a political *program,

and that unless research in the field gave expression to social injustice,

it should not be done.
- This position is outrageous, from the poiant of view which insists

that students be educated to form their own opinions, especially in the

N



- polltlcal sphere. It violates the freedom of inquiry of students and
researchers, and it promotes a fragile consensus instead oE informed
oplnlon.

The theme arises fr0m the fact that social 1nJust1ce exists in Ger-

many, England,~and the United States. The principal proponents of the

0

theme at the conferencé came from England, where social education
appears to e programmatlc in character. In the International Education
Associatlon 's study of mathematlcs, it was found that the Father's occu-
pation was most.strongly related to achievement in Germany-and that it
was very strongly .related in England; the cdrrelation was relatively
weak in the United States. Class ‘barriers do exist, but it is doubtful

that the way to remove them is to turn the social studles 1nto anti-class

- propaganda.
./,

s

4// . The Research Agenda
vl - Five lines of research that should be productive occurred to me
- during the . conference, both because of things said during the presenta-

tions and as a consequence of some private conversatiouns.

- A

Social Values and Mechanisms of Children

Descriptive reeearch is lacking concerning what children's social
‘values'actually-are. Further work;.a.la Kohlberg; would be productive
of knowledge that would allow us to Know beﬁter what we are doing with
‘children when we 1ntervene in their soclal behavior. I did some of thls

years ago and reported it in a book, Chlldren s Social Values: An Actlon

Research Study. The book was badly rev1ewed an d had no- impact but it

conta1ns~some insights of value. ‘One of them is the flndlno that chll-
dren_spend much-~ of their eEEort in school keeping even the balance of*

aggression and connteraggression, and that the teacher'ordinarily tips
the balance when he or she intervenes. Other equally interesting find-

ings are there to be made. The techniques'of developmental,psychology

would serve the purpose. . o L e

Nature and Content of boclaI/Polltlcal Educatlon [ . h o

It is 1nter°st1n that, among the recurrlno themes of ‘the confer- |

ence, there was 11tt1e or no dlscu551on of the nature and content of
-  social/political education. The dlscu551on dealt at some lenath w1th.

~the general aims of such programs, but scarcelyvat_all wath_what the

. ° O <
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programe should include. I conclude that systematic thought in this

fleld wvuld be productlve. It is easy to f1nd fault with the usual

.Amerlcan secondary soc1a1 studies program, but apparently perplex1no to,

develop. .agreed-upon alternatlves. In many high schools, the soclal,/

studies. program ‘is fragmented beyond'recoonition. ) . ' //
If it were up to me, I would build the entire program around the

concept of national and world citizenship, -with a stronw sequenée/and )

very solid content.- Perhaps a national conference on this tdgi would

o . /
result in,papers that would move the problem toward s ution.

Structure of the Social Studles

Closely related ‘to the nature and content of the social studies is
the structure of the field. As things stand, it is a scattering of dis-

ciplinee, lacking cumulative effect. _ ’
There are several important questions that califfor“examination.
One of these is the place of hietory and geooraphjil Should they be
separate subjects? Should they be comb1qed7 Wade subordinate to an
overriding theme, such as cltlzenehlp? How should ach;evement in soclal

studies be evaluated? What about the reLatlonshlp between social studies

and actual life? What kind of sequence would_lead'to-cumnlative knowl~

edge in this field? - ' LT
What is needed are strong’proposals in response to questions of this
type. ©Perhaps the immediate way to generate'such proposals is.to give

awards for dlssertatlons and papers that deal with the questions, to form

a hloh-level comm1551on on the top1c, to devote nac}onal meetings to the

questions over several years, and in oeneral to call atte tion to the

'problem "and keﬂp attentlon directed to it for Zperiod of time.

Effect of : Social Studles on Attitudes and Behavior of Students:

s L .
Several'research studies have shown that participdtion in social

studies classes has no perceptible effect on the civic-behavior of stu-

dents. Research 'is needed on. why this is so and what can be done.about
it. My own guess is that social stnﬂfes proorams’dg/npt -deal with civiec.
competence-fthe_ekllls required to take part in the.polltlcal community.

In the absence of imstruction in how to do things, the students do noth~-

‘ing, or turn elsewhere for help. We could learn from the labor movement

.

in. this field.: a _ _ , : .



Political Development
The growth and development of . political knowledge, skills, and

‘ attitudes amongz young people would be a very‘fruitful line of research.

_VInathe'absence of knowledge in this field, it 'is -difficult to plan a’

social 'studies, program intended to increase'political knowledge, skills,
and attitudes. Such studies should cover the’ entire range of child _
development, from the " beainning of socialization, at age 2%, to adult _3
life--say, age 25. Social studies people should learn enouOh of research -
technique in child ‘development to take part in such work. - Graduate pro-
grams should stress the’ field to ‘the end that students may emerge from
such programs equipped to carry on the work '
Concluéions o fi
From my point of uiew, the/conference was both productive and disap-

pointing. It was instructive for me with respect to the social studies

in England and Germany. Cértain ideas were presented with which I was

° not familiar, so I felt educated. As I have indicated I w1as sorry that
there was not more talk about the content--the curriculun——of the field.

That will have to wait for another occasion, which I hope will come soon.

.

!
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RELATED RESQURCES IN THE ERIC SYSTEM =~ .

- h . Social/Political Education in Britain \\\\;

- L

Dav1ee, Bronwyn "An Ana1351s ‘of ‘Primary School Children's Accoun‘s of
Classroom Interaction." British Journal of Sociology of Education
.1, mov 3 (October 1980), pp. 257-278. EJ 235 325. - .

Describes the social world o6f childhood as told to. the author by a
group- of primary school children, with-particular reference to the class-
room. Results reveal a complex knowledge of the values of social inter-

® action. Knowlng how to be competent members of the classroom was a pri-

- . mary concern.

Demaine, Jack. ''Sociology of. Educatlon, Polltlcs and the Left in Br1—
tain." British Journal of Sociologzy of Educatlon 1, no. 1 (March
1980), pp. 25-47. EJ 222 606.

Examines and cri_icizes theories and arguments in contemporary

" sociology of education and points out 11m1tatlons in these theories.
Topics discussed include the Labour party's contributions to_educational
policy, education and democratlc ‘socialism, and political educatlon in

the curriculum.

.Derrlcott Ray. "Soc1a1 Studles in Enaland Perspect ves, Problens and
Recon51deratlons. International Journal of Political Education 2, -
no. 3 (August 1979), pp. 213-233. EJ 224 472,

Examines social studies in Enaland in light of political develop—

ments such as increase in demand for local educatlonal .control ia Scot-

. land and Wales and closer economic and soclal ties between England and
the. European community. New directions for c1t12ensh1p education are
,_recommended which reflect these developments End encourage students to
“develop cr1t1ca1 thlnklng skllls. ' . .

“Harrles, Elleen.‘ "Curricuium Continuity in'thetsocial Stddies," Educa-
tion” 6, no. 2 (October 1978), pp. 46-50: EJ 199 O016. .

The. author presents’afgeneral frameworx//; social studies .concepts
and. inquiry processes to be developed in/fne middle years, which corre-
-lates to primary and secondary offer1ng§ and whlch is appropyiate to the
development stages of students ages 8-13. = : ,

~ _ - o :
Klng, Ronald. "Weberian Perspective and the Study of Education." British
- Journal of Sociology of Educatlon 1, n03:1 (March 1980),\pp 7-23.

EJ 222 605. ; - Mﬁﬂ .

" Consideis the soclologlc\rnresearch~of Max Weber in relatlon to
recent. sociology of education. Elements of his approach (social’ actlon,-
power, .authority and’ bureaucracy, 1deology, and class) are compared w%th
other approaches: :

-,
'
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Social Science Teacher 5, no. 1‘(Deceﬁber 1375). ,ED"L42-495;

. This issue of Social Science Teacher contalns'arglcles and resources
related to social science teaching on the elementary and ‘secondary levels
in England. There are five sections: articles, miscellaneous, reviews,

_resources, and “briefings. The three main articles in the issue discuss
the role .of environmental studies in social science curricula, the third
world and third world studies, and pros and cons of interdisciplinary

i

programs.

Social Science Teacher 5, no.‘Z'(FebruaEy 1976), no. 3 (April 1976), and
no. 4 (June 1976); Social Science Teacher 6, no. l'(OctOber 1926).
" and ‘no. 2 (vaember 1976). ED 142 496. ‘ ,

All five 1976 issues of ‘Social “Science Teacher are presented here.
They ccatain articles and resources for -social science teaching on ele-
mentary, and secondary levels in England. The February issué examines
assessment of social science programs, the ideological potential of high
‘school sociology, and an experimental program of "linkage" whéreby 'stu-
dénts in two schools teach each other by exchanging learning packages.

Articles in the April issue focus on social change and social control as.-

goals of studying society, usefulness of traditional standard examina-
tions for new social” science cuvrricula, "and: an exparimental soeiology

. _program which studies community rights. The June and October issues are
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special editions on school textbooks and curriculum projects, and games
and simulations, respectively. The November issue includes articles on
cultural studies—and values education and on .teaching the concept of

role. -

©

: ‘ Socizl/Political Education in West® Germany

Dumas, Wayne, and Williamvé Lee. "Politische Bildung: The Social .
Studiés in West Germany." History Teacher 9, no. 2 (1976), pp. 28—
243, EJ 135 152.

The sequence, content, instructional goals, methods, materials, and
ciassroom environment of West German social studies education are
descrlbed

Forsback,'Marlene; The School as a Democratic Institution: The Problems

of Teaching Social Studies in the Federal Republic of Germany.
Bonn: Inter Natiomes, 1974 (11 pp.). ED 107 590.

In recent years, political and social studies have been under revi-
sion in the individual states of the Federal Republic of Germany. Many
states have issued framework guidelines for the various school branches
and levels to provide teachers with orientation aids. Progressive edu-
cators See the goal of political and social studies as being more than
‘just the imparting of knowledge via politicai, social, economic, and legal
institutions. They are' more concerned with awakening interest in these
things with the aid of a knowledge of interrelationships and events.
The goal is the articulate citizen capable of criticism and thus the
creation of the preconditions for democracy and .further democratization.

. Two learning objectives developed by the state North Rhine-Westphalia
.are the ability and willingness to think in terms of political alterna-
tives, to work as a member of differeat social groups, and to display



- concrete teaching processes so that the school is a public showcase of a
democratic institution. ,

Hilligen, Wolfgang.'n¢Repert on the Distance Studies Course "Social
Studies." Bloomington, Ind.: Institute of German Studies,’ Indlana
Unxver51ty, 1976 (72 pp.). FD 129 667. -

An innovativesocial studles teacher education program at the Uni-~
versity of Tubingen, West Germany, is described. The problems, aims,
and structure of the course of study as well as general theories .of
Learning in West Germany are discussed and these educational phenomena
are compared Wwith“their American counterparts.

Holtmann; Antoniué. ‘Some Remarks on-the Theory of Political Education.
Bloomingtcn, Ind.: stitute of German Studies, Indlana Unxver51ty,

1976 (49 pp.). ED 12y 666.

Thls theoretlcal discussion explores pedagOglcal assumptions of
political education in West Germaﬁy. Three major methodological orien—~
tations are discussed: = the normative-ontological, empirical-analytical,
and dialectical-historical. The author recounts the aims, methods, and
basic presuppositions - of each of these approaches. Topics discussed
includé what is and what is not learned ' in schools, how teachers might
talk about. political education, how to formulate political and educa-
tional ideas theoretically and how to conceptualize them, to what degree
theoretical positions can be called political, how theories are discussed -
in political didactics, and literature on the discussion of political
didactics within West Germany. Views of socialist Herbert Marcuse and
liberal Karl Popper are compared in an attempt to show politics as the
coq/;ete expression of .theories extracted from the humanities and the
sciences. . Remarks on the paper. by Cleo Cherryholmes at Michigan State
University and Klaus Hornung at Padagogische Hochschule, Reutlingen, West

- Germany, are included. German bibliographic 'sources are cited in the

document.

3

Kuhmerker, Lisa. "When Sesame Street Becomes Sesamestrasse: Social
Education for Preschoolers Comes to Television.” Social Education
40, no. 1 (January 1976), pp. 34-37. EJ 130 273.. .

A German version of the Sesame Street television saries which 1nte—
grates soclal and polltlcal educatlon is d»scrlbed. '

Kuhn, Annette. '"Leading Positions~in Political Education in the Federal

Republic of Germany Today." International Journal of Political
Education 1, no. 1 (1977), pp. 33-43 EJ 168 609. v N -

Surveys .leading positions in- poIltlcal education in Western Germany
"and outlines the main aspects of neoconservatlve, 11beral and socialiist

thought. . °

’ Merritt,‘Richard L., et al. "Political Man in Postwar West German Educa- - — =
tion." Comparative. Educatlon Review 15 no. 3 (1971), pp. 346-361.
EJ 045 630. _ - ' _ , L .
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. Minssen, Fried;iah; Political Education in the Schools of the Fedaral
-Republic of Germany. Bloomington, Ind.: Institute of German
Studies, Indiana University, .1976 (33 pp.). ED 129 665.

This paper examines” West Germany's educational system by dlscu551ng
the status of K-12 political and social studies educatlon. It was ot
until the late 1960s that social studes education was introduced as a

- subJect on a wide scale into West Germany's school curriculum. The
reason for its introduction and development was the desire to supplement
the traditional German conception of a democratic state with elements of
American democracy as a way of life. Empirical studies dealing with the
results of political education from the 1960s indicate that attitudes
regarding more democracy, less prejudice, and a greater .readiness to cri-
ticize and participate in the political process have not changed much. ’
This is due to several factors: the lack of a central institution which
would determine objectives of social studies education and deal with
‘pedagogical and methodological problems, the lack of special training of
many teachers in social studies, and the tendency of many tenured teachers
to rely mainly on poorly written textbooks -and not to utilize audiovisuals
and other Supplementary materials. Two reactions to the paper are also

included.

Renker, Gerd. "The Stony Path Toward Responsible Citizenship: Forms of
Political Education in the Federal Republic of Germany." Western
- European Education 6, no. 4 (1975), pp. 52-68. EJ 116 722.

The evolution of political education in Germany from the late 19th
century to:the present is outlined.

Ulsofer, Robert. '"Political Educatlon. in German Instructlon Three -
Models of a Politically Oriented Pedagogy." Deutschunterricht 24,
no. 2 (1972), pp. 5-i8. EJ 061 586.

Social/Political Education in the Uaited Statés

Barth, James L., and William R. Norris. "Where Have All the Ingquiries
Gone?" Indiana Social Studies Quarterly 28, no. 2 (1976), pp. 26-32
EJ 148 937.

Three teachlng traditions of social studies are examined and com-
pared: (1) social studies taught as citizenship transmission (tradi-
tional), (2) social studies taught as social science and history, and
(3) social studies taught as reflective inquiry (reform)

o

Cnerryholmes, Cleo H. "Social Knowledge and Citizenship Education: Two
Views of Truth and Criticism." Curriculua Inquiry 10, no. 2 (Summer
1980), pp. 115-141. EJ 227 840.

A summary and a critique of c1tlzensh1p educatlon that defines it
as education for decision making within a democratic society. Ethicsl
and epistemolcgical aspects of the fundamental assumptlons are clari-

fied. - .

-
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English, Raymond. '"Ten 'Discoveries' About Basic Loarnlno " Social
Education 41, no. 2 (February 1977), pp. 105-107. EJ 152 385.

Ten conclusions about children's learhing are presented from 5.
years of research by the Educational Research Council of America. These
include effectiveness of short textbooks, interest in learning technical
words, need for social science curriculum to challenge, and detrlmental

" effect of ingrained teacher attitudes to teach social studies by rote.

Morrissett,. Irving.- "Citizenship, Social Studies, and the Academician."
Social Education 43, no. 1 (January 1979), pp. 12-17. EJ 193 299.

Reviews and often refutes positions concerning the nature of social
studies. Focuses on how the social scientist relates to three commonly
accepted elements of citizenship education: (1) knowledge, (2) partici-
pation, experience, and decision making, and (3) values and attitudes.
Proposes an elimination of the bagrler between social ‘scientists and
social studies educators. :

Morrissett, Irving. "Curriculum Information Network Sixth Report: Pre-
ferred Approaches to the Teaching of Social Studies."” - Social Educa-
tion 14, mno. 3 (March 1977), pp. 206-209. EJ 154 277..

Survey results of 440 educators who designated preference for one of
these social studies approaches: history, experience, critical: thinking,
social science, involvement. Although critical. thinking was the first
preference, more than 70 percent of the teachers expressed belief that~
history was the most frequently used approach in American publlc sthools.

~

Popxew1tz, Thomas S. '"Myths of Social Science in Turriculum.' f Educational
Forum 40, no. 3 (1976),-pp. 317-328. SEJ 145 750. ' '

Examines certain assumptions about social ‘research Wnluh guide
teachlng and give power and authority to curriculum.

°~.

Tre—

-

Rice, Marion J. "Soc1a1 Sc*enc s as School SubJects. The Case fcr the
Dlscipllnes. Journal of Research and Development in Edﬁcatlon 13,
no. 2 (Winter 1980), pp:r 123-132. EJ 233 073. ;

A definition of "the disciplines” is presented along. with a case
for organizing curriculum on the basis of the social sciences. Several
arguments . aoalnst the dlscipllnes are discussed and’ reJected

&%

N Rogers, Vincent, and Raymond H. Muessig. "Social %tudles: What-Is Basic?"
Teacher 98, no. 3 (October 1980), pp. 41-49. EJ'23I 370. :

In this symp051um, six social scientlsts examine their: flelds (his-
tory, geography, political ‘science, economics, anthropolog v, sociology)
and .-identify essential concepts to serve as a foundation and a set of
guidelines for classroom work. .

-

Comparative Views ’ i

Adult Political Education in West Germany and. the United States: Papers
and Discussion. Bloomimgton, Tnd.: Institute of German Studies,
Indiarna Un

1ver51ty, 1977 (34 pp.). ED-151 291.
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The document contains the texts of two speeches and a group discus;

. sion of. adult polltlcal education in the United States and ;Germany from

a conference that compared recent social, economic, and pol;tlcal devel-
opments in the two countries. The first speech characterizes adult
political education in Germany as constituting :approximateiy 10 percent
of the total adult education program. A clear relationship'is indicated
between recent demands for political education and disillusionment with
highly industrialized mass society. Review: of ten political education
curricula currently in use reveals high' interest among adults in West
Germany in busipess, the family in modern society, educational policy,
citizen actiofi, the social market economy, and European integration.
The second speech focuses on the United States and explains recent adulg
education demands as a result of dissatisfaction with corporate authority
and a demand for citizen participation at all levels of decision .making
The third report presents a discussion by German and American educators, ~
government officials, and spokesmen from political institutes of the

first two papers. Topics discussed include the relationship between

political action and political learning, causes of the renaissance of

interest in adult political education, cultural enviroanment, and changes

in adult. political perspectives as a result of political education. The
conclusion is that additional data on the nature of participation in

adult education programs will be requlred before valid cross—cultural

—

" comparisons can be made.- - - -

Geipel, Robert. '"Curriculum Development and Society: West German Geog-
raphers Respond to the American-High School Geography Project. w

——— - Journal of Geography in Higher—Education 3, no. 1 (Spring 1979),

pp. 84-85. EJ 203 848.

Compares emphases of the American High School Geography Project
with the West German curriculum development project. ©Notes the Garman
project's stronger relationship fo social issues and .political educa-
tion. Concludes that the German geography project has lost momeatum,
but that tne ideas have reached most teachers. .

-

Gross, Richard E., and David Dufty, eds. - Learning to Live in Society: ' -
Toward a World View of the Social Studies. Boulder, Colo.: . Social
Science Education Consortium and ERIC Clearinghouse for Social
Studies/Social Science Education, 1980 (294 pp.). ED 133 430.

Social studies education in 22 countries is described. The purpose
of the publication is to stimulate international communication and cross-
cultural study among practitioners in different countries. The introduc-
tion to the report discusses issues related to social studies eggcatlon

.and to international communication. Common concerns, curriculun

approaches, educational practices, and methods are outlined. Significant
differences are noted in terms of national wealth, -quality of school

‘life, attitudes toward the legitimacy of social persuasion and social

. . N s . . . '
activism, and attention given to individualization of instruction and
specific learning difficulties. Common problems include defining the
scope and nature of sociéi/sxuﬁies, the lag between new knowledge and :
teaching, curriculum innovation,- assessment and examinations, develop- .
ey : .
ment of 1ntercul£ural curricula, and -information-retrieval. Existing
communicatisnéfforts in research, program development, and professional
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Australia, Brazil, Britain, Canada, China, Costa Rica, Demmark, the
Fegéral Rgpublic of Germany, Guatemala, Indonesia, Israel Japan, Kenya,
apua New Guinea, Philippines, South Korea, the/Sovlet Union, Spain,
Sweden, Tanzania, the United- States, and Zambla. The basic format pre-
: sents the social enviroument, the educational setting, an overview of
LT social studies educatlon, curriculum descr: ptlons, and school organlza-

tion. _ . _ : .

Le ,'William B., and Wayne Dumas. "Education in Western Germany: A Five
Minute Update." Contemporiry Education 50, no. 1 (Fall 1978),
pp. 50-51. .EJ 195 487. ~

In guestion-and-answet format, this article outllneq some issues
regarding perceptions about contemporary social studies education in
West Germany with some comparison between that system and the American-

one. : . .

Mehlinger, ﬁbward'D.; and Jan L. Tucker,:eds. Social Studies in Other
Natioms. Washington, D.C.3 National Council for the Social Studie
1979 (102 pp.). ED 174 540. :

This book describes- social studies programs, citizenship education,
and major social studies issues in the Federal Republic of Germany,
Thailand, Japgn, Nigeria, England, and the United States. The first

. chapter considers the transnational nature of the social studies, traces
the development of .social studies, and discusses effects and need to
"internationalize" social stydies in the United States. Next, the
section on Germany discusses .the organization of the public schools and
political education in postwar Germany. Social change and institutional
reform are major issues. The report on England focuses on' the structure
of, the educational and examinztion system._ Major issues center around

-

s .

S cultural pluralism, decentralized decision making, .and multiethnic edu=—
- cation. The flnal réport on the United States discusses global chal-
lenges. . S

-

Nelson, Jack L. "Natiopalistic vs..Global Education: An Examination of
National Bias in the Schools and Its Impllcatlons for a Global
Society.”" Theory and Research in Soc1al Education 4, no. 1 (1976),
pp. 33-50. EJ 145 463

. This article discusses the history of nationalistic -education;
; describes examples of it in Poland, Germany, Frarce, Russia, and China;

: and examines selected requirements related <o it in the United States.
Several approaches for makling nationalist educatiom moze relevant to a
global society are presented :

Reld William A.,: and Decxer F. Walker, eds. Case Studies in Curriculum
Change:.Great Britain and the United States. ‘Boston:  Routledge
and Kegan Paul, 1975 (268 pp.). ED 104 754, o . -

--———-.-— —In order to provide the educator with effective ways to translate
~ new curriculum goals into.classréom practice, this book. presents seven.
~—-case studies of curriculum change ia Great Britain- and’ the~Un1ted States.

The studles offer descrlptlons of a varlety of phases 1n plannlng and

L I A - ) 1.

ERIC

Aruitoxt provided by Eic:



: (2) "Vegotiatino Curriculum Change in a British College of Education,"

" (3) "Curriculum Development in an Art Project," (4) "The Head Teacher as
Innovator: A Study of an English School- District," (5) "Handling Innova-
‘tion in the Classroom: TWwo Scottish Examples,":(6) The Diffusion of
Keynesian Macrogconomics Through American High School Textbooks, 1936-
70," and (7) "THe Changing Curriculum: Theory and Practice."

Torney, Judith V., et al. Civic Education in Ten Countries: An Empiri-
cal Study. Stockholm: Intetrnational Association for the Evalua-
tion of Educational Achievement, 1976 (341 pp.). ED 132 059.

The political education of young people in West Germany, Finland,
Iran, Ireland, Israel, Italy, Netherlands, New Zealand, Sweden; and
United States is examined. Purposes of the study are to (1) define
civic education cross-nationally, (2) deal with methodological problems
in assessing student achievement and attitudes, (3) convey a detailed
picture of student kncwledge and attitudes,- "(4) assess<the 1mpact of
home and school on knowledge. and attitudes, (3) relate characteristics
of school and national pdlitical systems to affective and’ ‘cognitive out-
comes, and (6) consider the place of a comparative civic-education study
in political socialization research. Classroom—administered question-
naires -covering factual knowledge, civic attitudes, perception and
understanding of political:processes, and background information were
answered by more than 30,000 ‘10-year-olds, l4-year-olds, and pre-
‘university students. Answers were analyzed to si2w similarities in
political ‘education. in different countries, to show 10w processes of —

_____influence, aad-to—compareage=level results.  Results showed that class-
room climate was more important than classroom practices. For example,

* more knowledgeable, less authoritarian, and more interested, though mot—--—
necessarily more democratic, students attended schools where they were.
encourazed” to have free discussion and to express their opinions in class.

Cause and effect was conJectural only, but mental development and age of

students proved important. . . .

-
»
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