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What problems and challenges do today’s stidents face during the
, . 1980's? Such a question forces teachers and curriculum planners to
v - rethink and reevaluate the rationale and content of instructional pro-
grams for the 80°s. Current world problems, from turmoil in the Middle
* East to galloping inflation at home, compel teachers to provide instruc-
tidn now that takes into consideration future societal néeds
This collection of arficles edited by Jack Allen and published under
the auspices of the National Education Association offers to the class-
room teacher emphasis and direction for such future planning in social
“studies education. Included are chapters describing the purpose of social+
+"  studies education; the use of both history and geography in teaching
T social studies; the inclusion of cultural pluralism as a humanistic dimen-
sion in social studies education; the changes in values brought about by
an urbanized world; the importance of a global understanding of our
* world; the incorporation 'of basic skills instructipn intd a social studies
-program; and the teaching of values and the societal forces infthencing *
values today. The information, opinions, and attitudes expressed in
these articles can assist classroom teachers in determining what educa-
« tional priorities are appropriaje for students.
. Whilé some authors have included Thow to” suggestions for teach-
lng students various concepts such as the uneven distribution of limited
'desources, the complexity of world problems, and the importance of
different viewpoints, most of the wnting emp’}usues the “why” and
"what” of social studies programs. Importance is placed on readying
* $tudents for sacrifices and changes in the near future and on helping
_ them develop skills that will enable them to make wise choices in a
world becoming more dependent on technology. Teachers are reminded
- of their important role as models and asked to examine their own values -
+ 4" and behaviors. .
' Educators are interested. in ensuring that students are taught those
, .skills consideretl basic for coping in today’s world. Although the full
impact of the movement toward basic skills instruction is andear, in
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some cases a shift toward such instruction can mean a shift away from
social studies programs. What is more basic than developing informed
and effective citizens? We must consider the consequences of long-terf
neglect of appropriate social studies education
- Acquiring the skills, knowledge, and values needed to make decn-
_ sions, think critically, and cooperate with others must have high priori-
ties in the 80’s. A child should learn that the world is broader than his
or her own neighborhood and that actions taken in one country can
directly affect living conditions in another area of the world. Programs
“should help students, clarify their feelings about newly acquired knowl--
edge. : R :

The final chapter of this book examines the role of the social studies
teacher in the 80’s. The author predicts that what will happen in pro-
grams for the social studies depends on teachers—teachers who are
concerned and willing to do.what is necessary to egcourage students to
Tecognize the importance of the individual in a world demanding coop-
eration, The classroom teacher who has read thede articles will be better
prepared to defend and promote social studies education as an essential

part of any school’s curriculum, ' - .
' ' - : | Carol J. Golden
» s ]ackson and Whittier Elementary Schovl
N ‘Everett, Washington -
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In 1939 a curriculum bulletin entitled The Future of*the Social Studies

was published by the National Council for the Social Studies. Edited by ‘
James A Michener. who was at the time an active'social studies educa- &
tor, the bulletin was a collection of 15 different proposals for an experi-
mental social studies cusriculum, each put forth by a'recognized leader
in the field. In 1959, approximately two decades later, a Commission on
. the Social Studies of the same Council also considered the future, but ~ »
" in another manner [n a document entitied Curriculum Planmg_i_n American

Schools; The Sociul Studies, the Commission studiously avoided recom-
mending a specific curriculum design, electing instead to identify sig-
nificant educational issues and provide a rationale for the planning of
relevant programs. Now, another body of social studies educators again
goes about the heady business of exploring the future. °

_ This current.monograph, developed under the auspices of the Na- v
tionarEdu_cation Association, approaches t{ﬁ future—the 1980's—in a ..
" way somewhat different from either the 1939 or the 1958 statements.
Like the 1939 bulletin, it employs a body of professionals, each func-
tioning independently; like the 1958 report, it offers no specific grade-
level proposals. But uniike either, its contributors appro'ach the social
studies from a variety of vantage points relative to goals, content, and
strategies. Collectively, the contributions tend to be reflective rather .
than prescriptive. Mindful of the futurist axiom that wnpredictability is ’
the name of the game, they suggest gmphases and directions. Readers
in search Of the key to a specific curricelum design may experience
. initial disappoihtment. But curricular ifhplications abound, Moreover,’
they can either be identified with existing course arrangements and
. grade placement or be suggestive of new ways to fashion a scope and *

sequence. T : ’

The opening chapter speaks to the perennial question concerning

the nature of social studies. Recognizing the presence of conflicting
views and traditions, it diverts attention to purposes commonly keld
and implies tha‘f definitional differences, often vigorously expressed, - ¢
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maamount ultimately to little more than semantic quibbling. The
secon )ancf thyrd chapters percewve the so_clalhstudles,, 1 general terms,
as two-dimendgpat The former recognizes the assignment to social
studies of the main responsibility for satisfying the citizenship educa-
tion tgsk in American schools The latter affirms that the social studies
+ also shake a vital contribution_ to the humanstic experience
]:range of knowledge and understandings required by society, now
and n the future, encompagsses the subject matter of Chapters dghrough
3 The yges ot she past at a hhme when technological innovations and
. globat upheavals are revelutionizing human society, the physical reali-
ties of the stage on which"the drama 1s being played—these historical .
» " and geographical Ingredients.are famihar social studies fare Less hoary,
but highly significant for the tuture, are three additional ingredients,
. cultural pluralism, as a phase of mounting interdependence, urbaniza-
* ton, as a process altening dramatically both societies and values, and
global perspective, as an increasingly compelling requirement of mod-
ern life In addition to these major knowledge ingredsents, space hmita-
" ‘tions prevent attention to a number of laudable, and frequently more *
transuopz emphases, such as law-related educatlon, career education,
and a host"of others “ :
Skills especially endemac to social studies education are detailéd in
Chapters 9 and 10 Basic skills. particularly reading and writing, are
examined in the former and include the firm admonition to teachers of
) social tudies that they accept a proper share of responsibility for their '*-
“development Societal skills, such as degision making, are considered in
‘€hapter 10, with emphasis placed on their essentiah role in effective
social and civic actiop ’ :
Values education as an itegral component of social studies instruc-
tron is the subjedt of Chapter 11 Recogmzing that values are the stuff i
of culture and being aware of the umiversality of cultural change, the
role of the social studies in helping students clarify theiy values is seen -
as a paramount objective g
*  The largej society beyond the classroom has its own unique roles
to play in social edugation This is the message of Chapter 12. Educa-
tional forces, formal and \nformal, are éJntin uously operative in a mul-
timedia. interdependent world, they need to be recognized and under-
stood by a citizenry, including educatog_ aesirous of assessing -the
rehability and validity,of social learming, in and out of school
. Confronted with the requirements of an unpredlctable future, how
are those who teach students to cope? The closing chapter exan;\mes this

troublesome question Predictably, it emphasizes the necessity for true
L
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educational professionals to regard their awpn education as an ongoing
process It ingists that if teachers are to guide learners toward recogniz-
able reality rather than some fanciful imaged past and present, they, too,
must remain learners. ot

* . Jack Allen
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5 _ CHAPTER 1

N
'7713 Nature ;md Purposes of Social Studies
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Some of the children who entef first grade in schools imth’d.lnited

States during the 1980°s will graduate from colleges and uriiversities and

enté¥ the work force after the year 2001. What these first graders learn

= betweqg 1980 and 2001; what views they hayeof life in the new cen:

tury; what knowledge, skills, and attitudgs.tﬁey acquire in their schools

will determine their capacity for leadegship and influence their personal
happiness. o

Many people would assume’that these young women and men will

be able to meet the problems of a new centuiy in a new world. But will

they be ready? This d/epénds largely on whether schools prepare them

’ for the world that je'going, the twentieth century, or for the world that

is coming. The one dimension of schooling that has prime responsibility

. in this regard is social studies education The challenge before the

o

studjes in particular—the twenty-first century has already arrived

DEFINING THE SOCIAL STUDIES
It ;s impossible to offer a single satisfactory definition of social

» studies within German schools . when discussing social studies
in Germany, at least six different terms—"Sozialkunde,” “Gemein-

13
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schools is that—in the field of education in general, and the social
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schaftskunde,” “’soziale Studien,” “politische Bildung,‘"fﬁ‘Cesell-
schaftslehre.’” and “"Geschichte/Politik”"-~may be used.
The confusion over terminology reflects the confusion that
besets other aspects of social studies The different expressions that
~ stand for social ®udies indicate the absepce of agreement in the
Federal Republic of Germany on the goals. content, structure, and
theoretical basis ‘for social studies!

Although the above 1s drawn from the opening of a report on social
stucdhes in the Federal Repubhc of Gé&many. many social studies educa-
tors would say that it could be accurately applied to the Uimited States
of Amenca. " A

Three Views of Social Studies . X
* Unlike ofher school subjects such as nfathematics or science, one

finds that pepple in thafield Nold varying opinions on the nature and
purpose of/soqal st The social studies in the United States are
often considered by social studies educators and thecreticians in three
distinctive ways as the social sciences simplified for pedagogical pur-
poses, as citizenship transmission, and as traiﬁil}g in critical thinking

The social sciences upon which social studies draws include an-
thropology. economics, geography. history sociology, psychology, and
political science. John V. Michaelis and A Montgomery Johnston are
among those who describe the relationship between. the social studies
and the sotial sciences. They conclude that socigl studies draws most of
its content from the social sciefces anad"that these concepts and generali-
zations are simplified and taught along with the methods of inquiry of
the social scientist Curriculum planning in the social studies draws data
related to the democratic heritage as well as to society’s values, prob-
lems, and ‘changing conditions flom the social sciences. In addition,,
the social studies draw data from the socal sciences for psychological
foundations of curriculum planning related to socialization, child
developmbnt; and other psychological-methodological aspécts of in-
struction .2 L

Many schooks across t]ﬁe country, as well'as several textbook pub-
lishers, have substituted th terrthz:’samres‘ for social studies, referring
to the high schaol “social s%:ce teathers” or to the company’s elemen-
tary “social science series ” The ERIC clearinghouse jn the field is called
ERIC ChESS, ERIC Clearinghouse for Secial Studies/Social Science Ed-

‘ucationy,

Others feel {hat the soci%l studies are charged with transmitting our

"culturat heritage Citizenship transmission draws on those moral and

ethical values thdf are commonly accepted as basic elements in Ameri-

L
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S
.and reflective inquiry have no business in the schools! *

“Socrates, Plato, and Thucydides. and feel that “facts from which no -

£

- cannot bécome effective citizens in our rapidly changing and increas-

on public.and private matters of social concern."*

, effective decision makers singe some decisions involve essentially mat-

“assumptions involved in their interpretation of facts and of the moral

\mmmanzed by. Figure 1.7 < i

can life. There is usyally a strong emphasison history and concepts such.
as the free enterprise system. There is’common acceptance of a body of
knqwledge that is required for a good citizen and an effort to transmit ,
this knowledge.> George Weber and the Council for Basic Education |
feel strongly that the schools can effectively teach.only our nation’s
history and geography and, therefore, should stick %o the basics in-

volved in passing on our cutural heritage. The behavioral sciences, they
state, are too complex for elementary'and secondary students; valuing

.

Still others- view social studies as being pnmaply concerned with
reflective thinking or decision making. They trace their roots back to

conclusion can be drawn are hardly worth’ knowing” and that the “mark
of the.good citizen is the Quahty of decisions, whnch he (or shej reaches

_ Proponents of this viewpoint feel that students should be equipped
with a strong base of factual information so that they can become  “°

ters of fact. Most degcisions, however, involve values as well a¢ facts.
Students, must have Valuing skillé if they are to consider the value

and ethical queshons they are trying to answer. Shirley H. Engle.. the
major praponent of. feflective i mq’wry, states:

If the quality of dkcision- makmg is 1o be the primary concem of’

social studies instruction. . ..’ we must n fovide the oppor- ‘ €
tunity for decision®naking but we mutt LY Jétisions are

made in keeping with well knewn rules of scnence and logic and

that students get practice in pakmg* heir decisions. s

Perhaps the three theoretical views of+ghe social studies are best

« As’social studies moves through the 1980 s, there needs to be a
greater reahzatlon among theorists and speqahsts in the field that there -
is no dichetomy bgtween citizenship transmission and good social sci-
ence, or betweerl decision making and good social science. Students

ingly inberdependent world :Lﬁles?they have a good understanding of
some of the fundamental concepts of the social sciences drawn from
their national and global heritage. In order to deal with the dynamics
or changing nature ¢f kno\vledge and to solve new problems orunder- - g
stand new developments in the future, they must also have effective ..&
analytical skills and perspectives. + -, !
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FIGURE 1

Tue Tugee Soctar Stunies TraDITIONS

s

Secal Studies Jaught as
Cihizenship Transmission

Soctal Studies Taught as
Soaal Saenee

Sonal Studres Taught as
ﬂrﬂe{hw {l'l't,’mry

Citizenship 1s best
promoted by
inculcating right
values a5 a
framework for
making decisions

7

.| problems

Citizenship 1s best
promoted by decision
making based on
mastery of social
sclence concepts,
processes, and

o

-
Citizenship 15 best
premoted through a
process of nquiry In
which knowledge 15
derived from what
citizens need to know
to make decisions and
solve problems

Transmission
Transmission of con.
}pts' and values by
such techmgues as
textbook, recitation,
lecture, question and
answer sessions, and
structured

problem-solving
exercises

Discovery  Each of the
social sciences has
its own method

of gathering and
ventying knowledge
Students should
discover and apply
the method that 1s
appropnate to each
soclal science.

Reflechve Inquiry.
Decision making 15
structured and
disciplined through a
reflective iInquiry
process which aims at
identifying problems
and responding to
conflicts by means of
testing 1nsights

Confent

Content s selected
by an authornty
interpreted by the
teacher and has the
function of
Mlustrating values,
belefs, and attitudes

L ]
Proper content 1s the

structure, concepts,
problems. and pro-
cesses of both the
separate and the
integrated soaal
science disciplines

»

Analysis of individual
Citizen's values yields
needs and interests

“twhich, 1 turn, form

the basis for student
self-selection’of .

problems Problems,
therefore, constitute

*Ithe content for

reflection.
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Student Perceptions of Social Studies .
The nature and purpose of the social studies at times appear con-
. fusing to the intended audience. students. Polls conducted during the
1960’s at Boston University® and by the Louis Harris organization®
indicate that students find history, geography, and other social studies

*




courses less interesting and more irrelevant than most other school
subjects

The curriculum activities of the 1970's have had some 1mpact on
student attitudes antl on théir perceptions of social studies Elementary
students participating 1n a project of the National Associahon of Ele-
mentary School Principals expressed a positive feeling about social
stuches in general and about the study of other nations and other peo-
ples in particular 1° In another recgnt study, students 1n high schools
across the country indicated a positive view of social studies in compari-
son to other courses These students felt that social studiés made use of
a wide range of learming materials and activities, and required more
student decision making than most other courses.!! In yet another sur-
vey, twice as mahy students felt that learning mathematics and English
was much more imp tg:l for entrance“into their chosen occupation
than was social studieds these students ‘also perceived class work in
social studies as less difficult than math of English. In order to improve
the nature of social studies courses, students recommended that teach-
ers require more drawing of conclusions from data, teach analytical
skills, and give fair and adequale treatment to the study of minority
groups and other cultures '

. The more positive interest in social studies may be related in part to
the impact of the many curriculum project materials developed in the
1960"s and implemented in the 1970’s. Although their impact may not
have been as tremendous as some had hoped and others allege, these
materials have had a considerable effect on practiges’ Incorporated in
social studies classes. This conclusien is justified based on reviews of
impact studies by such noted social studies researchers as Carole Hahn,
Thomas Switzet, Frances Haley. and others. One is also struck by the

* impact of the new social studies when comparing the commercial text- -
books and other available materials of 20 years ago with those being
published today.!? Students have had access to different instructional
matérials that.may have resulted in their more positive views of social ’

- studies : . " -

- ' . Y ' v

MAKING SOME BASIC ASSUMPTIONS ' e

-

In contrast to the 1960’s and 1970’5 however, new curriculum
development at a"national level has been almost nonexistent in the
1980’s. In addition, it des not appear that there will be a major influx
of federal and/or foundation funds for this purpose. As schools examine
their programs, aldbpl new texts, and revise their curriculums,they will
have-to look to other sources for guidance. It is essémtial that a frame-

¥ . ' .
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work that emibraces a set of assumptions on the nature and, purpose of
sacial studies education be used both to assess existing programs and to
evaluate new program options The revised curnculum gurdelines of the
Natienal Council for the Sacial Studies are based on the history and
research in the field, they provide for a blend of citizenship training,
good social science, and the effective development of decision making
and of data gathering and data processing skills The guidelines are
sensitive to the needs and interests of students and to the real world of
the classtoom teacher Onginally developed in'1971, revised in'light of
experience with them in the schools, and updated to represent current
research and development, the'guidelines can serve as an effective blue-
print for the 1980’s .

An adapted vefrsi:zélhe guidelines is presented below. The offi-
. cial NCSS position statement includes a rationale; an overview of the
role of knowledge, abilities, valuing, and social participation in the
social studies, and the nine major guidelines, accompanied by 74 stan-
dards delineating the guidelines,as well as by suggestions on how to use
the guidelines for social studies needs assesgment 4
L] .

Guidelines for the 1980s"

1

Social studies programs for the 1980s should be directly related to the age,
maturily. and concerns {kh&dm:‘s :

Programs should take into account the aptitudes and needs of
the learners and provide all students with formal social studies
experiences at all grade levels from kindergarten through high
school.. Provision should be made”for student input into the -
formulation of goals, the selection of ihstructional materials,
the identification of areas of concern for study, and the assess-
ment of the program.

Socral studes prograses for the 1980's should deal with the real socwal world,
Programs should focus on the world as it really is with its
strengths, problems, and promises; build upon the reilities of
the immediate school community; and provide opportunities

" for analys:s and attempts to formulate potential resolutions of

local and Blobal issues and problem’. Active participation in
the real social world should be considered*an intégral element

" of the program, as should the opportunity for students to work

witl'bembers of racial, ethnic, and national groups other than
their own. 3

Soctal studies programs for the 1980's should draw from currently valid
knowledpe representative of human experience, culfure, and beliefs

18
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. Programs shouldrdevelop important and valid concepts drawn
from all of the social sciences, as well as from related fields;
they should repretent a balance between Western and non-
Western cultures, among the nation’s ethnic and racial groups,
among the local, national. and global concerns, and among the
past, present, and future Proficiency in gathering and process-
ing information (inquiry and decision-making skills) should be
developed. . _ &

4. Objechves of socal studies programs for Mhe 1980 should be carefully
selected and cloarly stated tn such form as to furnish direction to the programs.
Knowledge. abilities, valuing, and social participation should
be represented in objectives that are carefully formulated in
light of what is knowniabout the students. the real social world,
and the content fields of knowledge. Instructional objectives
should call for students to develop all aspects of the affective,
cognitive, and psychomotor domains through learning activi-
ties that are appropnate and clearly focused.

-

5. Learmng achimbres of soaal studies programs for the 1980's should engage

students directly and achvely in the learning grovess.
Programs should pfovide students with a rich set of learning
“activities that includes practicing methods of inquiry, examin-
ing values. and making decisions. These varied and flexible
: experiences, ranging from studying texts and reading poetry to
participating in discussions and making field trips. should di-
rectI;v ifivolve the students. Students should be encouraged to
investigate and respond to the human condition in the cagtem-
_‘porary world. Learning must go on in an atmosphere of trust

~ and sensitivity to individual rights.

- 6. Strategies of instruckon and learming achovines of social studies programs for
the 1980°s should rely on a broad range of learning resources.
Programs should draw upon a variety of media that are selected
carefully to meet the wide range of interests, needs, and abili-
ties of the students and to relate directly to the objectives.
Classroom activjties should use the school and the community
as learning laboratories, and draw upon community resource

. persons and organizations that provide students with some'¥™ '
primary sources representing many points of view and a mix
of cultures.

7. .Smcf"smd:(s Programs for the ! 980's must facilitate the oyganization of
. experience. '

»
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The structure of social studies programg must help students
organize their experiences in sw:‘h a‘manner.that they will learn
how to continue to learn, see relationships, and apply their
learned concepts and skills in order to solve future problems

8  Foaluatm of soceal studies programs por the 1980 % should be useful, system-
ahc. comprehensive, and vald for the obyechves of the programs
Regular assessment of student progress in the program should
come from many sources, such as pencil-and -paper tests, anec-
dotal records, and role playing, and should measure achieve-
ment in content knowledge as well as in such skills and abilihies
Las critical thinking, valuing, and social participation. Evalua-
tion should be both formative, contributing to the develop-
ment of the progrgm and/or student progress, and summative,
contributing to the overall terminal success of the program
and/or student

9 Soctal studres educabion for the 1980 s should recetve vigorous support as a
pital and responsible part of the school program. ‘
School administrators, teachérs, boards of education, and the
community have a responsibility to actively ‘support social
studies programs by providing appropriate instructional time,
materials, consultant services, and facilities, by encouraging
innovation and social participatior!‘and by 'preserving .aca-
demuc freedom Teachers must be active in curriculum develop-

— ment and assessment, and participate regularly in such activi-
ties as workshops, courses, reading, travel, and professional
- "assaciation programs

SUMMARY
- —

- This opening chapter has examined the nature and purpose of the
social studies. It has reviewed the search for a precise definition and
focus by social studies theorists, teachers, and students A brief synopsis
of a set of standards relating to the nature and purpose of the social
studies has been provided.

The 1980°s offer the prospect of a vitality in the social studies that
may be realized through the imtplementation of standards that are based
on a strong set of assumptions-about the nature and purpose ofthe field
—standards that will make the field intellectually honest and rewarding
to its proponents und interesting and.relevant to its chentele Only then
will social studies education be capable of meeting society’s challenge
for today’s students: to.develop informed citizens for the twenty-first

18 20 L
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century who are fully aware of the need for ensuring the dignity ahd

worth of the individual in a technological age, who recognize the inter-

dependence of all peoples, and who are personally involved inimprov-
ing the society they have inherited.

%
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L N CHAPTER 2

' Querenma, Pélitische Bildung,
L and Social Studies’

Lynn A. Fontana
s Howard D. Mehlnger

For 200 years, expenditures for public schools have been justiﬁed,.)

in part, by the presumed coniributions that they make to the education
of citizens. The underlylng premise is that the performance of a demo-
cratic political system is dependent on the political knowledge and skill
of its citizens. Thus, the society itself has a stake in ensuring that each
new generation of youth has been properly educated for thelr citizen
roles. ey

In the twentieth tury, social studies has been assigned the main
responsibility fopproviding citizenship education in schools. However,
citizenship edy€ation is not the exclusive property of the social studies;
others share init. Nor is cmzenshlp education the sole purpose of social
studies; other purposes are also important. Nevertheless, citizenship
education and social ‘studies are closely connected in the minds of
educators and the public. ™

Social studies specialists contend with each_gther over the priori-
ties, content, and teaching methods of citizenship education. Yet, most
Aagree that citizenship education has both affective and cognitive dimen- .
sions. [n short, citizenship education is both guerenciz and poh,‘:sr}u bildung.

F SR
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QUERENCIA? ) , .

Querencia is:a Spanish term meaning the affection one feels for the.
place one calls home and the sense of well-being one derives from that _
« place. Querencia 'is the feeling of contentment that people experience .

when they know they are where they belong.,

o Ordinarily, people find their guerencia in very limited environments’
home, neighborhood, town. or city. Yet querencia seems infinitely expan-
sive. Some have such feelings about particular regions of the country.
Travel-weary Americans, returning from trips abroad, may experience
querencia upon landing in the United States, Astronauts have expressed ,
their sense of attachment to the bluish-green orb calied Earth as they
have gazed upon it from outer space. Apparently, the way to feel que.

rencia most keenly is to leave “home”’—however that is defined—and - / ‘

cope for a time in a strange environment. ' )

Querencia is an emotional feeling that is difficult to explain. Why
does an old man released from prison after many years of internment +
choose to return to his cell rather than to cope with the complexities of
freedom? Why does a Russian emigré. forced out of the USSR. be-
cause of her political beliefs, long to return? Literature and music offer .
hundreds of examples, but few explanations, of the deep attachment
people acquire for their homes.

Nationalism tries to convert this natural affectton for hgme into
loyalty to the nation-state, its ideology.its form of government, and.
on occasion, even its political leaders. The achievements that have re-
sulted from nationalism are well known: so, too. are the ¢rimes commit-
ted against mankind on behalt of zealous patriotism and u]tranational:.
ism. . '

Despite abuses, guerencia—the feeling that one belongs, is part of
society, and has a stake in it—is essential for modern citizenship, at least
in a democracy. Much citizenship behavior depends-upon voluntary

. compliance. Paying taxes, obeying traffic laws. practicing tolerance to*-"
ward others, and countless other civic acts require individuals to act .
civilly without coercion. Moseover, to lack guerencia s to be alienated;
to feel like a stranger in society. The alienated take littRor no interest
in public affairs and are unwilling to participate. They may not feel
bound to observé the subtle rules that hold a society together. In ex-
treme Cases the alienated may even take delight in watching the society -
crumble. Thus, not only is guerenda a pact of citizenship but also it is
probably a precondition for other aspects of citizenship education.

Many educators appear uncomfortable with the affective side of .

¢ mflzenshlp Perhaps, some recall the Ioyalty oaths of the 1950's and the

'u
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limits that were placed upon free speech in classrooms Others recorl at
mindless secitations of “pledges of allegiance™ or courses aimed at pro-
moting the “blessings of democracy and the evils of commtnism ** Stitl QF
others, disillusioned by the gap between American political ideals and
some of its practices, have growh cynical about pohtical life
Despite the justifiable restraints these and other factors may place
on the'willingness of some teachers to promote the affechive elements
of citizenship, we must realize that effective citizenship cannot survive
. in a chimate of despair Citizenship demands commitment, and teachgrs
must help youth make commitments Stich commitments showtd not
take the form of blind devotion ‘Those who feel querencia are usually
aware of the blemishes and inadequacies of the home they treasure - )
They love 1t anyway for its strengths and in spite of its 1mperfect|ons,
and l‘hey seek to 1mprove 1t as best they can But to expect citizen
engagement without commitment Is unrealistic
‘o Nearly all children appear at the s\;chool door with some manifesta-
« *  tion of querencia It 1s not the teacher’s job to destroy this feeling or to
change it substantially Rather, the public correctly expects teachers to
encourage it, to extend it, and to make |t the basis for positive citizen
ackion

POLITISCHE BILDUNG ‘ & w

/ . oo
N I . _
Politrsche tidung is a German term. It may be translated as “political .
education.” but its, German use is different from 1ts American one For
many Americans, political education connotes political indoétrina_tion, ¥
*promotion of one*political ‘party over another, or support of a'particular  ~
faction’s political policies For Germans, political education refers to the ¥
provision of the knowledge and skills that onéneeds to function politi- :
cally in a complex. democratic society To Germans, political educallon
means education for citizeMhip .
It‘might be useful to review the German sﬂualmn In 1945 the =
Gerrﬁans surrendered to the Allies following the most destructlve war
\II‘I hlstory The German pation was divided, stripped of its resourct‘s.
‘and disgraced in the eyes of most of the world: Those livigg in the . .

Federal Republic of Germany would soon experience their f urth form 7 Ny
of government in less than 50 'year’s\ An earlier effort-at democratic « -,
government, the Weimar Republic. failed to find roots in Germany and T
fell easy prey to the Nazis After 1933 vast numbers of Germass en- L
thusiastically supported a popular, charismatic leader who ultimately . - %

led the nation to destruction Acts committed in the name of Germany-
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« gemerations rmans who could not be held accountable In 1945 the
German peopt® lacked pride in their nation. they felt shame for its deeds
and contempt for their political leaders .

. - The political goals of the Allied Occupation Forces were to root oul

" any remaining vestiges of fascism and to build a base for a democratic
government But how was this to be done in the presence of limited
experience with democracy, a political culture that seemed hostile to
democracy, and extensive apathy? Programs were mounted to teach
people about democracy and to interest them in public issues. Later
"’centers for political education” were established in each of the linder .
and at the federal level Political education was beamed-over television,
was promoted by unions and management, found its way into popular >
journals and newspapers, and appeared in the school curriculum. Ger-
many undertook a massive program to train people in the essentials of
democracy—and it succeeded

Nothing quite so dramatic and far-reaching is needed in the United
States. We do not have a political culture that is hostile to démocracy.

Yet, direct, self-conscious political education is as essential here as it
was in Germany While children acquire their political attitudes mainly . -
outside of school, the knowledge and a ma]onry of the skills they need

to understand and participate in th&political system are best learned in”*
school. To withhold political education is to deny a’child his or her
birthright as an American citizen. To ignore political education is also |
‘to threaten the future of democracy in America.

There is not sufficient space in this essay to djscuss all of .the
knowledge and skills that students requite in order to fll the citizen role
adequately, but some examples -may help make, the point. At a mini-
mum, students require knowledge of the institutions and structure of
Ameritan government, the principles upori which the American system
*.is based, the political processes that affect the operation of the institu-
tions, and some of the enduring polltlcal issues that confront the Amen- ~
can public .
" Knowledge of the Inshhahan}and Structure of American Gowmmem‘ Students
heed to understand what jt means to live 4n. a. republic, operated as a
federal system. under rules set forthby a cong 'tutio’n.‘They must com-
_prehend the relatlo'nshlps among the three branches of government and

‘ "how these branches can "“check and balance” each other. They should

fathom the relatiqpships between state goverhments and the federal

* government, and theé relationships between local units of govemment
and the states *

Knowledpe of the Principles of the American Polikical System. Sty denls must

horvified the ior]d and left a sense of guilt that would afflict future

o
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£O beyond‘ stmple recognition of the term democracy and the principles
of freedom enunciated in the Bill of Rights One study after another has
documented that students can verbalize slogans about these principles

. and others, but they are frequently unable to apply them to concrete

sitmations Indeed, confropted with highly controversial situations, they
-sometimes choose antidemocratic solutions that violate fundamental
freedoms. . .

Knowledge of Pelitical Processes. It 15 ot enough for stndents to compre-
hend the principles of the Amencan polltlcal system and the mstitutions

obgovernment They must also understand politics—the informal pro- .

cesses that make the entire system work Currently students probably
know less about politics than they do about the structure of govern”
ment They are taught the “steps? by which a b1|| becoames a law, but
they are not told about the ways in which- various pressure groups

lnﬂuence legislation at multiple points in the legislative process Stus

dents learn that a President must seek- the “advice and consent” of the
Senate befote a treaty can take effect, but they learn Jittle of notRing
about the political process.involved in winning each Senator’s support
- wKnawledge of Enduring Polihcal Issues Students need to, be informed
ahout some of the enduring political issues that face gevernmen,t For
example‘ to what degree should the government serve as a balance
" wheel for. the econonry, ensuring that weadth 1s not skewed unduly to
-the few, reglilating prices and protecting the:consumer, propping.up
unsuccessful énterprises, and underwriting. American business expan-
sion? To what extent should the federal government guarantee that the

nghts and privileges enjoyed by certain groups in one or more states.

become available to similar groups in all states? How far- should the
. governmentgo in trying to make the ladder of success equally accessible
to all? The details of these and many other 1ssues change from month
to month and year to year, but the fundamental 1Ssues remain the same
and should be understood by all citizens. )
Negotuhon Skl There are-many political skills stucfents should ac-
quire Only one—the skill of negotiation—will be treated here The act
‘of polities 1s largely the act of bargaining People with competing goals
enter the political arena to find solutions that will at least partially
satisfy everyor® The usual goal is not to have winners and losers, but
have evéryone win a little One of the politicians’ most important

. skalls 1s to find the solution that attracts the largest possible amount of -

ssupport Political decisions that lack Such support are rarely effective.
Lack of understanding of the bargaimng process and of the necessity for
+ compromise 1s one of the reasons naive Americans hold pol]tnctans“l’n
[ow esteem, A‘nd their own lack of bargaining skill is a' factor that

¥ -
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prevents many Americans from becoming more successful politically.
No teacher can assume reahstically that teaching politicAl knowl-
edge and skills will make all students equally active political partici-
pants. A person’s sense Of querencia is a controlling factor Those who feel
alienated are unlikely to participate fully, no matter what know‘ledge or
skills they possess Personality is impol‘;ant Some political activities
reward forceful, outgoing personalities. The shy are less likely to run for
office than are the extroverts Time and energy play arole Maost people
‘must work for a hvmg and care for their fatnilies Personal and family
%oncerns typically outweigh political ones. Only a small minority ever
_ become full-time political activists. But everyone deserves the knowl-.
~ edge'necessary to become aware of political happenings and to interpret
them properly And all citizens should possess the skills, that emable
: _them to take action effectively, when they choose to, on,issues lmpor-
* tant to them. The schoals owe this. at least, to their students

SOCIAL unnlés

Soctal studies is an American termslt refers to a portion of theelemen-
“tdry and secondary school curriculum set aside to teach students about
the relationship of human beings to their social and Physical environ-
ment. Although it js organized variously from state to state and f?@?h
school district -to school disteict, it usually contains dat4, concepts, gen- *
eralizations, and modes of inquiry based up oh such gcademic disciplines
« as anthropology. economics, geography, history, philosophy, political
science, psychology, and sociclogy Social studies is distinguished from
these academic disciplines by the overriding concern of social studies
“teachers o organize their instruction and select their content so as to
provide a sound citizenship education for their students
- The social studies curriculum Jis not solely responsible for the citi-
renship education of youth. The media, especially television, are a more
powerful source of information about current happenings in politics
Parents, churches, and peer groups are a greater influence on student
attitudes. Other school subjects provide some of the knowledge and
skills students require to play their citizen role well. And extracurncular
actwitles provide opportunities to practice ntnzenshlp in controlled set<
tmgs .x
Nevertheless, social studies teachers ha\"e unque and special op-
portunities to enhance the citizenship education of youth Social studies
courses aré a major source of information about political ife in the
United States and in other countries. Students can read about the actwvi-
ties of past political leaders They can study the principles upon which
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the nation was founded and observe how polittes really works. Socidl
studies classes can provide forums for students to discuss current public
1ssues and to tty out ideas for how such issues can be best resolved. The ,
classroom can be a place where students can hone the skills necessary:
for effective political participation =

Roles of Secral Studies Teachers. Social studies teacher§ fill at Ieaﬁ\three
roles as citizenship educators. They are role models of an ideal ¢
instructors |n citizenship, and coordinators of out-of—c]assroorn re-
sources for citizenship education.

Whether they want the role or ndt, teachers serve as role models
of the jdeal citizen. It is true that the models they project will have a .,
differential impact on their students. For young students who fack
strong adault role models at home, the impact may be tremendous. For
older youth, especially those whohave already found effective models,
the consequences méy be less’ Nevertheless, teachers cannot forget that
what they are and how they act are as important as what they say. By
their own interest tn politics, by them’parhclpahon in polltlcal activities,
and by their willingness to show commitment, they indicate that poli- Lo

“tics is irmmportant and that students should also become .engaged.

Through their capacity to criticize and judge fairly the acts of public - -
officials and through their attempts to offer constructive countersolu-
tions, they exhibit the traits of-a reflective citizen And by their own
behavior before the class—treating students equitably, respecting theif
views, and responding irba just and fair manner to classroQm problems
—teachers set standards to whichsall' can aspire. - x

Social studies teachers have”a responsibjlity. to encourage the
growth of citizenship attitudes, knowledge, and skills in w hatever sub-.
jects they teach. Some courses«—-pahlcularly American government, civ-
ics; problems of democracy..and American history—are especially-ap3.
propriate Jfor citizenship education. But elementary schoel sodyl
studies, and even high school courses in world geography. economigs,
and sociology, provide occasions fQr instruction about citizenship if
teachers will exploit them . N .

. . » ]

Teachers should also be alert to new ideas relating to particular
aspects of citizenship education that they can incorporate within exist-
ing courses. For example, advqcat'es of “law-related education” stress
the importance of law in American society and the need tb_teach stu-
dents about the fundamental principles of American government.
Proponents of global education’ havmpanaed the concept of citizen-
ship worldwide, inviting teachers to conceive of Earth as a ‘‘global
village.”” Those specializing in moral education and values education
eficourage teachers to help students address tM ethical consequences of

-
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. their decisions and the impact these decisions have on society. Advo-
2 cates of political behavior draw attention to the factors that influence
- how people behave and point out the informal processes of government.
’ And champions of political participation suggest ways in which stu-
dents.gan begin to put their knowledge of politics to work in the school
and the community. These and other groups enrich the range of re-
sources available for citizenship education in schools. But the decision |
as to how to combine these ideas with more traditional ones—or even
whether to use them all—remains, as it has always been, one for teach-

ers to "make for themselves.
_ Thethird role teachers can fill is that of coordmgtor for out- of dass
resources for citizenship education. Political attitudbs, knowledge, and
- skills should not remaln inert abstractions. They Jought to be put into
practice, both in school and in the community the school serves. School
clubs, the student council,” advisory committees to the principal, and
other settings provide opportunities for students to contribute to the
.« political life 6f the school and to practice what they have learned in
class. Through volunteering for activities in the community and par-
", ticipating in political campaigns, students can gain experience and de-
velop their sense of guerencia at the same time. If these opportunities are
to be exploited, however, it requires teachers who are willing to devote

time to planning and coordinating ‘them.
M . 'S W

"

’

CONCLUSION ’ -

% It is important té keep this simple fact in mind: There is no natural
g law or heavenly edict that self-government must surviveé in the United
States. 'I'he founders established it; the members of each new generation
fust recommlt themselves to its goals it will perish. The defense of
.7 democraty-is more than a.willingness drms against foreign
inwaders. Democracy is defended every day& studies.classrooms
-* when teachers help students understand its pnnuples and accept the
responsibility of citizenship. =
.There is no greater purpose in education thag the cultivation of

good gatizenship. There is no greater heritage to leave to young people

than tT& capacity to govern themselves in enlightened self interest.
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: __ CHAPTER 3

SOaal Sfua’:es The Humamshc Dimension
Jack Alfm

* .
*

Coggider the probing observation of American architect-philoso-
pher Louis H. Sullivan, the late ninettenth century prophet of modern
archntecture

Must I then specify? Must | show you this Fren¢h chateau . . . here
in New York, and still you do not laugh! Must you wait untll you
see a modern man come out of its door. before you laugh? Have you
no sense of humor. no sense of pathos? Must I then explain to you
that, while the marrmay live in the house physically, he capnot live

* in it morally, mentally or spiritually, that he and his house are a
paradox? That he hlmself is an illusion when he believes his cha-
teau to be real .

Reflect on the actions and feelings of American painter. Grant

Wood as he achieved recognition and notoriety in the 1920’s and 1930’s.

Having saved enough money teaching in public school, Wood left the
familiar surroundings of the kowa heartland and journeyed to Paris in
search of inspiration. Conforming to the accepted Parisian mode, he
nurtured a pinkish beard, parted in the middle, and donned a Bagque
beret. Such affectations, however, did nothing to help his painting. In
despair, he returned to his native lowa, shaved off his beard, exchanged
his beret for a pair of overalls, ind concluded that ke really got his best
. Jdeas “while milking.a cow.”




et -

LlStEl'I to the words and music of contemporary Amencan folk artist
Woody Guthrie, as he smgs

Thls land is your land, this land is my land 7
From California to the New York islapd '
From the redwood forest to the gulf stream waters;
This land was made for you and me!©?

Puzzle at the wonder of the Angkor remains where the Khmer
peoples devoted their energies for six centurjes to the building of a
galaxy,of magnificent temples, only, for reasons still awaiting adequate -
explanation, to steal away unobtrl.mvely, leaving their handiwork to be
consumed by the Cambodian jungle. . . . Or observe a modern Japanese
tamily as it lights its candles before a Shmto shrine. . . Or relate to
Enghsh activist Thomas Paine, voice of the American War for Indepen-
dence, as heraffirmed, “The World is my country, all mankind are my

¥ brethzen, and to do good is my religion.”” . . . Or empathize with a
bewildered y of Vietnamese boat people-as they flee the ravages of
their homelafd and face the uncertain’prospects pf a voyage at sea and
the search for a future dwelling place. . . . |,

. Hach of the foregoing speaks to the humanistic dimension of social
studiés. Each is a manifestation of the humanistic experience. All exem-
plify members of the human family responding to circumstances of the
moment or living out their ljves in ways that may or may not be subject
to their ultimate control. All have relevance for the teaching-leaming
process as today’s students seek' their own means of self-identification
and their future courses of action. .

TWO DIMENSIONS OF SOCIAL STUDIES

\

. ) Social studies, viewed in.general perspective, may be thought of as
two-dimensional. For purposes of self-realizatiofi, social studies con-
: tribute to the humanistic experience. To help realize the goals of a
democratic society that derjves its just powers from the ‘consent of the
governed, the social studies program serves as an agen®y-for citizenship
education. I the former purpose is individualistic, the latter is collectiv-
istic. But the duatity of purpose symbolized by thé configuration is, in
truth, a gestalt. The two purposes are largely inseparable. Effectively
oriented personality development contributes to good citizenship prac-
tices. Popqlar government and a humane social order are enhanced by - .
a citizenry that finds fulfillment and security in both leadership and
followship roles. Humanistic learnings can provide a se'nse of appropri-
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ate involvement 1n either type of situation Concomitantly, the human-
1shic experience may function with equal force in noncivic enterprises
and nonvocational endeavors, as, for instance, in the realization of per-
sonal desires and actions typically associated with the ways of a leisure
$ocCIety.

THE NATURE OF THE- HUMANISTIC EXPER’IENCE

The humamstic experience 15 fundamentally concerned with the
human spirit Its basic values are, in the words of O B Hardison, “the
free play of the mind and, its corollary, an expanded sense of self in its
relation to the world.”? Accordingly, excessive efforts to politicize or
categorize it should be resisted Equaily relevant, the humanistic experi-
ence deals not only with the rich and powerful but also with the ordi-
nary people and the most common aspects of everyday life. It listens,
attentively. to the voices of poets and peasants; it analyzes, with equal
diligence, the machinations of saints and sinners; it observes, thought-
fully, both the fountains and the ash heaps of human society In short,
the world is its oyster.

In a more legalistic vein, the humanistic experience has received
expréssion in the congressional act that established, in 1965, the Na-
tional Endowment for the Humanities. The legislation defined
“humanities” as including¥but not limited to, the study of “language,
both modern and classical; linguistics; literature; history; juris prudence;
philosophy; archeology, comparative religion; ethics; the history «riti-
cism, theory, and practice of the arts; those aspects of the social sciences
which have humanistic content and employ humanistic methods.”
Clearly, a definition so comprghensive in scope embodies innumerable
relationships and linkages with programs in the social studies.

THE PRACTICALITY OF HUMANISTIC LEARNING

Given the association of humanistic learning with social studies
programs, questions remain: Is humanistic learning practical? Is it part
of what is truly basic in the educative process? For the pragmatic Ameri-
can, the marketplace has a certain primacy, thé responsibilities of a
collective citizenry a fundamental"imperative. And these, indeed, are
legitimate concerns. The problem is to place them within the context of
the contemporary world, a world that could possibly be in the midst of
the most revolutionary period in human history. Consider a few of the
prevailing winds of change: an urbanized world rapidly gaining ascend-
ancy over the ways of the traditional rural, pastoral society: an auto-
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mated technology symbolized by the microelectronics revolution.

- speeding the demise of the industrial, as well as the agricultural, worker; ;

instantaneous worldwide communication coupled with accelerating \

means of transportation; and increasing global requirements for shared J
resources and shared knowledge.

In these revolutionary times, the educative process speaks, with an '
ever louder and more resounding vyoice, in support of John Dewey’s
credo of a nonstatic education for a nonstatic world. It listens with
increased attention to Whitehead’s warning of the dangers inherent in
an education clesigmﬂ'ﬁgroduce fixed persons for fixed duties. School-
ing becomes a matter of providing environments in which individuals
and groups can learn more efficiently and effectively. .

In terms of the work force, the product of such environments is
what Peter Drucker calls the “knowledge worker.”S This type of worker
performs tasks cooperatively, aware of the institution as a whole and
not simply managed by strict hierarchical decisions. The consequence
for such an individual is a sense of personal satisfaction that derives not
only from the finished product or well-performed service but also from
the feeling of having participated in the institution’s role in society. This
more cooperative mode, in what Daniel Bell identifies as post-industrial

, society, is, to Bell, “more difficult than theé management of things.” It
demands of the knowledge worker both productive labor and continu-
ous learning,

Beyond the requirements of the marketplace, the new society
makes apparent the need for increased attention to education for leisure.

" It calls for humanistic learning that defines leisure in the Greak or
Atistotelian sense as freedom from work rather than as a coritrived
opportunity for recreation. It is, moreover, education with an existential
flavor, recognizing that individuals in an urbanmdz technologically
oriented society, confronted with varieties of Orgamzatlo nal restraints,
need to learn increasingly to live within themselves.’

APPLICATIONS TO THE SOC[AL-STUDIES CURRICULUM .

The humanistic experience has applications across the total scope

and sequence-of the school curriculum. Within the social studigs, it can

" take innumerable forms. For purposes of illustration, consider a variety

of humanistic applications made at progressive maturity levels and for-

mulated within the context ¢f a prevailing social studies curriculum
sequence. '

Sodial studies for young children seeks to help the learner develop a

sense qof self, an awareness of the person in relatiGh to theagroup.
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" Examuned for this purpose are methods of communicating, working, and
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Playing Thereis, hkewise, the quest fora sense of community, a sense of
one’s self In a community setting. Here. the young child views simple '
proposals for achieving authentic community in terms of the values of a
good life and an awareness of the physical design of community

Older chiltdren, in their social studies experiences, are brought in
touch with the individual’s relabionship to one’s total environment the
physical earth. basic human needs, resources required to meet needs
Learners place the relationship in histonical perspective through prob-
ingsinto the American past and through speculations as to how this past
impacts on contemporary society They are also brought into contact
with the nature of culture past and presgnl, on a global scale, as they
pursue cultural manifestations in terms of the values and ways of both
simple and complex societies.

A sense of self acquires new meanings for young adolescents as
they move out of childhood and go about the potentially traumatic task
of severing traditional ties with the family group and a restrictive envi-
ronmental seting The function of the social studies comes in helping
members of this age group see themselves in relation to such things as
ethnic origins, kinship networks, local group ties, and identifiable sub-
cultures Adolescent students may do this by, say, examining the late
twentieth century American household, with its clearly divided sex
roles and marked separation of home and work environments And they
might pursue comparable matters in historical terms for instance, the
seasonal rhythms of Native Americans disrupted by the expansion of
white settlement; the social and psychological impact on young women
workers of their movement in the early nineteenth century from rural
surroundings to burgeoning mill fowns, the subtie forms of slave resist-
ance to planter decrees :

For older adojescents and young adults, applications of the human-
istic experience to the social studies offer rich potential in terms of both
procedures and learnings The following are a few suggestions related
to approach and content.

»

1. Use of oral history with newly arrived persons from other
countries to explore crosscultural similarities and differences
and varying historical traditions,

2. Examination of specific prob in contemporary American
. culture and some of the social and psychological factors that
give rise to them;

3 A:lalysis of forms of alienation in the modern technological
society, viewed globally;

-3 M
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4. Study of various,_ art forms—painting, architecture, music,
imaginative literathre, etc.—as manifestations of culture.
1

NATIONAL HUMANITIES PROJECTS <

L 4

Beyond the bounds of formal schooling, and outside the realm of
the typical social studies classroom, support for humanistic activities
and projects is being generated across the nation. Especially notable in
this regaid is the leadership provided by the National Endowment for
the Humanities. An'jndependent, federal grantmaking agency, the En-
dowment supports projects of research, education, and public activity.
Its stated purposes reveal much that can beof interest to those involved
with education in the social studies: "

*

" 1. To promote the public understanding of the humanities and
their value in thinking about the current conditions of national
life.

2. Ta improve the Quality of teaching in the humanities and .its
" responsiveness to new intellectual currents and changing social
concerns.

3. To strengthen the scht;larly foundation of humnistic study,
and to support research activity that enriches the life of the
mind in America. :

-

4. To nurture the future well.-being of those essential institutional
And human resources that make possible the study of the
humanities.

.

One program of the National Endowment, begun in 1972 and of
particular relevance foreducation in social studies, is Youthgrantsin the
Humanities. Designed for young persons in their teens and twenties, the
program makes grants for independent projects to benefit the commmu-
nify, the general public, or other young peodple. By the close of the
1970’s, more than 500 Youthgrants had been awarded in all 50 states to
recipients ranging in age from 13 to 30. A small-sample of Suécessful
projects illustrates how the interest and ingenuity of young people find
expression in realizable ways: ' ’

1. An eighth grader in historic Newburgh, New York, became
concerned that the town’s strange and beautiful old houses
were rapidly being torn down. After studying old recordsin the
public library and talking with a local restoration architect, the
student made photpgraphs and developed a slide show for
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Newburﬁézens that aroused fresh interest in the preserva-

tion of these historic treasures. .

2. A group of 20 teen-agers in the Black History Club of the
Chicago Better Boy’s Foundation dmoped A Study of the Under-
ground Railroad m fllinors. a booklet orvthe fugitive slave system.
Following, documentary research and interviews with local
scholars, the booklet was produced and made available to the’
Chicago public schools '

+

3 Two young Oregon cinematographers who were interested in
the historical romance of the Willamette R,’ger produced a half-
hour film depicting.nineteenth-century lifé along this North-
west stream. The film, developed with the aid of diaries, inter-
views, old photos, and period maps, was scored with folk music
of the era. It elicited great interest among schools, colleges, and
civic groups in the region. ’

. Another type of national effort that, in some respects, more specifi-
cally illustrates the melding of humanistic and citizenship goals is the
Great American Achievements Program. Sponsored by the Bicentennial
Council of the Thirteen Original States Fund, Inc., this program defines
its task as follows:"'to keep before the American people the vital mean-
ing of those principles, ideals and values on which this Republic was
founded-—as well as the application of those evolving precepts to our
nation’s present-day social, political and economic problems.” To
achieve this purpose, the Great American Achievements Program has
been involved, since 1977, in a 13-year re-evaluation of the Revolution-
ary Era through study of themes or concepts that subsume the fabric of
our government. Each year a Commemorative Conference brings to-
gether some 200 opinion leaders from national, state, and community
organizations to examine and interpret the historical and present-day
meaning of a particular theme—Qne Nation Indivisible {1977); A New
Republic Ainong Nations (1978); Of, By, and For the People (1979);
Education for a Free People (1980); etc. The Council plans to culminate
its 13-year effort in 1989 with due recognition of the 200th anniversary
of the ratification of the U.S. Constitution.?

A VIEW OF THE FUTURE -

Since 1779 when Thomas Jefferson, in proposing a law to establish
public schools in Virginia, called “the paople . . . the only safe deposito-
ries’’ of government, the social studies, by whatever name, have been
vested with responsibilities for citizenship education. Perhaps less ex-




. -
+ -

plicitly ‘oss these two centuries, the social studies have also main-
: tained a humanistic dimension. Without denigrating the citizenship
responsibility, the nature of modern society provides compelling argu-
- ments for clearly delineated humanistic experiences at all tevels in the
social studies program. Such experiences are, and will become, increas-
ingly useful tg'the individual as a knowledge worker, a leisure recipient,
and an integtated personality. And, yhile social studies is assuredly
only one of a'gumber of programmatic areas involved with humanistic
legrnings, it is a curricular domain that has much to offer as the citizenry
p&rs anxiously into an unpredictable, revolutionary future .
< ¥
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CHAPTER i . .

Ve

The Uses of History ’
: \ . Richark E. Gross ’

variety of reasons has been put forward by natural and social
scientists, as well as by philosophers and religionists, for the existence .
of the qualities of humanness that characterize men and women and
Jthat separate us from the beasts. One key eiément that is sometimes
. overlooked in such lists is humankind’s unique ability to communicate
across time: History—his and her story—was originally expressed orally ’
*. and artistically: it began to take written form only a little over 5000 .
years ago. Ever since, we have been able to employ this medium to pass
on between geperations vital knowledge, cherished affirmations, myths,
and dreams, as Well as traditions and other bases for the further exten-
' sion of culture and civjlization. At the heart of this process is history
—an explanation of what has happened to humankind and how we .-
came to be as we are, where we are, today. .

*

HISTORY—ITS USE AND MISUSE  ~ &

¥ -

Through the years the study and writing of history gradually be- .
came a discipline in its own right, In the West the Greek writers in the -
era before Christ, such as Herodotus and Thucydides, came to be iden- d

‘ tified as “fathers” of history. During the ensuing centuries, historical . 4
content found its way into education as part of the Seven Liberal Arts.

~ . .
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and Scripture study, but it was not until the 1500’s and 1600’s that
history emerged as a school subject in its own right. Indeed, in many
countries today history does not have as important a place in the curric-
ulum a$ it tends to have in the United States, .
Eventually history was used by leaders—both reactionary kings
trying to certify their rule and revolutionaries anxious to justify their
actions—as propaganda, as a means #f indoctrination for their causes.
It is unfortunate that much of history has been so twisted and misap~.__
plied to fit certain points of view However, such misshaping has been
easy to accomplish because history does not exist fully and correctly
between the Lovers of any tome Most of the past is undocumented. It
is estimated that we know less than 1 percent of the totality of human
history. Numerous events, even in the recent past, are clouded by the
lack of confirming evidence and by conflicting data and viewpoints.
A major challenge to all teachers is to help children and youth come
to understand that, at its best, history is an incomplete account and a
" partial éxplanation of unique events in humankind’s past that is created
by the work and judgment of historians. We must help our students
recognize that what often appears in conventional textbooks as uncon-
tested truth is realty an author’s interpretation influenced by a variety
of factors, any one of which might easily alter the explanation of both
how and why something occurred, a¢ well as the very description of the
event jtself. Early in their elementary schooling, pupils should be intro-
duced to conflicting accounts and viewpoints. One of the best ways to
do this is by involving them in roles as reporters of events; as such they
can observe and provide as accuraté and complete descriptions as possi-
ble, with each description including the who's, what’s, when's, whtere’ 5,
- why’s,-and how’s of the given happening. .

* " MAJOR CONTRIBUTIONS OF HISTORY

Any discipline needs to provide particular contributions to knowl-
edge and to society if it is to remain a viable and distinct instrument and
entity. Within the limitations indicated previously, history still makes
two such fundamental offerings: First, it does provide us with at least
a partial mirror of our past, with a background that makes the present
at least somewhat comprehensible; second, history has its own method,
its own way of ascertaining as exactly as possible the factors contribut-
ing to an event, a series of developments, or a movement that is being
traced. Other contributions are frequently cited on behalf of history—
eg., providing a means of generalizing about human behavior, a guide |
to the future, a contnbution to good citizanship, a basis for national

’ L d
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loyalty. a reservorr of culture, a source of understanding and compas-
sion for other peoples, etc None of the foregoing however, is unique
to history, and each can lead to error and misapplication. The problem
for teachers and the schools is the fact that these supplementary goals
for history instruction loom large in the overall role of the social studies
and also in the calendar for public education

The conflict for the teacher and the schoel lies in decndmg on the
place and the uses of history within the soctal studies and civic educa~
tion programs. It would seem that a balance is called for. Young people
need to know the story of thetr country, they can profit from an under-
standing of the rise and decline of other peoples and civilizations; and
history’s contributions o a general or libgral education as part of the
development of cultured individuals should not be discounted. But,
while adding o the foregping knowledge and related skills, history
study should also focus on historical investigation, critical thinking, and
analytical and decision-making competencies This portion of school
history should lead boys and glrls into the search for answers, facts, and
veracity \

4 LY

ORGANIZING HISTORICAL SUBJECT MATTER

Two major concerns face theteacher who is to instruct in the area

of history and who desires to lead pupils to employ historical ap-+

proaches in their own investigations. The first is the cUrriculum issue—
the what and where elements of the selection and organization of content.
The second is the methoedological aspect—the fow element of strateglés
and techniques.

In sbme situations teachers have relatively little control over what
they will teach {f there is a basic text and a lack of supplemental

learning wuaterials, a weak school library, or common grade level or

departmental tests, the teacher may be considerably constricted in the
subject matter treated. However, state and locat curriculum guides have
become increasingly more, open and suggestive rather than stipulative
and directive. Local and individual planning is encouraged Most teach-
ers are quite free to use ks as they see fit. And many schools have'
a rich variety of materi media that supports individual teacher
independence and creati ) "
Before turning our attention to instructional approaches in hlstory,
it seems |mp0rtant to emphasize the point that in determining su blecl
matter organization, there is no proved, best way to approach historical
content, The traditional, chronologital organization. which even Arnold
Toynbee called “that one damn thing after another appro:ach," is pre-
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dominant And if a teacher’s overriding purpose is, ynfortunately, to
]ead'pu pils to know events 1n order and cause-and-effect relationships,
this time-onented organization is probably the most efficient. But nu-

megbus variations within, or accommodating, a chronological pattern -

are possible and so, too, are other approaches As an example, let us
‘consider. the different ways that a teacher or school might organize a
program in world history The following columns with their samples of
unit subtitles serve to illustrate this important choice

-~

! Chrowlogroal Conceptual -

_ orgdnizabion Culture/area Jtudses ergahizalion Topral tudes
Ancient sdcieties Western Europe Progress Governmental
CGreece and Rome The Middle East Change l patterns
Middle Ages Slavdhic peoples Power, Rehigion

through
Bysantine world Far Eastern Conflict the ages
?one peoples , etr War and peace
etc Education
et
Societies pust, Themes m Proplem-centered
and pregnt Natwnal emphasts human experience organization
Egyptlin hife Rise of Germany Economics of (Problems to be
Village in India Soviet Union survival stuched can be
Japanese famuly Modem China World of the preselected and/ors
Nigerian tribe British Empare famuly be the result of
etc . “etc Cities through teacher-pupil
"time planning )
* Arhistic '
_ expression .

- otc
Other orgarnuizing Factors such as the “Basic Human Activities”—
transportation, communication, production, use of leisure, etc.—~can be
suggested in additian to the eight lists above. Various combinations are
~ also possible The aim is to provide relevant selec['i‘v‘ity with adequate
4 breadth and sufficient depth of content. '

Srmilarly, American history can be approached ina variety of ways,
and since our school population"\e‘: normally exposed to United States
history three times between fifth and eleventh grades, the problems of

"organization and emphasis may be greater here than in world history.
Again, agreement is called for within districts and/or between high
schools and their feeder schools., .
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APPROACHES TO VITALIZE HISTORY INSTRUCTION

Successful approaches to history are limited only by one’s imagina-
tion. It is a tragedy that some teachrers fail to move beyond “2 by 4"
instruction—limiting study to the content between the fwe covers of the
text and maintaining sterile regitation within the four walls of the
schoolroom contrast, a number of developments are interesting in
that they involve historians and teachers {h somewhat new or previ-
ously overlooked ways to approach, examine. and tegort history. Asa

_result, descriptive literature and related matenals are becoming availa-

ble that encourage further explorations and extended trials in these
directions -

The attractive element |r:_| most of these approaches s that they tend
to be more motivational than typical read-and-lecture, question-and-
answer history lessons, Rather, students tend to find the content rele-
vant because they are involved in discovering, analyzing, interpreting.
and writing history—-ngt merely being exi:ii!cted to absorb it

HISTORY WITH A BROADENED BASE AND ADDED TOOLS

In recent years, historians have frequently been included in teams
of researchers on a variety of tontemporary studies and projects The
historians have discovered that théir interpretations of the backgroynds
have often been strengthened by the insights of and the methods ap-
plied by social scientists The results of such joint activity tend'to reflect
what was recognized by the early progenitots of the idea of the social
studies—that no single discipline can adequately explain any social
event or development

History and geography, for example, have always gone hand in
hand, and it is difficult to understand how numerous historical happen-
ings can be treated satisfactorily without careful consideration of closely
related environmental factors ‘How else can a history teacher try to
explain the life patterns of ancient Egypt, the defeat of the Spamsh
Armada, the settlement of the Great Plains, or the_involvement and
entrapment of the United States in Vietnam? While we need to avoid
simple geographical determinism, a lack of consideration of geographi-
cal conditions in classtoom history presentations is all too frequent ®

. Often in history units there is a real lack of helpful map werk and little

or no use of historical atlases or of related, gewgraphically oriented
learming exercises. : .

In addition to the natural conjunction with geography. history can
be further jlluminated by contnbutions from many other disciplines,
Y
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even those outs|de of .the area of the social scienges For example.
combination of insights and approaches from art, archeology. and an-
thropology not only enables pupils to gain an enlarged view of history
but also helps promote a recognition of how many aspects of, history
have to be constructed partially, and sometimes largely. from nonwrit-
ten 's;?rees Here observations, tape recopdings. and items of realia, for
example, may be the only available sources. Numerous photographic
collections are available in books, in sets of illustrations, and in slides
and filmstrips. Enterprising teachers frequently develop their own sets
of slides, and this valtiable activity can be extended by encouraging such
projects on the part-of the students. Pupils also enjoy and are proficient
in reproducing artifacts and making models. Clashes are sometimes even
involved in actual site digs. as well as in the generally less satisfactory
artificial or simulated digs. Music teachers may be invited to play and
discuss representative songs of different historical eras, and pupils can
make class reports using their own record collectiqns. Stamp and coin
collections are examples of realia that also directly interest many pupils.

What is important in all such activities is that the pupil is not just
copying and the class not just watchmg Teachers must develop creative
assignments that enable young people to build skills as they inquire and
discuss -apd to draw conclusions about the content with which they
have been working.

Another area beyond the social sciences that holds increasing op-
portunities for those who are historically, inclinedysiees from the realm
of computer science. Modern technology now makes it possible to em-
ploy mathematics and store vast amounts of information related to
historical questions. It will be some years before cpmputers become
common in school instruction, but it is possible for pupils who do not
have access to computers to employ quantified approaches to historical
study. Census facts are among the rich reservoir of infgrmation availa-
ble in such publications as almanacs, and The Historical Abstract of the United
States holds massive amounts of data suitable for producing a variety of .
significant charts and graphs as’ part of the exploration. of historical
questions. The rows of dry figures on yearly immigration into the
United States, for exymple, become dramaticsising and falling indica-
tors on & visual timfelinesfor the bulletin board to help explain the
increaseg and declines from decade to decade. Public tax and property
ownership records can also be revealing sources of information.

History is a most encompassing discipline, and it serves as an excel-
leanedlum for handling the mterrelat:onshlps of human existence. It

_ fulfills a comprehensive “cementing” function, and in schools in the

United States we have used history as the major, broad base for social
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education. Nevertheless, both the microscopic and telescopic asf:\ls of
history are greatly enhanced by the funded knowledge and the'inves-

. Hgatory tools of other disciplines. To ignore such can be as damaging

to thie validity of a history teacher’s efforts as it can be to the conclusions
of histgrians who do not use such vehicles in carrying on their-6wni
research and writing

HISTORY AS SEE:N FROM BELOW
Histc:ry ‘from the bottom up, as it is now popularly designated,

moves attention from the power elites and great individuals to what has

happened among the bulk of people, focusing on their concerns, lives,
problems, and contributions. Recent years haye seen real growth of

interest in the history,of the common people. Previously some histori-

ansg have worked in these areas of social and cultural history, but their
total effort is a fragment when compared to the attention devoted to
political and military history. Qur school textbooks have reflected this
imbalance™Too frequently. mserled cultural chapters consist of dreary
name-and-date entries of famous artisys, musicians, and other cultural
leaders. ,

If it is true that the bulk of history available to us represents what
has happened in the lives of but 5 pércent of humankind (and that
primarily.of members of the upper echelons of society), redressing of
the résulting imbalance js certainly in order. There is also hope here for
motivation and a feeling of relevancy on the part of pupils who find in
such history numerous reflections of conditions that they to some de-

. gree have also experienced. The famous .Mr. Dooley, Finley Peter

Dunne’s sage of old Chi‘::ago who entertained so many newspaper read-
ers of an earlier getrferation, once explained that he knew history wasn’t
true because jt wasn’t like what he saw every day from his saloon on
Halstead Street. He claimed that history was like 2 post-mortem, telling

. what a country died of, but he indlcated that he preferred to know how

it really livedt. He agreed to believe that there was a factual past only

when he found a history book showing people making love, quarreling, -

getting married; and owing the grocery man! Mr. Dooley antlnpated the

. import of approachmg history from the bottem up.

Fortunately, more aspects of the lives of the lower or working
classes are finding their way into a variety of publications, and ‘teachers
should stay alert for such accounts—the letters, diary entries, newspa-
per reproductions, pictures, and other guch resousces that can.be used
to maﬁe this element of history come alive. Descriptions of changing
rural life, ‘g::pditiorls in industrial cities, union growth, labor strifé>and

' ' * - . -
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changing occupations are all parts of working-class history that are
greatly underemphasized in typical texts. Even a picture of a shift of
little, tvan, coal-blackened boys just up from the mine shafts can truly
do as much as a thousand wprds if, for example, one is concerned with
building an understanding 6f the evils of child labor.

What history as seen from below also provides is the valuable
opportunity for youngsters to carry on their own investigations and

recreations of the past. including near-current events that are important

in their own communities. This is where a growing interest in local
history ties in with the history of the common people. This also pro-
vides an opportunity to link the school with its enveloping environment
as children acgually experience the method of history. Such community
study also provides for the development of key social studies skills that
may be neglected if we focus on studying just riational or world history.

Local investigations can siretch from field trips of 6ne day or several

periods to a nearby industrial plant or a cemetery to extensive, year-
lohg studies of numerous aspects of community life. Some teachers have
committees that develop mitni-texts or chapters on each aspect of local
history being examined by the class, and in some cases these become

continuing projects extended by future students over seyeral
Teachers interested in local history should also bt:fé;n/:dﬂ:b\om :

recent developments in oral history. Significant collections of interviews
and accounts by members of the older generation are being gathered at
a number of libyaries and universities. These tapes can usually be bor-
rowed or copied as fits a school’s need: Bigbeyond that, ol agmn,
pupils can Become engaged in their own oral history programs. ‘" -

A consideration of the ne: ected groups in history further leads us |

to examine the relationships with the growing movements in minority
studies and the‘increased attention to ethnic and women’s history. Too
often blacks, Latinos, women, and others have not béen able to find
themselves in history courses. Additionally, some, including the Native
Americans and the CHinése Americates. do not aﬁprecnate he manner in

. which their people and heritage are presented in some history books.

However, the stream of pamphlets. uni-téxts, flms, and other resources
that have Mecome available promises to remain a significant reservoir
upon which teachfs'can draw to helpeliminate neglect of these in-

dividuals and groups. The importance of better stressing the roles of

underpn\nleged groups is undesgcored byToynbee’s.concept of “crea-
tivé mingrities.” His ‘thesis i that it is the minority groups—not the
successful, secure, and sahsﬂed—-who tend to push society ahead into
changé. : '

> An intimate ‘part of history as seen from bejow is family history.
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*In the past, family history was devoted largely to accounts of noted
famulies or to geneological studies of ancestors But that ;s now chang-
- ing. What can bring a child closer to history than to have the child ask
grandparents about their lives during the Great Depression, about for-
mer recreational and leisure-time activities, about changes in foods used
and in their preparation, about war-time conditions, etc 7 Not only are
pupils developing family trees, assembling picture collections, and trac-
ing the muigration of their families, also they are following the family’s
economic progress and various social and cultural changes. including
attention to altered family size and individual roles and interests Com-
parisons are being drawn and reasons for differences identified, includ-
ing the external factors that have affected the family and its functions.
In all of this, a word of taution. Whilefamily history papers are highly
motivational and appropriate at both the elementary and the secondary
school levels, teachers need to be careful in the guidelines they provide
and in thHe questions they suggest Potential difficulties and embarrass-

ment ¢ 15t for puils with adverse or nonconventional family back-
‘ grounds
e N .
HISTORY AS INQUIRY :

- .
In many of the activities suggested in this chapter, students are -

involved 1n one form or another of historical inquiry The continuing *
message emphasizes that such involvement is motivational and that,
through such investigation, pupils will better grasp knowledge they
uncover for themselves at the same time that they build important
analyttsal skills that can carry well beyand the history CI’a/ss or lesson,

y A number of models have been formulated for teachers to follow
in helping pupils develop the requisite competencies These models
reach_ fhy‘n #he simple, four-step formula Roy Hatch developed far
“elementary?*school children—Find the Facts, Filter the Facts, Face the /
Facts, and Follow the Facts*=-to far more complex seven- to ten-stage
processes that have been outlined for high schoot students. Essentially,
in one form or another, all models include the following faur phases—--

\-.f";

1 C.’?{:fymg and ldenfifying a Problem. In this first phase the topic to

' { be tyestigated 15 1solated and agreed upon, the necessary defi-

nitiogs ase established, and the subsequent steps to be followed

by thBelags, as well as by subgroups &t individual students. are

determined This discussion may or may not lead to some ten-

tative c_i)nc]usions or hypotheses aggo just what. why; or how

’ g something happened Thest nitial formulations can help LO
® *

*
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guide the search for data and evidente, but pupils should not
become $0 attached to a guess they have made that they wouid
tend to operate deductively to “prove” what they anhcipated

2. Searching for Evidence: As a part of theirst phase. the teacher and

& clags have identified some of the resources and matenals they

will search out and examine. Now, in what is normally the

longest phase of this inquiry process, the pupils gather dlrect

evidence, they explore original or primary sources to the extent

possible and, typically in school situations, a goodly number of

secondary references—those reporting on what someone else

experienced. ‘Fortunately. many original descriptions. docu-

e ments, "speeches, diaries, letters, photographs. etc., -are now

i available in special sdurce books- and textbooks are also in-
cluding increased amouhts of source material. '

3. Interpreting and Deading About the Evidence: 1t should be noted that
as a class is actively involved in the historical search. clear-cut
separations between the phases do not always hold. The
human mind and the multiple directions that characterize a
search do not normally follow an outlined guide or a model.

. However, at the beginning of this third piase, all of the availa-
ble evidence has been gathered and organized to some degree,
and further discussion and analysis are now in order. The in-
vestigators next consider all of the data in terms of possible
bias, degree of objectivity, differing frames of reference, judg- -
ments, etc.. and are now ready to draw their conclusion or

“. conglusions.,

A" Drawmng Historical Gonclusions: The last phase of historical inquiry

- varies, depending on the type of lesson, the amount of time
involved, the depth of the probe. and me.purposesosf the
assignment. In some cases an oral conclusion agreed upon by
the class may suffice; in others the pupil or the group may
attempt to actually write the best possible reconstruction of the
event.

. ~

Other questions need to be considered at the end of such searches.
For example. if the class has been examining sources and interpretations
to decide what really caused the Civil War, the following queries need
to be raised: Have we truly isolated the major cause? Was there a single
main cause? Can the underlying and the immediate causes be identified |
and separated? How certain can we be of our conclusions? What helpful
prime evidence js not available? Why js it missing? )f possible, how
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could this information be gained? Why have competent historians con-
tinued to disagree about these causes?

While there are no “if's” in history, pupils often like to consider
alternatives that would have developed if a given key element in a chain
of events had been altered. Current future-studies emphases now en.
courage teachers considering contemporary problems to lead their
classes in attempts to develop alternative scqparios of tomorrow. Similar
consideration of former events can sharpen the capacity of students to
grasp the maze of factors that helped influence those developments and
that charagterize the complexity of any chain of events. past or present.

Additionally, students should come to understand the typically
unique elements of any happening and the danger of attempting to draw
any continuing “lesson™ or generalization from the incident. Historians
. rarely generalize, and most would differ with the statement that “his-
.tory is pretty much the same old things happening to new people.” On

the other hand, many aspects of human nature seem to have remained
very constant over time, and long-lived societies tend to ingrain similar
cultural attitudes and reactions. Envirogme/ntal tactors such as weather
patterns throughout the globe also tend to remain constant with but
minimal fluctuations. Thus, within limits it may be possible to go be-
yond the fact finding, the skill and concept building, and the disparate
conclusions in an attempt to draw tentative generalizations about
humankind and their affdirs. especially if similar instances have oc-
curred a number of timey in the past in different places and eras.

MOTIVATIONS IN.HISTORY STUDY

Motivation has beefi called the-half-of-learning and with the mod-
erh appeals outside of e classroom—especially in the realm of media
—Jeachers face a contihuing challenge; for most pupils it is difficult to
make the history legsan as exciting as Buck Rogers. Neverthelets, crea-
tive and colorful teachters find intriguing Ways to make the schoolroom
inviting and the learping of history enjoyable and rewarding.
Teachers need to share approaches and keep alert for what can be
borrowed. There is A need to read professional magazines such as The
History Teacher and Social Education, to examine the academic journals to
keep up with new findings and new mterpretltlons, to use professional
leave days to visit putstanding programs and teachers, to keep a file of
successful activitids and valuable resou 1ces, to use the materials availa-
ble in local curricylum or teacher centers, and to be well informed and
alert on contemporary affairs. Above all, there is a need to find the
means to communicate with other teachess handling the game subject.




Q

ERIC

Aruitoxt provided by Eic:

Such a regimen will help extensively in keeping one well informed,
lively, and interesting.
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CHAPTER §

Geographic and Ecological Bases
of the Social Studies

Phiflip Bacon

As Geography without History, hath life and motion, but at ran-
dome, & unstable: So History without Geagraphy, like a dead
carkasse hath neither life nor motion at all: & as the exact notice
of the place addeth a satisfactorie delight to the action: 80 the

. mention of the action. beautifieth the notice of the place. Geogra-
phy therefore & History, like the two firelights Cesfor & Pollur.
seene together, crowne our happiness; but parted asunder, menance
a shipwracke of our content: and are like two sisters intirely loving
each other, and not without great pitty (I had almost said impiety)
to be divided; So as that which Sir Philip Sidney said of Argalus and
Parihenis,

Her beeing was in him alone,
And she not being, he was. none. .
I may justly say of these two Gemini, History and Geography.!

Time and space. operating as school subjects through history and
geography, are entwined as surely as people and place are inseparable.
True, €ach may be examined, analyzed, and dissected separately. And
despite the fact that in the real world each is essentially indissoluble
from the other, we educators do separate, analyze, and dissect.

Scholars fpm these disciplines are 80 characteristically protective
of their domains that they often fail to plant, let alone harvest. the rich -
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crops that might be gamered from their combining Indeed, as scholafsy
we operate essentially as separatists, jealoys that someone else might
reap what we have sown or, at the very least, might attempt to sow in
our feld .

Perhaps. the past actions of historians and geogsaphers who hawve
designed curriculums meant to protect their individual scholarly fields
could be compared with the field pattern decisions made in medieval
Europe In those times land was planted in anything but the neat and
orderly rectangles that we associate with modemn agniculture Rather,
medieval agricultural land use resulted in an almost unbelievable jumble
of tiny, irregularly shaped bits and pieces of planted land, all lying
within one large field Between these agricultural oddities lay unplowed
strips that served as boundaries and pathways. separating the plot ok
one peasant from that of another While the utility of these unplowed
strips was miniscule in comparnison to the space that they occupied. fo
plow or to plant them was unthinkable Who would dare to impinge on
the domain of another?

This is not to suggest that the passage of nearly a millennjum has
left us with educators possessed of no more wisdom or wit than those
superstitious serfs in the midlands of England. There are aspects of the
analogy. however, that do fit. [Uis a Taét that time and-space intersect
constantly As a result, history does have messages for geography. and.
as Peter Heylyn reminded his readers so long ago. messages also flow

/’ ) from geography to history. .
A SENSE OF PLACE /

What are the messages from geography? Above all, they have to do
with place. Geography is a place-based discipline in the same way that
history is a time-based discipline. The key word for things geographic
is space or spatial Geograply is concerned with the locations. the spatial
distributions. the spatial arrangements. and the spatial interconnections
of things on the surface of this planet that we call Earth.

The building blocks most fundamental to the generating of geo-
graphic concepts are geographic fatts To be geographic. these facts
must carry a locational, or place-based. signal. For example, the state-
ment that Houston, Texas, is Jocated at 30" North and 95° West is a
geographic fact. It provides the reader with a sense of place: On the
worldwide grid system, consisting of lines of latitude and longitude,’

these specific pieces of data (30° N, 95" W) precisely locate Houston on
the earth’s surface. .

7
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" To say that “Houston is the fifth largest city in the United States”
may be interesting. It is not, however, strictly a geographic fact To state
that “Houston, the fifth largest city in the United States. is the most
rapidly growing metropolitan area in the Sun Belt region’,.does add a
locational element. The Sun Belt, obviously, lacks the locational preci-
sion of latitude and longitude, but it does provide spatial clues. The
observor of this fact will know that Houston is located in that southern
tier of states that has come to be designated the Sun Belt. Data of ]
locational nature, then, have now been provided, turmng our Statement
into a geographic fact.

The number of geographic facts that might be assembled for the
purpose of curriculum building is virtually interminable. Facts by them-
selves, however, are simply facts.

Granted, there are those persons who delight in the accumulation
of a vast array of such facts, which on the surface appear to be monu-
ments of geographic wisdom..Some geographers delight in wowing their
audiences—students or colleagyes—by rattling off such unassorted mis-
cellanea as the 1920 population of Pocatello and the number of tons of
copper mined at Bingham Canyon since the first shovel bit into ore-
laden Utah soil.

Such facts, of course, are often impertant building blocks in genera-
ting geographic concepts. By themselves, however, they provide little
that is challenging to the learner. Indeed, it has been said, quite wisely,
that one can collect facts without thinking, but that one cannot think
without having collected facts. That is, precisely, the purpose of geo-
graphic facts. They lead the learner directly to one of four fundamental
concepts in geography: spatial disinbution, areal association, spatial interaction,
and regionalization. These concepts are so important in understanding the
role of geography in the social studies for the 1980’s that they warrdht
our close examination.

¥

Spatial Distribution .

A geographic fact dealing T}}w a specific phenomenon within a
given piece of space (or place).i€ a spatial distribution. What kinds of
phenomena and what sorts of space?

We might, for example, be interested m the location of school-age
children in a given county. The phenomenon is the location (or distribu-
tion) of school-age children. The place is the given county. We could
refine this spafial digtribution in a variety of ways—-by age or grade
grouping, by sex, by race, by I Q., by socioeconomic family background,
or by virtually any other variable with which one might wish to deal.

'!
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The place, however, is fixed It is limited to the boundaries of the county
under investigation Place, then, is essential if we are to retain a geo-
graphic focus .

The kinds of spatial distributions that interest geographers are as
varied as their areas of specialization Spatial distributions may. for
example, include diverse physical phenomena such as climate, soils,
tandforms. and vegetation, economic phenomena stuch as manufac-
turing, transportation, and resources, and cultural phenomena such
as languages, religions, and. house-types The places may range in
scale from the atea of a single farm to that of the entire surface of
the earth.

Areal Assoaciation

Our second basic concept involves two or more spatial distribu-
tions. In other words, the concept of areal asseciation is built upon the
concept of a close correspondence of two spatial distributions in the
same place, which, in turn, is a concept built on geographic fact. Princi-
pally areal association involvesthe spatial distribution of one phenome-
non that is affected by or dependent on the spatial distribution of
another phenomenon

The possible combinations are numerous. indeed Within the
boundaries of a given metropolitan area, for example, the spa}ial diskri-
bution of freeways and the spatial distribution of shopping centers
clearly demonstrate an argal association. The spatial distribution of corn
production within counties in a given midwestern state and the spatial
distribution of swine production in the same state demanstrate to an
amazing degree areal association: Counties in which latge quantities of
corn are grown almost invariably have large numbers of swine. In this
case, clearly, one distribution liesﬁdi;;)ectly to the.other.

¢

Spatial Interaction '

In focusing on the concept of areal association, only one place, or
area, is involved In dealing with the concept of spatial interaction,
geographers shift their locational attention to two places and examine
the ties or linkages between them. '

+ The concept of spatial interaction is fundamental to modern geog-
raphy because modern gedgraphy is particularly concerned with the
relationships and interactions enomena over the surface of
the earth. These relationships and interactions imply the flow of goods,
the movement of people, and even the dissemination of ideas. Regard-
less of whebher we are studying the volume of the flow of gobds, the
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numéﬂf people who move, or the speed with which new ideas are
disseminated, we are focusing specifically on spatial interaction
It is not essentiakto the concept of spatial interaction, however, that
- vast, world-scale dlstances be involved. We could focus on several
locations within an urban area. We might, for example: focus on specific
residential neighborhoods and the places where the residents of these
¢ - areas work This journey-to-work problem involves two specific pieces
of space—-residence space and work space These fwo separite pieces of
¢ + space have connections or spatial interaction Inother words, people are
interacting through space Thus, the very term spatial interaction is de-
) scniptive of the idea to which it is agached.
The amount of spatial interaction that can occur between
.~ Pphenomena rgpresented by two indivigual geographic facts can be
affected by a host of factors, three of which are absolutely basic to all
spatial interaction models: complementarity, separation, and transfera-
blhty
. - Complemeniarity réfers to the relal’onshlp that exists between
phenomena that are part of a process or “that provide a way of producing
something or of accomplishing a particular result. In other words, there
must be a surplus {supply) of something in one place and a shortage
. tdemand) in another place.
There is a surplus of off in the Persian (Arabian) Gulf area, There
i 2 demand forit in the s, Despite the distance and the cost,
Me\] % ard lined of flow are established. .
Separaton isimplicit it the concept of'spatial interaction—two sepa-
rade pieces of.space are involved. The phenomena involved do not
occupy the same piece of space asthey do in areal association.
. Typically we think of separation, +or the distance between.
“ phenomena, in terms of miles or kilometers. For many geographic prob-
lems that focus on spatial interaction, however, economic distance is of
far greater significance. There are two ways of measuring economic
dls?ance-——ln dollar costs and in time costs, Where complements are part
of an economic process, as in the assembling of iron, coal, and limestone
P in the manufacture of steel, the measurement of separation in terms of
either dollars or time may have much greater meaning than separation™
in terms of miles.
Trénsferability. the third factor necessary to spatial interaction, refers
to the conditions of movement. Thus, transferability is a function of
distance measured in cost or time terms, as well as a function of the
».specific nature of the product. Contifluing improvement in transporta-
tion and communication permits inexpensive as well as rapid transfer
of goods that was almost impossible a century ago. Think, for example,
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d¥ the rapid transfer, at relahively Jow cost, of fresh vegetables in the
winter from south Florida to markets in wortheast‘

Regionalization

In listing and dlscussmg the four concepts basic to geography for
the 1980’s, 1Lis appropriate| that we focus on the region after having first
dealt with the concepts of spatial distribution, areal association, and
spatial interaction The reason is simple The regional concept is related
lo all three of the others The concept of the region can, indeed. be
derived frora any one of the other concepts We can find regions that
are derived from spatial distributions, from areal associations, and from
spatial interachions First, however, fet us examine the meaning of the
term region .

Geographic hterature is replete with scholarly efforts to carefully
define a region. Precise definitions, however. are likely to be of less
importance to the user of this book than are the ideas that Ile behind
the definitions

Essential to the reglon, asinall geographic study, is the idea of place.
It is place that is at the heart of all work geography It matters little
whether the geographer 1s a fourth-gtade student who is coming to grips
with the diversity of the planet Easth for the first time or a world-
renowned research geographer who is pushing back the frontiers of
learning :

Geography. in its regional mpdexfdtuses on questions that explore
the patterns of those physical and cultural phenomena that give places
their special character Regional apalysis deals with questions such as
how and why places, or regions,’dfffer‘ .

Traditionally, geofiraphers have identified several types of regions,
the most common of which are known as' homageneous regions and functional
regions They are not literally mutually exclusive, but, nonetheless, they

+do have their individual goals and methods of analysns

In the past, hamogeneous regions have been used most often for
social studies curriculum Jevelopment A flomogeneous region, as its
name implies. js deternined on the basis of one or more independent
qualities of hkeness, or homogeneity. Mast common, for school pur-
poses, have been regions that possess political homogeneity—the
United States, France, Tanzania, etc, Political regions, however, are but

one type among many homogeneous regnons Soil regions, vegetahol:l’

regions, and a Cotton Belt region are all illustrations

In recdlly years, and particularly as we consider the application of
geography In the 1980’s, geographers have glven increased attention to
functional regions Here they employ their spatial knowledge in under-
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" standing how #Tegion functions as a unity rather than by asking simply
what gives character to the place. The focus in still on place, or,
“Where?” byt a shift is made from, “What?” to, “How?” In functional
regions, gfographers seek out t]'redconnections,'linkages, and relation-
ships among phenomena within a region. Do you see, therefore, the
significance of the concept &f areal agsociation in such studies?

Political units are often too diyerseMo make meaningful functional
regions. Linkages across political lines may ke more important tha
internal link ages. Trade areas, transportation networks, and river basinls
may be better analyZed. In such instances the concept of spatial interac-
tion becomes operational in the regional concept, In political regions,
boundaries must be accepted as givens. Often, hdwever, the functions
of processes that are studied in functional regions tell us where the
boundaries should be. In other words, the Functions themselves deter-
mine thetr own regions.

What abput the concept of spatial distribution and the reg]on? It
may, indeed, be the most commonly used determinant of a region.'We
might draw a map in which we would include, on a world scale, all of
the areas on earth in which spring wheat is the dominant crop. Cur map
would indude large areag of the Dakotas, Montana, and Minnesota, as

.well as portions gF'the ﬁgaiﬁ‘e provinces of Canada. Another large area
would appear jfi the Soviet Union. Qur map has provided us.with a

region: a world-scale map of the ‘earth’s spring wheat

TIES TQ THE HABITAT )
' W regan this chapter by referring to the linkages that exist be-

L S

twedn’'geography and history. In thinking of the social studies for the =

. 1980’s we would ignore these vesy real ties at our peril Geography fills
a unique spatial role in this accord
Geography's linkages are.not alone to history vand the social
sciences, however. Indeed, geogr®hy, perhaps more than any other
discipline, forms bridges between the natural and the social sciences. By
its very nature, geography has one foot in the natural sciences through
jts concerns with the distributions, associations, and interactions among
climate, soil, vegetation, and landforms. At the same time, geography
is a people- based discipline, interested in the distributions, associations,
and interactions among people and their works over the surface of the
earth,

In the past two decades perhaps nothmg has swept through thl\ -~

conscience of the western world as has concern over the seemingly

bt
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imminent destruction of our environment. Wave after wave of an'ger,
as well aganxigty, over air and water pollation has_engulfed many of
the urban-industrial societies of this planet

Death from toxic smog has occurred in several communities in such
widely separated areas as the United States, Belgium, and England.
Radioactive fallout, imperiling people and beasts alike, has proved to be
a real danger to life. Streams foam with detergents. Rivers have become
sewers, and some even fire hazards. Lakes have been declared “dead ”
Ol spills have threatened sensitive shoreline habitats on a worldwide
scale~— ~

As we fove through the 1980°s, ecology is a household word and the
“quality of the environment” a universal slogan. Scarcely a social stud-
ies program survived the 1970°s that did not state that ecology (in spite
of its natural science base) was one’of the integrated social science
disciplinies in the program. Photographs of smoke- -spewing factories,
smoldering slag heaps. and oil-covered birds are found in virtually every
successful textbook series Unhappily, however, much of the content
has beert superficial and emotion-charged, and has contributed little
" toward helping young people understand twe problems, let alone de-

- - @elop the skills to tackle the solutions.

Geography, certainly, is not a magical discipline. Yet it can be of .

— great help in curriculum-bujlding processes that face the difficulties of

including meaningful ecological content in the social studies. This ig a
topic-that will be much with us in thef 1980°s as smog_continues to
increase in urban-industrial areas, as carbdn dioxide in our atmosphere
continues to build, and as energy shoriages threaten our very way of
life . MR N

The social sfiegu‘es"tétﬂd to focus on 'peo\‘ple as social, ecpndmic, and
political beings, and ta pay little attentidn to the intepa€tions among
people and their habitat. Only two sciences, really, a uipped to deal
with, the impact of people on their habitat—ecology and geography.
Most ecologists, however, tend 0 focus o urity of a biological
habitat—the tropical rain forzst,.,,th"e rgef—while geographers
have always been more concerned With ecosystems as_modified by

people N
! GeograpHers abandoned envaronm@m/as i useful concept half

a centqry ago. It is not nature that shapes'the behavlorreop]e, rather,
the interactions of people and their habitat are, funclions of .the atti-
tudes, objectives, and technologies of people themselgil’eople are

chosers. People make the decisions as to the ‘'ways in wXich they will
bring the resources of any habitat into prodnctive usé. Andit is geogra-

phy that focuses on this interaction between people and habitXt.
! - -
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CONCLUSION o

[ What about geography and the social studies for the 1980’s? Geog-
“raphy can and must play a ma|or role in the social studies for this

decade.
Qur planet is tiny and fraglle.amadst the expanse of space. It js less

than 25,000 miles in diameter at the equator. Who of us has not owned -

an automobile that has gone many times that distance? Yet, by the end .
of the decade, 5 billion of us will be sharing not only this Wet )

but aiso the resources that it provides. Geography has so much er
to learners as they come to grips with the realities of place and people
The “place name’ * geography of the past, the “strange lands and funny
people” stereotypical geography of the past. however, %ill not help.

This chapter has attempted to stake out s&qe conceptual guidelines
for the integration of geography within the social studies. It is an eclectic
subject. drawing its data from hoth the social and We natural sciences.
lts uniqueness lies in its viewpoint—spatial. As occupants of this tiny
piece of firmament, traveling endlessly through the vastness of our
universe gn our annual tnp around the sum, surely a spatial view is

essential for our survival and for the survival of our children.
[ ] -
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; CHAPTER 6

Cultural Pluralism and the Social Studies
- ) - John Jarolimek

Cultural pluralism refers to the diversity in patterns of living and of
social heritiges bf people in American society. This chapter discusses
some of the implications of such diversity for the social studies curricu-
lum. The subjait is highly susceptible to subjectivity and emotionalism.

v JLis loaded issues that do not lend themselves to reasoned resolu-

tion on the basis of empirical data and expertise. For the past jwo
decddé$, when this topic has been discussed, there has been a congidlent

‘tendengy to confuse realities with myths, problems with-solution®and.

intimidating rhetoric with competent authority. Thus, in some in-
stances, educational policy decisions based on the ideology of pluralism
hdve been made without the efit of objective analysis. Even more
rarel)? have they been based on research that would speak to their

long-term social consequences. Indeed. many such. policy decisions have

been- formulated for political, rather than educational, reasons.

®

DEVELOPING A‘NATIOIGAL IDENTITY oot

There is good reason to belieye that pluralism is now{generally
accepted as a social reality by the educational leadership in thig country.
Pluralism in the sense of the multjguitural, multiethnic, and multiracial
legacies of Amencans is simply ot an arguable issue. From the ea rliest

i . N ) .ot
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+ invasion by Europeans, thqueogra'phic area no\w defined as the United
States has had these “multi’”’ characteristics. By the time of the Ameri-

¢an Revolution, the Coloni¢s were already populated by a heterogene-
ous mixture of people from a wide variety of cultures, ethnic groups,
and racial backgrounds Moreover, the Spanish had already penetrated
what was later to become the United States’ Southwest and had estab-
lished mission settlernents there. At the same time, the French influence
was appatent in the Great Lakes and the Ohio-Mississippi Valley re-
gions. Nor should it be forgotten that the entire area was inhabited by
various tribes of native people.

Until recently, however, the tendency in social and political educa-
tion has been to ignore or to denigrate the contributions of heritages
other than English—or “Anglo.” It was assumed that those who imrni-
grated from non-Anglo homelands would forsake their ancestral roots
and become Americans by embracing the values, norms, mores, and
lifeways of the dominant, mainstream culture. This meant that they had
to learn the American variant of the Enghsh Iangu age, send their ¢hil-
dren to school, get their citizenship “papers,” $érve in the armed forces,
and so on. They were simply expected to leave Old World ways behind.
In recent years some authors have made a big issue of the notion that
this acculturation process stripped the immigrants of their ethnic idén-
tity and that those immigrants perceived this as a tragic personal loss.
The fact is that while many, perhaps most, had some feelings of nostal-
gia for their former homelands and desperately missed the loved ones
whom they left behind, they were proud, pleased. and, in most cases,
anxious to become Americanized.

. Those who have been critical of this country’s policies in promoting
its melting pot ideology have claimed that “t0 Americanize meant to
Anglicize.” This is probably an accurate agsertion. After all, the Found-

ing Fathers of this nation were either Englishmen themselves or English .,

in their outlook and value orientation. English customs prevailed in

trade and industry The dominant language was English, as wagthe legal

system; many of our laws are derived from English common law. Thus,
although the individuals who populated the Colonies were products of
many different cultures, the colonies were, in fact, English in terms of
the values, traditions, and lifeways that dominated day-to-day social
and commerual intercourse. In time, these dominant English influgnces
were dilutetl and then nearly lost altogether with the infusion of people
from other}cultures with other orientations. Nevertheless, many of
them persist even today.

Throughout the nineteenth century, the United States was devel-
oping a unique national identity Thus, when this country was receiving

. 61

N

M




. J

immigrants by the millions, particularly betweg'n 1890 and 1910, the
melting pot metaphor was not an altogether inappropriate one to sym-
bolize the process of acculturation of immigrant people Can you imag-
ine the chaos and conflict that would have resulted if each immigrant
group had been encouraged to segregate itself according to its ethnic
identity? Keeping in mand that between 1824 and 1924 some 36 million .
people immigrated to this country—the largest movement of people 1n
“human history—the fact that the United States was able to absorb these
people without a major cyvil uprising has to be considered one of the
most remarkable social achievements of all time
Today it 1s appargnt that there are many things wrong with the
melting pot idea But at the turn of the century when each year the
coéuntry was receiving hundreds of thousands of non-Engligh-speaking
immigrants from eastern and southern Europe, the challenge of getting
these .people into the mainstream culture 35 quickly and as painlessly
. as possible was worrisome te the leaders of the time ‘Considering that
as late as 1920, 40 percent of the npation was still of foreign stock—
meaning that they were immigrants or children of immigrant parents—
it is remarkable that the process worked' as well as it did ~

-

. /

THE RISE OF PLURALISM’ ) v

The ascendancy of pluralism is oftei'n associated withi the civil rights
activism of the early 1960’s. While the civil rights movement was.
undoubtedly, partially responsible for the revitalization of interest in
ethruc identity, it is far from an adequale explanation for the rise of

} pluralism in American life. Pluralism can exist only when people are
able to choose how they are to live. This means that the economy must
be competitive to the extent that it can provide people with choices, that

governmental structure must permit diversity, that the technology

must be, advanced enough to create altethatives from which to choose,
and, most importantly, that jndjviduals must be psychologically secure -

enough ko make choices Henry Ford I who mass-produced the Model

+ Tis often quoted as having said that a buyer could have the car in any

color as long as it was black! All of-the early Model T Fords had

four-cylinder engines. with a magneto for electrical energy, rear-wheel

mechanical brakes, and a planetary transmission. Today’s car buyer has

hundreds, perhaps even thousands, of options if one takes into account

"all of the permutations possible regarding makes, models, engines, col-

ors, upholstery, accessories, and so on. The same wide range of choice
exists in almost all facets of modern life. Small villages of five or six
hundred persons may have as many as a dozen churches In the health ~~
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care field there are medical doctors. chiropractors. osteopaths. naturo-
paths, herb doctors, and faith healers to accommodate individual needs
and persuasions. Individuals have even been creative in designing alter-
natives to the conventional husband-wife marriage. One would be hard
put to think of anything that people do in this society in’ which they
do not have a choice.

The term culfural pluralism was first used by Horace M. Kallen in
1624, but it only recently has come into widespread use. {t is not
altogether appropriate to limit the meaning of cultural pluralism to
ethnic diversity because, as we have seen from the foregoing paragraph.
cultura) pluralism can tzke many forms. Because we have a plaralistic
orientation to almoss everything associated with our life-style, there is
a greater readiness to accept the idea of diversity of ethnic heritages. In
other words, it is now “OK" to be of Polish, Indian. Black. Asian, Irish;
or ltalian extraction, whereas a generation ago such identity wauld have
carried a stigma. There is no question that this society has made great
strides in building such attitudes of acceptance in recent years. Of
course, the job is not yet completed, and we still have a way to go.

Today the nation does not face the same concerns and problems
that it faced at the turn of the century: Thénumber-of immigrants it
receives, even including those from Southeast Asia, is miniscule when
compared with the influx of people between 1890 and 1910. Further-
more. many of the immigrants who have entered the United States in

recent years have been educated persons with well-developed skills, -

often with professional training.’ Because these people can easily be
absorbed into the population, they pose no threat to the stability or
security of the nation. Many of the descendants of the poor and illiter-
ate immigrants of the earlier period, whether they came from Europe,
Africa, Asia, or Latin Ametica, are now thoroughly .assimilated into
mainstream American life. In other words, this may be the first genera-
tion of Americans that is psychologically secure enough to deal with the
reality of pluralism that has resulted from a multiethnic heritage. The
interest in and the greater acceptance of ethnic diversity. then, can be
* interpreted as an extension of widespread cultural pluralism.
Although the terms mufhculiural and bieulitural are often loosely ap-
plied to the diversity.of ethnic heritages. i#ust be understood that very
few Americans are brought up in a culture that stands wholly apart from
the mainstream culture. The international distncts of cities—the China
towyls, the Little Méxicos, the Harlems. and so on—are n
separate cultures. They are, at best, subcultures, containing muchfrpm
tHe mainstream, with vanations added as a result of a particular efhinic
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[ areas, or those who have otherwise isolated themselves from the rest of
i society, that we get close to what might be considered another culture,
as. for example, certaip Indian and Eskimo groups or such religious
groups as the Hutterites and Mennonites But even in those cases, it is
debatable whether they aresecond cultures or simply subcultures, espe-
cially when we see snowmobiles or pick>up trucks parked in their yards
or television antennas emergmg, from the roofs of their dwellings A
recent newspaper photograph showed a barefoot, teen-aged vtennonite
girl holding what appeared to be an animated conversation 1n a street-
side telephone booth because phones are not allowed in Mennonite
homes Next to the telephone booth, her horse. hitched to a buggy,
waited patiently' This young woman ;s dealing with a personal reality
that many Americans have had to face—that of adapting their lives to
the demands of the majnstream culture without at the same time totally
alienating themselves from the culture &f their forebearers.
In social studies education, cultural pluralism should be taught as
“a broad concept having to do with the many variations and options in
hfe-style that people have available to them. This is, of course, a form
of human relations education Helping learners develop the maturity to
make their-own life choices and. at the same time, to respect the right
of others to make different choices js one of the great challenges to social
studies teachers. i

»

MULTIETHNIC EDUCATION IN- THE SOCIAL STUDIES

An ethnic group is an aggregate of individuals who have a shared
history, speak a common language. hold similar religious beliafs, ob-
serve common traditions, have a sense of nationality, have their own
folklore, and develop what some authors have referred to as a sense of
“peoplehood.” The term #hmaly has to do with the unigue characteris-
tics one has developed as a consequence of one’s ethnic identity. It is
important to Gnderstand that ethnic behavior or ethnicity is learmed; it
is not transmitted genetically Physical qualities—i.e., racial identity—
-on the other hand, are genetically transmitted from parents to children
and may or may not be associated with ethnic identity. For example,
there are many persons’ in the United States who have the physical
characteristics of Asians, Africans, American Indians, or Latinos, but
who _have no psychological or social®attachments whatever to those
particular ethnic groups. Yet, if those same individuals had ‘been
brought up in their ancestral cultures, their physical appearance would
be regarded as an intrinsic part of their ethnic identity.

\
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Most nations of the world have a few eth ni¢ minority populations
—for example, the Laplanders in northem Norway, the Basques in
northern Spain. and the Palestinians in srael—but for the most part, the
nations remain predominantly of a singﬂethi‘tic composition. The situa-
tion in the United States is clearly different. Here many ethnic gfoups
have been socialized into the mainstream culture; yet remnants of their
ethnic origins often persist—in some cases, very stro;&hd for several
generations. In other words, people of different etknic origins in the
United States may have been acculturated, but only in varying degrees
have they been assimilated—i.e., rendered indistinguishable from main-
$tream America.

This country js unique among the nations of the world in that its
citizens can trace their ancestral roots to all of the world’s many cultures.
We are, therefore, mulfiethnic in our origins, and the evidence of our
multiethnic legacy is all around us. The people of the United States truly
represent a confluence of world cultures. Some individuals have
stronger ethnic attachments than do others, and some, rejecting the idea
of ethnic identity altogether, simply say they are “American.” But a -
surprisingly high percentage of Americans does claim some ethnic iden-
tity. An individual who may be a mixture of a half-dozen or more ethnic
or national groups will often select one and embrace it as his or her
ethnic group—"I'm Irish,” “I'm Indian.” "I'm Polish,” and so on. The
ethnic group with which he or she identifies may not even be the
dominant one in his or her background.

Many aspects of ‘our multiethnic heri'tage, along with contempo-
rary cultural pluralism, have become institutionalized in social studies
programs in recent years. These emphases are reflected in modern text-
books and curriculum documents. They have become an accepted part
of the mainstream social studies program in many schools. Much re-
mains to be done, however, if the schaol prograrh is to play a significant
role in combatting racism, ethnocentrism, and social injustice stemming
from ethnic identity. The following recommendations suggest direc-
tions in which multiethnic education could profitably move:

1. American history, as taught in elementary and secondary
schools, should focus on immigration history in or&itto por-
tray more adequately the contributions of many world-cultures
to the development of the American nationality.

2. A variety of educational experiences should be provided to
help young people develpp a sensitivity to ethnic diversity and
learn to respect differences that are a result of ethnic heritage.
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3 Young people should have opportunities to learn somethlng
about therr personal ethnic hentage, if they choose to do so
However, the heavily affective and emotional aspects of ethnic
identity should be discouraged—particularly if such an empha-
s1§ results in the ethnic1ssue’s becoming a weapon of social and
political pawer By promoting exaggerated ethnic pride, the
schoel sumply encourages athitudes of ethnocentrism that can,
result 1n unwholesome intergroup relations

4 The multiethnic emphasis should be integrated into the pro-
gram at all grade levels, K~12, and should not be reserved
simply for a un1t or topic to be studied outside the mainstream
social studies curriculum

5 The positive values of ethnic diversity should be stressed Life
is ficher and more interesting, and it provides many more op-
portunities for choice because of the ethnic variety of our peo-
ple It is not ghly the native Hawaiian people who enjoy a luau.
And who'&ﬁuld say that a trip to San Francisco would be
complete without a visit to Chinatown? Or to New Orleans

. without enjoying the fine cuisine of the French Quarter and the -
jazz music of Preservation Hall? Of course, cross-cultural un-‘:l
derstanding involves mote than tasting foods and dressing in
‘ a native costume on an ethniccholiday The essential point is
this' The advantage of an ethnically diverse heritage is that
# anyone and everyone can partiapate in and benefit from what- 4
ever each group has to offer. Ethhic diversity need not be a
" divisive force 1n society; indeed, itcan be a means of promoting
* social cohesiveness.

[t should be said,. finally, tharthe social studies progrartn of our
public :schools has a first reSponsibiliiy to focus on those overarching
" common values such as freedom, equality, justice, humanity, self-gov-
ernment, and human dignity that.for over two hundred years have held
#s together as “one Nation . . indivisible.” The engendering of ethnic
attachments and ethnic pride in the young and the emphasis on plural-
ism and diversity cannot be permitted to develop uncontrollably with-
out creating unw anted social side effects. Social studies education in the
years ahgad will need to achieve a balance in emphasis of tha kind
embodied in the following statement made by President Carter in his
nomination acceptance address in 1976:

We can have an America that encourages and takes pride in our
ethnic diversity, our religious diversity, our cultural diversity,
* ¥
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knowing that out of this pluralistic heritage has come the strength
and vitality and creativity that has made America great and will
keep us great.
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- 50(1:21 Studies for an Urbamzed Wovrid

Carole L. Hahn
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. ecent National Science Foundation survey of social studies in
the Lifited States reported that during the period from 1955.t0 1975
elemtentary school textbooks contained increasingly fewer examples of

- rural life and increasingly more urban material.! That shift refl

population cha nge not only in the United States but also in the rest Of

. the world. .
Seventy-five percent of the people in the United States now live in

urban areas~—ifies and their outward spreading suburbs. The urbaniza-
tion of entire nations, like the United States, is a relatively new phe-
nomenon, though cities are not new. The, Industrial Revalution caused

the urban revolution—first in England, then in the rest of Europe, the ",

United States, Japan, and other industrialized nations. Currently. a fan-

tastic growth of cities is octurring in Latin America, Asia, and Africa.

Half of the world's people will be livihg in cities by 1990,

“Whether we live in the central city, in the suburbs. or in sural
Amériea, urbanism is a part oMall of our lives,” emphasizes Richard
W;E/ski. editor of the 1972 National Council for the Social Studies
Yearbbok, Teaching About Life in the City.? That point was brought home

to us when newspaper editorials across the country debated whether ~

taxpayers’ money shoulsl be uged to “bail out” New York City from
+ - L 3 -
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bankruptcy. The nightly television situation comedies, advertising, and

news from cities across the globe have urbanized us all. Both the prob- . -
lems and the possibilities of the cities belong to each of us, Students
must learn that alternative futures are possible for an urbanized world
and that the decisions they make will contribute to determining which
alternative becomes the reality.

What distinguishes an urbanjfed world from a formerly rural one,
and what are the implications of that shift for social studies education?
How can we help students 40 understand urban life and to act effec-
tively in an urbanized global culture? Those are the questions that this
chapter will address.

Most importantly, urban life everywhere is characterized by a high
degree of interdependence. Not only must ohe satisfy basic needs by
purchasing goods and services in the marketplace with money received
for one’s specialized work, but also’a disruption in any part of the urban
-area causes disruphion in one’s own life. Strikes by teachers or garbage
workers. boycotts by truck dnvers, layoffs at plants, and dense fog at
an airport are painful directly for some peopletand indirectly for almost
everyone else in the area if the disaster lasty for an extended period of
time, Initial inconveniences, restricted services, and lost income develop
into economic depressions, health hazards, and political crises. Urban
interdependence is of an impersonal natute, which is distinguished from
rural independence or interaction with known ing!ividuals‘

Urban life is characterized by high mobility and decreased Family
ties, with an increased tendency to belong to many different groups.
Social problems are mosl’ébule in urban areas. Cities all o¥er the world
oftén have the highest rates of unemployment, shortages of adequate
housing, decaying buildings, congested trafic, high crime rates,
crowded courts and prisons, insufficient health care, and schools charac~
terized by violence and poor learning environments. In cities in the
United States, these problems are compounded by the fact that the tax

- base o pay for the needed servige®Ts diminishing. Many urban dwellers
feel helpless against overwhellning conditions and alienated fiom the
political decision makers. ;

Urbanization also generates some of the most positive features of
modern life New buildings reflecting the most recent advances in tech-
nology stand next to old bui]dings'thal symbolize the cultural heritage.
Rich and poor people of all ages represent heterogeneous Populalions‘

¥ _The close_proximity of ethnic groups in cities provides the opportunity
to learn frofh a variety of ethnic restaurants, festivals, churches, art\ C
exhibits, store§, publications, and ceremonies. It is in cities that one

-
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finds museums, professional sports, centers for the arts, and a tremen-
daus variety of goods and services And cities offer the great diversity
of jobs that draws new urban dwellers from the farms .
Both the problems and the possibilities of the world’s citjes demand
that students develop skill in decision making and in effective social
participation. Because the fate of an urbarized world rests with all of
our citizens, social studies programs must help students to reflect upon
urban issues And because most students will at some time live in urban
areas, we must prepare them to live there in a satisfying way The

elements of an adequate social studies program for an urbanized world -

are suggested by the four dimensions of the Curriculum Gurdelines of the
National Council for the Social Studies (NCSS) ?

In the knowledge dimenston, students must learn facts, concepts, and
generalizations that will help them to comprehend society and to take
part in it successfully Studies of urban living will combine knowledge
from the arts, law, philosophy, thexommunication'media, history, and
the socidl sciences Examples o ial science concepts that are
useful to understanding urbani¢atiof are:

History conflict, %ocial change

Soctolopy  values, status, institutions

Anthropology  culture, tradition, acculturation, ethnic group
Geography: cultural diffusion, spatialinteraction,’land-use patterns
Pohtcal saence. power, government, political efficacy -

Econpmucs, division of labor, interdependence, cnrcu[ar flow of in-

come

Ceneralizations from the social sciences also can be developed Or tested
by students as they study urbanization in different places durihg differ-
ent time periods The following examples were selected from Traching
Strategies for the Socra! Studies by James A. Banks:¢

History {from studies of cities in the past) A historian’s view of the
past is influenced by the availability of evidence, his of her personal
biases and purposes for writing, and the society and times in which
he or she .lives and works.

Sociology (from studies of life in cities in different parts Of the
worl today). Groups are often the victims of discrimination and
prejudice because of age, sex, race, religious or cultural differences

Anthrdpology (also from studies of life in cities in different parts
of the world today). All societies have a set of traditions that help
~maintain group solidarity and identity.

Geography (from studies of cities over several time periods—e.g.
Chicago, London, Tokyo, Cairo, New Delhi). The sequence of ac-

a
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hivities and culture patterns s related to geographic location and
accessibihity, and to the particular ime i:jnch human beings live.

Political science (from newspaper articlesabout students’ own city
and guest speakersy Organized interest groups attempt to influence
the making of public-policy when they believe that such policy will
affeCt their goals

Economucs (from studies of United States cities over the past 50
years) Government has become mcreas;ngly a participant in the
market economy [t 1s a compehitor.and also a creator of economic
opportunities

o~ . . . M
. Many socal scientists specialize in urban assues . Professors from

wegarby universities ought o be invited to speak to students about the
work of urban geographers, urban anthropologists, and urban sociolo-
wists, and about the potental careers in therr apphed fields
The second dimension of the social studies curriculum is ablities—
the bond between knowledge and decision making. Iacluded in abilities
are data processing and intellectual and human relatibns com petencies
To understand and to funchion in the urbanized world, citizens must be
able to read critically, write clearly, and speak persuasively. They must
be able to hten carefully, interpret charts and graphs appropriately, and
read mapsaccurately Social studies classes provide excellent opportuni-
ties for the development of these abilities They also provide opportuni-
ties to develop such social skills as being fensitive to others, co
mumcating, coping with frustration or disappointment, dealing with
conflict and authonty, leading and following others, and making contri-

butions to group efforts And, finally, social studies must develop think-

g skills To solve the problems of the urbanized werld, citizens.must
be able to analyce, synthiesize, and evaluate~They must be able to apply
relevant information to questions and tojitically reflect upon data
before drawing conclusions v

<As the NCSS Curriculum Guidelnes note, abilities are not developed
as @ result’ of accumulabing information;- but rather they are acquired
through constant practice-The activities listed below are sample ideas
for prowdlng that prachce

Elementary School

" 1 Listen to stories about chi
world

n cities in different parts of thex.

r -

L2 Wnte a song, a poem, or a story about a child in a city.

3 Interview family members to find out how many abes they.
" have lived 1n or visited v

71
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Middle School
1.

Make a classpchart about the aities that studentd have lived in
or, visited. A\, e - -

- * N -
Examine photographs from many modem cities List all the .
kinds of transportation you see,

Compare and contrast community helpgrs in cities around the
world. /

Using photographs from cities around the world, group to-
gether pictures of housing that seem snmﬂur Exglaln how the
pictures in one pde are alike and how' they are |fferent from
the pictures in other piles.

Make 4 collection of tools used by different workers Handle,
the tools and discuss how they are used. Draw‘a picture of a
worker using each tool on the job in the city.

-
e
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Interview old people aboﬁt how their lives changed when they
moved to the city.

Interview people who have lived in cities outsidé of the United
States, asking them how living in other cities is similar to and

different from where they live now. o

‘3\U-iwg several different sources, try to 'answer the following

question. What were the causes of population growth at differ-
ent periods for cities in your state? Before searching for infor-
mation, record a hypothesis, and think of several places where
you might get information. As you search, notice points of
agreement and disagreement in your sources. {This can be.done -
using only books in the school library, but individuals or
groups could also visit a local museum or historical society, or

talk with a state history professor or public rplations personnel
in large industries.) .

Construct models of Tiigs of the past.

. Write.a newspaper for a city of the past. Include sports, enter-

tainment, and weather as well as news, editarials, advertising,
and letters to the editor

. Make a collection of news clippings that shows how people in

your communnity are connected to peoplein cities outside of the
United States. At the end of a2 month write several paragraphs
tp summarize your findings.

. I
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7. Using city mafs {obtained-from trawél slﬂ‘és tourist bureaus,
embassies, etc.) for different cities inthe world, practice pld-
ning a route from one place to another. ’ . ]

8. Conduct a social scientific inquiry for one of the fol]owmg
questions: How have the lives of men, women, or children
s .changed as ___(country) industhalized/urbanized since 19507
’ Encyclopedias, library books. magazine articles, embassies, *
UNESCO, UNICEF, and interviews with people who have
been in the country since 1950 can be ysed to obtain informa-
tion Critically reflect upon any biases in or limitations to your
Q. data sourees '

»
9‘ Write a radio announcément to encourage either individuals or
+ . industries to move to your city. :

10. Read biographies of people who grew up in rural and urban
enwromnents How did tffeir roots in an urban or rural setting
. aﬁeg their careers and their values? -

High Sghool ¢ . . \
) 1. Make a photographic essay of life in a city near you. o
-" . 2. Research the urban experience for an ethnic group in a particu-

. lar city. Obtain population data from census.rports. Identify
/. churches or Qusinesses that have been part of that community
""" for a long time and find out what you can fram their records.

3. Read several different science fiction w?lters d,escnptlons of
future cities, and write an essay in° which you evaluate which
"tharactensncs you think are the mosu ‘least p:obable
“4 Ina hbrary, redd microfiche copleé-‘of old newspapers. Identify
.. historical urban problems, and compare thém to'current ones. .
' 5 Take a single urban problem, and find ont how several dll:ferent '
T * cittes around the world are copms with it. . .
s Reading maps from different time periods, descnbe urbaniza-
- tion in your state or for a country.

‘ 7
L o ‘Compare prices fogroceries in some small grocery storas in a
city with those found in the suburbs. Prepare charts showing
-y your information. - _ . y
8. Visit a tourtroom in an urbah aréa and one in a suburb. Write .
R " up your observations and generalizations. n
9. Analyze speéches’ made by politicians or political ;}art t- ,
forms in termis, of their implications for urban dweflers. . -~
. ‘ : . ' ) LN
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citizens mus ble to predict consequences of actions, and select those
that uphold‘%??ﬂeg In order to do that. they must be able to
identify and to"Weigh valyes. For elementary and middle school stu-
dents, stories about people living in cities around the world should serve
as a basis for values discussions The values tree, developed for the
Citizenshup Deasron-Making curriculum projeet,? is useful for helping stu-
dents to identify the problem (tree trunk), the possible alternative ac-
tions (lowest branches), and their corresponding positive and negative
consequences (highest branches). Once students have specified th@ pos-
sible consequences, they should reflect upon the values that each sup-
ports. The final step in the discussion_should be to ask students what
they would do and why - Choice and ]ustlﬁcatlon should always follow
analysis

The use of role play is a good way to make apparent)y remote value
dilemmas more concrete for students This is partmjyrly important
when studying urban life ig, past time periods or in cities one has not

*seen In order to conduct a role play, the teacher should set the scene

with the specific time, location, and information about events leading
up to the scene The'situation should be open-ended ard should present
an interpersonal conflict Students should have the opportunity to re-
- enact the scene several different ways before they compare and contrast
alternatives and resulting consequences. (SeeRole Playing for Social Values
by Fannie and George Shaftel® for more information on the use of role
playing for value analysns j Again choosing anid justifying should follow
analysns, and students should reﬂect upon what t]’relr decisions show
_ that they value . S, *

While a decision tree and role playing cari also be used effectwely
at the high schoof level, teachers often feel more comfostable having
grudents analyze value’dilemmas in newspapet artieles, editorials, let-
ters to the editor, or excerpts from student textbooks. Today’s newspa-

* per story, “Mayor Requests Tax Increase for Police-Salaries,” éould be

Jdiscusseql through the following sequence of questions: What is the

conflict here? Who has said or done what? What hypotheses do you
have about what various people value? What might happen if each of

In selecting among alternative futures for our urbanized world,

.

the alternatives were carried out? What values are supported by the

alternatives? What do y

that show about your values? _

ﬁ Textbook dgscriptions’about problems that faced urban popula-
tibns in the past can similarly be analyzed by a shift to the following
gquestion. "'If you l::.'e'rﬂ there. what do you think you would have sup-

think should be done and why? What does
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ported and Lvhy?” Students will note that their decision differs depend-
. ing on _their role because’ values are influenced by one’s position, one's
culture, 3nd the times *
The urbanized world offers many possibilities, for the systematic .,
lysis of value issudeés through curriculum units, debates, or individual
»résearch projects and position papers. “The following list of questions
" *provides ‘only a few examples of the multitude of issues for which
students should consider -alternatives, consequences, and supporting
¢alues. . - -

1 Is buaing-u-‘gﬁgd—way to achieve integration? .

* 2. Should suburban residents who work in the city pay ataxto
the city? - -~

R . 3. Should welfare programs be expanded?

. Should arts and sports cénters in cities be subsldlze;l by state
« Of federal-income tax? ~. .

‘5. Should ethnic holidays be city holidays? ,

. 6. Sholild any employees be exempt from receividg the minimum
*  wage or paying social security?

7. Should city workers be able to strike? - . "

_ The NCSS Curriculum Guidelines note that whatever students of the
socialGtudigs leam should impel them to apply their knowledge, abili- .
ties, and'value commitments toward the improvement of the human.
condition through socia) p"artlclpahon Youth are more likety to work
actively tomprove society when they are adults if they begin early to
develop a?t\h'ﬁﬁes and abilities supportive of such action. Social partici-
pation, like thmkmg, is developed through practice. Social participation
for children, as with adults, should follow from the\reﬂectwe‘ system-
atic analysis of an issue, and’it should be voluntary. Below are:some
possjblé social action actlwtles fhat could be undertaken by students to
improve urban life today, while they are developing abilities !hat they
will use as adult social actors in the future: . .

1 After studying about life'in_cities around th(world prepare a
scrapbook or write a storybook about what you have learned. ¢
Read it to some younger children. *

.g

o

a

, 2 Write a mewspaper, prepare a brochure, or design posters to
bring attention to an urban issue thaf people in your commu-y -
nity can do something about. Circulate your material in the
community.

v
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3. Form a “'get-out-the-vote” committee that distributes candi-
date or issue information sheets, provides maps, arranges for
transportation, and provides free babys:,tlers for voters in an
‘urban area 2

-

4 Conduct an oral history project about the personal meaning of
urbamzation. Interview people who moved froma rural to an '
urban area ab8ut their reasons for moving, ¢ lf.:\ges in their .
hves when they moved, and what they feel the advantages and ‘

~ disadvantages of urban life are. Contribute the audio tapes or
. transcripts of them to your school library . ,

§. Take turns with some other students observing at city council ¢
meetings or synthesizing newspaper articles about city council
meetings or calling a League of Women Voters observer after
each meeting to get a report. Report your information in the

‘ sch ool newspaper, to government clas?s, or on posters at com-
munity centers -

6 Learn Spanish or teach Spanish to someone who does not al-

7 Tutor a student wha is having difficulty in school, _ N

8 Attend a church service of an ethnic group other than your

. own Fy

9 Visit'a Salvation Army or Goodwill Industries center or an
-urban mission to find out what they are doing to improve life
for urban dwellers Find out how you and other students can
help Sharg your inforfation s . ) '

10 Prepare a slide-tape preséntation on “Urbanization. A Global
Proggss” for your school media center using photographs from
cities around the’world.. -

Clearly there is much that social studies classes can do to help
students understand the complexities of urbanization and to develop in
tiem the knowledge, abilities, values, and commitments that they will
need not only to live in an urbanized world but also to improve it. In
order to support these goals, teachers will need opportunities for in-
service experiences in urban sites, they will need information abou
urbanization in the developing nations, and they will need up-to- dat:\
materials on global urbanization Parents and school boards should
provide opportunities for suburban youth to experience the city, and
speakers should be brought intp, the schqols to explain how urbaniza-
tian has affected them Worklng togethdr, educators and community
members can prepare youth for the urbanized world of the 1980s
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d - CHAPTER 8

.o ' Global Education

Dorothy J, Skee!

- -l
Recently a second-grade child, when asked to draw his picture of
the world, drew a house with an apple tree in the front yard and at the
z top of the page, a globe on a pedestal. His perception of the world—my
home js here and the rest of the wotld is on the globe. Another second
grader chose to represent her view of the world as puzzle pieces that fit
together, green pieces representing countries surrounded by blue water.
g A world view is a strange and puzzling concept for young children to
: perceiye. How will they perceive that world as they grow older?
' Why a chapter on global education in a book devoted to social
s ¢ studies education in the 1980’s? One could easily argue that it shouldn’t
<> . behere, but rather it is understood withj the very concept and defini-
- tion of social’studies. It is an integral pgart, an attitude that permeates
* all of the social studies—an attitude that suggests that the whole must
g be considered when viewing the world, tackling its problems, or relating
to its people. Whether it is interdependence or dependence, the world’s
resource ater, air, mineral, and agricultural—must be shared by the

of those Ource/s’affects us all. That is often where the argument
begins: ,ho is going to control those resources? Some critics would
contend that global education advocates a world government to ccntrol

. - My 78 . . .
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‘e  world’s people, a reality that many wish to deny. The use and fisuse . *
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these resources. However, for most, ".global education means. first, an
awareness of the reality that the world’s resources are limited, that the
world’s people are dependent on one another politically and economi-
cally, and ¥hat the world’s problems are complex and will require coop-
eration by all if they are to be solved.

Jayne Millar Wood indicates that as the world has progresSed since
World War I, ‘with more than 100 natjons gaining political indepen-
dence, global life expectancy has improved. the standard of living has
moved upward and science and technology have revolutionized our
lives. She observes that with these advances a multitude of new global
problems—social. economic, and environmental—"have developed
which cannot be solved by nations in isolation from one another. Inter-
national cooperation. especially screnfific and technological cooperation is
essenfial if these widespread and persnstent problems are to be solved
in the future “

To develop an awareness of the foregoing global ‘realities. there is,

econd, the need'fsfacqmre knowledge about the world’s problems. For
example: (1) the current world- -population is 4 billion with the possibil-
ity of doubling that number in 40 years; (2) there may be a depletion
of vital energy resouices in 35 years; (3) although 75 percent of the
world’s population live in Africa, Latin America. and Asia. they receive
only 20 percent of the world’s income, 12 percent of its industrial
output, and less than 5 percent of its scientific and technological poten-
tial; (4) food production per capita has lagged behind population for thg
last nine yéars 2

A third need. possibly the most difficult, is for the reexamination
of values and the reordering of priorities, That the world’s resources are
expendable, that the current rate of energy use cannot continue, that
human energy ma¥ need'to replace some mechanization, and that fuel

- alternatives may be required so that petroleum can be used for medical

and material by- -products are all examples of issues that should- be

.raised. ¢

A fourth need is for the development of skills that will Perrmt (1)
analysis and evaluation of information abodt the world from a global
perspectivg, (2) decision making that recognizes that the consequences
of those decisions extend far beyond local communities. (3) making
thoughtful judgments about thelr actions, and (4) hypothesizing solu-
tions to problems.

When should global educahon begin? As early as possible. Chat-
dren quickly learn stereotypes about other peoples and. by the middle

* grades. respond Jess positively to things that are different. A child's

kN
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perception of the world é uniquely his/her own. Developing an aware-
ness of where other coudtries are located and of their relative distance
from the students helps them to achieve a spatial perception of the
world In turn, this percephon helps them to understand how they are
a part of that world—how they fitin Also important is the recognition
that people living in other parts of the world view that world from 4
different perspective
What can 4 teacher do? Furst, sk yourself some questiofs:

. 1 Do I have sufficient knowledge about the world’s problems—
pula‘tlon, food,supply, energy resources, land uge, chstribu-
tion of wealth echnological developments?

) 2 Dol understand the problems and aspirations of the developed
. and developlng nations? .

P * 3 Dolhave knowledge about theories being advanced (for exam-
ple,’by Buckminster Fuller, Harlam Cleveland, and .Barbara
Ward) to solve problems from a world perspective?

4. Do | have-the skills necessary to introduce a problems approach
-* (inquiry and analygis, simulation, role playing, case studies) to
“students In a variety of ways?

- ~ 5 Do | have the skills necessary to mtroduce the analysm of
! conflicting value syslems?

6. Do I Have the human relations skills to wor'k effectively wnth
students from all racial and cultutal groups?

. * .
* 7. Amlalare of the resources and materials available to assist me
in feaching global concepts?

. Dependln upon your responses to the above questlons you will
need to equip yourself with the necessary knowledge and skills to
implement global ideas in your classroom However, as important as the

“knowledge and skills are, unless you have (1) acquired an attitude that
recognizes the need for global education and (2) developed “an 3tmo-
sphere in your classroom that fosters ideas of globalhwng, itis doubtfuf

your implementation will be successful.
What classroom strategies and activities can a teacher utilize to help
o students acquire the necessaty knowledge and skills and develop the
" . attitudes and walués that will permit them to partncnpate as effectiye -
{ citizens of a global socnety? There are numerous ways to approach
global education in the classroom—a conceptual approach, a topical
.approach, a problems approach, and am issues approach—depending
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upon the age apd experience of the children. You will need to decide
what approach is most effective for you. The strategies and activities
suggested here will be organized around the four previously stated goals
for global education

1. To develop an awareness of the reahly that the world s resources are ltmifed,
that the world's people are dependent on gne another politically and economi-
aally, and that because the world's prabfms are complex, they will require
cogperahion by all to solve

In the earlier grades, it 15 necessary to develop the foundation for
concepts and skills that will be utilized in the later years to analyze
issues and solve problems. Therefore, initiate as a beginning (K-2) a
series of activities to help students identify needs and wanls, recognize
how they depend on others to supply their needs and wants, and iden-
tify the communities and countries that supply those needs and wants.

Procedure: The lesson would be divided into several days ot longer,
* depending upon the experience of the children. Have students think of
all the things that they-used prior to arriving at school, List these things
on newsprint. Are there things that we can group together (foad, cloth-
ing, transportation, shelter? What would we call these groups? Are
there things that we could get along without? Cross these out. What

" would we call those things remaining? (Needs) What can we call the

£

things 'we arossed out? (Wants) Where do these things come fro
Distribute magazines and ask children to find "one "needs” ‘and
“wants”’; also identify the place'where they were made or grown. Have
large charts labeled with Areds and MWanss, Have children place’ their
pictures on the appropriate charts. Conduct a discussion to determine
if gtudents agree with the choices of their classmates.

Depending on the level and experience of the children, locate places
‘on a map of the United States or the world where the products are
gtown or made. Talk about how the productsreach the store where they
are’ bought, Poes anyone know what we call it when we depend on
others for our wanis and needs? Can you think of anything that might
jappen that would cause us not to get the things we need (not enough
%y, strike)? Is there anything that mlght happen where the producl

de or grown?

A? a follow-up, ask children to look for needs and wants at home.
Determine by the label where they were made or grown You may
choose to make a display of such items. - - .

Upper level students need help in develong the concept of the
whole and of how the people and resourcés _ofqh,e world are divided. |
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Procedure. Divide the (ass into the magor wultures of thefworld to

g provide a microcosm Have each group rescatch its respective culture
s0 that each éan understand and present the perspective of ity culture

Next, help students visualize ther own Amersan culture, which

makes up a small proportion of the world’s population but uses a harge

portion of fhe world's resour ey (Thc United States has about 6 per-
cent ot the world's pupulation, but it uses 30 percent of the earth’s

energy «nd has approximately 34 percent of the world's wealth ) To
Jdramatize the situation, have the dass divide into groups according to
population and Fealth Set the desks apart to represent the continents

of Asta. Afnica, North Amega, Sotth America, and Europe Ina class

of 30, place 15 on the continent of Asit, 5 on Europe,3 on !\FT’Ii..l Jon

North America, and 4 on South Amenca Have 30 pieces of candy

represént the entire wealth of the world Give 14 pieces to the 3 peo-

” ple on North Amenica, @ preces to the 5 people on Burope, 3 precds to
- the 15 people on Asia, 1 to the 3 people on Africa, and 3 to the 4
people an South ’America Have students wm@how they Eelt be- *

fore ahd afterThe wealth was distributed * '

[nvulvement activibies are also appropnate at the secondary level

Procedure Arrange the classes so that students can spehd a day g

together and explain that theirfood will be supplied and, thcrcfé'rc they:
should not eat before arnving Serve a cup of tea and a sm.ll] bowl of
fice fur breakfast Provide the same meal for lunch and dinner byt in
the evening include watery soup or some frut Students should not
leave the room, but for necessity Debrief the activity by focusmg on
the feelnn;,s of hunger, boredom, and frustration * .

2 Toacyure hnowledye about the world « pmMem» such s populiatun, dergw, |
dntribution of wealth and resources, food upply, amid poilution

Any one of these problems offers extensive content and activities
“for the curriculum Hogvever, it 1s impossible to deal with all problems
in a limited space? so the pollution problem wiall be utilized
: In the earlier grades, students must conceptuabize the meaning of
pollution . ) .

v Procadure. Have the chuldren throw their scrap paper on the floor for
| one dag or longer if necessary, for understandiing Be sure to leave time
.o 8 lhe*d of the day for sufficient debriefing Have the chuldren look
s at tHe room How do they feel? Are there any problems caused? Bring
the paper together How much 1s there? Was some thrown away un-
necessarily? !—lpw can we conserve? Have the children visualize the
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amount of waste there is in their whole school What does their experi-
ence suggest about the amount of waste in the schoc:ls of the commu-
mt}',L state, country, and world?

. A problem-solving situation may
students.

Procedure Set up a dituation whereby the™ocal community has
to decide whether to permit a paper mill toWuild a plant in their area.
The plant will provide jobs for the people.but will pollute the environ-
‘ment and Cause tourists to stay away from the local streams and lakes
Give studentshrole cards with the different viewpoints represented—
unemployed person, fisherman, paper mill executive, hotel owner,
retired couple Have students role-play a town council meseting with
each of the per5oms giving hisrher argument™for/against building the
paper mill in the community Then have the town council make the

e best a@roach for older

-

decision , .
At the secondary level, studergzcan investigate the greenhouse
< effect on the world climate.

b
. Procedure: Present the theory that explains the “‘greenhouse effect.”
" The burning of fossil fuels such as coal and‘oil to generate electricity
or to power automobiles cayses more carbon dioxide to be released into
the air ltis absorbed somewhat by oceans, but when land is cleared for
agricultural or industrial uses, the earth cannpt absorb a®much carbon
dioxide. As the atmosphere collects more than normal amounts of the
gas. it acts as a greenhouse to retain heat The theory suggests that
world temperatures could rise a5 much as 11°F within the next hundred
years . ’ } * '
+ Have students research the effects that could possibly occur from
such agrmfrousym Also, have students determine what the possible
alternatives might be to solve the problem.

3 7 reexapine palues arl reorder prionties as rrm'ssrfm‘fd by mrrrm‘ world
condsrons -

Procedure: Give younger studerits an opportunity to think about
'making choices among needs and wants. Show students a Jist like the
following television, soap, refrigerator, bicycle, school, telephore,
-~ shoes, rice. Ask them to choose shmething on the list that they cannot
get along without Also, have them decide which one they would miss
the least. Have them di-s(:uss why they made the choices.

. Procedure: Ask older students t0 make a survey of the electrical
apphances lhey have in their homes. Find out.those that their parents

x B3 -
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and grandparents had in their homes as children Ask the members of
the family which ones they would be willing to give up to save energy
Keep a record of the appliance use far one week Try to reduce the
famly’s energy use by one-half during the next week Phiscuss which
. would be the easiest to get along without Which can be ehminated?
Which can be used less?* .

Pmmfun’ Have secondary students examine some of the following
questions

If we continue to increase our own Personal use of energduring
the next forty years at the same rate which we have during the past.
what will be the consequences? Where will we get the additional
energy needed’

What kinds of laws should society make to curb energy use?

Are some groups of people in society-—for example the poor—hur
+ more by strict conservation measures than others?

What are factors in Amesican soc:ely that have encouraged extrav-
agant energy use (eg advertising)? How have improvements 1n

technology led to energy scarcity?® M

4 To develop “halls Hhat will permd (1} analysts and evaluation of information
about the world {9 review 1t from a global perspective. (2} decision making that
recogrizes Fhat the mnsequ ces of those dmrans extend far beyond local

communties, 13/ the makin, ;‘ thoughtful udbments about thewr achons and

the actons of others, and (4] the kypol

. Have young chlldren talk about qlec:smns and the consequences of
decisions they have made Ask them to think of consequences that have .
affected people other than themselves

Procedure. Ask students to describe some decisions that thei? have @
make How do they decide what is the best choice? What are conse-
quences? How do consequences affect decisions? Have the children

er Made™ - . -

bf a Decision | Made . .
e d Like Someone Else TO‘WE_

‘The C nseq
- 4 A Decfsion |

Compas{ng, conirasting, and analytical skills can be sharesne‘ witR
« -, the following actjfity for older children. \
. ) |
Proced epare a transparency with t kowing information
about aountry and the comparative data: 17 °  *
¢ — I 1 '
| (: ,) 84 \-.J * h
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INFORMATION ABOUT COUNTRY (X).

When utilizing the information with the stydents, uncover each .

- .

: COMPARISON OF EACTS
2 AREA.
" Texas: ) 267,339 sq. mf.
Country (X) 481,350 sq. mi
. POPULATION -
" Texas 111,196,730
Country (X) 5,800,000
POPULATION, -
Hogston . 1,985,031
City (X): _ " 475,000
. DENSITY ¢ oL
Texas- 42.7/s5q. i
Country (X) . 12.1/sq. mi.
, COASTLINE: .
Texas: . 624 mij
Caountry (X) - 1,000 mi, .
EDUCATION- ’ :
Country (X) . about 70% illiterate
_ PRODUCTS- . .
F\ Coffee (4th largest % Sugar
producer in world) Cotton -
Fish R " Manioc¢ ,
‘Corn " ' Palm oil »
Sisal - ) N
MINERALS: -t
Copper - Phosphate
Manganese Sulphur
Gold ‘Diamgpds )
" MANUFACTURING: ’
Fopdstuffs - Cement
Tobacce products. Glass
Chemicals Cotton textiles
CHIEF EXPORTS: . ‘
.Coffee , Iron ore
Diamonds Caude oil

* section and ask the following series of questions: ©

. »
+ -

[ N

85

- T

<




&

. 1 As you compare the area and population of this country with
those of Texas, what conclusions can you draw? (\ ‘

I~

Froth this hmited knowledge of the country, identify any prob-
lemg you think, it might*have.

What might the comparisén of coastlines indjetg?, .

What might the statistic 'i!llferacy indicate about the coun- =
lry‘? 4 4
What type of chmate do these crops suggest? ' '

L]

G

- . 6 Are there any dlscrepanC1es in the climate suggésted by These o
crops? =

Do the crops suggest anything aboul the country’s locétion?

= B |

Do the producls indicate any of the industries in the country7

L5

" Do the exports suggest anylhmg about the technological ad- *
wvancemgnt in this country?

10 “What mlght be some of the problems facmg this counlry?

. : 11 Doanyof thesé problems suggest posslble worldwtde 1rnphca-
tions? ! 4 |

«

»
12, qu might these problems affect your community?
e 13 Can you identify thjs country?

the ‘newspaper to develop praflem-solving skills.

~  Procedure Present the following Srticle to studepts. Analyzet
Pull out the facts that are known. Idenlif);;?p’grloblem. Hy
" solubions t0 the problem. Have students reSearch their hy
B qeterrnme if they are feasible P '

B Uﬂﬂ MAY DRAIN INDIA'S FOOD STOC s, .
, - MINE .o :

- NEW DELHI (UPI')—The worst drOughl ih 60 ykars could force
o " India to eat through its entire food stockpile and face nationwide
famine for the second time in sixty years, officials said. -
Reports of hinger and, n€ar-starvation were lncreasmg across
. the nation of 550 million.  *

QFFICIALS reported many areds were without dnnklng..water and
» cattle were oft the verge of death in pirshed grasslands. In some. .
districtss villagers were foraglng for rodts and pawning ]ewalry to
- _buy food, according to reports reaghlng the governmenl
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Much land had hardened into a cﬁ'.y solid éT:lSt nd flelds lay
unplowéd, the reports said. .

- Fuelshortages idled irrigation pumps, worsening the problem.”

The preceding lehming;;'ge rices are only a sample of the types
of lessons that students will need|if they are going to be prepared to
participate as citizensof a global society. More importantly, let us ope
that through the acquisition of knewledge and skills, they will develop
a better sense of self-worth and, subsequently, a care and concern for
all-peoples of the world, = /

L
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3 - —
v Tearhmg Basu' Shlls with ‘Social Studies
) y Bary K. B
S Kb
N . o . : ,f;

~

Of all the skills taﬁtht in our ¥chools, reading comprehension and

L]

writing are %wo of the most basic. These tworskills serve not only as

goals of classroom lea}}ung but as tools for accomplishing other learning
. geals as well. And nowhere is the dual role of these skills more
nounced and important than in social studies because reading and
* ing are the major.me¢ans of learning and evaluating leamninig ‘in- fhis’
" subject area, If our yeuth are (1) to achieve the deslred cognitiv and
affechve goaJs of social studxes, they must be ablé {2) to comprehend, {

Pprocess,: resa studses mform n, concepts, and precepts
through admg an tlng To help stidents accomplish these tw.
goals better than many now .do is a ma]or task facing social Stu a :

educators in the.1980's. :

. This task may not be an especially new orfe. But the approach th'ét
seepto offer the greatest premise in accomplishing it may welt be: In
order to enhance learning in both social studiesiibject matter and the
Basics of reading comprehension and: writing, soaal shudies tachers should
make insiruction in reading comprehension and griting an qumi anid systemalic paré— -
of instruction in gll gocial studies courses, at all mde-kwb—tmndm-y is well as
dlementary—and for all students—gifted -as well as unﬂnwhlemg This chapter
explores some reasons and methods for unplementmg such.ah instruc-.
tional program. . - :
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CHING READING AND WRITING
SOCIAL STUDIES ‘
>. ® il . N N
. Over the past few years; educators and others have offered many
reasons ‘for teaching reading comprehension and writing in cdntent
courses, including thesocial studies.* One of the most obvious reasons

:ﬁr such teaching lies in the fact that increasing numbers of our stu- *
. n

.

f

ts, especially at the higher grade levels, simply do not read or write
as well as teachers, employers, colleges, universities, parents, and even
some students themselves would like.? A more compelling, if somewhat
selfish, reason—at least for those engaged in social studies teaching—
lies in the desire to improve student achievement in social studies;
research studies indicate that reading instruction in so¢ial studies classes
does accomplish this goal, while irhproving readmg at the same timte.}
A ghtrd reason is one of simple exgedtency—-lf social studies teachers
fail ‘to providé such”instruction, no one else will, because research;
furthermore, suggests that there is much less actual mstru'ction in read-
ing comprehension and writing beyond the fourth grade in our schools
than we'customarily bélieve exists.*

The most important reason_for mtegrahng reading and writing
instruction in social studies, however, grows out of the fact that conven-
tional approaches to teaching reading and writing simply don‘t do the
job that reall} needs to be done. Remedial reading and. writing classes
serve, at best, the needs of only a relatively few students. Special skills
units or core classes generally do not give the needed attentiop to
transfer, reinforcement, and continued follow-up skill inftruction in
content courses. Grab bags of drills or exercises all too frequently frag-
ment skills learning mstead of providing the coherent, systematic in-
struction $9 crucial to mastery of basic processes like reatyng compres’ .
hension and writing.

_ None of these conventional approaches deals satisfactorily with the
crui of the reading and writing problem afflicting increasing numbers
of our students today And that problem is this: Theré is a gradually gwing’

24P befween what most students are ired fo do and what they can dp in reading

" comprehension and writing as th wpiard Hirough the ¥rades. For too many
_ students this gap bedpmes almost a chiasm by the time they reach. the

upper secondary grades.* .
Although many factors contribute to the creation “of this® gaP, two

deserve particular notice here. First, this readmg/wnhng gap ofiginates

partly as a result of confusion on the part ¥ teachers betweenyskill using

. and skill teaching, Many teachers—in social studies, as u} otRer subjects

—erroneously assume that they are teaching skills mere requiring
L] -, i r: ‘
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students to engage, unguided and uninformed, in learning activities that
requite the use\f these. skills to whatever degree the students have
"mastered them ®
This gap also onglnates in large part frbm a Fanlure to provide skill - K
instruction in the subject matter courses wheregthese skills are used—
includihg the social studies 7 Students are introducgd to the fundamen-  *
tals of reading comprehensnon ‘and writing in the early grades, there-.
after, they Customarily receive relatively little direct instruction’ d
‘ migned to extend their use of these skills in'the ircreasingly sophj-
tifated ways with increasingly complex information, vocabulary, end
concepts, and with the inéreasingly complex and vared learning mater:-
< als that confront them in the subjects they study in subsequent grades * @’
o Students who do not develop the sKills necessary to cope with these
"+ demands find themselves dropping further-and further behind grade-
~level norms in-reading and writing as they move from grade to grade
\ Dealing with this situation requires more. than. remediation- for
those who havg already fallén victim to it It requires prevenfing Hhe dPM,
3 Lopment of such a gamewn the first place Fap the vast majority of studen:s in
social studies we can’ accomplish this goal by pfdviding systematic,
-developmental instruction in reading contprehension ard writing mn ail
social studies courses at ail’ grade levels in our schools Teaching read-
*» . ing comprehension and writing In social s;udles does not mean that
social studies teachers must become reading or'writing experés, How-
ever Nor does It mean givihg up contént for skill teaching ‘What this .~
S approach does mean is providing explicit instruction in these' prodesses
« ' .as they are uged to work with content throughput the social studies

r

b

curriculum LI L -
" " Research on th*ature and teachmg of readirg comprehenslon and
s writing suggpsts that theré 1s no single “best way’ to teach either -
"« .process ® But this same research, as well as ekemplary educational prac-
. . tices now 1n use, does suggest that for such instruction to succeed 1n

social stq‘dles,.ﬂ should meet these three critena First, expha, systemahc
“imdrychen, yit) prachce 1n comprehension and wnting using social stucﬂes
‘materials,siontent agd concepts should be provided by social studjes - ,

* .teachets Skcond, this instruchion and-practice should be droeiopmental .,
b . -wlthm a s;ngle course and across all grade levels so thft students cag N
hY _ refine Qrid extend,their competencyes in using these skifls as they move

b L Yrom one level of ]earmng to another *Finally, instruction yn reading and™——.._|
. writrng in"social studies should be imfeprated Wlth each other and with . -
© -the subject matter with which thay are being used. these erpcesses

“shiould be used to further, content- oriented purposes:’rather than ‘be

~#  \taught as ends in themselves , .. »
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LOPMENTAL READING COMPREHENSION
L STUDIES

—

*

Improving student reading compretensidn in social studies requires
, more than periodic attention to vocabulary or use of drills in recognizing
main ideas or?tecting author. bias It involves explicit attention to the
entire process fcomprehension by instruction that precedes, cointides
with, and follgws any reading activity. Such instruction ought to pro-
vide analogous, s well as equivalent, practice It should “also involve
student analysis as well as teacher explanation and demonstration And,
to be most effective. this ingtruction also ought to go yomewherd T
truly developmental, instruction in reading comprehg¢msion must move
students-graduaily from where they are to higher levels of competenv;y
" and sophlsllcatlon in terms, of skill usage. .
The nature of reading comprehensmn itself offers<clues to the plan-
ning of potentially useful developmental readlng/‘lnstructlon Reading
compsehension involves essentiallf the ability to understand a message
tcording to many specialists it consists
of u:iderﬂandi‘aé {1) what the théssage says literally, (2) what its author
probably means by what is written, and (3} what it mieans to the reader,
‘given everything else the reader knows” about the topic to wifich it
relates, her or his purpose in reading the message, and the context in
which it is used.!® Reading cofiprehension thu's involves, as Nila Ban- s
tdn Smith asserts, giving meaning to a message as WEII as extracting
meaning from it ! .
Defining reading camprehensnon in this way suggests that a practi-
cal, developgental reading program for social studies should have at
least three dimensions. It should {1) help students develop strategies for
* comprehending what'they read, (2) move students from lower levels to
higher levels of comprehensmn and {3) progress from teacher-directed °
* to student-directed reading. A number of technigues and mate?ls ;:an
be pieced togéther to create such a reading program.
Imtially—in the intermediate grades or at the start of acourse—
students ought to receive 1nstmchon 1n using one or more strategies “for
« reading in social studtes The SQIR comprehensmn srategy is one very:
usefuNstrategy that students car? be taught * In essence this strategy
requires students %o survey OF shim materials to be read jn order to gain
an ovErview,of the major toics presénted, geperate guestions about these
would hke answered, and then réed. the-materiat care--
fully to answz these’ questions, reching Or recordlng thesr answers$ as
they proceed Firtal yaby way of remew, students summarize the main
pomts of the matgrial and/nm.r apply these points to new data. This
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" five-step strategy can be used to facilitate comprehension of a map or
graph, of a filmstrip or collection of phatos, or of an oral presentation,
" as well as of a text selection, document, or story.

Teachers can provide instruction in the use of SQ3R orally and .
through the use of written reading guides. The latter can actually pro-
vide instruction as well as practice while students engage actively in the
study.of their social studies content A reading guide designed to do just
this might start as the following excerpt from a guide to a typical

. American history text

-
-

. Stepl : ' &

Survey To complete this step of Sf.'}.‘sR, skin# the complete assigh-

T ' ment quickly. This will help you identify the main topics

to be covered in"these pages. To find these topics, look at

the chapter title, the headliries in large and/or colored

. ‘ ~  print, the first and last paragraphs of the assigned section,

’ and the maps, graphs, charts, and plctures, and"theit cap-+
tons Surveying teils you what the assignment will be >~

” . _about As’you skim Chapter 2, answer these questions:
1. Chapter 7 will include which topic?
3 a. The American colonists’ decxswn to declare their mclepen-
‘ dence v . .
<, . . b. The creation of a federal umon., P
- s T c. The start of an American wgy of li <
- 2. How do you know that Chapter 7 wi‘(tinclude the topic you |
selected in qugstion 17
‘a. Because it Is & caption-uridera plcture
. 2 b. Becauge it is the chapter ttle. *.3
C c. Because 1t.is. a headline printed in large letters-and in color.
o 3 Chapter 7 ‘will aiso deal with which’ topxc? '
T . The growing:tensions. between Britain_and ‘the colonies.
- R b The' spiead of the Industrial Revoh.y(\ip ‘America
, . c, A Eavozab 2ty of peace for the/ wctonéps Amepcans B

N /Ll ‘Mow do- you knowf that the topic selected in queshon 3 n@l be

. e ncluded mChap;er T1w

¢ ' (/ lnstmchon on how m complete this step may be provided—ag
« / Rergmby thp direction? and by queshc% s that involve the student in

. @zmg how she or.he is reading. Quéstions 2 ancl 4 exemplify such

N . ‘fh : ,f‘ ' ‘
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qulestionsi Furthermore, the multiple-optionfanswers in these items
provide implicit guidance in how to complete this reading operation;

the existence’ of an option that correspon"\:ls to a phrase in the text
-y signals the mle or identifies the clues that one must follow or look for

to engage in this step of comprehending. A complete SQ3R guide pre-_ )

sents a series of itemns similar to. the above for each step in this pro-
<ess.’ ~ .

As students master the SQ3R strategy, detailed directions and pro-
cess questions can gradually be elimnated. Eventually more open-
ended guides can replace the multiple-choice format altogether. Such an
“open” guide may start by asking students to skim ap assigned reading,
. o list the topics it will cover, and then to write a question or questions
that would help them Jearn more about each topic. Then students [can

- read the assignment carefully to find—and record on the reading gmde

~—information that answers their questions. Finally, students can be

. asked to pull their reading together by stating the main idea of the

mmaterial and/or by¥applying it in a Vanety of ways to mnformation
leamecl earlier or to new data.!?

As a second stage in a social studies developmental readmg pro-
gram, perha e middle grades or at the mid-point in a spegific
course, reﬁﬁ?g‘?ﬁprehension items«can shift in focus front transia-
tion-type items to those requiring different lévels of comprehension.!

" Such jtems can progress from those that ask forfimple translation—like

question 5 below-—to those that require interpretation (ques'tion 6)and’

synthesis (questlon 7}, analysis; or evaluation: «

5, Where was the first battle between armed(olomals and Bnnsh

. troops fought? . - ] .
J " a. Saratoga . .
*, b-Lexington . ;
’ c. Yorktown .
) 6' The map on p. 102 shows that the fighting during the Revolu-
fion-—
S a. Occurred at the same tlme throughou? the coloxfes
b. Took place mainly in the southern half of the cdlonies.
¢ Shifted from the northern colonies to the southern ¢olqnies
and finajly 4o the middle colonigs. '

7. Wh:ch of the following would be the best overaﬂtltle for'these

, oyof the text? . .
. Events Led to a Decwnon for American fndependenoe
- b H8w the Thirteen Coldhies Won. Indépendence -

<. How Bnhsh Colonists Became Americans

23
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Such items can be mtultiple choice in nature when the teacher ’
wishes to provide instruction in these skills Or they may ‘be of the
. true/false/correct type when only practice 1s desired Both types may
alsq be interspersed with “How do you know your.answer is correce?” .
question$ in multiple choice or cornpletlon format to provide' students
with instructivetguidance r
Finaily, a developmental readmg program in social studles can
culmmate in the secondary grades with readmg activities that show
students how, and then require them, to abstract meaning from read-
INg—or yjewing or Instemng-—materlal Marilyn Buckley Hanf sug-
/ gests that students produce on a single’ page a diagram of a reading
: selection that actually shows by lines the relationships among major
ideas, subordinate ideas, reasoning, evidence, and example.!® Such
diagrams—or maps—can be construeted following the structure of the
reading being used or according to questions students or teacherg wish :>
to ask of the reading By.making- such maps, students employ the
previously learned strategies and levels of reading comprehension to
abstract and synthesize given and new meanings. Such a.techrique
represents a much more sophisticated way of comprehending “than
does the completion of a multiple-choice reading guide. If social stud-
ies students could move toward mastery of thls ;echmque as they
progress through their courses, they w‘d be much more llkely to
stay abreast of the increasingly abstract substantive demands of their
©  courses and, thus, they would be less likely to fall below grade-level
' norms in their abilities to compreherid the instructional maténals

commonly used in soc:al studies. * -

~

DEVELOPMENTAL WRITING IN SOC,M. STUDIES

’ Wrihing-is a complex cognitive \zrocess It consists essenhally- of“
~three major operations,-(1j thinking up what teywrite—identifying and
inferting relationships among data; (2) composing—choosing what-data
or reasoning se, articulating relationships, ordering evidence and
* arguments, and 30 on; and (3) evaluating—judging the appropriateness,
order, and meaning of these data for purposes of-clarity, accurécy, and
thoroughness.!¢ By using these operations-we seek to produce a cleaily J

-

expressed thought,-supported by ex hcltlynnlerrelated reasoning, evi-
dence, and examples—a thought w significance is obvious to all.
Like reading, writing is an active ,process in which onedeirns about 3
« . topic while processing information about it,"?
As in reading, social gtud:es teachers need to provide direct instruc-
tion in the basic aspects of writing as they apply to social studies. Of
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particular 1mportance 18 instruction in génerdtmg and organuzing ideas
and informmatiomrthrough pre- writmg, rewriting, and revising activities
and ipstruction '* Equally lmpor;.mt however,1s the use of writing and ~
nsfruction’ in writing i a way that 1s developmental m structuré and
purpose .

. Student wnting in social studies should, help students move gradu-
ally from descrlptllve wrnting about rather speahc ob]ects or events to
more sophisticated analytical writing about abstract concepts and ideas
Amorig the elements to be considered part of such an approach, four
veem gspecially bagic (1) the length of the aysignment, (2} the writing
*task. (3) the type of conteht to be usgg, and (4) the audience to be
addwessed.!® As students move from one course to another, or éven
through a single cqurse, the tasks, content ‘used, and audiences ad-!
dressed should bedbme progressively more abstract, impersonal, and -
general . f+

- A Variety of techniques may be easily used to implement such a -
writing program For example, writing in mtermediate-grade social
studies courses might well focus excluswely on single paragraphs, the
major task should be to describe or to narrate, the content to be written
about should be concrete in nature—such as inv@ntions, events, or
peqple; and the audience addressad might best be students younger than
‘themselves But as students move mto mcreasmgfy abstract secondary-
level social studies courses—and courses that deal 1n time, cialtural, and

}eneratlonal dimensions quite removed from the present or the céncrete

Q

ERIC

—their writing might well move toward a serigs of paragraphs; their
major tasks can be to explain and eventually to persuade; the topics used
could be more abstract—dealing ith forces such as nationalism,’pro-
cesses such as migration, or ideas such as democracy; and the audiences
can be individuals from culture's, time periods, and age levels different
from those of the students. Cs ’

Even within a single social studies course, writing cari be develop-
mental, Students in an exghth,grade Amencan history course, for in-
'stance, could first write a paragraph describirsg to a younger brother or
sister several events leading up to the American Revolution, Later in the
same course they could write similar paragraphs about Shay's Rebellion.
Still later, using these two paragraphs as data bases, they could write a
paragraph explammg similarities or d‘erences in these events. The
sequence could then culminate ih anothér, later paragraph explaining
the major purpose of government in general; the ideas generated by this.
final paragraph could serve as a springboard for study of the (pnstitu-
tion. The principles articulated by this Sequence of writing actmtles
could be employed throughout all social studies courses *° “

4
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INTEGRATING INSTRUCTION IN READING, WRITING,
) AND SOCIAL STUDIES

-

Instruction In reading and writing in social studies—to be most
effective—must serve to advance rather than to interrupt sub]ect rl'l?tter
learning Instruction in these basics; as well as instructien in the subject
matter, should be neither compartmentalized nor fragmented. Students
shozlcl receivé instruction in feading comprehension when they are
reqbired to read in order to at‘tomphsh acontent purpose And the same’

_ applies to writing
~ _ In fact, reading, writing, and content instruction can be inter-
- woven to advance student understandmg and mastery of each, as well
, 4% to move a course along from beginning to conclusion. For example,
’ stuclenls could skim (a reading skill) a textbook chaptér to generate a
. list of data (a pre-writing technique) about which to write a para-
) graph. They could then treat the concludlng sentences of their para-
"N\ grapheas hypotheses, rereading the chapter in detail to test the accu-
racy of these claims as well as to generate new insights. Thus, their
writing generates a purpose for reading! Paired or group discussion of \
evidence could then lead to rewriting of their paragra?s, perhaps
from another point of view. Peer evaluation and furtherffevising and
rewriting could féllow. Throughout this entire sequence, students will
be analyzing, discussing, and using subject matter. ldeas developed
through this process can become springhoards for the study of the
‘.  next chapter or topic. o
It would be erroneous to claim that integrating instruction in read-
ing and writing with socfal studies would not eat into the time available
for“covering” content if} our classrooms. But we aap mihimize silch
of time.*! By integrating process and subject matter instruction as de-
scribed above, we can miake the same teaching do dduble duty. Skills
teaching and content study can support each other. Whenever students
find it necessary to collect information from a text or eyen a visual or
oral presentation, we can provide instruction on how to comprehend.
i Theijr discussion and work at thege tasks naturally involveg them in the
content being studied. Writing can be used whenever students cus-
tomarily now discuss, report, oF answey questions in a social studies
class. When they do write, we can take the epportunity to provide
instructien in writing through appropriate p‘re-wnlmg, writing, and
rewriting activities.
Such instruction need not occur every time skgdents read and write.
Direct instructign can give wa)l1 to supervised practice and eventudlly tg.
student-directed and -initiated study using these skills as a course jro-
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f
ceeds and as studentd move through the cuseitulum Bug by takengt
advantlge of the readlng and writing that does or could go on in our
classrooms, we can provide instriction in both skills and content—if not
quite simultaneously, at least so that they reinforce one another in the

accomplishment of larger learning goals ¥ .
* - "

TEACHING BASIC SKILLS WITH SOCIAL §'PUD]ES

Attention to reading and wnhrfg should be a major concern of
social studies teachers and curriculum designers in the 198(’s. The need
for dealing with these basics becam\— e dramatically evident during the
past decade. We now have an opportunity to meet this need by dgsign-

. testing, and .implementing systematic, developmental, iritegrated

’ basic.skill programs in all sacial studies classes at all'grade levels. By so

doing,we can sharply enhance student achievement in social studies
knowledge and skills. And, at the same time, we can movein positive
fashion not only to¥Educe the gap in student mastery of these, basics
but more importantly to assure that such gaps have-lgss likelihood of
occurring to begin with Teaching reading and writing with social stud-
ies allows social studies educators to do something that we habe not yet
done well: to deal constructively with the basic skill and knowledge
learning needs of-Our students. By actlvely_acknowledgmg the funda-

mental interrelationships among ‘réading, writing, and subject matter *

learning. social studies in the 1980°s can make a2 major contribution to
the ucaton of every child, - -
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CHAPTER 10

Now, More Than Ever . . . Decision-Making .
" - - and Related Skills |

Anna 5. Ochoa

The purpose of the social studies is to develop informed, ethical,
and effectivé citizens. In today’s V@rfd these citizens should be dedi-
cated to improving the condition of both their society and the global
community. We must keep inmind, however, that as igdividuals we do
not and, in fact, cannot function effectively as citizens until we have
established a sense of our ownidentities as well as a sense of connected-
ness or integration with others. Social studies, therefore, needs to be
concerned with the private self as well as the public self, This statement
of purpose guides my seféction of the significant skills that require the
attention df social studies teachers during the 1980’s. The most essential
of these skills is that of decision making. Slghlﬁcant related skills are |
critical thinking, group effectiveness, and participation.

In presenting each of these skills, the following two questnons will
be addressed:

1. What is meant by the category—i.e., decision-making, critical- .
thinking, group effectiveness, or participation skills?

2. Why is this category of skills significant?
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DECISION-MAKING SKILLS :

t .
What Are Decision-Making Skills?

Stnce it 15 doubtfu] that anyone could say it better, the description
of decision making that is used here is taken from the first chapter by
Cassidy and Kurfman of the Forty-Seventh Yearbook of the National
Council for the Social Studies (NCSS):

Decision making can be defined as the making of reasoned choices
from among several alternatives Reasoned choices are choices
based on judgments which are consistent with the decisionmaker’s
values They are also choices based on relevant, sound information.
So conceived, decision making is not limited to considerations of
public issues, such as for whom to vote,or whether to support
" high-rise developments in one's community It includes decisions
of a personal nature as well, such as what to do about the threaten-
ing person on the playground, whether to buy a car, or which
college to attend. The common gharacteristic of all instances of true
decision making, whether thes are personal or public decisians. is
. the exastence of alternative £ourses of action which require judg-
ments in terms of one’s vdlues !

This definition emphasifes that decision making is directly tied to
one’s values, that it is both/personal and public in nature, and that the
decision-making process feeds to be reflective and thoughtful. This

_decision-making proGessfis illustrated in Figure 1.2 ¢
) This model of dg{sion making was selected for. several reasons.
First, it {s useful for both personal and public issues. Second, the model

il

FIGURE 1 ' .
Staces N THE Decoton-Maxine PRoCESS

‘ :
v

Identify Decision Occasions artd Their ARernatives.
a Define the decision to be made

| b Identify the goals of the decision-maker.

¢ ldentify available alternatives

Exarmine and Evaluate Decision Altematives
a Exatmine the probablé outcomes of each altemative.
"= b Evaluate and rank the alternatives

+ Decide and Reflect on the Decision
a Select an alternative *

~ b Implement the plan of action

*Z, Adsess the results of action.

‘ «d. Consider recycling the process -
~ . 101 \
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honors the importance of knowledge (facts and generalizations) and, 1n
D) this way, fosters reflective and informed rather than impulsive decision
) making Third, and just as important, the model accepts the role of both
feelings and values In this way it is holistic because it taps not only the
intellectual but also the emotional dimensions of human beings
However, one cnticism is warranted here This model appears to
assume that-ofie value is 45 good as another It does not expliaitly
encourage the user to establish a Iinkage between his or her goals and
specsfic hagher values For example, let’s assume that someone 35 mak-
ing a decision about whether to support the Equal Rights Amendment
The occasion for the decision is a forthcoming election In examining
what her goals are. the person in question decides that her goal 1s to -,
please her friends Since they are supporting ERA, she will, too In the
descnbed decision-making model, her argument is sufficiett Not at
this point, or at any other, is the decision-maker required to reconcile
his or her goals with a higher value such 45 “human dignity “ When
users of the model are later involved 1n evaluating and examining al-
ternatives, they aré encouraged to relate the alternatives to their val-
ues, but, again. no questions are asked about the merit of those values.
Yet many, if not most, thoughtful people would agree that respect for
othess or the desire to improve the human condition {bott¥ of these are
o recastings of the value of human dignity} will be as e#sential in the
unknown of tomotrow’s world as it is in making decusnons about
todays complex social issues Psychological integrity may be served
whengindividuals reconcile their decisions with their own values, re-
gardless of whether. or not those ‘values are self-serving, but this pro-
cess does not foster social responsibility Without social responsibility,
the concept of cijzenship is rendered meaningless and the fate of soci-
ety is doomed .

This-weakness of the model 158ubstantml Without a guiding value
such as human dignity, the model 1s ethically neutral 1t s relativistic,
and permats selfish and even destructive solutions Nonetheless, overall
the Cassidy-Kurfman process has considerable worth and the remedy
tothe weakness just described is a relatively simple one With the slight
modifications that appear in Figure 2, the model becomes ope that more:
explicitly guides socially responsible decisions ‘ .

Cassidy and Kurfman appropnately caution that the model 1s not
as simple as it seems While laid out as a step-by-step process. decision
making 15 not linear. Each part of the processimpinges gn the others.
Nonetheless. the model provides a very useful tool for(\eachers and

\

students 1n socidl studies classrooms ‘ .

.
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FIGURE2 ~ * -
Staces 1N THE Decision-MaxkinG Process

Identfy Decision Occasions and Their Alternatives:

a Define the decision to be made. .

b ldentify the goals of the deciston-maker (relate these goals to
human dignity) *

¢ ldentify available alternatives

Exammne and Evaluate Decision Alternatives

34 Examine the probable cutcomes of each alternative

b Evaluate and rank the alternatives {relate the alternatives to
human dignity).”.

Decide and Retlect on the Deasion.
a, Select an alternative {(justify it in terms of human digruty).”
b Implement the plan of action ,
¢. Assess the resuits.of action

d Consider recycling the process

* As adapted by,tbe author

SONITIAd 7 SANTVYA

FACTS v+ GENERALIZATIONS

Steps of the Model. Readers owe it to themselves to read the Cassidy
and Kurfman chapter in the 47th NCSS Yearbook and to become well
acquainted with Shelrdecmon -making model However, a brlefdescnp- '
tion of éach of the steps is provided here. Statements-in brackets repre=
sent modifications by this author. .

1 IDENTIEY DECISION-OCCASIONS AND THEIR ALTERNATI VES
a. Define the Decision To Be Made - "

This step involves analysis after the decision-maker
“ f becomes- aware that an occasion for a decision exists. Cas-
! sidy and Kurfman emphasize the need for knowledge at this
s point so that the right questions are asked. The decision
B should be described expficnlly

’ b. / /dmh)"y the Goals of the Dmsmn'Malfer [Relate These Go:ds fo Human
-~ Dignity |

At this step the decision-maker identifies his or her goals
and relates these goals to the value of human dignity (re-
spect,for others, concern for the improvement of the human
condition, etc.). Here, it is important to clarify-one’s goals
and be able to defend them in terms of human dignity.

]

-
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¢ ldentify Avarlable Alternatives

Here, the decision-maker identifies as many alternatives as '
) possible so that a wide range of opiions exists. Brainstorm-
Ut * .ing is a technique that is useful at this stage. An important
: caution is that essment of the alternatives should be
.. made at Et:s\tu::%r fear of delimiting possible options.

This process entails creative as well as critical thinking and

is often aided by information that can facilitate the devek:p-
ment of a number of alternatives.

‘ 3 EXAMINE AND EVALLATE DECISION ALTERNATIVES
Y Ve 2. Examine the Probable Outcomes of Each Alternative

. ". «~w. Al possible short-term and 1o‘ng term consequences for
each alternative.are now identified. Knowledge becomes
most useful here

b. Eoaluale and Rank the A‘ifmahm [Relaie the Alternatives to Human
Drgmiy]

., Al this point, eath alternative and its consequences are as-
_ sessed. While there may*be several criteria by which to

judge these alternatives, one needs to be the extent to which

human dignity~is enhanced if that particular decision is

“made. The alternatives are then ranked It is here that the

. decision-maker attempts to reconcile personal feelings and
values with social responsibility ) |

f
N 3 DECIDE AND REFLECT ON THE DECISION
T ‘ a. Select an Alternatioe | Justify It tn Terms of Human Digruly)
- This is the point in the process at which the decision is made

- _and a plan for implementation considered. Justification in
. : ‘terms of human dignity is created
) b. Implement the Plan of Ad:em

While this step appears to be obvious and logical followmg )

the making of a decision, often for reasons of fear, individu-
+ . als vacillate about or avoid taking action.

. Assess the Results of Achon

Here, the outcomes of the action are assessed, and a determi-
» nation is made as to whether the action and its underlying

... decision contribute to the goals of the decision-maker (and
¥ .- ”

’
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% enhance human dignity). Further, the entire process of mak-
ing the dedision is reviewed to/identify strengths and weak-
nesses. /

dg Consider Recycling the Prwcss {f

Since most decisions are not irreversible, the opportunity to
g0 back through the procgss and select another alt¢rnative
should be considered.

Embracing decision makirig*as x'a major goal of the social studies
makes other demands on the soci studies curricutum. The matter of
knowledge to illuminate decision mlaking has already been mentioned
briefly. A focus on decision makizlg does not de-emphasize knowledge.
In fact, such a focus emphasizes the need for valid and powerful knowl-
edge about the social conditiony thal represent the context of decision
making. in addition. decision rhaking entails a numberwf other skills.
Some of these have been discyssed in the previous chapter. Othérs will
be discussed here. Cassidy and Kurfman* provide one framework (Fig-
ure 3) for identifying such skills. . ®

FIGURE 3
Decision-Maxme Sxit OECTIVES

Direct Information.Gathering Skills
A." Asking questions '
1. Asking who, what, how - s R
2. Reformulating questions :

B. Observirig
1. Using all senses ' —

" 2. Interpreting cues s
3. Deciding which senses to use
4. Making inferences . )

C. Listening - w
1. Paying attention . :
, 2. Paraphrasing -~ - ' . '
3. Asking clarifying questions \ .

" Skills for Gathering Information from‘Pr‘epared Sources

. A. Reading _
L Clarifying the purpose .
2. Identifying word meanings ‘
3. Recalling%r recognizing

-.. 4 Summarizing and inferring

- .
- »
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FIGURE 3 (Continued) y_

Using maps
1. Interpreting symbols
2. Determining directions
3. Determining distances
4. Selecting appropriate maps  *
Using graphs and tables
1. Identifying title and axis variables
. 2. Extracting facts ) ’ - -
3 Dramng inferences , s o
Thmkmg Skills P -
, A Analyzmg-Synthesmng
1. Identifying the elements in the occasion for decisian
2. Camparing with analogous decision occasions .
— 3 Defiring the issue(s) to be decided - . ‘
. " 4, ldentifying two or more possible decision alternatives
: 5. ldentifying values of the decision-maker(s) %-
" 6, Formulating a plan of action
B Applying-Predicting
1. Applying information from analogous,occasions
2. Recalling relevant “if, then” generalizations ] .
3, Predrchng the probable immediate and long-range consequences r

-

‘ of each alternative a
C. Eualuahng—]udgmg '
1. Judging the desirability of projected consequences =
2. Evaluating each alternative in terms of consequences
3, Comparing alterniatives in terms of stfengths and weaknesses
, 4. Evaluating the cPosen alternative in terms of its actual conse-
quences . T ‘

*

*

The Significance of Decision-Making Skills
Expenefnce with and competence in decision making are of para-
mount importance. This condition has ‘always been true Dedisions
shape our personal lives and the lives of those around us, as ‘well as the
quality of life in our society; and with increasing ~f'requency,, our *
decisions influence the lives of people in other nations, as their decisions ,
influence outs. In a democratic nation, special, importance attaches
to decision making if the consent-of-the-governetl principle is to be

realized. ' '
' . ' ; ’ N
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Decigions can be, and are, made whimsically, thoughtlessly, and
selfishly Cb(.irersely, with gwidance and expenence, peopte can, and do.
learn to make decisidgs seriously, reflectively, ahd responsibly It is the
latter goal that needs to'me embraced by social studies teachers if we are:
to have-any hope for the next generation of citizens

Too ofgn social studies programs are préoccupied with the learming -

s .

of facts or jeven concepts and generahzations. Skills hke map reading
seem nevet to be 1gnored Yet decision making occurs only 1n some
socal studies cg:sm{gs', certainly not all While the understariding of -
major Tdeas is fmportant, such understanding is only important to the’
extent that it'enriches our decision making and not as an end in itself.

. The 'spcial studieg profession has spent far too much time and effort

identifying appropriate-knowledge for the curriculum, while giving .
only scant attention to the process of teaching young people t6 make
socially responsible decisions )

Toward Socially Responsible Decision Making

Jf altention to.decisibn making is to_contribule to the cfevqlopment
of socially responsible adults, social studies teachers will need to bite a
difficult bulletiﬁpgciﬁcally, decision making will have to be taught in
the-cantext of a deép commitment to the value of human dignity, which
means equal access to the rights and responsibilities associated with
membership in a culture or even in the global community
" For too long, many in the social studies have given lip service to a -

. value peutrality in the curriculum. They have argued that it is' not :

important what young people think; rather it is important,that they
think. Such a stance is not acr:eptablé It #s not socially useful, nor is it
responsible. As the world’s population increases, the.amount of livable
space and othier resourcgs decrease; and as we, as individuals and as a
nation, become increasingly interdependent‘and in some cases even
dependent, the decisions we make must.be guided by a concern for the
“welfare of others, not just ourselves.

« Human dignity is a universal value. It js embraced by all religions.
It is the principle that underlies sueh democratic values as freedom,
equality, and justice. Because it is subject to yfde interpretation, it is
possible for people who hold this value to find themselves on opposing
sides of a particular argument. For instance, thé envitonmentalist who,
wants to impose heavy fines on an industrial insta8llation can invoke it
in the name of harm to humanhealth. On the same issue, an industrial
representative can tie it to the argument that increased jobs improve the
quality of dife in the community. In spite of such diverse applications,

. -
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it is still useful because it requires that the decision-maker be concerned
with the well-being of others, and it prevents im or her from being
satisfied with arguments that aré purely selfish None of the above
should be construed as a carte blanche to indoctrination Each student
must have the right to make whatever decision he/she sees fit, but the
justification for the deaision must be cast in terms of human dignity
The future will not tolerate less .

The remainder of this chapter wijl give attention to three kinds of
skills critical-thinking, group effectiveness. and participation skills To
the author, all three are inextricably related to decision making

CRITICAL-THINKING SKILLS

What Are Critical-Thinking Skills? }

Critical thinking has, by and largg. been casually discussed in the
social studies literature Everybody supports it, but few, if any. specify
its meaning A most .comprehensive analysis of the concept was pre-
sented by Robert Ennis in 1967.% Unfortunately, its application to the

-classroom has not followed. Ennis defines czical thinking gs “the cor-
rect assessing of statements.” He then presents its 12 aspects, which
ppear below As the reader works his or her way through this list, it
should become clear that the emphasis lies in analytic skills and logical
reasoning. These 12 aspects are as follows: .
~~ 1. Grasping the meaning of a statement.
2:.Judging whether there is ambiguity in a line of reasonjng..
3. Judging Whether certain statements contradict each other
]udglng whether a conclusion follows necessarily

]udglng whether a statement ‘is specific enough.

L=

Judging whelher a statement is actually the apphcallon of a
certa]n .pnncnplew

Judging whether an observation statement is.reliable.

“.

8 Judging whether an inductive conclusion is warranted.
9 Judging whether the problem has been identified. |
10. Judging whether Something is an assumption

11. Judging whether a definition is adequate. |
12 Judging whether a statement made by an alleged authon%’
acceplable. )
1 o 108

X

7




N,

The-Significance of Critical-Thinking Skills

Space does not aliow a full ekgboration of each'of the 12 aspects of
critical thinking. Nonetheless, it i clear that the skills involved enhance
the capabilities of any decision-maker, regardless of whether the deci-
sion is personal or pubhc

As cibzens living in a global age: the need for such skills ig height-
ened. All cihzens will be confronted daily by transnational problems.
the claims of national and international political figures, and the in-
formation glut perpetrated by the media. Whether they are wictims
of this complex environment or viable actors in it will depend in large
part on their ablhty to judge ‘the merit of the $atements presented to
them _

All teachers, but teachers of social studies in particular, need to
provide carefully planned opportunities fqr students to develop these
skills. Knowledge alone. while necessary. is not sufficient.” Without the
skills to effectively use knowledge, decision-makers must rely on their
best hunches. For the multifaceted future, hunches are not good

enough. ) ) : .

Gl}Ol}lP EFFECTIVENESS SKILLS
What Are Group Effectiveness Skills? N

In thedcontext of c1tlzensh1p education, group effectiveness skills
are those competencies that permit maxnmal satisfaction of both indi-
vidual and griyp goals. :
. Social psychologists have contributed most -subStantially to our
understanding of group process. The skills described below are derived
from the conception presented by David W. IOhnson and Frank P.
lohnson ¢ These skills 1nclucle

1. Clanfymg goals m terms of the best match between the goals
of individuals and the goals of the group.

2. Communicating ideas and feelings accurately and effectively.

3, Sharing participation and leadership among group members.
Such sharing contributes to the involvement anclsahsfactwn of

5

all members of the group. .
4. Matching decision-making procedures with the situation,

5. Sharing power and influence throughout the group. These di-
mensions should be based on expertise, ability, and access to
information, and not on authority.
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6 _ Encouraging and negotiating conflict This factor includes the
use of minority opinion and recognizes that CC'l'Iﬂl.Ct promotes
nvvalvement and creativity.

7. Building grouphohes:on The emphasis here is on acceptance,
trust, and support among group membédrs

8. Exhibiting prollem-solving ability .
9 JBuilcltn3~intirr]:narsmmal effectiveness.” . .
[ .

The Significance of Group Effectiveness Skills ,
Decisions are often made in groups. Whethey the group is Con-

gress, a city council, or the board of directors of an organization, its

effectiveness depends upon the skills that are reflected in its members’

decisions. If grdup members are sensitive to the demands of effective .

group process,_the changgs of saccess are substantially enhanced.

CitizensParticipatfif many kinds of groups. These groups include

the family and friendship groups at the most personal level; organiza-
tional groups within a business, corporation, agency, or union; and
political groups as represented’ by political parties or county com-
missions. Social studies’ education has givén far t5o little attention to
building these essential skills. In fact, efforts in this direction have
even been criticized for placing too much emphasis on process rather
sthan content Yet, such skills build the foundation of effective citizen-
ship. -

These skills are ones in which social sfudies teachers have typically
received little or no training During the 1980’s, we face a_situation
where the need for the development of such skills has intensified. In-

_ creasingly, peoplefind themselves members of groups whose decisions
will affect the lives of others. Yet. teachers themselves lack the neces-
sary skills, much less the ability, to teach them to others. School districts
will need to assume responsibility for providing the necessary in-service

training if the students of the 1980’s are to be better prepared than their .

* predecessors to handle group decision making.

V PARTICIPATION SKILLS \ ™\

This last category of skills will overlap with those previously de-
scribed because participation. or exerting-inflience in public affairs,’
includes ghe skills of decision making, critical thinking, and group effec-
tiveness. At the same time itjincludes some additional dimensions. In

* order not to dxstort/the conception of skills developed by Fred New-
mann, his list of §pecific competencies will be presented in totality

¥
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What Are Participation Skilis?

.

" Simply stated, participation skills are those competencies that per-
mit citizens tb positively 1nﬂuence Pu bllc affairs. The follomng specific
cempetencies are saggest

1, Communicating effectively in spoken and written language.,

2_ Collecting and logically interpretang information on problems

of public concern. | *
3 Descnbln.g political-legal decision-making processes.

4. Rationally justifying personal decisions on controversial pu bllc
issues and strategies for action with reference to principles of
justice and constitutional democracy.

5. Working cooperatwely with others.

"d. Discussing concrete personal experiences of self and others in
" ways that contribute to the resolution of personal dllemmas

encountered in civic action anld that relate these expenenCes to

'more’general human issues.

7. Using selected technical skills as they are reqmrecl far exercise
of influence on specific issues. K ‘

The Significance of Partlcnpahon Skills ‘

In this section, | will kan heavzly on the work of Fred M Newinann
who has been responsible for advancing the thinking of the social

.

L

- studies field in the area of Mizen action. Newmann offers tHee lines of -

argument that, taken together, constitute.a powerful justification for
participation skills (the ability to exert influence)
The first of these is a moral argument. In effect, Newmann argues

that the ability to exert influence is essential if one is to be a moral agent.

+Put angther way, it is virtually. impossible to be moral if one does not

>,

have the skills to implement one’s decisions. To emphasize the point,
Newmann asks us to envision someone who cafnot swim, as he or she
walks along a deserted beach. Some distance from shore a swimmer is
calling for help. The person on the beach is helpless. Because he or she
lacks the necessary skills, the mozal degjsion is rendered mute. In effect,
lack of competence has cangélled out the individual's moral power.
Second, the ability to influence public affairs fulfills a compelling
human need for a sense of effigacy. It builds confidence, reduces anxiety,
and contributes to psychological health.

_ Third, democracy is predicated on the principle of conse,nt of the
gove;rned This principle demands that each citizen have equal opportu-




nity to affect the use of power. In spite of this principle, many citizens
(an increasing number) fail to participate To maximize this dermocratic
principle, to heighten psychological well-being, and to increase the
capacity of people to act as moral agents, education for participation

Skl"S must be provided ,

CONCLUSION

Taken together, the skills dlscussed in this chapter constitute a
most significant foundation for citizen competence in a global age 1f
even 60 percent of our students develop these competencles by the time
they graduate, this democracy will be much stronger and more respon-
sive Moreover, its people will be moré involved and less alienated
Cntnzenshlp education has long been a central goal of the public schools
¥et, this goal was only minimally fulfilled in the 1970" 5.

. .+ Clearly, there is much work-to be done. New skills have to be

.o leaf*ned by students; by teachers,.and by those who teach teachers.
Resources, time, and expertise need to be provided. The challenge is.
great, but the cause is critical. The combined efforts of parents, citizens, .
angl educators are needed to ensure that citizen competence for a global
age is the m_aior educational priority. _ .
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CHAPTER 11

Saa\fducahon. A Maffer of Values

Beverly [, Armento

a
-

i ! & ’

* As we move through the 1980's wesare ever more aware of the
rapidly changing nature of our world and more conscious of the creative
as well as the destructive potentialities of humans. In our mgst reflective
times, surely all of us must contemplate the question. “What ought to be?”"
for ourselves, for our society, for our world. Rapid change in the modern
world is accompanied by complexity, The world is socially complex; our
lives may influence and may be influenced by many instifutions. Often
individuals cannot see how their personal and social lives relate to,
influence. and intersect with modern-day institutions. Our lives also
may influence and may be-influenced by countless individuals—many
of whom hold cultural, political, economic, social, and/or religious val-
ues different from our own. Often individuals canrnot understand
““where others are coming from” when they see behavior that is differ-
ent from their own. - .

" Not only change and sorial complexity but aloglur complexity character;
izes our time. Social issues are more complex today, partially because
issues present a wider vangty of choices than in the past, Dealing with
more options demands mdre knowledge of the options and of their
consequences That is difficult because many of the choices for contem-
porary issues are full of inherent problems and, often, unan’ac:patecl

. consequences. . .
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. American institu

Thus, today’s youth and adults are faced with many questions
involving what ought & be The oupht question 15 answered as one deals
with questions of saluation— what is good, bad, what is important, unim-
portant, what is desirable, undesirable To better understand our world
and to be able to deal effectively with questions of valuation, onk must
pay prior attention to three areas of concern (1) What value assump-
tion$ and belefs underlie the behavior of humans and the organization

of our social institutions and those institutions of others in the world -

today? (2) What is important for me? (3) How can I use knowledge and

. my ewn values to make well-grounded value decisions in dealing with

contemporary personal/social/civic 1ssues?
Can should social education deal with such value-related con-

-

cerns? Various efforts have been made in the past to focus on value”

related goals within soqal education programs. Some efforts have rele-
gated values education only to the narrow realm of personal

.choice-making and to interpersonal relationships; some have empha-

sized 2 highly analytical approach to value analysis of primarily social
Issues, some haye focused on the development of moral maturity. Each
of these emphates is important; but, taken alone (or even in combina-
tion), these foci are insufficient if the aim is for a social education
program to facilitate effective participation and decision making in the

“social world In. most cases, the values component of social education

programs has been an iSolated, a -on part of the curriculum, with little
or no relatmnshlp made to the on-going, primarily cognitive study of

. the so-called social world 1t seems odd that we have generally embraced

a view of the social sciences as a value-free science of humans. This view
is an illusion and is one of the major weaknesses of present social
education programs

A three-pronged mtegrated v alues emphasis is needed for social edu-

cation proé{ams of the 1980°s (1) Students should learn about the..

values and b iefs of theirr own and other cultural groups® In addition,
students should\be knowledgeable of the value assumptions inherent i
ions and in those institutions of other countries. (2) As
developmentally apgropriate, students should acquire values and valu-
ing capabilities (3) developmentally appropriate, students should
develop the knowledgeNaffect, and analytic abilities necessaryto under -
stand, analyze, and seek lore moral solutions to personal, social, and
civic value issues. o

* L

LEARNING AB%UT CULTURJ;L AND 30CIAL VALUES

"One can neither describe nor understand human behavior or insti-
tutions withowm a consideration of M/wes. Valites are a fundamental
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aspect of human striving and an instrinsic part.of human life Values/

morahty are found in all phases of life: The systerd of rules and laws,

the ‘system for the distribution and allocation of resources, and the

kinship system of any partiular culture embody and exemplify what
is valued, what is important for that particular group of people. Values

not only cut thfoygh but also define our institutions. The variety in the’
wortld of legal, economic, social, and cultural systems is a2 manifestation

of different value systems. To understand the similarities and differ-

ences, one must understand the underlying principles Knowing the

underlying value orientations of a group enables one to see the “why”

behind human behavior.

To truly undérstand our own institutions and cultural behaviors,
as well as those of other societies, a study of descripfive palues 15 needed.
An aim would be to acquaint students with the moral and social com-
plexity of the global community and to provide a basis for compre-
hension, comparison, analysis, and evaluation of individual and group
decisions. Such an approach would emphasize an explicit description
and analysfs of the underlying valie assumptions and beliefs that
function to guide behavior and decision making through cultures and
their institutions.

Values, ideals. and beliefs are feelings and emotions that’a person
or a group holds. The values.themselves are not factual data in the
scientific sense; one can neither prove nor disprove th However, that
these value phenomena exist is a scientific fact. Values can be identified,
described, catalogued, and compared by using typical scientific proce- .
dures. It is in this sense that value data can be viewed as jegitimate data
of the social sclences.

Granted, some ajtention has always been directed to the valued
reasons for behavior. However, the suggeshon here is that this efféTrbe—
continuous, systematic, and appropriate for the developmental levels of
students. That is, the study of “what is” should be combined with the
study of “on what it is based.” Thus, young children studying about the
ways of life of various cultural groups would also learn some of the
reasons behind the cultural patterns. Students studying our economic
system would learn not only of jts workings but also of its assumptions.
Any aspect of the “system”—for example; progressive income tax goals
and means—could be analyzed in terms of basic value assumphons as
well as other, more pragmatic criteria. Studies of comparative economic,
politital, and social systems would emphasize the ”whys " Thus, stu-
dents should ‘come to seek relationships among human behawor and
valued reasons. Students should bégin to pause before passing judgment
on certain behaviors—to seek the reasons for the behavior; 4 addition,
they should become more aware of the range of value orientations aid

»




alternative value solutions to common problems that ex‘flst in the world
today.

L}

LEARNING ABOUT AND DEVELOPING ONE'S OWN VALUES

Much controversy surrounds this topic. Recently. the “clarifying”
and “cognitive developmental”’ approaches to values/moral education
brought with them many interesting instructional materials and teach-
ing techniques They also brought much misunderstanding, misinter-
pretation, and legitimate concern over the role, rights, and responsibili- .
ties of schools to deal with the development of values. This'iseot the
appropriate place for a full analysis of the issues; let us be aware,
however, that this goal area demands our most serious atteqition in the
coming_decade. s

“What is important for me?” The answers to this question for each
of us change over time; the answers are strongly influenced by our
cultural and religious beliefs, and by the particular events of our early
childhoods. We are influenced—overtly or covertly—by our family,
friends, teachers. schooling. and other sdcial experiences to value certain
Behaviors and beliefs—and to disvalue others. If nothing else, school
experiences transmit a hidden value agenda through curriculum choices
and through systems of rewards and punishments. If we relegate values
education to the “hidden curriculum,” we haye gpted for indoctrina-
tion. Surely the transmission of a particular sel’of values for all persons
is’g\ot a viable or morally appropriate posture, given the pluralistic 4
nature of our society and of the world and the $erious need for intelli-
gent citizens in the world today.

Schools have a special responsibility to help preserve the rights of
students, families, and cultural groups to privacy and to the preserva-
tion of their cultural/religious values. Howevgr, schools also have a
particular responsibility to individuals to facilitate the development of
the intellect: of reasoned thought and behavior. It is to this end that.
social education programs should strive. Intelligence enables one to
reflectively decidg upen value-goals and to seek appropriate means for
attaining these gbals. Schools can Facilitate the development of “in-

*  formed,” as opposed to "borrowed,” valu€s. Borrowed valueg, come
from outside the person, are absorbed from significant others, and are
taken on without consideration of alternatives. This is the pattern.of*
value learning in early childhood. However, as children gain logical- -

., .  analytical skills, they should learn about and apply the process of valuing.

« ¢ ; As this occurs, values and moral precepts are more consciously con- _ *

structed by the learner.

. "
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Schools can also promote a respect for and an appreciation of value .
discourse itself and the range of value alternatives to ;inany of life's
questions. Students should come to see that for many aspects of life
(such as values of beauty, values of personal preference), there are many
legitimate choices—all acceptable in many societies. .

USING VALUES AND ANALYTIC SKILLS

In this rapidly changing, socially and ethically complex world, the
social education curriculum must express concern not only for what is
happening in the social world but also for what augﬁf fo be happening. What
are the changes domg'i‘a and for humans? Are the changes desirable,
good, and preferred? The future, of our form 6f government depends
upéen the capacity of futire generations- to cléal effectively, thought-
fully, humanely, and rationally with decnsnon' making in all aspacts of
the social world—politically. economically,’ ecologically. sodially. To
undgrstand, ‘afalyze. and make personal dej:lslons on personal/social/
civi¢ issues demands knowledge. skill, afféct, and clarity of valued goals.
Affect or desire to participate in on-gping decision-making processes in
one’s community or one’s hation is a parf of social education that we
have neglected. Two-thirds of all eligible/voters typically don't vote in
national elections; many persdgs\feel ir;;\ective in influencing changes
in the political or economic systems. This aspect of values education
demands our concern and our creative/solutions.

*Knowledge is needed by students; as they deal with social issues.
In this age of comiblexity. considerable background data are needed
before any rational value analysns conducted on an issue. In some
previous efforts within the social studies, emphasis was placed on de-
veloping the process of value analysis independently of content.

Certainly analytic procedures gre essential to the development of

effective decision making. Somehow, we must strive to educate students

-

to apply thoughtful processeé—algng with the necessary data and their
own value preferences—to the intelligent analysis of social /civic issues.

Social education curriculums cou)d present model examples of different

kinds of issues-—presenting exemiplar analyses for the teacher as well lps
the studetit. Issues dealt with in‘classrooms would be more éomplex and
difficult as students developmentally were more able to deal with them.
With a systematic approach o value analysns, perhaps more of our
graduating seniors could understand, assess. and take action on impor-

tant issues. / )

In summary, a values esphasis within the social education program
should seek to edisate (rather than idoctrinate) studeénts (1) about val-




v

. ues that exist in the world today and that influence, in a major way,
human behavior and group choices; (2) about their own values and
about the methods hurnans employ to seek valued goals; and (3) about
the reasons, knowledge, and skills necessary for dealing effectively with
serious social/civic issues

. -
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Societal Forces and the Social Studies
Stanley P, Wronski

In the 1950's, during a Senate committee hearing on organized
crime in the United States, a reputed mobster was asked a rather accusa-
tory question by the committee counsel. His tesponse was, "'l refuse to
answer on the basis of the Fifth Amendment to the Constitution, which
protects me from self-incriminatory statements.” When asked by coun-
sel where he learned to give such a response, he answered smilingly, “1
learned it by watching TV.” This sardonic reply Cleﬁrl}' llustrates the
fact that all of us accumulate knowledge about our society from sources

% than the gocial studies curriculum in schools. ™ *

As we survey the range of problems facing the American citizen in
the 1980's and beyond, we social studies teachers might well ask a
similar type of quedion: What and where will our stydents—elemen-
tary, secondary, and adult—learn about the major social issues of our
time?

It is a relatively simple matter to get information on what people
think about various contemporary issues; the national opinion polls—
Gallup: Roper, Harris, and others—report this periodically. Even among
young adults and teen-agers we are able to obtain a fairly reliable
indication of their thinking through such special surveys as those con-
ducted by Srholashic magazine-and the Institute for Social Research. For

example. a recent Institute for Social Research poll md:cated that 41°
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percent of college freshmen believe that both large corporations and
" major labor unions have “considerable dishonesty/immorality "'!

Itis not so simple a matter to get information On where people obtain
their information about social issues. The reasons for this difficulty are
numerous and beybnd the scope of tt\is chapter Ferreting out such
information is frequently seen as an unacceptable invasion of privacy;
the subjéct may not recall his or her séu'rce of information, or the subject
may be genuinely mistaken in identifying a source But the importance

of inquiring into the source of people’s information on social jssues,

A

< relates directly to the raison d’étre-of the $ocial studies.
€4/ of the students’ knowledge’ about sogjety can be obtained from
sources other than formal schooling, why should there be such an entity
as the gocial studies curriculum? If, however, some of their knowledge
comes via their social studies courses ip school, it behooves us to inquire
into the nature and source of this knowledge, Such inquiry should help
‘us to establish at least some rough “tyrf” boundaries so that we can
determine what kinds of social food crops we can delibesataly plant and
cultivate, and what kinds we, should leave to the surrounding natural
* environment. The ideal goal is to achieve some kind of symbiotic rela-
tionship between the cultivated (formal schooling) and the natural
(nonformal education) environments.

" " -
SOURCES OF SOCIAL QARN}NG‘) . _

_ For purposes of establishing a framework for inquiring into this
educational symbiosis, three representative types of social issues are
identified—the energy crises, problems involving international rela-
tions, and problems involvirig interpersonal behavior. Fhese are by-no

means intended to encompass the entire range of possible issues, but

they are chosen because they meet criteria for the selection of problems ~

for intensive social study. (1) they are of current and long-range signifi-
cance, (2) they are of relativa? high intergét to students, (3) they in-
volve normative judgments; and (4) they are each susceptible to a.wide
range, of plausible solutions. ° .o .

Y For each of the above three bread ty pes of issues; a subset of three

(1) knowledge, (2) attitudes, and (3'} decision-making skills assdciated .

questions can be raised- These inquire into the seuree Of the stuEent's

with, each issue. In tabular form, the analytical scheme is depi in -

Figure 1.

While this scheme contains hypothetical responses, it is possibl&to

obtain some’actual data on these and similar social issues
In an attempt to get such data op the sources of information held

l - - . - ~
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- FIGURE1 .
A Scne"n Anavvzing Representanive Social Issues
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* by students on social issues, this author admlmstered a rathgr 31mple
’ Social Inventory Scale to a random sample of ¢ollege students. It should
be stressed that the instrument is ip no way intended to be a completely
refined, pretestécl and validated poll. The results, while not pretending
_to ke statistically sophisticated . may have some heuristic value. They
" suggest that nonschool sources make a major contnbutmn to young
adults’ knowledge, attitudes, and decision-making abl]lt}' (see Figure 2).
The Social Inventory Scale 3&galt with the three represetitative cate-
gonetof social issues mentioned above—energy, international relations,
and"mterpersonal relations. The responses to only one of these, the
energy issue, are summarized in Figure 2. Responses to the other two,
issues reveal a similar pattern, For purposes of this analysis, perhaps the
nrost revealing information is that the majority of respondents indicate
that they obtained litieNor nothing in the way of knowledge, attitudes,
or decision-making ability from their elementary and secondary school
experiences
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FIGURE 2
Sources OF KNOwLEDGE, ATTITUDES, AND DECISION-MAKING ABILITY ON THE ENERGY
Issue Amonc & Ranpom Sampie oF CoLLEGE STUDENTS [IN PERCENTAGES

(N = 143)] .

1

A Tndicate to what extent, it your estimation, the following contributed to
your knowledge about the engrgy 1ssue

1
“
3
L]
5
6
?

SOURCE

TV newscasts
. TV specials

Newspaper news coverage
. Newspaper opimion pages
. News magazines ’

Other journals’

Parents and family

H

g
10
11

Friends and peers
" Elementary school classes
. Secondary school classes
College-level classes

PERCENTAGES OF RESPONSES
)

~ k- =

Z 3 = 3 i

3 8 37 50 2

12 27 36 24 1

1 23 38 a7 1
28 35 28 8 1

8 33 3z 25 2

kY kY 15 9 0

11 - 28 M 23 ajq'
17 14 36 1 2
76 18 6 0 0
45 25 * 24 5 1°
20 .25 26 25 1

B Indicate to what extent; in your estimahion, the following contributed to

!

2
3

R- T B LT N

your present atfifuds toward the energy issue.

TV newscasts
. TV specials
Newspaper news coverage
."Newspaper opinion pages .
News magazines
. Other Journals
Parents and family .
. Friends and peers
Elementary school classes

(rﬁ.\agondary school classes

‘1 11 Cdllege-level classes

L]
15
8
36

16~

53
17
17
82
58
22

rl 2;_‘1

.
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23
14
24
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20
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0
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0
6
1
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1
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FIGURE 2 (Continued)

’

/

C Indicate to what extent, yn your eshmahon, the following contributéd to
your abrlily to make deasions relating to the energy 1ssue (e g, fo deade to nde
a bicycle rather than drive a car to school, to engage in a boycott or demon-

stration, et¢)

a

SOURCE

1TV newscasls
., 2 TV specials

3. Newspaper news coverage
4 Newspaper opunion pages

5. News magazines

6 Other journals

7. Parents and family

8 Fnends and peers

2 Elementary school classes
10 Secondary school classes
11. College-level classes‘

¥
-

f‘

PERCENTAGES OF RESPONSES

e S
F- - : 3
% . b ) 3
Z | p3 = w
12 23, @2 2 . g1
20 28 36 15 R
14 29 32 23 .2
39 33 22 ) 0
23 30 27 19 1
43 32 12 6 )
15 24 23 32 6
16 26 30 25 3
79 17 3 1 o>
54 30 12 3 1
EY) 23 20 22 3

. The- results obtained in the above survey, however imprecise the *
instrument, seem to support the position taken by Donald Warren in
his analysis of the influence of societal forces on the social leiming of
_youth. After dealing with such influences as the Americanization of

immigrants, job training, and social mobility, he writes:

It- is fair to conclude that the public school has enjoyed rmxecl
success in socializing American youth. Its roles have been limited
and its effectiveness curtailed by other, sometimes more powerful,
institutions and forces. Clearly, the school has not been the only,
» or even always the dominant, educational process available to the
young. It is incapable, alone, of preparing them for adulthbod.
Furthermore, its effecfiveness has been frequently ‘undermined by
patterns of exclusion and inequality reflecting both school policies
and social practice. At bestthe public school remains as a promise,”
however Faulty in construction and incomplete in delivery, that the

a
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proper preparation of the young is a matter of public concern nand -
commitment ? .

SCHOOL RESPONSES TO SOClETAL FORCES

* What can social studies teachers do about the fac{ that a substa?tpal
amount of our knowledge about ‘social issues is derived from soullces
other than the school - First and most importantly, they can recogmze
and accept it. Like other self-evident truths, however, this situation is

o more easily stated than internalized. Magy teachers still have pangs of
conscnegce when they contemplate the amount of curricular matenal,
they intended to cover in their course in companson to, what they were
actually able to do. This syndrome tends to afflict teachers espeqally in
May or'June of the school year. —
In the interest of gedagogical realism and personal peace of mind,

. teachers need to rid themselves of the nagging guilt feeling about not’
) having “covered all the material.” Is it really imperative that students

recall the provm{né of the Missounn Compromise or all of President

»

Wilson’s Fourteely Points?_ This is not said to encourage . dndolence or
indifference on the part of teachers, but rather to drive home the point
that no teacher in kny tourse can possibly cover all the material in that -
subject. - oo
Besides merely acceptmg ‘the fact that ogt-pf-school social lear mmg

] does, indeed, take place, socigl studies teachers can actively utilize non-

K schoo] phenomena to complement and enhance the social studies curric-
ulum. Examples of such potential utilization are especially ahundant in
(1) public television, (2) commercial television. and {3} print media.

Fortunately for teachers, many television stations affiliated with
the Public Broadcasting Service offer excellent progratns which can

" provide a new dimension to classroom and textbook studies. Among the
outstanding fare distributed by PBS are Masterpiece Theatre. National Geo-

. graphic specials, histancal dramatizations such as [ Clasdins, and kaleido-
scopic senies such as Connecions, in which each program is an integrated
lesson in history, the humanities, science, and social science. _

Commercial television, despite its outpouring of programs with

* little redeeming social value, still manages to come up with a gem now |
and then. Some of the best of thesé are selected by Prime Time School
Television (PTST) as especially suited for viewing by students, PTST
then produces instructional guides relating to thése programs, intended

. for teacher and student use. Among the programs for which it has

already prepared guides are Roofs, Einstrin's Univarse, and Edward the King.
Despite the glamour of television and jts associated electronic com-

120

4
¢




B

ponents, the printed word remains ?powerful and significant means for
communicating messages about the human condition. Perhaps the most
ubiquitous example of the mass media is the daily newspaper. Often
cursed and occasionally derided—and frequently the justifiable recipi-
ent of bath—the newspaper is still a powerful ally that can'be used by
imaginative social studies teachers. Teachers who are fortunate enocugh
to have access to a good daily newspaper in the community may use it
- to supplemént, enliven, and reify social studies subject matter. Even the
teacher with a poor newspaper in the community can use it to educa-
tional advantage by having the students discover and fritically analyze
biased reporting, unequal coverage, omissions, slanted_headlines, and

various propaganda devices. .

) Besides mass media, there arg other all-pervasive social forces in
our midst that social studies tedchers can use to powerful advantage.
They consist of the various social institutions in which we arte all, to a
greater or lesser extent, immersed. Of partichlar significance are our .
patterns of behavior and beliefs with respect to our economic system,
. political system, family, and religion. Collectively, they define our cul-
"« ture. As the anthropologist Ralph Linton observed, probably the last
thing a fish would think of investigating is the water in which' it is
constantly immersed. Humans, at least, have the pofential of intellectu-
ally detaching themselves from their environment and observing it as
> a visitor from outer space would. You adults, in particular, are often
surprised when they realize that riot all economic systems are based on
profit-making, that political leadership may reside in collectivities as
well as in mdmcluals that the extended family rather than the nuclear

* family is the prevalent pattern among moge than half of the world’s

populahon, and that not all religions are monbtheistic.

Fhus far, m‘consndenng the utilization of nonschool phenomena,

we have dgalt mainly with the substance or subject matter to be learned.
¢ What about the process by which learning takes place? In the past, this -
" topic was the almost exclusive domain of educators, psychologists, and
other academicians. Various advocates place differing amounts of em~
phasis on such rubrics of learning as stimulus-response; gestalt, operant
conditioning, problem solving, and the like. These stem largely from
" psychological theory. What about learning that stems from smaf reali<,’
tles? .

“The most recent’ Club of Rome study explores a wide range of -
aspects.of the learning process that go beyond the traditional educa-
tional systems, The contributors to No Limiks fo Learning: Bridging the Human
Gap? identify two types of ledrning: perficipatory -and anficipalory, Par-
ticipatory learning deals with the -interplay of social forces, values,

LY




images, and human relations in the learning process Anticipatory leamn-
ing deals with the capacity to be proactive rather than only reactive to
the current of events Partictpatory learning occurs, for example, when
a local business firm. in order to avoid bankrdptcy. agrees to share its
decision-making authority with its employees. In-a situation such as
this, an entirely new set of accommodations, modifications, goncessions,
perspectives, relationships, and priorities—in short, participatory leam-
ing—is achieved ' Anticipatory learning is exemplified by the formula-
tion of 2 comprehensive national plan to meet energy demands b¢fore the
present nonfenewable energy sources are exhausted or severely - de-
pleted. -

In both participatory and anticipatbry learning situations. the
learning mode is dependent mainly upon forces outside the school."This
mnprocal relationship between social events and social learning may
necessitate 2 furldamental rethinking on the part of many social studies
teachers that is akin to the Copernican revolution in astronomy. Many
teachers have assumed that their primary goal is to develop a kind of
abstract "ability to think" in their students. With this at the center, so
the argument goes, ghe students can resolve the many complex prob-
lems. both social and personal, that redolve about them. What the Club

_of Rome-study suggests is that the starting point for learning, especially
‘in.the s®ial studies, resides in contemporary societal problems. With
these at the center, the learner uses vafious peripheral learning processes

i —partifipatogy, anticipatory, traditional. or a combination of these.

If the above analysis of the Club of Rome study has any validity,
it suggests that the social studies curriculum cannot only aceept and uitlize
the social forces that impinge upon it but also, in a modest way, even
modify them, Thls is sand neither to delude nor to exaggerate. It can be
inferred that without a rudimentary understanding of American tradi-
tions and values, gained to some extent in social studies classes, there
would have occurred neither leadership nor followership in such signifi-
cant American sodal actions as the anti-war profest of the 1960's, the
consumer awareness movement Of the 1970’s, and the emerging con-

~  sciousness of global perspectives of the 1980':
.
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L

SYMBIOSIS

We are now full circle. In an attempt to understand the future of

the social studies, we have been forced to reflect on the pag and how

' that has been modified by the countervailing forces of continuity and

C change. Perhaps this relationship can best be depicted in dnagrammatlc
form (see Figure 3).
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FIGURE 3
A MoureL OF THE Rsuﬂousmr Bt‘mma ScHooL anp SociETy

~ e -

Change ) Continuity

According to this circular flow model of the ucational process,
there exists a systemic relationship between school'and society—a social
symbiosis. The predominant direction of the flow is clockwise. The -
typical social studies curriculum in most schools—in the Unifed States
and elsewheré—is literally conservative in that it transmits a body of
information and values designed to reinforce and continue the polity.
This original package of beliefs and attitudes might be, and usually is,
modified by the social realities encountered by the learner in the course
of a lifetime. Qver the years, some of these modified positions mlght}e
" and frequently are, institutionalized by law or custom. This modified
cultural pattern is then reinforced through the schools.

A specific example can be used to illustrate the model in action, In
the United States during the 1920’s and early 193¢’s, most schools
glorified the rugged individualism of our economic system, especially in
their social studies curriculums. But this conservative view was severely
challenged by the Great Depression of the 1930’s. As a result of New
Deal legislation and World War 11, tremendous social changes occurred
—e.g., the growth of unionism, Social Security, concermn about East-
West relations, etc. These societal changes, in turn, became an essential
part of the post-World-War-I} curriculums.

It should be noted that it is possible for schooling to exert influernce
in a countercleckwise direction. According to the reconstructionist the-
ory of education, this skou/d be the way in which the schools contribute
directly to bringing about social change. Working from a blueprint for
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social reconstruction, the schools would actively promote such goals as
economic security and international peace. But even the most ardent”
defenders of this theory admit that it has found relatively little popular
support in the United States.

Realistically, for the 1980’s most social studies teachers wnll find
themselves filling a role described by Bismarck when he observed that
we cannot create the current Of events; we can only float with it and
steer. But within ¢hat role there is considerable leeway One can adopt
a relatively conservative stance and roll with the waves. One can, even
within Bismarck’s context, engage students in participatory and an-
ticipatory learning experiences. Or, departing from tradition, one can
say, ”1 am the captain of my ship,Mnd actively work and steer with
students toward the direct achievement of social changes.
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CHAPTER 13

K

1’_\ . ngf};grs for the Social Studtes

Charles B. Myers

Just prior to the start of the 1980’s, two questions about schools
seemed to pervade both public ard scholarly literature on education: (1)
How good are the schools? (2) WhatNg good and bad about them? In
general, both opinionnaires and research data produced mixed reviews
and mixed results. In a mational poll of American citizens in 1979,
parents of school-age children were asked, “"What do you like most
about the school your child attends?” The most frequent response was
“Its good teachers,” When all those polled were asked “What are the
main things a school has to do before it can earn an ‘A’ grade?” the
largest number answered, “Improve the quality of teachers.” The same
poll showed, however, that only 34 percent of Americans would give
schools an “A“ or “BY grade, compared with 48 percent in 1974. It also -
indicated that 85 percgnt of Americans approve of state examinations .
for teachers as they begin teaching and evel'y few years while in the
profession !

During the 1970 educatlonal research studies that sousht_tn_de-
termine the factors that affect-how much and how well students learn
indicated that no single factor was clearly the main determinant, but a
broad reading of the findings leaves the distinct impression that teach-
ers are at least one of the most critical variables.? These studies state
that the subject matter taught, school organization and size. nature of
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the local community, amount of funds expended, and student family
background all affect learning. They also show that what happens in
the specific school and classreom of a student is significantly impor-
tant. In effect, the studies show two types of factors—those external
to schools and to the learning process and those internal to both: Since
the external factors are most difficult to change, factors related directly
to schools and the learning process become the most impgrtant varia-
bles in attempting to improve student learning If this is true, those
who control these factors—that is, factors that can be modified rela-
tively easily—will determine most significantly how well students
learn. More than anyone else, teachers have a greater ability to influ-
ence these factors i

In very general termns, public thinking and educational research at
the beginning of the 1980’s seem to.be saying at least two things con-
cerning teachers, schools, and the American public: (1} Teachers are
considered the critical factor in determining what students learn, and (2)
Americans have high expectations about the quality of their schools
Since these conditions. which are valid for social studies teachers as well
as for their colleagues, are not expected to change during the 1980's, the
quality of the performance of social studies teachers betweerl 1980 and
1990 will be considered the primary determinant of what social studies
students do or do not learn.

But social studies teachers 4o not function in a vacuum, and while
the importance of teachers will continue and the high level of expecta-
tion placed uporrthem will remain throughout the decade, we also know
that—

1. School-age children learn much more from television and other
media than they learn from planned classroom instruction.

2. More money is. spent on media presentations, such as Raoss,
Holocaust, and Sesame Streel, than on materials traditionally de-
signed for the classroom.

3 Each year, business and industry in the United States spend
more money for training their personnel than is spent on the
in-service education of teachers.

4, Corporations usually train and retrain their employees on paid
company time but school syst%\d‘o so only rarely.

5. 'Inflakion and energy costs are diverting money away from jn-
structional expenses in school budgets.

6. Proportionally fewer new teachers are finding jobs in the pro-
fession.
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7 Teacher “buin, out’” an# stress have become so common that
they are written about in the popular press.

So, what does this all mean for social studies teachers of the 1980's?
What will our lives be like for these 10 years? In which directions will
we move as individuals and as a profession? The remaining pages of this
chapter attempt to answer these questions in three contexts: fl) the
world of the 1980's in general, (2} the social studies field of the 1980’s,
and (3) the teaching profession of the 1980’s. In each context, we can
look at some assumptions and expectations about the decade, and retate

them to our lives as teachers and to the lives of the children we teach.
‘ ¥

SOCIAL STUDIES TEACHERS AND
THE WORLD OF THE 1980’s .

Of course, life in the 1980's will continue to become increasingly
complex. Change will continue to accelerate. World, national, and lecal
events will have sudden and jntense impact on teachers, students, and
instruction. Schools and teachers will be caught in the cross-currents .
and conflicting pressures of the times. ,

Social studies teachers will face more and louder demands for per-
fection as c¢itizen and parent expectations of schools rise even higher.
They will feel the brunt of criticism as frustrations with life’s complex
problems overwhelm citizens who have always turned to the schogls to
prepare themselves and their children for productive, happy lives.

Citizens who. in the 1970's, complained about weaknesses in read-
ing, writing, and arithmetic instruction will turn more of their attention
to social studies. History, geography. civics, and practical economics
will come under particularly strong pressure ard close parent and tax-
payer inspection. The back-to-basics movement, which social studies
educators felt neglected their field jn the 1970, will turn jts attention
to social studies and will demand an accounting. Low student test scores
in the traditional social studies areas will be decried publicly. .

Although the old idea that parents turn their children over to the
schools to be taught as the educators see fit js a thing of the past, parénts
and the general'society will continue to expect teachers and schools to
raise the children in those areas where the home and other social institus,
tions seem to be the weakest. Social studies teachers still will be ex-
pected to eliminate bigotry, enable students tg get along with each
other, improve student understanding of complex economic issues., ex-
plain cultural differences. interpret religious traditions, instill love and
respect of country. undergird the ]udeo-Christian‘ values of Western:

-
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civilization, prepare students to “fit in” in a chaotic world, and develop
citizenship and vocational skills. But none of these expectations is new.
Society has looked to schools, and particularly the secial studies class-
room, for years for the difficult task of socializing its children and youth.
What might be different, however, is the number and complexity of the
tasks placed at the classroom door.

The demands and expectations will be burdensome, possibly over-
whelming, but not unfair. They will be directed toward social studies
teachers because what social studies teachers do is so important. During
the 80’s Americans will come to realize that importance more than éver
before. : -

‘ L

- r -
THE SOCIAL STUDIES OF THE 1980’s  ~ /

Since the content of the social studies of the 80’s has been discussed
in earlier chapters, only a few general obseryations about the relation-
ship between content and social studies teathers are in order here. It
appears that social studies teachers throughout the decade will'continue
to fate at least three persistent dilemmas involving their subject matter.

One focuses on the question of which social studies' areas to stress. The -

second concerns questions of teaching approach and style. The third
involves two parts: first, how to select from the avalanche of informa-
tion being generated in each social science field the material that is
appropriate for elementary and secondary school students, and, second,
how to transfer that information into a form appropnate forday-to-day
classroom instruction. | |

Put simply, as the 1980’s began, social scientists, historians, and
social studies educators did not “have their act together,”” and the con-
fusion can be expected to remain through the decade.’ Disciplinarians
in each social science field will still demand more time in the curriculum
and more space in instruction® materiils for their specific areas of
interest. Prominent social studies educators will continue their appeals
of the 1570’s for concept, generalization, values-based instruction that
incorporates humanistic, ufhap, and global thrusts. Others will demand
a return to a more bagic history, gograph y. civics, and factual curricu-
lum. Although the advocates fot more traditional content will gain
prominence during the decade, the conflicts will not fade. As aTesult,
social studies faculties will contiriue to face-the difficult and often per-
sonal choices of selecting which-subjects to teach and which materials
to use. They will have to do so ag the scholars and loca! pressure groups
continue to express ideas and clemancls that are diverse and often mutu-
ally exclusive.
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Debates ’)ut teaching approach and style will continue to burden
social studies teachers through the decade. Researchers and college
professors will still call for inquiry teachipg, high-level questioning, _
multiceltural classroom enyironments, values analysis, and so'forth. -
*. - More traditional spokespersons and textbook publishers will require a
- return to more “basic” instruction.? In addition, analyzers of teacher and
classroom behavior will suggest new and mqre compleg ways for social
studies teachers to improve their “act.” They will provide. for example,
more sophisticated ideas on teaching and learning styles, teacher-stu-
dent verbal interaction patterns, and anthropological analyses of the
classroom.® Teachers will not be able to assimilate all the ideas, how- - ¢
ever, because mechariisms to synthesize the ideas and totransform them
. into usable classroom practice will still be lacking through most of the
* decade. .

As has been the case in recent years, the information developed in
each subject field within the social studies will increase in geometric
fashion. As it does, teachers, curmiculum committees, authors, and pub-
lishérs—after they determine what subject to cover at which grade level .

. —will have to decide more critically what to stress within each subject
area, what to treat lightly, and what to ignore. The problem will not be
different in kind from the past, but it will be more difficult because so -
much more will have to be left untaught and such large chunks of =~ —-.
information will not be covered. It will also be more difficult because
the new informatin will be more technical and more precise and, there-
fore; harder to make understandable to young students. This will hap-
pen, of course, as pressures on teachers increase to teach more to their.
students and to teach it better—as “‘accountability” and test scores -
pervade all formal education. .

-

THE TEACHING PROFESSION OF THE 1980’ < T

The teaching profession evolved into maturity during the 1970’s,
and, as an organized entity, it will affect the professional lives of social
studies teachers in the 1980's more than ever before. The profession’s
sophistication and persistent influence will be obvious throughout the
decade at all levels of education and educational policy making—in
schools, school districts, state tapitals, and Washington. For many social
studies teachers, theregwill be a new-found source of support and, at
times, a sorely needed refuge. Social studies teachers will rely on the ~

-+ teaching profession for direction, for power, for a sense of belonging,

d for defensive assistance. They will seek advice and guidance from
//:hne profession in policy formation, in curmiculum decision making, in
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professional development, and in the more personal realms of financial
well-being and job segurity.

Social studies teachers will purn to the teaching profession becatse ’

they will face continued inflation at home, reduced financial support for
schools, and an oversupplied job market. The roles expected of them
will continue to be confused. At fimes they will be unappreciated.
Studengs will be harder to “reach.” Pressures for improved achievement
test results will escalate School bureaucracies will be harder to tolerate.
Teachers will be under more stress l'l-%he:y will be getting older as a group.
They will be absent from the classroom more frequently. They will
“burn out” more often and earlier.

At the same time, socijal studies teachers will be the best educated,
the most skilled. and, probably, the most dedicated in history. They will
learn more in their preservice education than did their pre-1980 coun-

terparts. They will continue their education through in-service pro- .

grams throughout their careers. A larger percentage will complete ad-
vanced degrees, and more of this advanced work will be more
appropriate to their classroom responsibilities than in the pasy By 1990
many, if not most, teachers will have attained the docto ral degrée or its
equivalent.®

The concept and ph:los0phy of teacher centers will continue to
develop during the decade, and, if the many teacher centers already
established begin to bear fruit, the center concept and the idea of teach-
er-controtled in-service education will provide new opportunities for
teacher self-development. The future of these jdeas is not at all secure,
however. Pol‘Ll\ikcal battles over "“the governance issue” will remain, and
the teacher center movement must avoid pitfalls thatlurk ahead. It must
avoid the fad and lack-of-impact-on-the-classroom fate that- befell
many National Science Foundation Institutes, Triple T Projects, and
Teacher Corps efforts of earlier decades. Specific program acﬁvil&h’d
goals will have to be assessed constantly for their appropnateness té
teachers and students, for their Quality and focus of instruction, anﬁ‘or
their ability to be criticized, modified, and improved. The real test ofithe
the viability of the teacher center concept will come during the decade
when federal government funds to specific centers end. The key que
tions are: Will they be valuable enough to-continue without subsid
If they do not continue, what will replace thein as the primary miecha-
nism for teacher staff-development?

Social studies teachers, as part of the teaching ptofessmn, will have
more power and control over the quality and direction of their profes-
sional lives in the 1980s than most educatots anticipated only a few

years ago. How well we handle that responsibility and how wwm :
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forces with colleges, school administrators,. and the general. public to
- continue to serve'America’s children and youth are up to us. Possibilities
for greatly improved social studies instruction, for failuse, and for con-
tinued drift will all exist. :

CONCLUSIONS

. e - .

Social studies teachers of the 1980's will face more difficult chal-
lenges than their predecessors. The times will be more complex. Society
will expect more. Students will be more complex, more diverse, and
" more confused. The subject matter will be more chuttered with informa-
tion and more intricate ideas. The teaching profession will be more
powerful and more responsible for its own destiny. Teachers, individu-
ally and as a group, will be more sophisticated, better educated, and
more able to continue their education.

Under these circumstances, will we be more successful than we
have been ir the past in educating America’s children and youth to
become better citizens and better human beings? We certainly can be.
We can Be—if we retain the same comumitment to our goals and to the
success of our students.that we have always possessed; if we continue
to 'study our fields; if we continue to analyze our. complex world and
impose some degree of intellectual order on it; if we continu® to assume,
assess, and aajust the ever-changing roles that are thrust upon us as
teachers;-if we keep looking ahead; if we continue to set our pwn
professional directions; and -if we work together as the professionals
that we are, >

In 1990, as in 1980 and previous decades, social studies teachers wilt
. be the critical determinant in the leamming process of social studies
students. How good we are at our profession will determine how thuch
and how well our students learn. What really happens in our social
studies classrooms and in the minds and lives of our students is up to
us.
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