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c.

AN INTRODUCTION TO PROJECT SPAN

Project SPAN undertook .the task of describing and assessing the
current and recent state of social studies/social science education, pt
designating deSired states to which social studies might or should
4spire, and of shaping recommendations as to how those desired states
might he approached. This has been a formidable task, increasing in .

difficulty as the project moved from desCribing the current state to
envisioning desired states to framing recommendatiOst

In describing the current..-state of social studies/social science
education, theproject began with three Coorainated,studies of science
education supportad by:the National Science Foundation during-the period.

T976-78:,

a series. of case. studies conducted_ by the 'Cetterfor InStruc--

tional Research and Curriculum EValuation'atithe University of Illinois,
:a national survey .conducted'by.theReS'earthlfrian0efnstitute, and a
survey of.literaturd.for.the period 1955-'0, conducted by The Ohio State
University with tneassistence of,the Social Science Education Consor-

,

/ t
tium. These three studies,using'-three verydifferent but congruent
methodologies; pr,pide 4 wealth of information aboutpreCollege educa-
tion in natural/science:. mathematics, and social studies/social science
education. ,Iniadditiot to these three fruitful sources, SPAN staff and
consultants ,reviewed hundreds 'of other documents bearing' on social
studies and,-through correspondence'and at conf rences, sought the advice

and comments of many persons throughout the n ion.

With respect to the.ppecification o desired states and of recom7
mendations for achieving them, the basic fact orsocialstUdiesleduca-
tion at present is that there is a great diversity of opinion, from which

it is impossible to elicit Consensus. Thtre re polar positions on'the
most basic issues, and a range 6f-anion between the poles. Some feel
that social studies is in need of.draseid-revision, others. that there is

little or no need for concern.

The great diversity of opinion about desii'ed states and recommenda-
tions that exists in the liteTature'and in, the opinions of social studies

sedugatois throughout the nation, as experienced by SPAN staff members,in
perusing the literature, innumerous meetings and conversations, and in -
voluminous correspondence, was also refleceed in.the twelve consultants,
who worked with the SPAN staff throughout the project. The twelve-con-
sultants were chOsenfor their known ,contributions to social studies
literature and pradtice, also for their representation of various. social

studies toles: elementary or Secondary teacher, consultant or supervisor
at district or,state level, professional association', university teacher._
They were indeed "representative" --not only of social -'studies- educator

roles but also of a wide range of opiniqns about desired states and
recommendations! yw

7
1

Given this diversity of'opinion, both in the social'studies fild
at large and within the group of -consultants, the SPAN staff (within- .

which 'there were also some differences of opinion!) had to take the
__ultimate- responsibility for formulating 'the °statements -concerning
desired states and recomuendations. ° We wish to give full credit for
information and ideas we have borrowed and used -- borrowed both from the

consultants and from social gtudies educators at large. But the staff
must accept final responsibility for the content of the,,SPAN reports.

\
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The staff members' who worked with SPAN throughout the project are Irving
Morrissett, Project 'Director and Executive Director of the Social
Science Education Consortium, Douglas uperka, Associate Project Direc-

for and Staff Associate of SSEC, and Starryl Hawke, Staff Associateof
SSEC. Bruce. Tipple, a Staff Associate of SSEC, also served as a.staff
member during the early part of the project, As did three Teacher Asso-
ciates of SSEC, Maria Rydstedt, JOhn Zola, and William,Cleveland.

Two individuals produced commissioned papers at the request-of the

1
project-staff. DanaKurfman reviewed the status of evaluation brocesses
in social studies and made recommendations on needed changes. Hazel

Hertzberg wrote an extensive review of social studies reform effortg

from 1880 tb 1980. .

,
The consultants who worked with SPAN throughout the project Are:

Lee Anderson 's

Professor of Political-Science
Northwestern University'

Mary Vann Eslinger
'Social Studies Consultant
North Carolina -State Department

of Education

John D. Haas
Professor of Education
University of Colorado

Jarrell McCracken
Teacher of SoCial Studies
Manual High School
Denver, 'CO

Fred M. Newmann
Professor of, Curriculum

and Instruction
University of Wisconsin

Elizabeth,A. Pellett
Social Studies Conpltant
Los Angeles County- Schools

`

Bob Beery
Social Studies Consultant
Rochester (Minnesota) Public

School§

Verna Fancett
Social Studies TeacherEmeritus
Fayetteville, NY

James G. Lengel
Social Studies Consultant
Vermont State Depvtment of

Education

John U. Michaelis
Professor Emeritus of Education
University of California, Berkeley

John Patrick
Professor of Education
Indiana University

Roosevelt Ratliff
Associate Director for

Affiliated Units
The Association for Supervision .

and. Curriculum Development

This publication is one of, a series of reports of Project SPAN.
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PREFACE ,

This repdrt on he recent and current state of social studies educa-

tion represents the culmination of a subStantial part of the efforts of

Project SPAN staff and consultants.-\The three NSF studies described in

4

he "Introduction to Project SPAN" provided an excellent starting point'

r.these analyses, as indicated by the frequent references to them.
..,

Those studies were minutely reviewed and 'di'scussed by consulthnts and

staff. Following this, an extensive search and analysis of other rele-

4nt literature was conducted. A complete bibliography of sources used
f -

...

in the course of the project is included in another SPAN publicition,

Working Papers from Project SPAN. The broad experience of SPAN consult-
,

ants and staff also,peovided an important part of,thedata base for the

. project.

A major purpose of this review and analysis of the current state of

social studies was to form a basis for recommendations for future direc-
A

tions
.

that might be taken to improve Social studied.- Those re commenda-

.
I

tions are contained in still another SPAN publication, The Future of
/ .

Social Studies: A Report and Summary of Project SPAN. . '

.

This report-c
4 ,

ontains"six sections. _In the first, " Rationales,

Goals, and Objedltives in Social Studies," Irving Morrissett and John

Haas provide a broad andcantegrative analysis of the interrelated topics

of rationales, definitions, "approaches," goals, and objectives of social

studies. They; argue that a rationale for social studies must take

account of the nature of the individual, "society, values, knowledge, and

%--

learning, and that knowledge of these entities shodld be integrated into

the curriculum goals.and 'objectives that form he basis of the curriculum

content and methods They point to'confusioS that exists Aout',the

nature_of-rationales and to the paucity'of real rationales.

The authors next discuss definitions and the "identity crisis" of

Social studies.and-presen three "approaches" to social studies, con-
.

cluding that "conserva eve cultural continuity" is, and for a longtime

has been, the dam ant approach. There follows a detrailed discussion of

the most common goals and objectives. Citizenship is the mist common

i
.1 Al?
J w

vii
..

.

11

sl.ngle goal proposed; knowledge, skills, values, and participation form
.

.

the most commonly pioposed goal set. Other goals are also discuised.
o'

..

.

d



Problems caused by _the lultiplitity of new topics and rising concerns

about the scope and sequence of social studies are reviewed. Finally,

the. authors'suggest ways in which ratipnales, goals, and objectives can

be more coherently formulated and usedto improve social studies.

In the second section the volume, "Curriculum Organization in
- 1

Social' Studies," James Lengel and Do4glas Superka describe 'the typical

pattern of social studies programs from kindergarten through grade 12,

stating that despite numerous variktions that have occurred, tHe dominant

pattern throughout the natio n is one that was esta blished more than 60

years ago. The typical k-6 pattern is built on thes"expanding environ7

ments'l theme, while the curriculum in grades 7-12 consists of a pattern '

of U.St history, world history, civics, and goyerhmeht. Theresis little

articulation between-grade levels, particularly between elementary and

secondary 'grades. ReasonP given for the persistence, of the pattern
. ,

described include the strength of tradition, the reinforcOht of the

pattern by textbook content, and the lack of a compelling alternative
.

pattern.

John Patrick and Sharryl Hawke-are the authors of "Social Studies

Curriculum-Materials," the third section of the volume. They describe

the great extent to which students, teacher's, administrators, and thee

public accept and rely on curriculum materials as essential aids to

teaching, learning, and classrooM management. Foremost among curriculum

materials are textbookS,"whichare usedin the great majority of class -

rooms; they are seen as cost-efficient and easy to select, order, and

manage. Compared to textbdoks, supplementary materials, including films,

filmstrips, and workbooks, have slight use. Other than test materials,

Materials developed by individual teachers and local 'committees also and

of relatively little importance. -

Turning to an analysis of textbook content, the authors note that

most competing texts for particular subjects and grade levels are Very .

,muchalike in format, style, and content. The texts typically stress
A

the transmission of information, avoid sensitive subjectse rd, according

to some content specialists, lack-intellectual depth. Some notable.'

changes have occurrpsi in the past 20.years,,particularly in the treatment

of women and minorities and in the use of /color and graphiCs. Changes

in the amountlof attention given to controversial topics and"to variety

7
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in learning activities have been less extensive. -;. Some of these Changes
, . .

are attributable, at least in part, to the curriculum materials devO.oped
. o

bythe new social stud ies projects. The .lack of, greater change and
k , -

divetsity in textbooks is attributed in larg0 pa'rt to the conservative
--. .

describednature,pf the textbook development. process,. which is desctibed iii detail

by the authois. Particularly strong conservative 'forces, affecting pub-

6

lishers are the practices of the 23 states that have statewide adoptions

oradoppion policies.
4

. I ,
.

In "Social Studies Teacheis," Mhiy Vann Bolinger and Douglas'Supeka
..

emphasize the general agreement with the proposition that the indiviClual

teaCrier.is tithe central figure," the Itkey" or
,

re ---the magic ingredie ih C,.:
, . .

the learrning ptoCess!" They also point .to the Paucity of .ideas and _data
.

,-

about why thisiis s; and ho this proposition ca.n be used to imprpve
, -.,

education. Turning to more manageable subjects, they -'review a wide
.

fspectru, of data,about the characteristic and perdeptions of teachers.
t

.Included are-demographic data related to age, sex,-academic preparation,
\ ' 'i

.
. -

years of_expefience,. and professional Uctivities2 These data show, among

other' things, theAdiffetences Oat typically exist between elementary

and secondaty,.teachers alopg these-dimensions:
*

i .\
A review of studies ofteachersi.perceptiOns.of the purposes of

("-
social studies leads the authors' to conClude- that elementary and.

secondary 'teaccirs, unlike their. college-level counterparts, spend .,

little- time contemplating the vials :of theme' activities; they Are too'

preoccupied with problemi of administration and management. kcommon

goal is, of course,igetting students to learn they material in the

textbooks. 'Beyond this, where a common purpose can be found, it,
k

consists of socialization-j-in the sense of ,instilling acceptable

4 classroom and school behavior,, getting acceptance of the norms and

values of society, and, to a lesser extent,- in preparing students for

.successful participation in mainstream society.

Teachers' perceptions of their problems and needs are notably more

precise than their perceptions of the goals of social studies. The most

commonly perceived problem are students' poor reading ability and their

apathy towar4achool. Many problems of a logistical nature also concern

teachers; these include lack of time to teach their subject, lack of

materials and equipment, And lack of good sources, of infotmation about-'
ir

new methods and materials.



t

Vann Eslinkelr and :s4erka also examine the problem ofTteacher dis-,
.

satisfactiqn with their prOfession. 'While dissatisfaction with their
s .

role in education and in society,has betn common among elehrentary and
,

secondary teacher's in recent years..- "teacher burnouf" has"become a common'
. . ,

term--,there,4 some evidence that this phenomenon is more pronounced,
., \ o . .

-1
among social studies teachers than among others.

..
,

In the fifth section of this volume, Verna Fancett and Sharryl
t

.

Hawke present a: detailed report on what teachers do: "Instructional{
1

Practices in Social Studies." The-note that teachers teach the same

subjett in'diverse ways, eve'gwhen using'the scene textbook in the same
0(

school)system. They report with regret, however, much lesitInformation
.- ,

is gvailniil -on the varieties of tenchiqg meth9dsthan on the central
4 >

A

P

tendencie in teachihg cnethods; they.focus on the latter because of the
A.

A
..

greater avaiebility of,information.
,

Most instruction in elementary and .secondarysecondary schools takes place in , -
,

"

7 6 I A .

c.

lafge groups, with relative7 littleiuse.made--particularly at the '''.

.

secondary level - -of swil-gro4 and inclividuaiized instruction. 'Ability

grOuping is.fairlS,,Commin in social itudies, thOugh legs so thanin
..,,

t

nthemarics and science instruction. A single teacher
,

V a
typically has ''

.
responsibility foreich ckasS, with little tise made, of cluster,orteam . .

,t

teaohing.
....,

Open space configuratiOne seem to be more the preference- of
,

.

a4minid t ra t or s than of teachers, who generally prefer the self-contained
, k

t - 4

classtoome Much of teachers' time fS.ocoupied with administrative duties]

1

..- and the maintenance of discipline:, Preparation'time is generally con-,
.-

e
. sidered to be inadequite, gnd the students' time on task in the classroom
4

is substantially less_ than 100 percent.

Most, of the time that.stud9Es and teachers_spenk in thi-Classroom

is focused onatheuse,of.curriculum materials, particularly commercially

1.

published textbooks. The dependence on textbooks increases at the higher

grade levels. Next in importance to the commercial printing press in
,

educational technology, is the school-owned "press," the duplicating,
.

machine, widely-used for teacher-made worksheets and tests. Films and

filmsttips are used by quite a few teachers. Ovethead projectors receive

somewhat less use, while other available devices--including records,

audio tapes,. videotapes, film loops, television, and computers--are used

,infrequently.

11
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Lecturing, or "teacher talk'," is. the moat common

tion, increasing in importance front the lower to the

Various forms.of-teacher-led,recitation. or
c.

discussion

mode of instruc-

higher grades.

are also common. ----\

r

4eaching modesin most classrooms rdrely, if-ever, include inquiry,

covery, values edecation,"experiential and community - based, learning;
. t

simulations programmedj.nstructibn, aM contracts. TeAcheis decide on`'

which teachlhg _practices and materials to use on the basis of 'many

influences. The importance of,expectations within' the school and the
\

community accounts large ,plait fot the ;ack of great diversity that.

exists in esaching prAtices. - :

Lee Andersbn preserlts.in the aast,section of the volume a genepal-
r. %

ized thesis on."Barriers toChsdee-in Social:Studies," focusing on the
.

,.
.. , .

fact that' the gliw social studies had-relatiVelyi little impact on the,

schools. He 'describes two decesvry conditions for change...1.h social
tie

studies and argues thatAgither.of thesg existed with respect to the new_

. /social studies. First, e posits that a new approach cam have widespread
...5 r,

1Apact only if its philosophy,rgurriculum materiali,d,and instructiona'

practiCes'becomp familiar to a large - number of,the natim:s classroom.
i' . , .. .....

teachers. The second necessary cond2t1od it that the philosophy, cur- r.
4.,

riculum material ,ani ihstiuctiOnal,pra cticee of%tl.:e new approach Must,

Jae compatible with cel,ture of the school or, lacking such'compati.-;
-.-
-billiy,the new approach must pring about cynges,in the culture of

.., . i

school:1dg such, that th4-decessary,tompatpility, is created:
\-

Elahprating on the first necgssary.condition,' Anderson describes...

.. 1.
.

four Models of educatiodal-change, none: of which meets that condition.
. 1

Then;'borrowing from Urie Bronfehkeenner!s "ecology.of human develop-
-
me,nt," he "describes the ."nested structtwe within which teachers are

embedded--the immediAte school environment, thejamily and community

sett 'inga that 'affect, the teacher directly, and the broader social setting
.

of school district, state, and nation. All .of these structures as they

now exist; Anderson states, militA.e'against acceptance of the philos-
-,

aaphy, materials, and.instrdctionalrzpractices.de3eloped in.,,,the new social

studies, .
. s t...*

Turning to the seco nd necessary con dition, the atithok argues tier...

the approach of the new social` studies was not congruent with the culture

of the schools and was not able to change that culture. He lists a

1 2

O

r`

.

4..
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number of assumptions about students,* teachers, and schools that formed

the basis of the new social studies', explaining that these assumptions
%

were in conffictWitbl the culture of the t hoofs. 'Anderson attributes
.

,

,these erroneous assumptions largely to the flute of university partici-,
c .

,'-pants in the development oft the new social s udiei tO understand that,
. \

culture. \ .

c
P

'

Y.

'Irving MOr issett



RATIoNALESQOALS% AND OBJECTIVES IN SOCIAL STUDIES

By Irving Morrissett and John D. Haas

Introduction and Oveew

A

This paper deals with the very bro ad. subject of social studies

rationales, goals, and objectives as they are presented research

reports, journals and other publications of professional Organizations,'

social studies methods textbooks; and state and local curriculum guides.

It refers only tangentially to curriculum materidls, which are the sub-

ject of another paper in this volume.

. Two of the three NSF studies of science education (see the intro-
.

duction to this volume)Icontain information about goals and objectives;
. .

none deal with rationales. The Illinois case studies present some goals

at a very general leVel, sometimes'alluding.to,gOals that apply to all

three areas covered by those 'Studiesmathematics, natural science, and

social science. Of particular relevance to social studies are the

information about values, particularly covert or hidden values, and the

commentary on the goal of socialization

(. The NSF literatur survey contains much more information about

goals and objectives. Using "curriculum guides from states and 1 ali-

, 'ties, as well asa f surveys of'such guides," Wiley identified knowl-,

edge, skill,, and att tude objectives and arranged them in charts showing

their relationship o selected "topics" and to grade levels; the charts

alio indicate chan es in emphasis on dffferentibbjectives during the

; period' i ey 1977, 25-41; Appendix, pr. 14-32).

This port on many-sources in addition to thelNSF studies,

as indicated by the reference list- Some ol these are based on purvey

data;mos are recommendatidns,'generalizations, and opinions of a

variety o writers. A few sources are quoted frequently because of the

broad and sustantial work they represent and/or the attention they have

received.from social studies educators. The NAEP (1980) assessment, for

example, represents a well-financed effort that involved literally

'hundreds of social studies educators. The California framework (Ca li T,

forniaTepartment of Education, 1981) is the result of many years of

thoughtful effort on the part of leadiripeducators in that state. The

1 4



Minnesota guide (Wangen 1977) has been used as the basis for many suc-

cessful teachers' workshops. But whatever the sources4 the generaliza-

tions and conclusions of this paper are,of course, those of its'authors.

The second section'.of. thiS paper, which focuses on rationalei,

begins With h brief discussion of the nature of,goals nnd objeetives,,to

provide a contrast with.the topic of rationalqs. This is followed by a

detailed description of the nature of rationales; and the confusion

surrounding this realm. We assert that construction of a full rationale

for'social studies is a demanding task which has seldom been addressed.

The third section-is concerned with definitions (as distinct from

rationales) of social studies. Three major arguments are.made: thai

. many alleged definitions of social studies are statements of goals; ehit

definitions 'of social studies are not as dispararva;ls sometimes
%01,

claimed; and that the "identity of the social sties is not due

to disagreement about definitions so much as discouragemek'over the

multiplicity of goals and the lack of attainment of those goals, all

against the current background ,of low morale and esteem of education

within and without the profession.

Midway between definitions-Of social studies and listings4of goals

and.objectives is an area that we have called "approaches" to social

studies. Each of theSesapproaches is made up of a set of goals, beliefs,

and practices ,that characterize the various ways in which social studies

can be taught. Threemajor "approaches" are analyzed:in the fourth

section: Conservative Cultural Continuity, Process of Thitking Reflec-

tively,md Intellectual Aspects of History and the Social Sciences.

Historical origins, relationships among the approaches, and some of,their

offshoots are explored. While the various approaches may seldom exist

in their pure forms, we believe that they can be used to characterize

the major emphases of most theorists and practitioners ofesocial studies.

The following section. deals at length with the specific goals and

objectives proposed for and sometimes implemented in social studies.

Discussed first is the possible existence of a single "overarching" goal,

with citizenship education receiving%major attention. There follows a,

presentation of the four most-commonly-suggested goals--knowledge,

skills, values, and participation. Two additional goals, 'not so pro-

minently mentioned, are then discussed: 'the joy of learning and the

2 15
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role of schools as social change agents. The section concludes with'

examination of the problems related to the multiplicity of goals and

objectives, the multiplicity of new topics that have been thrust upon

Social 'studies in recent years, diverSity of arms, and integratiOn of

the topics and disciplines that-make up the social studies.

The final section discuSses the uses to which rationales, goals,

and objectives are put and provides suggestions about their possible

future uses in the improvement of social studies.

Rationales for Social.Studies

Goals and-Objectives

Social studies educators generally agree on the'meaning of "goals"

and "ObjeOtives"; the same cannot be said about the meaning of

"rational." -Goals and objectives are understood to be statements of

things to'be achieved -- usually referring to achievements of stpents,

butisometimes referring to_ achievements of teachers or of other

participants in the educational endeavor. Goals and objectives are

sometimes listed without signific4nt ordering, or structure; more

commonly, they are arranged hierarchical1f, from the very general to the

very specific. It is usually agreed that gbals are more general,

-objectives more specific, although there is not a sharp dividing line
0

between t he tWo and this distinction is not always made.

One of the most cleriy,structured sets of 'goals and objectives is

that of the National Assessment of Educational l'rogrehs (NAE13,% The

hierarchical structure of these 6als and objectives is illustrated by

the following selection from the'very'extensive ar ray of NAEP objectives

for the 1981-82 assessment of citizenship and social studies:

5

III. Demonstrates an Understandpg of Individual
Development and the, Skills Necessary to Communi-
cate With Others. [One of five objectives at the
most general level.]

A. Examines individual beliefs;' values, and
behaviors. . [One of six ohectives'At this
level.] This includes:

1. Identifying individual beliefs, values,
and behaviors and those.of other perhons
such' as fakly members and peers. [One of

three objectives at this level.]
(NAEP 1980;'p. 8)
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AAEP ,further `elaborates each-of the specific objectives, such as all-A-1
\

above,'by writing test items intended to measuKe specific accomplish-

meets related to t,he objective.

In constructing statements of goals pd objectives, states and

school districtscommonly arrange goals in a hidrarchy similar to that

of NAEP. Specifying godls by grade levels is also common practice. In

such a grade-level-pattern, similar general goals- and objectives are

usually, specified for different grade levels (possibly fo-r ail, grade

levels), 'ut wi different specific objectives at°the different levels;

these be ome more-. mplex or demanding at higher grade levels, as illusT°

tr4ted in the IAEP c zenship objectives for the 1974-75 assessment:

III. Know th- Main Structure and Functions of Their
Governments. [One of seven genera?. objectives.]

C.

%.

a

Know the political'structure of their local
community. [One-of six objectives at this
level.] .

Age 9: They know what the major, offices
and activities of their local
goverment are.

Age 13: (In addition to Age 9) They are
aware that various unofficial as
well as official groups may have
some influence on their. local

government-.

Age 17: They know the functions of officers
and major' departments of local
government. They recognize the

. many kinds.of official andkunoffi-
cial interest groups (e.g., labor
unions, church groups, .service,

',business and farming organizations,
neighborhood and women's groups,
and prominent industries) which
exert influence on their local
government. '

A

Adult: (In addition to.Age 17) They know
whether principal, offices are elec-
tive or appointive and generally
how the local government conducts
its business.

6

(NAEP 1972, p. 21)
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, ..
A similar,,,,trIcture is predented in Social Studies for North Dakota

Schools; goals
.

and
;

spbgoals are-stated, with variations according to 4-

.grade levels, as follows:

II. Use analytical - scientific procedures effec-
tivelytively k.

?,--

A. Identify and define problems and issues

K-5: Identify the central problem ill a situa-
tion; identify the major issues in 'a
dispute

6-8:` Identify the central problem in a

confused, problematic situation' and

thereby distinguish it from related but
secondary problems.

9-12: 1. Identify the central problem in a
confused, problematic situation and
thereby distinguish it from related but
secondary problems. 2. Distinguish
among definitional, value, and factual
issues in a'dispute.

(So al Studies for
North Dakota Schools-
n.d.., pp. 23, 41,

.59)

Goals may also be specified more precisely by grade level and sub-

./ ject, as in this illustration fethe Dallas, Texas social studies

.guide:

c

AMERICAN HISTORY
LEVEL 11.-

MASTERY OBJECTIVES

..

The learner will:
A. Examine the complexities of a dynamic tech-

nological society and identify adjustments
demanded from individuals as a., result of rapid
technological change.

1
Focus

--Demonstrate how international interdepend-
ence relates to technological aClvance-

: ment. .

-- Describe the relationship between techno-

logical complexity and internal:sotial
stress.

_..,

--Dedcribe the constant reassessment of a:
14tion's alternatives in response to

id technological change.
.% I.

,

,



--identify individual ,and group methods of
coping with frustrationg inherent in
technological change.

(Dallas Independent
School District 1978,
p. 51)

-Possibly the most detailed and highly structured instance of goals

and objectives is that of the Tri-County (Oregon) Goal Development Proj-

ect. Course Goals in Social Science, K-12 identifies four lgvpls of

goals--system, program, course, and instructional--and presents a brief

list of program goals and a lengthy list' of course goals; system and
AL

instructional goals are not covered. The.fuli hierarchy can be illus-,

trated as follows:

System goals (not covered in this guide)

Program goals (13 social science goals and 5
career education goals)

Course goals (11 categories, including
Economics)

104

5. Economics (one of 11 course goals)

5.6 Economic problems

5.6.2 Macro-economic problems

5.6.2.1 EconOmic instability

5.6.2.1:3 Policies for economic
stability.

Goal #5 The studeot knows monetary
policiei a national government
may employ in the attempt to
counter (a) inflationary and (b)
recessionary trends orphessures

Instructional gqals (not covered
in this guide)

(Tri-County Goal
Development Project
1976)

This guide of almost 1,200 pages contains about 4,700 items at the most

specific level. Each specific goal is keyed, as appropriate; .to 18

program goal's, 4 grade levels,. 12 knowledge categories, 79 process cate-

gories, 1160 value categories, and 110 concepts. Goals are cross-

referepced and are also presented in indices totaling 50 pages.
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These four examples from four levels of government--national,

state, intermediate, and local--illustrate the common pattern of hierar-

chital structures of goals 'as cell as the diversity of particular goal

statements. ,A- -much more extensive discussion of goals and objectives is _

presented later in this paper.

Rationales' o

While there is general agreement about the meaning of goals and

objectivesi confusion reigns regarding the term "rationale." Webster

defines rationale as "the fundamental reasons far, or ational basis of,

something; a statement, exposition, or explanation of reasons OT princi-
.

ples." Morrissett and Stevens write that:

C.

eg

"A rationale idltOt the same as an objective or list of

objectives. An objective states what you wish-to do; a
rationale states why you want to do 1t. . . (A

rationale) is a philosophical position which justifi s
the inclusion and crdering of particular (content) in

the curriculum. . . . A curriculum rationale should.,

concerned with the relationship of the curriculum to
individual and to society. More spedifically, fationa e

should deal with the following qUestions:
1. What is the nature of'the individual? .

2. What is the nature of society? . . .

3. How are society and the individual related Co each
-other? . .

4. How are the particular curriculum materials at hand
related to the answers to the above questions?

(Morrissett and Stevens 1971, pp, 1 -4)

Newmann has written what is probably the most complete statement. of

hat a curriculum rationale should be. Presented in the context of

citizenship education, his prescription caT, with only slight modifica-

tions,1 be taken ap a general model, for soCirl studies rationales. The'

elements of Newmann's argument can Abe outlined as follows. Each of

theseiterl is explained at /length in the reference 'cited.

. ,

Curriculum &eks .

1

. A .rticidatio0 -
r

pature"o valued / N

Nature social reality
Nature of knowledge t

1Nature'0 leaining =,

Definition of.coMMunity
Citizenship and other goals of schooling

7
1 l

1

e 't
0

1
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Schools and other social agencies
Authenticity
Diversity

-(Newmann 1977, pp. .1 -29)

Combining and restructuring Morrissett/Stevens andNewmannsives

the following uggested six-element structure for a curriculum rationale:

1. The Nature of the Individual. This part of the rationale,

Which would subsume Newmann's "Diversity," should, describe aspects of

the individual (including individuals sUch as the following:

- What are the.needs; desires, and/or goals of the individual

4.

concerning maeters that are physical (or material), social, intellectual,

and aesthetic?.

b. What are the actual or potential capabilitiessof the individual

for achieving these goals,? C4alidlitiesjmclilde physical, mental, and.

moral aspects of potential accomplishment. Stated negatively, what are

the physcal, Mental, and moral limitations on the' accomplishment of the
40.

indi!vidual't goals?

Ahor' How do the goals andcapabilities Of Lie individual develop

over- the life span of the individual?'_ What goals aremost prominent at
;' 4 '

various ages or stages of development?" What capabilities are present at
.., .

°
various ages or stages of development? ,

d. How much-diversity is'Were among individuals with respect to
. .

'goals an&capabilites? Isthere a large common core of goals and cape-
..

bilities, or is diversity -the,outstanding feature ol groups
.

- °

. ,2.'' The Nature of Society. This part of a rationale, which. would

subsume NewMann'S"Nature oflocial Reality" and "Definition of Commu-

ni shouldiaddre-es-fuch questions.,as the following:

What is "iocletY?P. DO all the many' kind of societieshae

some commonalities? What are the ways in which societies differ?

from the grdup of individuals that

history? Does society have a life'

rom the liveS:::of the individuals In

b. -.Is society something apart

-0. comprise it at Oarticular time in

"of its own, moteth'en Or erent f

the ',a;isiety?

,
-14.Efti&a.view society-As friendly or hbs.p C-7

.o..Salfat extent can.the,individ91 influence-society
-

"tfi. s relatiOnship

s

:a.:.... '

8
21
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.d. Wh

o

is sikOetY;$ 'relationship to,tfie individual?' To what

extent 1q9-9.. grconrol the individual? How much freedomttle 4!..-7-itv. .1

,,,... ,s. T. '4 ,

,

does it allow to N:ke3ildivi4tisl, in the various domains of the individ-1
.. it. ".

ual's life--inrell nomic, moral, aesthetic, religious, etc.?
. ? ,.. -,

To what extent does it knpu kt:Oy set Values and goals of the iniividl

ual? T.' ---V;;4e:; -"."

..41,...., . .,
/J

1* ,

.-

...i..
.

. e. To what eoctentotges:a societymaintain, its continuity and to
what extent is it subj .o 'change? What'determines 4110W much itscon-

..

tinuity Will be mainta*gdind*how much it can be changed? What are. the

processes or means by w4ch society changes?, What is the role of .tndl-
. b

I

viduals and of grodpebf individuals, in influencing continuity and

change? 6
,

3. The Nature of VAlues.0 Questions of the following4.n"d are

relevant here:

a. How. do individuals acquire values? From within thedselves?

"froth family, friends, school, religionr,

b. To ghat extet are values determined by suWective personal

*opinions, to what extent by society?

c. Can some valuer be demonstrated to have universal validity?

4'. The Nature of Knowledge. Questions of the following kind should

be asked here: ,

a. Is there an Objective reality such that investigations by and
1 .1 ?.1.

.
,

communication among individuals will create a common view of what reaiity
/ .0

is? Or .is' reality a pIivatething, gore or less .different for every

. individual, with each view of- reality equally valid?

b. How do people creatg or acquire knowledge? What are the pro -'
.

. -.. .

cesses by which people gatheti..Jorganize, test,-accumulate, and store
? t

knowledge?

c. Are there 440.prent kinds of knowledge; or-equivalently, is it
9.

useful to classify knowledge into variouscategories? For example, is ar
.classification such as physical science, social science, and humanities

,

useful? Is a classification'into knowledge (content), skills, and atti-

tudes useful? 4

d. What are the institutional arrangementMpr acquiring and

storing,knowledgeT Specifically; what is the role of individuars and

organizations in forming and perpetuating "subjects"-or "disciplines"?
.,.

, '
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What is the role of suchsubjects or disciplines in acquiring and storing

knowledge and/or in inhibiting the discovery of new k owledge?

5. The Natpre of Learning. This part of the r1 tionale subsumes

.---V1Newmann's ,"Schools and Other Social Agencies,-1 recognizing the considers-
1

tion, often neglected by educators, that school represents only one arena

in which student learning occurs. Questions of these kinds shodld be

asked here:

a. What characteristics

are relevant to how students learn?

of learners, individually' and in groups,

b*. What motivates students to,learn?

"intrinsic" and "extrinsic" motivations (intrinsic motivations that come 1

from within the individual, such as curiosity_ or a conviction that the

'acquisition of certain knowledge might be useful; extrinsic motivation

that includes various kinds of .rewards and punishments imposed by

teachers or others)?

c; Are the system and environment within which learning takes

place supportive of the goals of learning?

d. Are there levels or stages of physifal, mental, or emotional

development that make certain kinds of learning and methods more suit-
.

able at some times than at others? If so, what are these levels or

Is it useful to identify.

stages, how can they be identified, and how can they be related to par-

tirular kinds oflearning and methods of learning?

e. By what processes do students learn? To,what extentdo they

learn by copying the behavior of teachers and other models, by reading, is

by listening to verbal presentations, by structured qr. unstru4tured
.

experiences, by attempting to solve problems which 'Are set for them or
a.

which they identify for themselves?
.

6. tirriculum Goals and Objectives. The'purpose of the preceding',

questions is to provide guidance for selecting goals and objectives and

constructing. curricula which take account of the essential ingredients

/ofsocial studies learning--the nature'of.the individdal, of society, of-:

values, of.knowledge, and of learning. 41 of these elements shquld

guide educators in structuring both Content and methods:. In turn, all'

that is done in curriculum should be compatible with the rationale orr

which the curriculum is based. This relationship between the five

elements and curriculum goals subdUmes

V

10

Newmann's "krticulation"find

3
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"Authenticity." Concerning articulation, Newmann-asks, "What do you
. . i

. I

propose to teach andewhy?" .Concerning authenticity, Newmann stresses

the need for consistency between goals
.-

and the prodesses used to achieve
,

those goals.

A figure illustrating these relationships may be useful.. Figure 1

is intended to indicate that we begin with the individual and society--

with their nature, needs, and relationships. We are Then led to consider

the nature of values and how they interact with the individual and

society; thence to knowledge and its relationship to the individual and

society; thence to how individuals learn and how society is related to

the leakning,of individuals. All of this knowledge of the individual,

society, values, knowledge, and learning is then focused on the goals

and objectives of a curriculum, with the-requirement that they be consis-

tent with the other parts of the systei. Goals and objectives should

then guide dedisions about curriculum contents and methods.

, The term "fetionale" may be used to indicate the basis for select-

ing goals and
4

objectives, as indicated by the left, bracket in Figure 1.

Alternatively, the term may bevnderstood to include goals and objec-

tives, in which case it becomes a rationale-for curriculum content and

,methods,,as indicated by the right, bracket in Figure 1; this is the

sense in which Newmann.uses the term.

One difference Uptween the rationale structure described in Figure

and the Newmann structure is the placement of goals. Newmann places

curriculum goals first, then proceeds to consideration of "articulation"

and "justification" of the goaS and thence to other' elements of the

rationale. The strUcture we have given above begins with consideration

of'the nature of the individual,lof society, and so forth, and then leads

to goal's and objective's.

Ye.- recognize, however, that one 4ght argue that, because of their

very general nature, goals"commend wide, general agreement among educa-

tors and citizens, but rationales and objectives (and content and mate-

rials) tend to divide these same groups along continua of real differ.

ences in pointoOf view. Therefore, pertions have differing rationaleg

24



RATIONALE
FOR GOALS

AND
OBJECTIVES

-Figure 1

STRUCTURE FOR A CURRICULUM RATIONALE

INDIVIDUAL SOCIETY

CURRICULUM GOALS AND OBJECTIVES

'CURRICULUM CONTEN' AND METHODS

RATIONALE
FOR .

CURRICULUM
CONTENT AND.
METHODS

.

and objectives in'mind as they decide iw broadly agr d-upon goals are

to be pursued and reached. This is a messier" ocess, inthat,,on'e
4.,

'begins with goals and then procee4 either to rationale and objectives

or to objectives and, rationale.. Figire 2 depicts these pwo r riants in

'sequence: 4 !

25
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Figure 2

TWO SEQUENCES FOR DEVELOPING &RATIONALE

.

Goal
A

Goal Goals
, e

Obj.A1 Obj.A2
, 11/

Obj.A3 OR

i
. Rationile

1

4

Goa lA GoalB: ,'Goal

Rationale)

.Obj.A1 Obj.A2 Obj.A3

r

.

In tractice, it ma ,make little differencewhic model one has in

mlnd... The, RroOess arelating rationale, goals, and pbjectives to each
. -

.; .

s--Nt..

,

other'cari ntl4er be linear; the curriculum planner must move back and

..t.

,
,.

goalsforth among ratfontl.es,, goals and objective's). checking and,EevisinA fbr
. ,...

/----

:
-'opnsistencyo --.

. 1` .

.

,: -.

'. ,,, -7 .----% : 5 , .1. /7 ,
-

. *c-----.

The ScarnityAnf Rationalet . P

-Rationales in ,toe just described arevirtually nonexistelin) .

,

.

A great block to the construction of such rationales is tremendous ,

amount of effort required; SPAN.staff,and consultants, in extensive :

.

discussigr Ofrationiles,"agreed. that a comp'te rationaIle would require

a book .of many' hundreds 'of pages--:-and ideally the professional should
1,

A '4

have available a nutber of different social studies/rationales, reflect-

(
a'

.

. -

.

-ing different views of the natdre of the rationale.elements. Other

reasons accounting for the' lack' of rationales include 'the great confusin f

.
.f.

'

that exists about the meaning of rationale and,the lack of a"-felt need

for rationales.

Jacket explains the dearth of'rati uales as follows':

.7

Coursputn.educational phikodophy are se dom reqviredat

part of an educator's prbfepsional training. Ilany social'

studies methods (or other) Arofessors 'a° not deal with

questions of purpose in theia courses in-curriculum and

instruction.- Accordingly, rationale-building IS some-

thing that few peoplein education have been socialized

.todo,-although arguments to-do 'so have

more frequently:as of late (Fraeftel 1980, p. 93)x

. .

e
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Fraenkel goes on to note that "A few fairly well-developed statements of

rationale for values education do exist," citing, as some others (for

example, Shaver 1977b, 99) have, Oliver and Shaver's Teaching Public

Issues in ehe High School- (1966) and Hunt and Metcalf's Teaching High

School Social Studies (1968). These volumes do give extensive justifi-

cations fOr the curriculum apprbaches they advocate, as does Newmann,

arguing for a curriculum to produce "environmental competence," in

Education for Citizen Action (1975 >. But these examples, which are far

above the average curriculum approach with respect to a supporting

rationale, still fall far short of the complete rationale model described

above. .

Confusion about the Meanineoi "rationale" iswe I illustrated by a

study conducted by Joyce and Alleman-Brooks (1980): wenty-four authors

ald Coauthors of 19 elementary and middle school social studies methods

textbooks responded to their request to indicate the most important goals

for social studies and to give their rationales for-teaching. their sub-_

ject. Joyce and Alleman-Brooks summarize the responses to the questions

about rationales as follows:

The respondents' rationales for teaching this school
subject in the 1980s.did not meet the researchers'
expectation. With few, exceptions the rationale state-

.
ments failed to Address'the raison d'etre of,the social
studies; instead, they referred .to,such peripheral A
topics.as teaching serategies, instructional modes, .or
goals% Indeed, some of these responses .were mere
elaborations or restatements o definitions of social,
studies (Joyce and Alleman-Brooks 190, p. 68).

0

In practice, the term rationale is seldom used in connection with

the presentation of social studies goals, objectives, and curricula.

Barr,,Barth, and Shermis' muchrquoted Defining the Social Studies el9.77)

does not mention rationale. When'the term is used in curriculum guides,

it often referS to the most general, high -'level

More frequently than "rationale," the term "philosophy" is used in

4troducing a social studies guide. This is not inapp'rop'riate, -since
4

,the two terms are closely related. Shaver has noted that "rationale=

building is'philosophy'in its truest sense--the "study of ideas and'nheir

implications" (shaver 1977b, p. 98) The following excerpes'are typical

of curriculum guides",,that begin with a statement of "philosophy," as
I I

"

c -:o
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well is of many others that begin with !similar statements labelled

neithef "philosophy" nor "rationale."

We believe that the primary goal of Social Studies educa-
tion is to prepa're students to be active, responsible
participants in society, endowed with a healthy respect
for the rights of others and.rich in the self-confidence
that grows out of an understanding ofapd appreciation
for . ..Sargent and Satterfield 1978; p. 3).

The purpose of the social etudies is to help the indi-
vidual realize tRrpotential of his autonomy and yet
retain sensitivity as an individual who exists in the
community . . (Starritt n.d., p. 1).

A rareexception tit the statement that' rationales are seldom written

is embodied in a Minnesota state guide edited by Roger Wangen (1977).

'The guide includes'a "Social Studies EdUcation Rationktle" adapted from .a

( documentlauthored by Edith West. Defining rationales as "a statement of

.# philosophy (I believe statements), why I believe this, and implications

lot_studenss," the'statement elaborates "assumptions" about

"PeOple . . . the good society and good citizens in a democratic

society . . . trend's and issues in society . . . knowledge . . . learn- 1

ing . . . school as a social institution . . what the ,tole of the

school.should be in a dentocratic society4(Wangen1977, pp. 27-40).

, Rationales, goals, and objectives are closely_related_to,_andare

sometimes confused with, definitions.t We turn next to 41 consideration.

of 'definitions of the social studies, beginning with the "identity
o

,crisis" that has been partly responsible for a renewed ihterest in defi-

. ning social studies.

Definitions of Social Studies

The "Identity Crisis"

There has been much discussion in recent years about the problem of

defining the soClal"studies. A statement by Barr, Barth, and Shermis is

typical:

The field of social studies is so caught up in ambiguity,
"inconsistency, and dontradiction that it represents a
complex educational enigma. . . . The confusion in'the
field is'apparentto.those who write textbooks,'prepare
curriculum materials, teach educational methodology and
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philosophy, and certify the professional preparation of
social studies teachers'(Barr, Barth, and Shermis 1977,

1, 2).

;. x

Joyce and Alleman-Brooks attribute "the - decline of the social studies"
11.

to '!our reluctance to reach even nominal ,agreement regarding the iden-

tity of this school subject" (Joyce and

emphasis in original).

In the NSF literature survey, Wiley

Alleman-Brooks 1980, p. 61;

observes that

Therwis a lack of agreement a9/to what social studies

really is, what it should be, a d how it should be
taught. This problem has typi ally been "solved" by .

including "anything and everyt ing" in'the social

studies program. . .

.1

. . . the grdatest need in'thsocial studies is to
define the field.

. . . one of the major-problemsand perhaps the major

problem -din the social studies Tier the past twenty

year [1955 -1975) has ben that of defining the field:'

What are the purposes or-goals of the social studies?
What is the rationale for including social studies in

the curricuuni? What is the scope of the. social studies

in the curriculum?
(Wiley 1977, pp. ,47, 275, 289)

Even the venerable Edgar B. Wesley, whose much-quoted definition of

social studies is given -later, joined in the chorus of dismay:

The phrase "social studies" has been defined as social
science, as social service, as socialism, as radical
left-wing thinking, as social reform, as anti- history,

as a unifaction of social subjects; as a field, as a

federation, as an;integyated curriculum, as pro-child
refdrm,*as curriculum innovation. Elements of truth may

be found in each of these concepts. No other subject

has suffered such divisive doctrines. While other-areas

may involve-combinationd of various disciplines, none of

them leads to the conclusion that exists in the social
.studies (Wesley,1978, p. iv)i

.The concern about defining the social studies may have been exag-'

gerated. pother possibility is that expressions of concern about, defin-

ing social studies-are really symptoms of an underlying malaise broLght

abodt by criticisms of the social studies, questions'about their v lue,

demands for accountability, and lack uf.apparent improvement. In any

case, the evidence seems to indicate that defining the social stud es is

26
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not a central problem for most classroom teachers, despite the assertion

Of Barr, iarth, and Shermis that "The lack of a distinctive definitiOn

for the field of social studies has created especially difficult problems

for the classroom teacher" (Barr, Barth, andShermis 1977; p. 3).

Lack of concern for defining the social studies was evident in the

Illinois case studies. It is attested to by Howard kehlipger who,

although he asserted in his Foreword to Defining the Social Studies that

"Social studies has an identity crisis" (Mehlinger 1977, .p. iii), also

Stated more recently that "for high school . . . teachers, the defini-
.D

tion ,of social studies is not a major concern--or even a minor one"

(Mehlinger 1981, p. 253). Morrissett wrote that he did "not see,aUd

feel the problem- of definition with the urgency felt by. many social

studies educators" and that, in any case, "there issomeoptimuT degree

of fuzziness in the definition of social studies or any °the/ subject

area. Some boundaries are needed, but they must be open and flexible"

(Morrissett 1979, pp. 12 -13)..

Definitions

Whatever the,need or lack of need to define the social studies,

scores of -authors and hundrep Of school districts have deVised their

own definitions--or statements.about social studies that pass as defini-

tions. Wiley.(1977, pp. 22-25) has presented a number of thee suggested

definition';.

.49,ctually, very few of the proferred definItions would pass muster

with Webster. Most prof erred definitions of social studies focus on the

principal purposes of social studies or on the methods used in social

studies, bypassing a description of what social studies is

true definition tellswhat something is, not what it does

accomplished', although the latter may be Itlluded to .in.the
. 1

(orEare). A

or how it is '1

definition.

One of the few true definitions of social studies was put forth in
' --

a statement of the National Council for the Social Studies in 1962:

The social Studies ars, concerned with human 'relation-

'ships. Their content -is derived principally from the '

. scholarly disciplipes of economics, geogrphy, history,
political science, and sociology, and ingludes-alements,
frbm other social sciences, among them*thropology,
'archaeology,-and social' psychology ("the/Role of the

Social Studies"--1962,

17



se. More common are "definitions",that focus on the purposes and/or.
6 -
methods of social studies, such as the following:

00P
The social studies seeks to help students strike a
reasoned balance between self-centered perspal devel-
opment and unthinking acquiescence to the whims of othe s
(Armstrong 1980, p. 3).

1

Social studies (are) that part of,the school's general
education program which is concerned with the prepara-
tion of citizens for participation in a democratic
society (Shaver 1967, p. 589).

The social studies program includes those aspects of
human relationships ana sociaij values, conditions, and
changes believed to be of greatest importance for the
general education of students (Miebaelis 1976,, p. 2).

The NCSS position statement of 1979, unlike its 1962 predecessor,

omits'any definition of social studies, but treads off with the statement

that "The basic,goal of social studies education is ti) prepare young.

' people to be humane, rationale, participating citizens,. . ." ("RevisioA

oftkeNOSSocial Studies CurrSculum_Quislellnee 1.9310p,262). A 1

The mixture of definitions 'with purposes and means is well

strated in the summary made by Joyce and Alleman-Brooks of the defini-

tions of social studies given by 22 textbook authors:

Some of the respondents definitions stress social
action, inquiry, and problem solving, soma6ess indi-
vidual needs and self-fulfillment, othsru ascribe great
importance to one's interaction with the immediate .

environment, and still others emphasize the social
science disciplines (Joyce. and Alleman-BroCiks, 1980,
p. 68),

- 2

Probably the most-quoted definition of social studies is the one

' given by Edgar B. Wesley more' than 40 years ago;

The.sociatAlthies are the social=sciences.simplified. .

for pedagogical purposes (Wesley 1937, p. 4).

While, this definition has the mdrit of brevity, it is a roundabout

definition, laying on'thereader the task of.finding out what social

science is. Furthermore, it is somewhat gratuitous: is not any subject

thht it taught anywhere simplified (if and as necessary) for pedagogical-

purposes?

mo
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For all the mighty efforts that have gate into (socialsoc/al

studies for 60-plus years, there has probably been no impiovement over

the straightforward definition stated in the famous 1916 NEA report:

The social stbdies are . . . those whose subject matt r
re4tes directly to the organization and development f

human.society, and of man as a member of social grou s
(Dunn 1916, p.

Since most proferred definitions of social studies really d al mostly

with gbals and methods, disputes about the natureof social tudies may

logically be dealt with under the rubric of goals and object ves, which

is the subject of a following ,section.

Approaches to Social Studies

_

Significantly, the most-often-discussed part of Barr, Earth, and

Shermis's Defining the SoCial Studies (1977) is not t ! eir c nsideration

of definitions nor their. excellent brief history o devel pment of

social studies, ink their descript.on of "three trad tions.P These tra-

ditions'are "CitizenshipTransmissiion," which they sd has 1 ng been the

dom/hant tradition, "SocialSciende," and "Reflective Inquir ." We have

used the, term "approaches" to inticae such differing foci in social

studies programs, which we elaborate on below. .

Conservative Cultural Continuity

, The dominant; mainstream approach to the social studies has. been

described by a variety of shorthand rubric: 'Citizenship Transmission,"

Contin-

uity."

of the
0

Cultural Heritage," /'Conservative Cultural Contin-
.

uity." This apprdach is pervasive and ha great staying power. It is a

commonplace to assert that public school4s exist primarily to socialize

children and youth into.the values,-nor s, and mores of their society.

Equally obVious is the fact that this of socialization is shared

by a-number of primarcAandsecondary dggnts, that the chief primary'agent

is the family, and'that key secondary agents are the local community and

. the local schools. Frequently this afcialization process is referred to

. by, educators as "the hidden. curriculum,' beqause -it seems to operate

beneath the Iturface of the ostensible curriculum.

.

I



Thus, schools afe viewed'as "housing" two types of curricula: the.

surface, .ostensible one which includes the general education fields

(language arts; science, mathematics, social studies, music,: art,

physical educatsen); vocational education fields (home economics and

industrialoarts),'and co- or extracurricular activities (clubs and intra-

mural ports); and the tubrosa; hidden curriculum which includes the

strUctu es of the school and classroom as social Systems,' the rules and.lr

mores of these social systems, and their social functions (such as sort-

ipg or social -role selection) performed by schools as agents of a partic-

tiler society. LegiObvious is that in the social studies curricular

area more than in any other field, these two curricula tend to merge and

to clearly complement one another. Nuch of the agonizing over-Social

studies approaches can be viewed as attempts to separate the hidden from

the surface curriculum in order to re-conceive the latter, or as attempts

to reconcile the merged dual curriculum with conceptions of a dedocratic

society.*

of socialization:

'and Sheis allude to this possibly confounding factor

'Social studies has functioned as a mirror for our
society. Our society believes and acts as though it
must perpetuate its beliefs, values, cuatoms,
traditions--as,of;course, do all societies. School's

function as.just this vehicle for transmission;. and of
all of the school subj cts, the social studies most
eginsistently lends its f to being the repository of.
societal values and traditions (Barr, Barth, and Shermis
1977, p. 9).

What .these afithors fail to acknowledge is that precisely becanse'educa-
,

tion and socialization are united in the social studies, the dominant

approach tends to be a cOnserving and preserving one, designed to social-
,

ize,the young to the current status'quo.and to educate students via an

extremely restricted and romanticized interpretation of history, ,pOli-

-tics, and'economics. ,Haas calls this pervasive mainstream positiOn "Con-
(

servatil:re Cultural Continuity" or CCC (Haas 1979).

One aspect of the CCC approach is its generally tacit nature--

mnarticulated.and assumed. It is tacit because it appears to prevail at

*Roger Fielding,(1981) has written a comprehensive review of the
ideas centered around the concept of a "hidden curriculum."

20 .33
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every moment in the educational history of th social studies in,the

.20th century, although it does,change somewha (rarely and blightly)

oVer time in response to.prevailing social and cultural forces. The

ibtency of the CCC position lies in its support of the status quo, of

historical continuity, and of the highly selected sequence of "causal"

events that seem to form a "chain of inevitability" from past to present.

It Ls an approach peculiarly suited to conveying an interpretation of

higtory .4s the "natural" evolbtion of the concepts of growth and prog-

ress efor example, "today" is always better). Little wonder, then, that
.

this approach usually laces stern tests only during times of societal

upheaval such as in the 1930s or during the Vietnam war era.

The eCC'position relies heaVily on tradition in Western civiliza-

tion and in American society; on history as selected facts and events

that enhance the prestige of the United Statesas the fulfillment and

culmination of Western culture; on political science as the justifica-
,

tion of the superiority of Aerican republican democracy as a form of

government and for the idealization of the citizen as the repository of

power; and on political and economic geography to legitimize national

destiny, state destiny, imperialism, and the U.S. capitalist economic

system. The CCC approach ensures the perpetuation of a society's myths,'
a.

ceremonies, and rituals, especially as. these celebrate the socio

politico-economic.status quo, the current conceptions of growth and
r

progress, and an extreme: gradualism as the p e erred mode of social'

change.

What Haas calls "Conservative Cu tural Continuity," Barr, Barth,-

'and Shermis call "Citizenship Transmission." They grant that "most

teachers in most cultures reflect this approach to the social

studies: . . . It is the position" most often supported by the general

Their description of this "tradition," however, is rather

maglie, failing to por44 its full power, They 'say:

It seems to be theiapproachto social studies pported

by grOups demanding a return to..the basics. T e essence

of CitizenshipTransmission,:as.the name suggests,:is
that the adult teachers possessa particular conception
of citizenship that they wish all students to

share. . . . The teacher knows the important
sophical goals; knows how people ought to relate to each
,other, what is considered desirable behavior, and what
the-cuIture considers to be the best' form of social
participation (Barr, Barth, and Shermis 1977, p. 59).

L
*
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To oneof.these reform" positions, Haas gives -the name "Process of

Thinking ReflectiveIe'(PTR), while the-pther he calls "IntelleCtual

Aspects of History and/or the Social Sciences" (IHSS). These are similar

to the terms Bar!;.Barth, .and Shermis use, which are respectively

"Reflective InqUfty" And "Social Science." In a sense, we might say
4

,that advocates of the PTR apprOarhattack one flank of the CCC position,

while_ those chat_es'Rouse IHSS Attempt to_tre4 ach__theather_flaxacIn_
,

this analysis, PTR refers to those thought prdtesses_by which knowledge

is created, appraised, and acted upon (foeexampledecision making and

personal /'social action), and IHSS-refers to the products (for example,

interpretations, concep's, theories, conclusions, and generalizations)

of intellectual (academic) inquiry. Q ***

The basis of a PTR approach lies in the promotion of thinking, that

is, of reflective,-thought. John Dewey's successors who advocated PTR

sometimes used-his terms and descriptions for "a complete- .acf of

thought,-" bUt ofteri they used other rubrics such as critical thinking,

rational decision making, or problem solving (Dewey 1910). AlsO, the

process of clarifying personal and social values (not commitment to par-

ticular values) beet fits the PT/1: position.

Of course, one needs subjects of thought, grist for the mill so to
T

speak. PTR advocates generally prefer, contemporary, though not tran-

pient, social issued or problems, fiord local to'global, as focuses for
.

reflective thinking. These fare controve4tial, problematigAd. issues,

.crucial to the social life of a group or community. They may take the
, -

form of-what,Hunt and Metcalf call "closed areas " -- closed in the sense

that social taboos and 4p,_Rtroversy-sUrroUnd the suggested topical.areae.

Some of their topicSlaii "raCe and minority -group relations," "social

`115.

22

;



a

"sex, courtShip,and marriage," and "religion and morality"12,

(Hunt'and7Metcalf 1955). Other sourcesfor,probleqp or issues are local

community controversies, broader societal issues highlighted bynational
,

or.world media, school-based .controve 0.es; and personal predicamenti.

kIreWithin-thePTR reform-position, re seem to beat least-two vari-

ants, separate froi but related to the general PTR approach just

,
described. One of :these is the d'Analysis.of Public Issues" (API)

approach, which contains a sbvariant,"Eciucation for Citizen Action"

(ECA). The Other PTR. variant Haas designates the "Modes of Inquiry"
,. r .

(MOI) approach, the'connnectinelink to the other major reform position,

IHSS. .Figure 3 depicts these positions.
,

Figure 3
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(Haas 1979, p. 151)

The API rationale grew outna_the seminal work of Haryard's Donald,

Oliver and the elaborations-an&extensions of his approach by three of

.his-doctoral -studental---4ames_Shavey.,,,Haroldi_Berlak, and Fred Newmann.

--Unique in_thellistory of 'social studies education, API'belgan to emerge
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. as a significant minority reform (within PTR) during the late 1950s:,

reaching a peak of visibility froi 1966 fhrough,the early 1970s.
i

API also has been referred to as the "jurisprudential case -study

approach" and the "analysis of publit controversy approach.r It is a

rationale based on an analysis of the root values that undergird tjie

structures of American society. The API rationale relies heavily on the

social analysis exemplified by Gunnar Myrdal (1944) in his classic Work,
7 ,

An American Dilemma.

. ',......,,..-

Of#particular conce n in the API approach-iS Myrdal's conceptiob of 1
u

, . J
an "American Creed," a cll'ster of shared ideals which include "the easen-

tial dignity of the individual human being . . the fundamental equality
. A ,

of allman . . . certain inalienable rights to freedoi, justice, and a
!

fair opportunity"; a concept of democracy elucidatdd in the Declaration
A

of Independence, the Preamble of the Constitution, the Constitution,: andp......

the Bill of Rights; Wbodrow Wilson's fourteen points and Franklin A00--*

velt's four freedoms; "a humanistic liberalism developing out of the

epoch of Enlightenment"; the perfectibility of man, reliande on the will

of the majority, the use of several processes by which the consent of

the governed is obtained; all resting upon the foundations of rational-

ity, science.aa /method, and deMocracy--the,American trinity.*rdal

asserted that "t4460 4n-norms of the American Creed as usually pronounced

lunF-Centered -in the belief in equality and in the rights to liberty"

(Myrdal 1944, pp. 4 -12).

API advocates maintain that although virtually all American citi-

zens subscribe verbally or tacitly to the tenets of the creed, in actual

situations of social living, it is impossible to consistently and simul-

taneously urthold all .the values contained in the creed. This is so,

they. because the creed itself is an amalgam of discrete ideals

rather thana consistent and whole value system. ThuS ,--14. any social
,

situation in which conflict over how 10 act or what to do is explicit or

implicit, American citizens will inevitably face the dilemma and frus--

tration of having to choose between br among values in the creed. Such

dilemmas are Most readily.apiSarent in 14a1 cases, especially those cases

that receive appellate consideration by federal district courts, state
..... .

supreme courts, and the United States Supreme Court (Oliver and Shaver

1966).

a
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The type of,critical thinking, advocated by'API writings is a set of

1

iscrete ordered procesAs: .(1) defining issues, (2) identifying factual

s distinguished from explanatory and definitional disputes, (3) distin-

guishing between public and private, serious and nonseAtus Issues,

....

(4) discussion-argumentation skills (for example, rational dialogue),

(5) using analogies, and (6) a variety of techniques for clarifying con-

troversies such as recognizing selective.perception and multiple use of
.T.

language (Oliver and Shaver 1966). -,.

, .

-As mentioned 'earlier, there is a distinctive variant of API, which

has been termed by its developer, Fred Newmann, Education for Citizen..
1

. .

Action (Newmann 1975). Newmann has noted a seeming flaw in virtually

fall PTR approaches: the lack of reality-testing, of theneces4ty to

act ,on the decisions, conclusions, or generalization which result from

reflective thinking. What Newmann calls attention to are the perpetual

dilemmas in Western culture of analysis vs..commitment, of thought vs.

action, of vicarious vs. experiential learning and living.

In his ECA rationale, Newmann ues that citizen action as an edu-

cational goal addresses several problems of children and adolescents--

,the prevalence of feelings of powerlessness and of being inefficacious

.,.as a person., of widespread disaffection and alienation, and of pervasive

boredom. To overcome such attitudes, Newmann advocates an approach that
Z

yields "impact by action"--impact on-self and environment and action to
...

/

exert individUal (or collective) influence after reflection and deter-
.

mination of feasible goals. Put differently, competence in affecting

one's environment can be eccomplishedsby taking social actioni.toward

deterMined goals, which have been arrived at via reflective thinking,

and achieving a pleasure of success that enhances one's feelings of effi-
t -..

caCy (Newmann 1975). r

Thus, in addition to the API emphases on public issues and critical
i

t4nking, Newmann's.ECA,includes soclai action or efforts to exert influ-

ence on one's life-space as a logical extension of thou processes.,

Of course, this means that an ECA social studies curriculum cannot be

confined exclusively to classroom activities. 'The arenas in which the

social studies- curriculum occurs will be extended to the school-as-

society, the,home, tbe community, and even on occasion to larger social

environments.
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A,final type of PTR approach is the "Modes of Inquiry" (M0I) posi-

tion. 'Rarely, however, is this position advocated separately from its

broader and logical relativeohe "Intellectual Aspectg of History.and

the Social Sciences" approach. Because MOI is basically a disciplined

thinking approach, it 1p here considered a variant of PTR.

As might be inferred, the NOI approach deriNies from the nature of

ingLiry, of inVeA'igation, of producing knowledge in the

plines of history and the social scieats. Advocates

expect student's, to learn the ways academicians create

. ppecifit disciplines:.. In a sense, adherents want

their own historians, geographers,

psychologists, 'anthropologists, and

esse s of knowing or thinking used b

suggesting that the social studies

emic disci-

of t 4 OI position

knowledge in their

students to become

'poltit'ical scientists, economists,

sociologists by mastering the proc-
%

y these practitioners. Thus, those

cqrriculum be re-oriented to an MOI.

,model want studentPto--learn and use histbrical method, scientific

method; and a number Of more specific techniques such as participant
- - -

o- bservation 6.n anthropology), survey esear,ch (in all social sciences),

_statistical_ manipulation (in-airsocial sciences); empirical-experimeitaI

research°(in thelbeh4vioral.social,scieuces)', and case stay (in most
.

social sciences; called "biographical, study" in histOry). At its sim-

plest, MOI is the two.-part,sequence of-hypothesis formation followed by*

proof process, which alaows the investigator ead student) to corrofior-
.

ate, refute, or mpdify the original hypothesis. MOI is, also a lint

betweenthe two relorm approaches- -PTR and IHSS.
r,

A 1,7

'Intellect I Aspects of History and the Sotial Sciences

The second major' reform branch is what 'Haas calls' "Intellectual

Aspects of 1istoxy and the.SOcial Sciences''or IHSS (Haas 1979,%pp. 148-

49). This approach is usually promoted by academic scholars in the dis-

c iplines of history and the social sciences. In their recommendations

for improvement and reform, theacadepicians usually call for'one or

more of the following changes:

--=the reduction limihafion of repetition (for example, repeti-

tion of American history in grades S, 8, and 11) '

.

--the inclusion of ontent from "negleEted" social scieneeb (for

example, anthropology 4ndsocial psychology) . /

26 39
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--more accurate and up-to-date knowledge from the discipline

- -the preservation of'the integrity of academic disciplines; whether
. .

presented as individual sthdies or used in interdisciplina contextsA
The IHSS approach was the prime intellpcfual force behind the net

social studies movement. The,heart,Of both this approach and the new

social studies movement was the- intellectualization of the so dial .

studies curriculum based_onthe nature, of-the styctures of disciplines .

of,knowledge and on-discovery learning,

The struature of a disciplineof knAtledge rcontains the topics its

practitioners. investigate, the methods they'use in their inquiries, and
. ,

the knowledgevresulting from their research. .1flut anothefhway, the struc-

'tures,of a discipline comprise its models and theories, its concepts',.

principles, laws, and/or generalizationa, and its research methodologies

ti and designs.

When applied to the social- studies. curriculum, the IHSS rationale

and emphasis on "high-mileage concepts and generalizations

tent of the curriculum. The mode of and learni his to D p
inquiry:

.

,

-------.---N

Inquiry is both 'a learning ;and a teaching pera4.lgm4.As.
a learning paradigm, inquiry is far more complex.thin ,,d

the mastery of a qeqhential methodOlogy. fnquiry_learnr
ing'in the social studies is cOmposed'of at least four
tyiesof.thinking (i.e.,Laodial scipncing, eriti :,, c.

,- thinking, intuitive 'clinIcing and creative thinkin ant" .

a certain\attitude (open-Mindedness) toward the ap roach,.
As a teaching paradigni; the inquiry Approach dan play on
internal or exter al mecivationaofthecleatner. The

liteacher; in eq 'can chobse i"re-discoyer" or:tre-
inquiry" approac whictenhances external motivation or
a 'genuine" inquiry approach (open be$Inning,,ana open-

.

ended) which enhances"ipternal motivation (Haas and Van
*Scatter 19-75, p. ,80). ',' .

',.

The Dominant Ap roach--CCC
I 1.- ,

. In the hi tory of'aobial studies aducatiow-in, t§is'ceniury, the CCC

position has been both dominant and ubtaitouak changing ever so slightly
-ow

%

4
' from decada,co decade, usually as a result of the sociocultural dialec-7

.

.

tic, of- the-minimal snccesses of-ref-orm-movementai-and-o-f-psetrdo=reforms---

,which do not. challenge the basis of CCC,... however eloquently stated or

forcefully advocated by academle, the two-major reform poditions have

6.
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only been,able to veer the LCC approach slightly, although some short-
.

lived dramatic reforms may have bepn realized^in a limited number of

schools and classrooms.

. 'Far and away'the most popular w4 of viewing approaches or schools

1"scr of thought, or traditions) is the"$chema first presented by Barth And
.

.

She'rmis (1970) and then later by Barr,' Rarth', and Shermis (1977) . The

a", '7-Haas schema could be considered a take0f.Nixom and a further elaboration

of the Barr-A3arth-Shermis formulation. Brubaker (1967) 'articulated,a

-two-Part majority-minOrity siteme. He considers "Good Citiiepship" to

famibe the majority position, similar to tI4 Barr-Barih-Shermiq "Citizenship

71rTransmission" and the Haas "Conservative Cultural-Continuity." K.

Brubaker's minority position is called "Social. Science Inquiry" and is

akin to the Barr-Barth-Shermis "Social Sciennea', a touch of "RefIec-1
.4

tive Inquiry ") and to the Haas "Intellectual'AsPedts of History and the

Social Sciences" (plus hts "Modes of Inquiry" subPoiition of "Process of

Thinking Reflectively").

Biubaker has recently refined his majority - Minority positions into

what he now refers to as "a five-camp ,mpdel" (1Kubaker, Simon, and

Williams 1977):

1. Social Studies as knowledge of the past as a guide to good

citizenship

eir

2. Socialstudies in the student-centered trsittion'

3. Social studies as reflective inquiry

4. Social studies as str4turef the disciplines

5. Social studies as socio- political involvement

InAhis five-part ACheme, 1 is simflar to.the Barr-Barth-Shermis"Citi-

zenship Transmission" and the Haas CCC; 2 is derived from the early

traditions of the progressive education movement and tams as its start-

ing point the experience and interest of the child; 3 is thA same as the

Bar Arth-Shermis 'Reflective Inquiry" and thA!kaas PTR;1 4 is like the

Barr- Barth - Shermis "Social Science" and Haas IHSS; and 5 is similar- to

the Haas subposition Eakof his PTR.

A set of "five dominant rationales for modern social education,"

rather similar to the five "camps" described by Brulkker, Simon,:and

Williams, is described, and sritianed by William Stanley (1980.- The

major purpose of his a;,tilicle is'difierent, bowel/et.; it concerns' the

28
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extent to.which each of the five-"rationales" points to social criticism

and social change--a subject that is dealt.with.in the section below on

goals, and objectives.

Parallel to the 1977 Brubaker-Simon-Williams article, Morrissett

(197.7) conducted a study intended to show the extent to which social

studies educators used the various approaches of the "five-camp lodel."

In,the opinion of the 440 self- selected respondents in the study--a group

that included junior and senior high teachers, chairpersons, college

teachers, and consultants and supervisors--the prevailing approach by

far of social studies teachers wads "history as the major and/or integrat-

ing focus of study; emphasis on sound knowledge and understanding of the

past as a guide to good citizenship." This finding seems to'support the

view of Barr,' Barth, and Shermis and 'cif Haas that "Citizenship Transmis-

sion,"'or "Conservative Cultural Continuity," is the dominant approach

of social studies teachers. (However, it May be significant that the

self-selected respondents to the survey attributed_dli'use of the "his-
.

tory" approach much moreto others than to themselves.)

Having discussed rationales in an earlier section, then taking a

detour through "definitions" and "approaches," showing the rela4ionship
A

of these concepts to each other, we now turn to a detailed consideration

of goald and objectives.

_ Goals and Objectives

Introduction

This section focuses on goals and objectives. As.already,:indicated,

goals are usually understood to mean rather broad aims', while Objectives

refer to narrower or more specific_aims. No clear dividing line between

goals and objectives existsuand the d.stinction is not always made;:the -1.

National Assessment of Educational Progress (NAEP), for example, ul;es.

the two terms interchangeably.

Most of this section deals with (broad) goals rather than (narrow),

objective's beleause g41-ttatements aitindicatiVe Of the major-emphases
.

and differences that may'txist among. social (Studies educators. Discus-
.

sion of goals is also,a more manageable task than analyzing the tens of

thousands-of social studies objectives that have been put forth.
F.



ever,some discuSsion of objectives is included in the subsection on

"The Multiplicity of*Goalsand,Objectives.." a

t.

Citizenshipas the Goal of Social Studies

Citizenship.or citizenship education, always with the connotation

of good citizenship, is very frequently cited as the "central," "pri-

mary," "overarching;" "basic," or "major," goal or "focus" of social

studies., Typical examplei follow:

The basic goal of social studies education is to prepare
young peopleto be humane,.rational, participating citi-
zens . . . ( "Revision .*. . " 1979, p. 262).,

The central purpose of history-socia/.science education
is to prepare students to be humane, rational, under-
standing, and participating . . (California
Department of Education 1981, p. 1).

A reasonable focus . . . is the preparation of students,
for more reflective and effective political participa-
tion in their society (Shaver, 1967, p.589)1

The social-studies integrateshuman experience and 1nowl-
edge for the purposeof citizenship education (Connec-
ticut Department of Education 1981, p. I-1).

(W)hat the schools should do above-all is to try to
build positive commitments in thought and action to the
democratic values ofthe liberal political community and
to the liberal political processes of the democratic
constitutional order (ButtsI980, p. 118).

4 (V)irtually all proponents of social studies believe
that one must gain,knowledge,,protess.it in some fashion
and weigh.values. The purpose of all such activity is
enlightened participation in a democratic self-government
(Barth"and'Shermis 1980; p. 8).

A strong concern for citizenship.education has been evident from

the earliest days of the American republic. Freeman Butts has reviewed

the history of the concerns, debates, and emphases of the advocates of

citizenship education in public schools from the 1770s to the present

(Butts 1980, chapter 3). He demonstrates that theie has been a strong.
.

'and continuing interest in developing civic values and responsible civic

action throughout our national history, albeit with considerable diver-

sity, as to the meaning of citizenship education; as illustrated by the

4.3
tendency
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. . : to vacillate between, didactic approaches that
ranged between two extremes: those motivated by strong
moral', national, or nativist fervor that gave civic
education a tone of ,preachy or pugnacious patriotism;
and those that would at all costs avoid political
controversy in the schools, and thus turn civic educa-
tion into pedantic,

,

pallid, platitudinous, or-pusilani-
mous exercises (Butts 1980, p. 53).

Hazel Hertzberg hasf also described the persistence of the citizenship

education theme.as a part of her insightful' description of social studies

reform efforts from 1880 to the present (Hertzberg 1981).
.

What does it mean to make citizenship the "basic," "Oentral,".Or

Hoverarchine;goa of social studies? It often is not poisible to dis-

cern whether the proponents of citizenship education propose that citi-

zenship be an im octant component, along with other otives, or the

only goal ofso al studies. Many statements of of the social

studies sound. very much likethe latter, which would imply that subject

matte be admitted to the social studies only if it bas a clear relation-

ship to the objective of making better citizens. Butts's (1980) well-

reasoned and-passionate,plea for-The Revival 'of Civic Learning decries

the diversity of objectives that constantly crowd into the social studies

curriculum and seems to argue for, a serong'and perhaps exclusive focus

op "civic learning." Similarly, Shaver says that

The central, query for NCSS should not be how to teach
history, or economics, or political science better, but
rather: what contribution does each have to make to
citizenship education? (Shaver 1977a, p. 302).

Whatever. the intent of the proponents of citizenship educatio ,

guidelines, syllabi, and texts for social studies do contain diverse

'content, muchi- of which is only remotely relied to citizenshiptif at

In most casesdt makes .'little diff ence whether the document

begins with a strong endorsement of citizenship education.; the- content

flows on; much or most of it without obvious relationship to citizenship..

This discrepancy between a stated 'principal goal ,and the detailing of a

curriculum is viewed with.dismay.by strong proponents of citizenship

education such as /hats and Shaver. In commenting on a Statement by
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4
4--

./

ti



educators ("Essentials of the Social Studies" 1981) that presumably con-
]

tains a commitment to citizenship, Butts asks:

. (W)hat-has happened to the overarching goal of'developing
citizens? All of these "essentials" will surely stand
citizens in good stead, but I do not.see that this state-
ment, or any number of other curriculum guides I have
Seen, tries to make explicit what the meaning of citi-
zenship or should bewhat explicit roles public '

citizens (as distinguished from private'persons) should
play---in-soeiel-arid-po-li-r-i-cal life I do ndt 'f ind much

clue as to what our "informed, thinking citizen" should
be informed or think about in.his or her role of citizen.

find no hint as to what kind of society or government
it is that this citizen is being prepared to participate
in (Butts 1980, pp. 85-86).

Similarly, Shaver notes that

. . . social studies educators are caught between utter-
ing commitments to,education for rational citizenship
and perpetuating curriculawhich are based on criteria
that seem in large part irrelevant to this'objec-

.

.tive . . . (T)he long-standing commitments to citizen-
ship educatibn . . . have failed to have a pervasive
effect on the Character of social studies education
(Shaver 1967, p. 589).

2

The reasons why citizenship education, despite its history of per-
.0

sistent support, has never come close to meeting the desires of its pro-

ponents are many. At the most generdl level, one could argue that our

high hopes for education in general, backed by substantial (if never

adequate) resources, have never been realized, so why single out citi-

zenshipfor special concern? But we can be much more specific than that.

One difficulty lies-in the diffuse meanings given to citizenship educa-

tion. For Butts and Many other proponents, it means knowledge. about and

active participation (ar,preparation for active paiticipation) in public

affairs, particularly lin* affairs of government, Tor others, - exemplary

behavior in the school and classroom May tie the principal focus of "good

citizenship"; this is a convenient interpretation for educators who wish

A

avoid social controvdrsy. Others,, particularly educators whose chiefp't

4erest is in a particular subject, may simply,argue that the learning

of their subject will of course contribute td good citizenship.-
. , /

.

Morrifisett (1981) has argued that a major difficultywith,citizen-.

stilp education as it is Often prdposed is Lts lack of realism. , Itis

.1)"
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unrealistic first it the high level of altruistic behavior on the part

of future citizens that it sets as an ideal and presumably attainable

goal. Modest goals may accomplish more than ideal goals. (Kenneth

Boulding has stated, to the dismay of idealists, that "the best is-thf

enemy of the good.") Second, many versions of.citizenship'education

demand unrealistic amounts of time and effort of the good citizen; agairi,

a, modest goal may be more efficacious than a vern high one. Third,

citizenship education is unrealistic in Pretending that democratic

principles can be exemplified and practiced in schools and classrooms,

which are typically (and necessarily?) authoritarian in nature. Finally,

citizenship education is typically unrealistic in its presentation of

ho* democracy works,, -ignoting or glossing over the nature of social

conflict, special interest groups, political survival, and "rational.

voter ignorance. Alfred Kuhn has made a similar statement:
e

. 6
The image of government taught in some civids courses
constitutes dishonest merchandising about on a par with
that for some over-the-counter drugs. If such Couraen
would teach more about the nature of power and the
politics of group decisions, and less about the "public
will" and the "public good;" we might hope to have a
more effective yitizenry (Kuhn 1975, p. 314n).

Most efforts to define a single. goal for the social studies have

pointed to some version of citizenship, although a few other single-goal

orientations have been suggested. Oliver and Shaver (1966; p. 9)-urged

a commitment "to promote the dignity and worth of each individual who-
,

lives in the society." 'Newmann (1,977) has argued for "environmental

competence" as the goal of sotial'Studies. Charles Beard (1932, p. 93ff)

long ago 'pled for "the creation of rich and many4sidedperSonalities" as
...

the "supreme-purpose" of social studies. Emphases on the development of
a

tjhe,whole person as a goal df education or as a goal of social studies

are not uncoMton, as expressed by a teacher in the 1111nois ease studies:

Social,atudies should help a student to becoMe an effec-
tive competent human being, comfortable with living,

. able to cope with life and change . . . the material is

a vehicle foi-achieving that human relationship and that
joy that an come from teaching and learning '(Stake and
-Easley 1978, p.. 2:13)%
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Whether or not a single goal is proposed, most statements of goals

andobjectives soon move to some hierarchical or taxonomic structure of

goals and objectives. In recent years, these statements have most com-,,

monly been headed by a foUr-part division of goals, which is the'subSect

of the following subsection.

.-
Four Goals

By tar the most common general classification of goals in recent

Statements is a division into knowledge, skills, 'attitudes or values,

and participation°. Example are legion, some with,.slight variations:

Knowledge, Abilities Valuing, Social ParticipStiOn ( "Revision

1979) -0 4

Knowledge, Ttlinking Skills, Democratic Beliefs, PartiC4ation Skills,

Civic Action ("Essentials . ".1981) .

Substantive Knowledge, Attitudes, intellectual_ Skills, Participation

Skills (Newmann 1977, p. 12)

Knowledge, Abilities, Values, Social Participation Olichigan Depart-
A:

. ment of Education 1980)

KnOwledge, Affect and Values, Inquiry Skills and.problem Solving,

Social Skills and Actions (Dufty 1980)

Knowledgeor Cognitive Component, Skills'Component, Values or Affec-,

tive'Component,Participation Component (ConneCticut Deptment

of Education 1981)

Knowledge; Skills, Values, Social Participation (California Department

of Education 1981)

Knowledge, Skills, Attitudes and Values, Social Participation (Alex-
*

,......Andria Public Schools 1977)

In 'the NAEP draft of.objectives_for the citizenship and social

studies assessment of 1981-1982, five major Objectives are stated which'

do not correspond with the usual .four-part classification. Howevet,

within these five goals, the four are easily discernfble.

Each .of the fou'r major goals has a different histOry, which will be
g .

treated below. iltr.'Oan.be mentioned briefly here that "knowlddge" in

. some form has always been the staple of social studiesmoitly factual.

knowledge -- although there has been much controversy about' whatthe7 -con:

tent of that knowledge should be. Skills or abilities lave a long his-
.

6
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tory as accompaniments to knowledge. Valuel or.attitude0 have meant

'quite different things at different times, varying from:unquestioning

patriotism and docile classroom behavior to fUndamental queskioningof

persOnal and.socisl values.. Participation is a relative newcomer, also

with very different meanings, inauding both ,classrocm! activities and

ipocial action outside the. classroom.

Other Goal Sets

As a result of the relatively recent inclusion of "participation"

as a common goal, there have been and still are goal statements that

incidde'only knowledge, skills, and values or attitudes. Wiley'sreview

of social studies literature for the period 1955-1976 useg.only these

three categories (Will' 1977, pp. 27-28), as do many district guides.

The Minnesota guide (Wangen 1977) uses the three similar categories of

"cognitive," "process," and "affective" pbjectives.
t.

.
. f.

. Of greater interest are goal sets that.are quite different from the
. f. 1

APn ual'fgur goals. Competitive go for social studies (and edudation

An general) have been suggested to be childintered,'" "subject-

centered," and "society - centered" (Schneider 1,960, pp. 13-.15; Lawton
63 ._

i979, p. 11-2); but Lawton has pointed out Viet these-can be considered
.

,gs three, goals to be attained csimultaneously, which is compatible with

. . the statement of Martorella (1980, p-:47) that "A socialstudies curric-

tritimshotrid'derive--A9kc ipally --fro

- and of sciciety." .

,

..

.
. 1$ociai studies goal sets' have altio been posed as !!..thi4ing, feeling;

*. I

doing"
,
(for eiampie, Dufty 1981, p.'104), which ."involve,an interplay of *

the head, the handr:and the heart" (MaTtorella 1480,.p. 47).. These
. . , ..,

. 1. i.

three goals may be 'taken as having a close correspondence with the four
I

.

goals of knowledge (thinking, the head), attidas.udor'values (feeling,
. .

the h'4art), and skills and participation:,(doing, the hand). '`

. ., 0

Tyler has stated the "three functions" of gducation in the United

e States, which might also be applied specifically:to social studies, as
. !

It socialization,.soclalJachiiity, and Individual.self-realization"(Ty,ler,
,-- .

'1981; p.307).' Joyce (1972, chapter 1) bases bis approach to docial
t .

stufties onthree "dithenSions": intellectual, social, anti p rsdnar
. P

O 0
Fenton modified the:four basic spals tO "knowledge," "intellectual °

. , e

.7.
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,skills,""parficipatory'skills," and "development of a value system com-

patible with a democratic system," and placed great emphasis on a fifth
.

-..-

° goal, "devel6FIng self-esteem" (Fenton 1977).

All of these major goal .sets,,band perhaps more, are derivable from
.

1

the goals described by Charles Beard that contribute to a "rich and many-

sided personality." A person so educated possesses information , .

End has] certain skills . . . habits . . . indispensable to efficiency

in private life and stability iplpublit relations .,:- . attitude's of
.

respect . . . loyalties will power and courage . . . esthetic apprecia-

tion . . . capacity for ldailership and creative work . . . inventiveness
.

and adaptability" (Beard 1932,1p. 97-:112).

Absent from most statements of social studies goals is any mention
,

of contributions to.Piudehtst- careers - -a goal that many social studies

educators avoid with revulsion. In a survey of administrators, super-

visors, teachers, students, and parents regarding the general goals of

education, with thoices made among the three goals of "human purpose,"
. . ,

"knowledge purpose," and "career purpose," the career purpose ranked

well ahead of the knowledgepiirpose (Gooler 1971). But social studied

educators, In part at least dUe to fear-of inroads into social studies.

by die powerful advocates of vocational education, seldom suggest career

preparation as a goal of Social studies. ..°

c*
Knowledge .

..

"The traditional and obviOus sources of knowledge for social Studies ".
.,

are the social science disciplines" (including his t,4 ry),,state the 1979

NCSS Guidelines.. According to the 181 NCSS "Eksentials".statemerit,
.

social studies "focuses on . . . history and'culture of our nation and

the world, geography, . . . glovprnment, . . . economics, .. . social
. .

institutions, . . . intergroUp and personal relationships, . . . .(and).

worldwide relationships of all sorts between and among nations, races,

cultures, and institutions."
L ,

3 Similar to the NCSS "Essentfals statement, but somewhat broade'r,

7 is the statement from.the California framework:

4

The traditional and obvious sources of knowledge for
soci4 science education are the social disciplines,
including anthropology, economics, geography, political
science or gover1ment, paychology, and sociology.

t
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Equally important are the humanistic #sciplines. His-

tory is foremost among Olem. Literature, languages,

"law, ethics, and the arts are also essential components
of a balanced curriculum- -one that is concerned with

knowledge, skills, social participation, and value

ichoices in the social, economic, political, and personal

realms*(Califoinia Departdent of Education 1981; p. 6).

The California framewotk alSogives capsule summaries of one to

icar_geographylicory, political

science, psychology, Sociology, and "The Humanities." Similarly, capsule

summaries of,the social science disciplines are ''

k
ven in the Connecticut

guide (1981, pp. IV-4 to IV-16), the Minnesota' de 11977, pp. 49-62),

and variou other guides. Such are piobably even more commonI

in social studies methods texts; for example, Armstrong .0980, chapters

19-21); Michaelis (1976, chapter 5)

3); and Joyce (19,72, Chapters 2-4).

the early work,ofSenesh (1967) in

; NelsOn and°Michaelis 0980, chapter

Many of4hese presentations draw on

gefining the concepts an structures°\

the social sciences.
,

' ',Lot isdistr#t guides for the elementary grades sometimes present

IISC
P

sequence" charts.in which conceptsq generalizations, or

"under dings" related fo each of the social sciences are presented

(for example,.Dallas Independent School DiLstkict 1978). Another common

approach is,for guides to listatopics,eoncepts, or generalizations drawn

from the social sciences but, not to.specifically relate them to the

Social sciences. Wileyq3analysis of trends inlalowledge objectives for
, .

the period.1955-1975 based on 16 curriculul guides, is organized accord-

ing to 14 "tOptcs'," including interdependence, ()tiler cultures, American

heritage, and natural4resourCes,- as well as economics, humamhistory,

and geography (Wiley,- ApPtndix, pp. 1416).

i A very broad view of the knowledge content appropriaq to the'sodial

studieg curriculum is contained. in the NAEP statementlArobjectives for

the 1981-19Q2citizenship-and social studies assessment. Literally hun-
.

dreds of social studies educators (but no social scientists) participated

in the writing and critiquing: of these objectives; they should thus
V ,

.tepreeent a rather broad-consensus, at, least amonesOCial studies educa-,

torswho take time to contemplate the purposes.oWeir profession. In

.the objectives, all of thesocial sciences are.drawn'on heavily, with

the possible'exception of intheopology. Sociology.; social psychology,
. .



economicsrand political science (or government) are prominent. History

as such figures_much less prominently in the NAEP objectives than it

does in typical social studies_paegrams; it plays an important role in

conjunction with thegovernmentohjeCtives and, to a lesser extent, as'

background for some of the other areas.

A question that has occupied some social studies educators is

whether the social studies ate, following Wesley, "the social sciences

simplified'foropedagogical purposes," or whether the social studies,,,

encompass something more than dr different from the social s'cienc'es.

James Shaver has been a particularly vocal proponent oi thepview. that

4 social studies is something more than the social sciences and has stated

that Wesley's definition "has perhaps done more to stifle creative cur-
.

riculum work in the social studies than any other factor" (even though
,.111110

esley (1937, p. 6) admonished that "The indiscriminate use of ; social

sciences' and 'social studies' as synonyms is to be discouraged").

Shaver feels that social studies should be "concerned with the prepara- 4

tiop of citizens for participation in a democratic society"--citizens

who "can inrOligently perceive and reflect upon the critical issues

facing the society . . 1. Social studies curriculum builders must . . .

draw on sources of concepts other than the social sciences if the intel-

lectual skills taught are to be adequate to the-demands of political-

ethical controversy" (Shaver 1967, pp. 588-590, 592). Excessive reliance

on.the social sciences for social studies content "leads to inadequate

attention to the feeling, humanistic elements of citizenship, and to the

needs of ethical decision-making that go beyond scientific empiricism."

What is'needed is "a,shift in emphasis from'concern.with social science.
.

data, generalizations, and reasoning to a concern Stith ;values and

political-ethical decision- making" (Shaver 1977a, pp. 305, 307).

ShaVer's view that social studies does orlshould promote a commit-

ment to citizen participation in society and 0 a set of democratic

values appropriate to yuch participatiop--charactetistics which are seen

as absent from tfie_social sciences--is.reflected in the 1979 NCSS guide-

lines:

The notion that the disciplines must always ,be studied
it their pure form or that social- studies content should
be drawn only from the social sciences is insufficient
for a curriculum intended to demonstrate the relationship
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between knoi.iledge and rationally -based soCial participa-
tion . . . Social studies. is something more than the sum
of the social sciences.

Many kinds of knowledge are important contenders fo
'inclusion in social studies ... . Ideally, then, various
sources of knowledge, including the social sciences, the
humanities, the ;atural sciences, the communication
media, and the perceptions of students would all contrib-
ute to the social studies program.

-(111evision . . . " 1979, p. 263) -

I )

There can'be little doubt that the rhetoric of the social sciences,,'

as the subject matter of teaching and research colleges and universi-.

ties, and the rhetoric'of the social studies, s shown in numerous%,state-
.

ments of "goals and objecti$es, are quite dif erent. While objectives

related to knowledge'and skills are not dis imilar, the common social

studies objectiges related to values and articipation are seldom

expounded in the halls of Academe. The p actice, however, may differ

somewhat less than the rhetoric. As Mprr ssett (1979) has pointed out,'
A10.

a great many (perhaps the vast majority) of social studies teachers give

only lip service (and perhaps not that) to'goals relted to values and

participation, whil,e at least a small inority, of college professors of

social science are deeply,concerned a cial and personal values and

social participation.
4

'1
.* Skills

It is difficult to draw a sharp line between "knowledge" and ,

"skills." Defined (as,it has bee ) as 11,011 that has been perceived or

graspAby the mind,"'knowledge Wallows up skills and much more. But ,

educators usually make a.distin Lion between knowledge!? Closely,rdiated

to memorization, and.ikills,_re erring to finding, organizing, and making

use .of *knowledge. ,

loo

The well-known Taxonomy /of Educational Objectives; Handbook I:

Cognitive Domain, edited by B njamin Bloom, presents an extremely useful

and well-thought-out distin
/

ion between "knowledge," in this narrower

sense, and other aspects of cognition:
O

Knowledge as defined here includes those. behaviors
and test sit s which emphasize the remembering,

'either by r ognition or recall, of ideas, material, or
phenomena ( :loom 1956, p. 62).
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Knowledge In the Bloom, taxonomy does not refer oray to knowledge of

facts, as it is sometimes interpreted. It als6 includes knowledge of

terminology, methods of inquiry, classificatlom methods; methodology,

principles, generalizations, theories, Structures, and much more. But

it includes only recognition and 4ecall of these elements, not the find-
,

ing, organizing, and using of them; these-p<c;sses are encompassed in

the other five stages of the taxonomy---comptehehglon-,- appricartATITT7Thry-

sis, synthesis, and; evaluation.
, -

The Bloom taxonomy enjoyed great popularity in the 1960s and int/

the 1970s, in the heydayof the new social~ studies, and has urarfira;ly

fallen into disuse :in recent years; the Connecticut guide (1981, pp. IV-3

an IV-4) makes ode of the few current references to the taxonomy.

'Nevertheless, it has had a lasting impact, in somewhat truncated form.

The frequent ref4nces to "higher..levels" of learning often stem from

the d'iStinction4made in the Bloom taxonomy between knowledge (recogni-

tion and recall) and the uses of kMbwledge described4in the other five

levels. Much of what Bloom included in the "cognitiye domain" at levels

two through six has slipped over` into_the "skills" ca ego in many list-.

inks of objectives.

Lists and classifications of skills are legion. ''Thing skills

essential to the social studies (are) grouped into four major categories"

in the 1981 NCSS "Essentials of Social Studies." The result represents,

a typical listing of skills:

Data Gathering Skills. Learning.to
Acquire information by obsertion
Locate information from 'a variety of sources
Compile, organize, and evaluate information

-Extract and interpret information
. Communicate orally and in writing ,

Intellectual Skills. Learning to
Compare things, ideas, events, and situations

on the bases of, similarities and differences

Classify or group items in categories
Ask appropriate and searching questions
Draw conclusions or inferences from evidence
Arrive at general ideas
Make sensible predictions from generalizations

A

%

Decision Making Skills. Learning to

qpnsider alternatiye solutions )

Chnsider the consequences ofeach solution

. 40 573
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.-'
Make' decisions and justify them in relationship

todem ratiC principles
Act, based obi those decisions

Interpersonal Skills. Learning to:.
See things from the point of..view of hers

.Understand one's own beliefs, feelings. abili-
ties, and shortcomings, and how they affect'
relations with others

Li se_gicaupgpnp ro 1 -1 za tions_seithaut: itereD typing

and arbitrarily classifying individuals
,Recognize'vaIue in individuals diffe'rent from

_____22_61rel-s-self and-groupa-di ifEYShr from one

own 044,i

Work effectively with others as a group member
Give and receive constructive criticism
Accept responsibility and respect the rights,

and.property of others
("Essential's . . . '1981)

The 1981 -1982 NAEP citizenship and social studieS objectives cover much '

thesape scope. Wiley lists 22 similar social,'biudies'skills objeCtives

drawn from a broad group of curriculum .guides (1977, Appendix,, pp.

21-23). The California framework (1981, pp. 7-8)4lists 21 gill objec-

tives under three general headings of "study or basic skills'," "intel-

lectual or critical /creative thinking tkilld," and ''.interpersonal or

social participation. skills." Many similar list§, both shorter 4nd

longer, have- been copl4ed.

More focused ai4d organized than the variouls'lists of intellectual'

or thinking skills-are the various "models of thinking, inquiry, .(sand)

decision making," described by Nelson and Michaelis (1980, pp. 91-94).

Ae,these outliers note, Dewey!s,H9w We Think (1933) was a precursor to

most such models.

,
"Reflective thought" was described 'in the popular methods text of

Hunt and Metca4 (1955 and 1968)-as a five-step trocess: (1) iecognition

and definitioh. of s prOblem;' (2) formulatiocpn
s
of hypotheses; (3) elabora-.

tion of-logical implications of hypotheses; (4) testing of hypotheses;

and (5) drawing a,conclusion. In slightly modified forms, this approach '

was identified as "inquiry" :in the new social studies era and- alloyed

most prominently in both, the theory and 'practice of the new sociql,,dow

1 studies by Edwin Fenton (1967). 1

In the 1970s, "decisiod making" replaced inquiry in popularity,

Much of the discussion of decision making harks back to ati1960 article
I
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by Engle.' One of_its most extensive elaborations is, in the 1977 year-

book of NCSS Developing Decision-Making Skills (Kurfman 1977). In 'tiffs
publication,_Caidy and'Kurfman (1977, pp. 4-5) distinguish.decision,

making from inquify: inquiry'is concerned with "making decisions abOut

-meaning and truth--deciding whether information is correct, deciding how

one` factor is related to agother, factor, perhaps as cause and effea."

Decision Ditaking-"entails a'valtie judgment, . . . with deciding the best

thing to do.. . . Practice:in making value-laden decisions is necessary"-

to meet both personal and civic needs." Cassidy, and Kurfman quote

Engle's urging "to emphasize decision making at two levels: at the level

of deciding what a group of descriptive data means, how these data may

be summarized or generalized, wIt principles .they suggest;, and also

decision making at the level of policy determination, which requires a

synthesis of facts, principles, and values . ." (Engle 1,960). They

identify inquiry with Engle's first level, decision making with the:

second.

Despite strong pleas for substantial classioom use of inquiry (for

example, Hagen and Stansberry 1969) tnd decision-making skills\(Kurfman

1977), useof such methods appears torbe relatively slight.' Examples

from the-Illinois case studies are probably typical:

"
I noted that the teachers'we talked with (partial-a-fir--
the...elementary and lrnior high teachers), seemed not at
all sensitive to-the fact that competent and effective
implementation of the better inquiry-oriented science
and social science curricula might have the potential of
significantly upgrading both the language skills . . .

and arithmetic skills of the children (Stake and Easley
1978, p. 13435).

The teacher we found at th e secondary level was not a
"model inquirer." He or she tended to ighore detailg of
the discussion, of the materials or data, which did not
lend themselves to the scheduled interpretation. The'
students and their parents were comfortable, we believe, .

with the idea that the lesson was not aimed at raising a
creative challenge or promoting critical.thinking--but
for discovering what others have discovered, understand-
inewhat experts have come to accept as standard concep-'
tualization or theory-(Stake and Easley 1978, p. 12:5).

Teachers sometimes admit that they do not feel at home in the area of

inquiry, critical thinking; br decision making. More frequently, they

I
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note that such vocessmare time - consuming ;' they feel under pretsure to

"cover the material"csf the course, guided by textbooks that are not

`typically-devoted to inquiry or decision making.

Values

Values comprise the thiid common goal of social studies. Some,form
1.

o values education has always been closely related to social studies.

The study of U.S. history--mort.so in the past than in the present--has
im

'always been associated with instilling patriotic values. Perhaps to a

lesser degree, the study of U.S. goVernment has always been associated

with the development of positive attitudes toward our democratic govern-

ment.

Citizenship education, universally accepted as a part, if not the

whole, of social, studies, always means ood citizenship. In addition to

being rational and participative, students should be "humane" ("Revi-

sion . . . " 1979, p. 262; California Department of Education 1981, p.

and shAel....hoe "positive .commitments in thought and action tb the demo-

cratic,values of the liberal political community" (Butts 1980, p: 118).

Anothef type of values education, less explicitly proclaimed but

more consistently practiced than citizenship education, is-the inculca-

tion of values-that are conducive to the orderly operation of schools,

including. respect andqconsideration for tea5hers, school authorities,

And peers. The prevalence of such inculcation is indicated by the Illi-.

nois case studies.

(W)e found a high feVel.of covert moral instruction. It

was accomplished partly through ritual, some'of which'is
unique to the school (e.g., testing, reporting attend-
ance, asking permission to leave the room) and some of
which is common to the culture (e.g., saying please and
thank you, waiting your turn in cafeterit lines).

f We considered an act ritualistic if certain aspects of
performance had no direct relationship to the recog-

nized or stated goal; of the activity (Stake.and Easley

1978, p. 12:33). !11

The teaching of values related to cieizenshipand school behavior

is as old as education. More,recently, Particularly dating from the

1960s and the new social studies, the exploration and teaching of values

has broadened substantially.-- Values are now an explicit part of almost

every statement of social- studies goals and objectives.
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The 1981 NCSS "Essentials" statement lists six "democratic beliefs

. . . rooted in the concepts 'of justice, equality, responsibility, free-
,.

dom, diversity, and priva6y." The 1981 California Framework presents a. --

.somewhat more elaborate guide to values:

Drawing on ideas suggested by the motto to which the
United States long has subscribed, e pluribus unum, one
of America's respected scholars, R. Freeman Butts, has
classified those values or principles into two general,
types:

1. Those which seem primarily to:promote desirable
cohesive and unifying elements in a democratic political
communitY; or the, unum values. Among them'are these:.

Justice
Equality
Truth
Authority
Responsibility
Participation
Respect for persons and property
Personal obligation for the public good

2. Those which seem primarily to promote desir-
able pluralistic and individualistic elements in a
democratic political community, or the pluribus values.
Among them are these:

s. Diversity

' Privacy
Freedom
Due process
Human rights

There is a continuing tension, sometimes overt conflict,
between the .values. of unum and the values of pluribus.
Even so, American kmocracy historically and presently
is committed to honoring and promoting both.

(California Department of Education 1981, pp. 8-9)-

Drawing on a dozen-plus curriculum guides and similar publications,

,Wiley (1978, Appendix, pp. 17-20) listed 25 "social studies attitude

objectives" that were prominent during the period 1955-1975, including,

for example, patriotism, respect for laws and authority, honesty, respon=

sibility, respect for elders, and tolerance. The 1981-1982 NAEP objec-

tives do not focus very specifically on.values; scattered among the 200

oar so specific objectives are a dozen or two that might b labeled as

values objectives, mainly falling under the headings of "skills, neces-

44
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At
sary to Communicate with others" (pp. 8-10), "commitment to human rights

worlds 0.de" (pi). *14-15), and,"commitment to support *sttce and rights'Of

all individuas" (pp. 20-21).

In sharpconteast to the lists of values that are contained in many
A

; .

guides are various highly', structured approaches to values educ tion that

have been developed in the past two decades. First among ese is

Taxonomy of Educational Objectives. The Classification of Education

Goals. Handbook II: Affective Domain, by Krathwohl, Bloom and Masia

(1964). This publication, parallel to the Bloom cognitiv taxonomy,

presents a hierarchy of values--receiving, responding, valuing, .

organization, and characterization by a value or value complex- -which

culminates in "the peak of the internalization process" of a set of

values (Krathwohl, Bloom, and Masia.I964, pp. 95, 170).

Invention and discussion of values education approaches flourished

throughout the 1960s and 1970s. Superka (1976) identified and illu-

strated seven approaches: inculcation, moral development, analysis,

clarification, action learning, evocation,.and union. Inculcation is

the oldest and most-used of these, characterized by efforts to,mold)

attitudes and behavior while giving little or ho attention to examina-

tion of the values implicit in the attitudes and behavior. "Analysis,"

associated especially with the names of Oliver, Shaver, Newmann, and

Metcalf (Oliver and Newmann 1967-1972; Oliver and Shaver 1966; Newmann
_ _ _

and Oliver 1970; Metcalf 1971), flourished in the era of the new social --

.studies, at which time the "values clarification" approach of Raths,

Harm-1114 and Simon (1978) also achieved popularity.

.The v. es education system that has received the most attention in

recent years is at of Lawrence KohlSerg. Kohlberg explains that his-

system is an e ensibn of three levels of moral development postulated

by John Dewey a d three similar stages of 'moral development suppoxteld by

the empirical wo k of Jean Piaget. Kohlberg elaborated the three stages

into six:

I. econventional level
tage.1: The punishment-and-bbedience orienta-.

tion
Stage 2: The instrumental-relativist orienta-

tiontion



II. Conventional level
'Stage 3: The interperdonal concordance or "good

boy--nice girl" orientation
Stage 4: . The "law and order" orientation

III. Postconventional, autonomous, or principled level
Stage 5: The social-contract, legalistic

orientation
Stage 6: The universal-ethical-principle

orientation
(Kohlberg 1975)

it
,

Aver a period of years, Kohlberg marshaled a substantial body of empiri-

cal evidenceio support his claim that these stages "form an invariant

sequence" in which movement is always forward (or upward), never backward

(or downward). Individuals never skip stages; movement As always to the

next stage up. Further, "Thinking at a, higher stage includes or compre-

hwls within it lower-stage thinking.. There is a tendency to function

at or prefer the highest stage available" (Kohlberg 1975, O. 128).

Despite the heavy....-intellectual investment made in the 'various
4

approaches to values -education, social studies has not been greatly

influencdd by these highly structured approaches. There wer however,

noticeable effects. Consideration of values became more explicit;

exploration of values was legitimated to a certain extent,-and a wider

range of values found its way into many curriculum guides.

The increased interest in values as a part of social studies, and

particularly the greater presence of values in statements of vials, has

resulted in relatively little conflict within schools or between schools

andCOMMunities-over_value issues. This. may be attributable in part to

the desire to avoid the kinds of controversies that have-arisen in_a few

notable instances, of which the MACOS conflict is a prominent example

(C.onlan 1976; Dow 1975). Probably a more important reason is the lack

of conflict between values held by teachers and. values held by the com-1

munities in which they teach. The Illinois case studies, throw light on

this matter:

One would expect more opportunity in the social studies
than in the.natural sciences, and-certainly more than in
mathematics, to consider value-laden and controversial
subject matter. But even in the social studies we did
not find serious controversy over teacher presentations
within the communities we visited. Thellandling of
"taboo" topics was not one of the issues that concerned
people we talked with . . . Teachers were strong advo-

cates of "American values" in all three subject areas
(Stake and Easley, p. 12:37).
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There is much potential for controversy in social
studies--yet little controversy was found . . . We found
essentially no "academic freedom" qr "censorship" prob-
lems (Stake andipsley, pp. 13:32, 12:29).

,-.

Participation

"Participation" is a relative newcomer to the ranks of major goal

clusters in social studies. It has long existed in the belief that

"learning by doing" is an effective way olearning and that participa-

tion is the duty of a good citizen, but this did not formerly qualify it

as a major goal. The addition of participation to the list of major

goals can be attributed primarily to the insistence of some leading

social studies educators that the traditional commitment of social
,

studies to citizenship be strengthened by more realistic preparation for
o

and practice of active participation in public affairs.

The 1979 NbSS revised guidelinesand the 1981 NCSS "Essentials"

statement present an interesting contrast. The latter refers to "partic-
r

°ipation skills" without explicitly mentioning action outside the, class-

room, stating that
4

To teach_participation, social studies programs need to
emphasize the following kinds of skills: .

Work effectively in groups--organizing, planning,
---------making-deeisions, taking actions

Form coalitions of interest with other groups
.Persuade', compromise, bargain
Practice patience and perseverance in working for

nal-a-goals

Develop experience in cross-cultural situations.

("Essentials. 1981)

The 1979 guidelines giye ri-ciefel.p-errice-ivatioe--as-the_goal,_with a

clear emphasis on application outside.the classroom:

" Social participation in a democracy calls for individual
behavior . . . directed toward the resolution of prob.-.
lems confrontitig society. The practices of the'chool
and particularly of social studies programs have not
provided for active and systematic student participation
. . . A commitment to democratic participation suggests
that the school ahAndon futile efforts to insulate pupils
from social reality and, instead, find ways to involve
them-as active citizens.
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_Social participation should mean the application of

knowledge, thinking, and commitment in,-the social arena- -

at the local, state, national, and international

levels . . .

.

Extensive involvement by students of all ages in the

activities of their community is essential. Many of

these activities may be in problem areas held, at least

by some, to be controversial. The involvement may take
the form of observation or information- seeking, such as
field trips, attending meetings, and interviews. It may

take the form of 'political campaigning, community - service.

or improvement, of even responsible demonstrations. The

school should not odly provide channels for such activi-
ties, but build,them into the design of its K-12 social

studies pTgram,A,

("Revision . ." 1979, p. 266)' '

One of,the most ardent proponents of such a civic action approach

'IS Pred Newmann. In a 1975 book, he presents a strong rationale for his

approach. He begins with an analysis of the "pitfalls of citizenship

education," stating that

The notion-of citizen participation has been defined in

such a way tat educational practice neglects the most
crucial component in democratic theory: the right of

each citizen to exert influence in (in contrast to
"thinking critically about" or "taking an active interest
in") public affairs (Newmann 1975, p. 4)..

Newmann goes onto "offer a Systematic rationale for exerting influ-

ence in public affairs as a central priority in, secondary schools," and

in a- later book he further proposes "a voluntary year-long program' in .

the 11th or 12th grade, where students would spend almost full time in

the citizen action program" (Newmann, BertocCi, and Landsness 1977,-Tr.

9). Newmann's--wor, which is based on a firm background of scholarship

and of experimental work with---itilatctsin--the-area_of_citizen action,

presents a strong challenge to the rhetoric of citizenship education.

In an article on "Goals for Political and Social Participation,"

Gerald Marker (1980) shows that some kind of participation has long been

'on the agenda of social studies and deicribes some of the forces that

have increased attention to it In recent years. He goes on to state

that the ritionale for education in citizen participation has been

strongly built (by Newmann and others) and that adequate materials for*

such an educatibnal.effoft have been developed during the .1970s. The
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,problem now to be faced is one of implementation; on this issue he takes

a pessimistic view regarding possible progress:

The type of curriculuM describea by Newmann et al:

(1977) requires considerable investment of time and
energy on the part of the teacher. Student involvement'

in-the-community requires numerous "arrangements" by
teachers; community agencies need to be- contacted,
transportation arranged, evening meetings monito'red',

etc. It p certainly possible that*such efforts "pll
of their own weight"; teachers find that they cannot
keep up such a pace with the typical five-class day

(Marker 1980,*pp. 78-79).

Beyond the problems oflogistics, Marker points to more basic prob-

lems. Noting the "bureaucratic structures" and, "authoritarian" nature

of schools, he statei that-

There is little question Wat students, can be taught
skills such as data gathering and analysis, how to play
various group roles, or how to operate a voting machine.
But given the power of the overall school climate on
basic attitudes, it may be quite another thing to get
students to seriously assume the role of participating,
responsible citizens when their school environments are
highly authoritarian and undemocratic (Marker 1980, p.

79).

'
"Is it possible," marker asks, ':that our lack of success in this

area-is partly a function of setting unrealistic goals for ourselves?"

The Neglected Goal: The Joy of Learning

While "joy of learning" might be subsumed under the general goal of

values and attitudes, we believe it deserves special attention as an

important--and neglected,-goal: Under the burden of endless lists of

goals and objectives, most of them unattained and possibly unattainablq,

students and teachers alike may forget that learning can be -a joyful

experience. Most five- an Six=year-oldt-go_to school with a sense of'

eager antitipatiOn of riew learning experiences. The elan lasts through

'thespamary grades, possibly longer, but eventually fades under the

burden of routine and bureaucraCY.- By the time the five-year-olds becoMe

teachers, administrators, and curriculum developers, many have forgotten

their joyful anticipation of leatning or perhaps they don't dare to

mention one more impos 'sible ideal.
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Unique among curriculum guides, Program Improvement for Social

Studies Education in Wisconsin states that

Joy is the mainspring of human experiences. W hout joy
or hope, there is no incentive for learning, for the
impulse to learn presupposes confidence in the possil
bili.ty of improving one's existence--it presupposes
faith in the future . . .

Social studies education is, in essence, 4. search--a
continuous search for love, beauty, truth, faith and
justice in everyday life". It is a process which brings
meaning lo a person's life, allowing the individual to
see life differently with sensitive eyes that behold the
fullness of what it means tobe human (Wisonsin Depart-
ment of Public Instruction 1977, p; 36).

The Wisconsin guide, like Edwin Fenton's text, Humanities in Three

Cities (now unfortunately out.of.print), poses the questions,."What is

the good society? . . ., What is the good person? . What is the good

life?" Few social°studies guides or materials point to joyful learning

as a part of the good life..

Somehow, some critics say, our.educational institutions fail to

nurture the joy of learning and the natural.motivation.to learn:

. . . achild Is born motivated to learn . . . Learning,
in humans, can readily be blocked-, impeded,. discouraged,
or fostered,*facilitated, encouraged. 1, . But the one
thing we don'thave to do is motivate . . ". We do not

need,to urge children to use their braini. Our big task
is to get out of their way (Hart 1975, pp. 34, 35, 39).

Alfred Kuhn, irr'discussing "self-actualization," refers to

le. .

. . . the simple desire to, use our Abilities and.facul-,
ties . .-. This often meansidoing for the,sake of doing:.
making for the sake of making, . . playing foe the'd,

sake of playing, learning for the sake of learning . . .

(Kuhn'1975, p. M7).

One is,reminded.of the ridicule sometimes heaped upon teachers who teach

nhilitory-for-the-sake -of-history," which could be a rightful condemnation

of mindless teaching or a terribly wrongful condebnation of an effort-td

instill in students the joy of learning.

Learning as a'psychological need is a part of the rationale given

, by Newmann to support his goal of "environmental competence"; he says 1-
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. . . the'abiUty to affect the environment . . .

is . . . central to fulfilling a fundamental psycho - ;....°

logicalneed . (C)ognitive psychological 'theory r
. has identified -a-persistent.human tendency; beginning
it early childhood, to explore, manipulate, and- exert
impact on one's environment (Newmann 197,5, p. 33).

It is doubtful that many social studies educators Mould object to

the inclusion of joy as a major goal of the social studies (and of all

education). Perhaps they see it as just another impossible ideal.

Socialization or Social Change? ,

It has frequently been noted that "socialization" is a major goal

of social studies. The term a pears in the literature, although n as
, .

such in statements of goals an objectives. It is- often presented in a'

negative sense, at least in part--meaning society's efforts to train

young people so that they will fit into society and.not make trouble, an
N.

approach that may include regimentation, indoctrination, and avoidance

of educational tasks that stimulate reative, critical, or original

thinking.

Socialization is closely related to "Citizenship Transmission" and

to "Conservative Cultural Continuity," concepts-elaborated in a preceding

section of this paper. Hefe we elaborate on the positive and negative

aspects of the concept of socialization as it has been treated in the

literature.

A certain amount of socialization is warranted for every society.

A certain degree of orderly behavior, of adherence to behavior4l norms,

is necessary for the preservation of society. The big question is, to

What extent shou d young-people betlitted into existing behavioral pat-

terns?

The Illinois case studies, referring to "socialization is a pre -

emptive aim," show the great concern on the part of teachers and admin-

istrators for order in the schools:

Each teacher hada sommihat different set of purposes,
but the most tommon'and'vigorously defended purpose was

intimAtely related to
observance of the mores of the communi4r-,--submitting---___
personal inclinations to the !mods of thOLcommunity,
conforming to the role of "good student," and getting /

ready for thenext rung on the educationil ladder. Of
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course there were great differences among teachers,as to
how they stress and interpret socialization-(St'ake'and
Easley 1978, p. 19:5).-

Putting it in a nutshell, most teachers seem to,treat
subject matter knowledge as evidence of, and subject
materials as a means to, socialization of the individual

in school . . The more stern socializers promoted
subordination, discipline, a "protestant work ethic,"

fulness, competitiveness, and heavy investment in
getting studencs-"pi;epared" (Stake and Easley 1978,

pp. 16:24-25).

Large proportions, 29 percent principals and 42 percent
teachers said teaching children to be considerate,
respectful and to follow directions is more-important
than having students understand subject matter content;

I almost none said it was less,important .(Stake and Easley
1978, p. 18:108)..

The immediate concervbf teacher's and administrators,,, as indicated

by these quotations, is for orderly behavior of students in school..

This is related to much that has been written about the -"hidden currid-

ulum;" described as a covert effort, conscious dt unconscious, to train

studentso be docile, unquestioning, obedient participants in both

..saiiordife,and adult life.(see especially Fielding 1981).

A rather extreme and not-so-covert example of efforts to shape

young minds in socially- approved directions comes from an advertisement

for an elementary text in the 19-20s:. it was claimed that What to Do

for Uncle Sam, presented as "A First Book of Citizenship for American

Boys and Girls,"

. . . in the. hands of your boys and girls viillhelp pre-
vent the...spread of Bolshevism and socialisi. Remember.

that the boys and girls of today are the citizens'of

tomorrow.

The concern about the nature and degree pf socialization goes back

to the very beginnings of education, in antiquity. It.is a major focus

, of Merle Curti's The Social Ideas of American Educators (1959), !which

follows this theme from Horace Mann through John Dewey. An especially

sharp contrast in approaches to socialization early in this century_is--

pointed out by Hazel Hertzberg (1981J; She-descfibes an extreme version

--------- of_"social -tont-roil' advocated by David Snedden, whose career included

serving as a rural school teacher, as--a principal andsuperintendent in

California, and as commissioner of education for Massachusetts.
,
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Taking the_juvenile reform gchool as his educational
model, Snedden conceived of all schools as unparalleled
instruments of social control, hierarchically organized,
scientifically managed, offering separate education for
"producers"X'the rank and file"), who were to -receive a
vocational eat'Aion, and "consumers," who were to

'
receive Snedden's version of a liberal education (Hertz-
berg 1981, p. 1.7).

Snedden'a views find many ethos throughout the years and more par-

ticularly in recent years:

(A) comprehensive program of civic education must change
the hidden curriculum as,well as the overt curriculum.
The hidden Curriculum involves all the institutional
arrangements from which students learn in school. These
arrangements include the ways in which school rules are

made and enforced, the ways in which teachers and
administrators use their power and their ability to
praise or sanction, and the ways in which the sheer size
of large", impersonal schools affects students' learning.
In many schools the hidden curriculum denies what formal
courses in civic education affirm (Fenton 1977, p. 118).

More caustically than Fenton, David Gil paints a bitter picture of

socializat n in the schools as he sees it:

(0)ur society requires settings and processes of sociali-
zation to prepare entire generations of children to fit
smoothly anewillingly into the many layers and positions
of its skilled and unskilled, professional and managerial
work force; and its unemployed and underemployed labor
reserve. This preparation must accomplish several objex

tives. First, the rich, innate intellectual and
emotional capacities and creativity -of most chil-

dren . . . must be suppressed selectively, since the
prevailing-Workand nonwork--systems have little use
for these capacities and creativity (Gil 1981, pp. 117-

118).

A broad and scholarly view of the writers and ideas associated with

the concept of a hidden curriculum has been presented by Fielding (1981).

He identifies at least two meanings of the term. The "hidden curriculum

of-assessment" refers to

the messages associated with the means'students find
they must use in order to gain high grades and other

acadeMic awards . .- to get the highest -possible grades

with the least possible effort , . . mastery of. a set of

tasks which may have Very little to,do with learning or

even with real knowledge (Fielding-1981, p. 112).
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The "hidden curriculum-of schooling" refers to methods by which

"..the most basic and powerful cultural lessons of Western society are

taught." It "consists of a set of,r4les, 'routines, and procedures

designed to mold individual behavior to the requirements of institutional

living . . . a set of tacit norms, values, and dispcsitionsg" The hidden

curriculum teaches that "passive acceptance is a more desirable response,

to ideas than active criticism" and that "the voice of authority is to

be trusted and'valued more than independent judgment" (Fielding 1981,

Fielding notes that. teachers "need not consciously acquiesce" in

"the functions of the hidden curriculum . . since the performance gf

the functions of the hidden curriculum is made, an essential, not a volun-

tary, paft of teaching by the structural context-of their teaching."

And he points to the hidden curriculum as one of the reasons Why stu-

dents, particularly less-privileged students, rebel against schooling

(Fielding 1981, p. 115).

A version of social control quite different from that of Snedden

was advocated by John Dewey. While Snedden took the' reform school as

his model; Dewey

took an idealized commun4y as his model for the school,
looking to a society theiwould be "worthy, lovely, wand
harmonious." The school would be permeated with "the
spirit of art, history, and science," saturating, the

4 child with "the spirit of service" and "proxiding him
with the instruments of self-direction." In btiilding .

the open gid democratic society that he envisioned,
Dewey asserted that social efficiency in the broadest
sense was "nothing less than, the socialization of mind
which is actively concerned in making experiences more
ommunicable; in breaking down the barriers of social

stratification' which make individuals impgrvloas to the
interests of others" (Hertzberg 1981, pp. 17-18).

Whereas the socialization concerns of teachers- and administrators

are directed.toward good behavior in the schools,-as illustrated in the

Stake and Easley report, both Snedden and Dewey point toward the.concern

of many educators for socialization in school that will affect adult

life--Snedden pointing to a regimented, lockstep role for most citizens,

Dewey envisioning education.that would producea quite' different type of

socialization, adults prepared to live in harmony, but with an open and

creative spirit,.
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Compatible with the Dewey, outlook, Charles Beard pointed to.twd4

reasons for,tempering,sodialization with encouragement di critical and

creative thought. The first is the need or students-to beTrepared.to

meet uncertainties and new'situations In the future--uncertainties and

situations that cannot be predicted by the wisest of educators:

No scheme of instruction can vividly portray ,to pupils
all the coming situations of their lives in which they

'must make fateful 'decisions . t . -Hence the inevitable
necessity for layIng emphasis 6n freedom of opinion and
the liberation of intelligence . . . (Beard 1932,

. p. 116).

The second reason 'for critical and creative thought described by Beard

focuses SNsociety'sneed to develop leadership:

Practically all systems of civic training lay stress og
conformity, discipline, regimentation. To a consider-
able extent they, must do so to survive; but in this
development there is a tendency to lose sight of the 6

fact that the cultivation of independendeAn judgment
among citizens 'is -also necessary to sutvival. This i8

not merely in the interest of the individual. himself; it
redounds in the long run to the interest of the
group . . . A civilization that does not have leaders to

p'oinE out new paths, to explore untried regions, sinks
in stagnation. . . For these and other'reasons a program
of social studies must reassert the significance of
criticism and inventiveness as a potent force for prog-

ress and a condition precedelt to survival(Beard 1932,

pp. 110-112).

While the schools have placed little stress on preparing students

for social change, advocates have continued to press for movement in

that direction, mostly iith little effect. Curti (159) described the

history of some of these efforts tO the mid-20th cent y, including' the

efforts of such critics as Henry George, Henry D. Lloydf, Charles:Avid,

and particularly George Counts and Theodore Brameld. ''Counts's

Dare the Schools Build a New Social Order? (1932) is one of the most 14.,

".explicit pleas for the social mission of schools. Brameld, whose writ-

;

ings extended from the early 1930s,through the .1960s, was credited by

Curti as "the most vigordus and original exponent of the Idea that-educa-

tion could and should improve the social Oldei" (Curti 1959, p. xxxiii).

Among-durrent writers, Fred Newmann (1975, 1977).stands out as an advo-

cate of educating for -social change.
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" The Illinois case studies present a convincing view of 'the current

status of social change efforts in the schools.

Paradoxically, schools are the ageilts of. change and the
deterrents to change. The Communities we visited are .

',troubled in many ways, would like relief from their
troubles, and occasionally see the schools as a poten-.
tial contributor to,the relief. , . . Few people in the
schools we visited are interested in creating a new

'society ;(.Stake and Easley 1978, p.17:22).
A t

4 .
,

Referring to the cold war, civil rights, poverty, and desegregation,

Stake and Easley state that

The idea of making the schools the'instrument for adapt-,-;
ing to social change may overestimate theschools'
.ability to remedy:social ills4*(p., 17:22).

This is not to suggest that the schools should not be
participating -or even leading in the efforts,ofynation
to improve itself . . . but our visits to eleven sites
helped persuade 'us that too much of the improvement of
our society was being assigned xo the schoolsand the
`school people were resistant to the assignment (p.
17:23).

Most teachers feel that. there is not much the schools .

can do to bring about social improvement. . . % The

schobis could scarcey'keep up with social changes, let
alone lead the change toward the better dr head off the
change toward the worse (p. 17:25).

The Milltiplicity, of Goals and Objectives 6-

ir When
:.

one turns from the general goals described to this point and
,,

. , .

.

considers the mote detailed goals and objectives that elaborate the

general goals, an abundance of lists;' long and short, is found. They

have been developed as apart of local diOrict guides and state guides

as parts _o general aids or guides to curriculum- building, and for

assessment purposes.

-'`The typical guide Starts with a-description of the general goals of

knowledge, skills, and values or attitudes,_ usually noW includint also ,

partidipadon (with a variety of meanings, as described above): Below' ; ,

each at these general goals-is a' hierarchy of objectiveg,..whiCh maY.ruft,--;

the.dozensor'the hundreds. Frequently the objectives are lists of

topics;, sometimes they are guides.to suggested procedures. ,

.

0
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The NCSS 1981 "Essentials" statement lists half a fozen or so topics
.

or objectives under its four .major goals. Its 1979 guidelines, after

describing the four general, goals, lists more than 60 specific objec-

tives, in nine subgroups. These are mostly' procedural rathey than sub-

stahtive objectives; for example, "Students should be'involved in the

formulation of goals." The 1981 draft California Framework describes

the general content of "knowledge,".lists three general types of "skills"

and 21 more specific skill objectives, lists 19 values, and describes

the nature of desired. social participation along with five specific

goals. The NAEP 1981-1982 Citizenship and Social Studies Objective6

(1980) include almost 200 specific objectives, in.a three-tier hierarchy.

School - district- guides or syllabi are more likely than other kinds of

gUides to take file forin of listings by grade level and/or by subjects.

An extreme case of energy, ingenuity, and structure demonstrated by

producers of lists of objectives is the Tri- County (Oregon) Goal Devel-

opment Project (1976). This publication contains a ten-level structure

encompassing approximately 4,700 goals at the most detailed level, cross-
,

referenced and related to 18 major program goals, 11 major course goals,

12 knowledge-categories, 79 process categories, 110 social science con-

cepts, and about 160 value categories.

Despite the great number and complexity of lists of objectives that

have-been generated by'hundredsor thousands of independent groups- -

schools, school districts, state departments of educati5n, national

groups, and academics-- one ,suspects that 'much similarity exists among

the various lists.

tance and advice of

sents-a fair degree

The 1981 NAEP objectives, compiled with the assis-

hundreAs bf social studies educators, probably repre-

of-consensus,about the'objectives of social.seudies,

.ta, which other lists'could be related, differing mainly in the degree .of

detail,

Whether a diversity of goals is an important problem, for social

'studies educators seems to be debatable. The "identity crisis" described

earlier in this report is said to-
41p.

pose: Stake'aneiasley 'reported

teachers andbother argued that a

stem from lack of agreement about pur-

that "a strong and vocal portion of

list of essentials should be efab-

4shed and set as requirements" (1978, p. 12:1). But Stake'ana Easley

.give their own opinion diet "differences in perception of. the objectives

I
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of our schoole'is a "non-ptoblem," arguing that mo statements of pur-

pose are sp general that they do not provoke disagreement and that, in

any case, ,"diverseand even contradictory purposes can be (and regularly

are) pursued" (p. d9:34).,

The Multiplicity.of New Topics

----The. scope of social studies has expanded- thrOnghout the 20th
.

century-=Slowly at first, then rapidly, in recent years. The expansion

took the form fli'et of increasing inclusion of mare social sciences and

then, in recent years, the inclusion of more special topics and problems.

In the late 19th,century, the field that was.to become social studies,

consisted mostly of history, much of it ancient and estern European

history (Hertzberg 1981, section 1). As the concept o "social studies"

developed, history became more modern and less parochial, the place of

government in the curriculum grew, and over the decades somewhat more

Attention was given to economics and geography. In the past decade or

two, sociology, psychology, and anthropology have made modest-intrusions.

Much_greater than the'growth of the social sciences in the social re"

studies curriculdm has been the growth of special topics or problems of

social concern. This growth can be attributed in part to our society's
.

increased attention to the problems Of wax and the environment in the
4

late 1.9606 and early 1970s,, but even more to the social thrusts' of
. . r

President Johnson's "Great Society,." which resulted in the fundirig of

many_ new programs of social action, paralleled by funds to b'ing these

concerns into the schools. or these and other, reasons, new piograms

and material have been developed, many of them falling.into the scope

of social studies. Included are problems related to minorities (first

blacks, then many more)t:womep,international affairs, cities, drugs,

flaw, environment,,powerty, aging, consumersp.death, values and moral

414:611011

.

education, and'the handicapped.

Both" of these trends--the increasing presence of :racial sciences

and of special topice--are reflected td some extent in a study reported

by Gross In 1977: Comparing J973 with 1961, he showed that some of the

traditional social studies courses showdd enrollments that fell behind

(some far behind) the increase in,school population, while enrollments

in economics and-sociology courses were substantially greater than the
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increase in enrollment and enrollments in psychology were very much

greater (Gross 1977, p. 196). The study also showed a minority'o

schools offering courses in ethnic studies, anthropology, and law.

(More often than not, particular special topics are included as parts of

existing courses.) While Gross's figures may not quite support his

statement- that -"the traditional pattern of high school social studies

offerings . . . has finally been shattered," they do show.changes in

both of the directions describe& above. .Diversity has increased,' but

much similarity in course offerings, as well as in course content,

remains.

The increase in the scope of social studies has contributed to the

multiplicity of goals and objectives Goals and objectives are often

added but seldOin drdjped.

cope and Sequence, Multidisciplinarity, and Integration

When social studies educators view, the vast scope of disciplites

and topics at ctmPrise the euclui eludies, they may-tm-overwhelmed by

its immensity. To history and the social sciences, any one of which

,could absorb all of the'time available for social studies in 12 years,

have been added a dozen or more special topics, any one of which could

fill one or more years of study.--.

Social studies educator's have, of course, recognized the immensity

of their task and tried to meet the-challenge through various ways of,

organizing the subject matter. The construction of a 'scope and

sequence" is a common approach that'usually takes the form:of prescrlb=

sing particular topics, organized by mote general topics and/or by par-
.

.

ticular disciplines end by grade'level:

The popularity of "conceptual structures," often. related to par-.

ticular disciplines, which was current in the heyday of the new social

studies, can be attributed to at effort to rise above the multitudinous

facts of any subject area, giving studentea fraiework for,seleCting,'

organizing, and understanding a limited umber of facts and also for
. . .

accommodating new prOblems and facts as they are encountered.

Problem solving, decision making, and inquiry were likewise intended

as means of selecting and managing

of facts, putting the focus on how

knowledge.

faces, ratter than endless learning

to find, organize, an& use factual
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Another approach that gained currency in the new social studies was

"postholing," a simple recognition of the necessity for being highly

selective in choosing facts and concepts which could pfovide a framework

or background for understanding and organizing new knowledge as it was
. .

encountered.

Still another means to simplify the vast scope of the social studies

has been the dream of an interdisciplinary framework which, while not

obliterating the separate disciplines, would show their commonalities

and relationships in a way'that would simplify the task of learning about

them. This hope was expressed long ago'by Tryon:

As long'as the material from the field of the social
sciences exists in the schools the quest for the most
desirable adjustment between the subjects composing the
field will continue. The day of isolation is probably
gone in theory, even though it still remains in prac
tice. The future will probably see more and more empha
sid on the interrelations of the social sciences. This,

of course, does not mean that history, political science,
economics, and sociology Will necessarily disappear as
independent subjects of study in the schools. It ,simply

means that as independent subjects each will be expected
tojive other than a hermitic life. The services of

each to all of the others Will be central in organizing
them for teaching purposes (Tryon 1935, pp. 527 -528).

Tryon's hope persists, frequently stated as a goal or characteris

tic of social studies guids or syllabi, but his prediction is no closer

to fulfillment than it was in 1935. The fault lies partly tii the insu

larity of adherents and practitfori'ers of particular disciplin

interests are confined by the centripetal forces of their prq

s, whose

essional

associations, which push for-greater specialization withio disciplines
4

and against interdisciplinary work. Perhaps a truly interdisciplinary

approach to history and the social sciences is an intellectual and not

just _an institutional impossibility, as some have declared. But the

lack of effort -and interest in solving this basic problem is evidenced,

by the scant attention given to the frontier work that has been done,

particularly that of Alfred Kuhn (1974, 1975).

Historians, whose 'subject has sometimes been referred to as "the

queen of-the social sciences," have ofsen suggested'that history can and
,p

should be the central and organizing subjeCtof the social sciences. As

recounted by Hertzberg (1981), history was the principal sontl subject
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in the late 19th and early 20th centuries and historians played the major

role in shaping the social studies curriculum. While historians may be

suspected of special pleading, their case is not entirely unconvincing;

freed from the fixation on chronology, historians can and have taken a

more eclectic view of the other social sciences as they relate to and

enrich history. An.eminent scholar who cannot be accused of partiality

has put the case:

Each [social science] contributes to our insight into

the world of fact and opinion in which we live and work.°

Crowning them all is history, which began with the songs
of bards and ends in philosophy. . . . Philosophy.is

what the historian dis&wers when he stops adding pieces
together-and inquires how and why things happened and-'

how and, why he is arranging his report. So conceived,

history can furnish cement to bind all other social
disciplines into a workable unity, giving' them a pat-
terned background and, by virtue of itg basic time ele-

ment, a dynamic which pertains to the future (Beard

1932, pp. 18-20).

Despite the fact that Stake'and Easley, reflecting the day-to-day

concerns they observed in schools and classrooms, have declared lack of

articulation arid ftck of interdisciplinary approaches to be "non-

problems," asserting that they get "substantiftl attention but more than

is justified" (1978, p. 19:34), many educators continue to be concerned

about he lack of well-structured and cumulative, learning in social

studies.

This consideration of the structure of social studies content has

brought us very close tWthe topic of curriculuriorgani.zation, which is

dealt with in the following\paper. We therefore 'turn now to the pen-

ultimate
1

section of this paper--a discussion' of holy rationales, goals,

and objectives can be and are used by social studies educators.

+Uses of. Rationales, Goals, and Objectives

This report has dealt at length with the nature of rationales,

goals, and objectives. Before considering the uses to which,these ele-

ments of educational plannin are and can be put, a brief review may.be

in order.
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Definitions of.a rationale for gocial studies were first considered,-

pointing to the need to look at the nature of the individual, society,

knowledge, values, and learning. It was concluded that there is much

'confusion in the field about what a rationale is and that the construe-
.

tion of a full and'useful rationale for social studies is a very diffi-

cult task that has Seldota been attempted.

Definitions of social studies were analyzed next. It was suggested

that the,cutrent concern over defining social studies may be attributab

at'least in.part to the current malaise about the nature and status of

education in general and social studies in particular. In any case

definitions are seldom clear -cut definitions that wguld pass muster with

Webster, but are often statements of desirable goals or procedures that

are recommended for the social studies.

"Approaches" to social studies were next reviewed--approaches being

described as sets of goals, beliefa, and practices logically lying some-

where between definitions and goals_and_objectives and characterizing

4

the various ways in which social studies can be taught. "Conservative

,Culthral Continuity" was indicated as the dominant approach, with 'the

'"Process of Thinking Reflectively," ."Intellectual Aspects Of History

and/or the Social Sciences," and variants of these as alternatives to

the dominant approach. In practice, combinations of the various

approaches are used.

The section immediapely preceding this one dealt with goals and

objectives. .The existence off' single, dominant, or "overarching" goals

was first considered, with citizenship of course standing,in fiist place

in this discussion. Obether or not citizenship is put in that role,.

four major categories of goals are most commonly used as the principal

organizers--knOwledge, skills (sometimes processes), attitudes or values,

and participation (sometimes "social participation"). Other major goals

were discussed: the joy of learning as a neglected goal, socialization

as a,very iMpOrtant but covert goal, and social change as an often-

discussed hut seldom-prgcticed goal. This discussion was followed by a

brief descrlption of the plethora of listihgs that have been made of

more specific.goals-and oblpctives, usualOr in:some hierarchical order.,

and then a review of efforts that have been made to put ()icier into the

vast content of social studies.
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Given this picture of rationales, ,goals, and objectives for the

social studies, what is done with them and what can,be done with them?

A Pessimistic View 1

Why does social studies education lack a clear, comprehensive, con-

sensus definition and justification? A number qf plausible reasons

emerge from the data base for this study. One reason may be that parents

and teachers see the chief purpose of social studies education as

"socialization, " ,by, whiCh they mean both the subtle and overt indoctri-

nation of students in the nation's values or,ethos and in its norms and

mores (Stake and Easley 1978, p. 19:5; Shaver et al. 1979, p. 17). This

suggests that social studies educators should teach that whichconveys

the nature of American society in order to insute the social adjustment

of the young. Or put another way, teach the young the accumulated cul-

tural heritage of the society to assure cultural continuity., tuch a

ljustification"'is by far the most popular (Haas 1979;. Fetsko 1979;

Stake 9d Easley 1978, pp. 19:1, 5-6).

A second possible reason is that few social studies educato s

(mainly ,a few academicians) are concerned about such seemingly es eric

issues.; Tars of social studies in the schools are more concerned

with matters of classroom management, instructional materials and stra-

tegies, and very immediate objectives than they are with rationales,

goals, general objectives, or scope and sequence (Shaver, Davis, and

Helburn 1979; Stake and Easley -1 -978, pp. 19:34-35).

A third plausible' explanation is that social studies educators tend

to be rather autonomous in making educational decisions concerning their

field. As such, they make practical eclectic choices in piecing together

units and courses, usually borrowing freely from a variety of points of

-view and resources. Such an approach almost defies justification in

terms of a consistent rationale,(Wiley 1977, p. 277).

Fourth, if the nature of the teacher--his or her beliefs, knowledge;

assumptions, and implicit rational6--and the nature and implicit ration-

ale of the textbcok are the two central factors in determining what

social studies will be for any student or group ofstudents,-then'com-

prehensive'rationale'positions would seem to serve no well-acknowledged .

useful purpose in social studies education (Shaver, Davis, and Helburn

1979, pp. 6r7).
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John gaashas suggested the pessimisticperhaps cynical- -view that

rationales, goals, and objectives are not generally intended to form a

' logical and reasoned chainlleading to well-grounded social learning, but

rather play political or diversiondry roles unrelated to effective class-

room practices:

[Ijt is probably the case that each of these components
of curriculum (i.e., rationales, goals, and objectives)'
serves different practical or political purposes and is
intended for different audiences. For example,

rationales may serve to satisfy philosophers and
academicians in 'their demands for justifications of
decisions and practices. Goals may be .used as political

14 'slogan systems by school administrators to satisfy school
board members and parents of students; and objectives
maybe of value only to teachers and principals who are
responsible for the conduct of instruction, or objectives
may be formulated and never used except as complianie
with bureaucratic procedures (Haas 1981).

Howatd_Mplinger sounds a similar note in discussing qulfs" that

separate social studies "leaders"lin quotes because he doubts the

reality of-their leadership), academic scholars, specialists, and class-

room teachers. He writes

The leaders spend their time ,cooking op)new problems for
teachers or dreaming up solutions to/Problems teachers
don't confroni. A vivi,dexaTple of a teacher's non-
problem is one surrounding the definition of social
studies. College professors enjoy debating this issue
through articles and speeches and asserting that little
progress can be expected in social. studies until teachers
address'the issue. 'But for high school . . . teachers;

the definition of social studies is not a major concern- -
or even a minor one (Mehlinger 1981).

Jhe.Illinois case studies confirm that social studies teachers have

more pressing matters to think about than rationales, goals, objectives,

and other matters that concern social studies theorists, such as scope

and sequence- and the relationship of social studies to thesocial

sciences. 1.

An Optimistic View; or What to Do

In a stern address in 1976, JamesShaver, then President of NCSS,

lectured the social studies profession on "our mindlessws." He quoted

Charles Silberman's .Crisis inthe Classroom (1970, p. 379, ital ,s

Shaver's)':
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"(W)hat is wrong with elementary and secondary-education
. . . has'less to do with incompetence or'indifference
or venality than 'with mindlessness."

Silberman goes onto define "mindlessness," by implicaT
tion, as lack of thought about "purpose, and about thei,
ways in which techniqdes, content, and organization ful-
fill or alter purpose" (fiever-197-7c-T-pp. '°301-302).

A case can be made for viewing social studies as a mindless, dis-

jointed morass, in which the varioug players are engaged in exercises

that are largely unrelated to each' other and have a negligible and/or

unknown effect on what students learn.. But, while there may be truth in

that position, it is much too extreme. Many resources are at hand:

wisdom old and new that can be mined from a century of critical and crea-

tive thought and literature about social studies, and many dedicated

people, at all levels of education, who have hope and energy for con-
.

tinued improvement in social studies including,-perhaps, the courage to

strike out in new directions. The purpose of this section is to suggest

some of the resources- and directions that educators should consider as

they think about the rationales,.ioals', and objectives of social studies.

1. Recognition of realities. The barriers to thoughtful, coopera-

tive, and continuing work on rationales, goals, and bjectives as a part

of curriculum planning are formidable:, everyday du ieg, commuqity pres-

sures, Jack of continuity in planning rpfforts, organizational and aca-

demic jealousies, and much else. A pogitive approach requires recog-

nition of these realities, so that the modest 'progress that can be made

will not-be subverted by the realities. It also requites that the scarce

case ---stird'res---illustrate__one kind of poor usage of resources--setting

resources for thinking and planning The Illinois

teachers, to work on tasks in which they do not believe; in this -case

writing behavioral objectives and constructing accountability procedures

(Stake and Easley 1978, pp. 1:114-125, 121-122). While participation is

an important part of curriculum planning efforts, it can be worse than

useless if participants lack the required time, interest, or ability.

2. Commuzlication., While there-may be a regrettable lack of com-

munication and integration among the differenteacts and actors on the

social studies scene, opportunities for communication-are many; better

use of the existing opportunities would increase, communication even more.

78 65

4



There is communication within schools, in inservice programs, in profes-

sional meetings, in many informal contexts, and through journals and

books. The participants n these many forms 'of communication have a.

great deal of collective academic learning, experience, folk knowledge,

and common sense, all of which could, be better mobilized'for a continued

effort to improve our thinking about rationales, goals, and objectives

as means to better curricului planning and implementation.

3. Publishers. The importance of 'textbooks for classroom practice

has been documented by Stake and Easley and others. While eextbodks may

give lip se vice to high-level generalizations about rationales, goals,

and objectives espoused by social studies theoreticians, the content of

texts is not closely related to most of.those goals. It is most closely

related to low-level knowledge goals. Publishers produce what teachers

on, textbook committees are willing to buy, and teachers are generally

willing to buy only the kinds of texts they have been accustomed to

using.

Mehlinger (1981, pp. 252ff) describes the "gulf" that separates

classroom teachers from social sttpies "leaders." Publishers and

teachers, on their side of the gulf, attend to'what the teachers are

willing,to use, rather than to what "leaders," on the; other side of the

gulf, say should be containedviir,..4xts. Perhaps ene of the most useful

things that can be done to improve social studies is to improve communi-

cation among classroom teachers, textbook publishers, and social studies

theoreticians--on the basis of democratic participation by all three
A

groups.

4. Use of history. Many'efforts to improve education go forth

without sufficient knoWledge of previous similar, efforts., Hazel Hertz-

be .(1981) has prepared for Project SPAN an overview of social studies

forts-that_goes far toward enlightening us about previous change

efforts. Readers can learn much about the work-of-xeformerS who could'

have profited from knowledge of the failures and successes, of previous

work.

5.-N.Use of guides to curriculum design. We are not lacking in well-

thought-out guides to how to design curricula and the place of

rationales, goals,. and objectives in such designs: Reference to these

should be a part of any curriculum improvement effort.' Useful contribu-

4,6.
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tions to curriculum design have been made by Tyler' (1950), Taba (1962),.

Doll (1970), Davis and Haley (1977), an\Pratt (1980).

6. Work with rationales. Despite he difficulties and seemingly

esoteric nature of rationales, they shoul8 not. beneglected. Much is

known that Is not being used about the natte of students, society,

knowledge, values, and learning. Whether sporadic and piecemeal or

integrated and holistic, efforts to improve and use rationales should

continue at' ll levels of social studies education.

7. 'Concep'tual structures. The concepts and structures of knbwl-

edge are sometimes pictured as a fad that came and went with the new

social studies. But concepts, structures, generalizations, and .theories.

are the organizational bases for all knowledge--of history, .of the social

1"../ sciences, of social studies, of education itself. They are the basis

both for the organization of all knowledge into meaningful patternS and

for the intelligent selection of those small portions of all knowledge

that can be incorporAted-into a particulal. curriculum.

8. Alternative patterns of scope and sequence. The proliferation

of new subjects and topics in social studies has brought about a renewed

concern for the whole pattern of social studies--its scope and sequence.

Although some changes in scope and sequence have occurred over the

decades, as described by Wiley (1977) and.Gross (1977), the basic pat-°

tern has remained much the same nce the 1920s (Superke, Hawke, and

Morrissett 1980; Jarolimek 1981) Much of the "current distress with

the state of social studies is at ributable to the presisures exerted by

the process of adding new materials and objectives without removing

others. But the problem.a/so stems from the antiquity of the dominant

pattern of the socia1,4tudies curriculum, which probably is?not as appro-

priate,for'the 1980s as it may have been bor the 1920s. Recent calls

for a reexamination of, scope and sequence include those from Schneider

(1980) and Mehlinger (1981); NCSS has established a Committee to consider

the problem of scope and sequence. In such an undertaking,°it is eesen-

tial__Ihatcareful consideration be of the current,

dominant-pattern, (2)an-al-t-etma_ tive2attern. or patterns, including

radically different patter ns, and (3) the'possibifitl-Of-coexistence of

two or more patterns that differ substantially from one another.
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'9. Interdisciplinary work. Despite the dearth of attention given

to relationships among the disciplines by the college and university

community, precollege social studies educators are forced to think about
-z_---

the relationships among the disciplines awl have in fact thine much to4
relate the disciplines to each other, however ineptly. This' work must

be continued within the social studies, in the context cf.formulating

and relating rationales, goals, and objectiyes to the curriculum. Dif-

ficult as it is to construct an intellectual base for this effort, some

resources are available, including, for example, the work of Alfred Kuhn

(1974, 1975), Lawrence Senesh (1967), and Kenneth Boulding (1973, 1980,

1981).

10. Probable futures.
-
Quite a few materials have been written

about the future as a special'topic of study in social studies. Much

less has.been written about how the-future will affect social studies,

but this is an important .focus for social studies educators. The content

ofosocial ataclies_abs/uld_shange, not only to bri 4.-

the world today, but. to prepare them for changes in the future. Even

more important may be the possible future changes in 'th4 methods of idu

cation, includira social studies. The revolution in electronics, for

example; ia.aiMost certain to bring about radical changes in methods of

teaching and learning--perhaps in a few years, certainly within a hun-
t

dred years.

11. A national commission on the social studies. Hertzberg (1981)

has reviewed the history of committees and commissions that have worked

to reshape social studies during the past century. The last such major

effort was the so-called "Heard Commission" of the 1930s. Since the

1930s, there have been occasional calls for another such effort. In

1961; for example,,the NCSS,in'cooperation with the American Council Of

Learned Societies proposed'a "commission to evaluate the place of the

social studies in the schools and to make recommendations for improving

the social studies program." A proposed agenda for-the commission was

laid out by Alexander Frazier (1962) in the March 1962 issue of Social

Education and included the following charges: "Updating of content . . .

re-emphasis on disciplines . . . (including) the search for relation-
, ro

among the social studies -. . development of new frameworks .

attention to-itegIected_fields . . . handling of "practical _problems : .
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ask old questions once again_.:. . What, does it _mean - -to be fully:.

human?. . . What can be done-to help man everywhere become more human?"

Most recently; Howard Mehlinger (1981) has made anotherjlea for.ta

national commission." /

Such a commission, might bear fruit, but.the dangers of wasted

resources and bland outcomes are great. The results of past efforts in

.

terms bf impact on school practice have, for the most. part, not been

encouraging. The oft-mentioned 1916 report on social studies (Dunn 1916)

was not the result of a single-effort, but was built on ehe preceeding

work of 20 years or so; its apparent impact may be attributabl. e, to the

unique historical circumstances in which it occurred. It is Atable:

land perhaps discouraging, that the "the Beard Commission," Which probably

had at its command the greatest economic and intellectual resources_of

any such effort, ended in profound disagreements among the participants

and had little apparent effect on social studies classrooms.

7
Afterlearningthese-±lessons fsem--history,-a-natlonal_comm4Rsino

4,

O

0

might turn its attention to any of all of the other tasks outlined in

this section--how to marshal resources for progress- in educational

improvement in-the face*Of institutional realities; how to improve com--
,

munica tion in the profession; helping to lay the basis for an improved

set or sets of rationales, goals, and objectives, including needed inter-
...

disciplinary work and the improvement,of curriculum design efforts; con-

sideration of the effec,ts of probable.4utures on social studies content

and,methods; making social studies improvement efforts more continuous

and cumulative; and facing,the great problems'of implementing new lidead,

methOds, and materials.,

12. Continuity and cumulation. In perusing jogrnals in the natural

sciences, one is impressed with the cumulative nature of knowledge..,

Typically, authors are faly.liar with the relevant literature, one.article-

builds on another, and'new nala are Seldom attached to old ideas just.

for the sake of novelty. , Such is pot the ease- in the literature of

social studies and of education in general, where cumulation and contin-.

uity are often lacking. The reason's ,are many and ulay'Also apply it

various degrees-to ether areas of knowledge. TottMost-smong.tbese is
_

the ,external pressure to ,publish and the associ4ed ,thiernS1 desire to
/

.,J,

lengthen One's vita'. These pressures often result in, attacning new_
,

names
- , -

, ...

,
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to old ideaeand the publication of trivia. The pressures may-be accom-

panied by unwillingness to build on the ideas of others and to* accept

the contributions of others arid, perhaps,)y a dull.suspicion that, in

any event,,,real progress in education is not possible. Mechanisms for

making research and development in social studies pore continuous and

cumulative are needed at all levels--in the school, the district, the

state, and colleges and universities. Perhaps a major Cask for a

national commission would be to monitor social studies publications in a

, search for cumulation of knowledge.

13. Implementation. It is a long way from the ,construction of

rationales, goals, and objectives to curriculum materials to classroom

implementation. .Probably-the most important lesson to,be learned from

the history of efforts to. change the social studies is that persons

involved in those efforts have given insufficient attention to the prob7
.D

lems of ilplementation and to the extensive,literature that throws light

on those problems., Attention must be given to all the links in the chain

. from'rationale to classroom practice, which means tackling a diffiCult

intellectual, task, accompanied by

available knowledge about how to

Included in the recent and useful

the studies by Havelock (1971),

- McLaughlin (1970:

patient efforts directed by the best

bring about institutional changet.
- :

liierature on educational Change are

Sikorsk*(1976), and Berman and

These admonitions make up an extensive and+manding agenda, hut

one that,can be useful'in bringing work on rationales, goals, and objec-'

tives into a reasonable relationship With educational practice, even

when aleavailakle resources are meager. Perhaps the most important

admonitions are to keep in view the whole prOCess of educational Change,

to relate one's effortsto the whOle process (which does-nOteao tackll
.

ing the whole process at once), to work fbr continuity and cumulatiori in

whatever efforts are made, to be realistic,'andAO take satisfactionin

,small bits of progress. 4

.Research Recommendations.

4

Chir analysisindicites.that there may not,h'i a close relationship-

between some_ the .links in* the chilli that leads from thebroa& p-
.21E.

-

4
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' poses of social stddiei education to the classroom execution of those

pUrposes. The finks ±n the chain are

I. ,Hationale: 'what are the most basic purposes of Social studies

-education, and how are those pu4)oses shaped and limidby knowledge or

assumptions concerning the nature, of individuals, society, knowledge,

values, and, learning?

2. Goals and objectives: what are the general goals and specific

objectives to be accomplished?
.

3. Curriculum planni4: what are the pattern of content and pro-
)

.cesses that will implement the goals andobjectilfres?

4. Curriculum materials: what materials will assist teachers and

students accomplishing the goals and objectives?

5. Classroom activities: what actions of teachers and students

are undertaken to accopplish the goals and objectives?

Good educational theory would indicate that these links should be

closely.and logically related to each other. Our knowledge of the facts

indicates that the relationships among some of these elements are neither

close nor logical.'
%

In view of the fact that considerable effort is expended on each of

theie steps in the:educational process, with the possible. exception of
.

rationale, and that a.lack of close and logical relationships among the

steps may be an irifortant hindrncesto the,accomplishment of desirable

outcomes, we suggest a research agenda addressed to the following ques-
\

.tions:

I. How do rli participants in'social studies education--teacheTs;

chairpersons, consu tants, curd.° um-planners, school administrators,%1

,professors of education, and curriculum theorists--perceive each-of the,
-)

fivp links and the relationships or lack of relationshipa_amOng them?

2. Are these same participants concerned,a4oput a lack of rela-

tionships among the links and do they.feel
2,

that efforts are warranted to

bring about. closer relationships?
J5'.

3. What kinds of activities on; the part of any of the partici-

pants or of other agencies-would be feasible,and effective in- bringing

about closer relationships among the links?

A
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CURRICULUM ORGANIZATION IN SOCIAL STUDIES

By James G. Lengel and Douglas P. Superka

Introduction

After examining 26 yeato of social studies curriculum research and

writing, theauthor of the Ohio State literature review concluded that

"there is a lack of agreement as to what social studies really4"

(Wiley 1977, p. 41). A study of schools in California repdrted by

Riehqrd, Gross reached a summary finding that "there is no standard social

studies progtam ,in California.°The one honest-aner-is the- curriculum

varies" (Gross 1977, ,p. 195). In this same survey, 'a majority of

respondents indicated that "a well-integrated scope and sequence just

does not exist" (Gross 1977, p. 200). A common report from .the Case

Studies in Science Education vas, "the field observer could find no

Underlying and unifying principle in the social studies curriculum at

the, site" (Stake and Easley 1978, p. 13:31). Th?se findings seem to lead
-

to the, conclusion that there is no common social studies curriculum 'in

the nation's schools.
4

In fact, a multiplicity of topics are taught under the rubric of

social studies. In'local and state curriculum guides, NCSS position

papers,, and school course offerings, one can find just about every topie-

there is. From the three NSF studies alone, one can conclude that social

studies curriculum content includes: school, community, home, self,

families, neighborhoods, comilknities, state history, world geography,

American history, world.cultures,.civics', world history, problems of

democracy, sociology, government, psychology, economics, Europhan his-

tory, sex edUcation; honk living, intergroup, education, driver education,

guidance,. ethics, philosophy, humanities, student development, free

enterprise, communism and totalitarianism, and consumer education.

Appendix A-4 of -the -Ohio -State literature review (Wiley 1977) contains

a nine-page, small-type 'listing of social itudies curriculum topics.

C.

-John U. Miehaelii and Jarrel cCrackhn provided substantial,

assistance:in the prepardtion of th paper.
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/ The definitions of social studies collected In this review indicate that

ocial studies includes anything that has to do with people interacting

ith ach other, with their environment, or with ideas. Is there any
A

thing that's n included in _that definition? The curriculum call d

social studies appears to be anything and everythini.

Even though a convincing argument can be made from this evidence

that the social studies curriculum is charadterized by
4
extreme diversity,

lack of focus, and'ew if any commonly-held structures, other findings

of the studies show A remarkable uniformity in. the way social studies

topics and course titles are organized on a K-12 basis throughout the

-nation. Wiley,_for_example, observed that:

Throughout the nation, there have.been fairly un rm ,

.course and credit requirements at the secondary level
over the fast 20 years (Wiley 1977, p. 30).

Similarly, the authors of the Case Studies in Science Education con-

cluded that, in 1977:
9

The country had--not a nationally imposed curriculum--but
local acceptance'of a,nation-wide curiiculum. . . . The

formal curriculum the school district offers was almost
constant across the count y (Stake-and Easley 1978,
p. 13:1).

The chances are 'quite high, for insta&ce, that an llth-gradeNstudent .

moving mid-term from Phiradelphia, .Pennsylvania to Bakersfield, Cali-

fornia would still be taking U.S. 'history. Thus, although the theor-

, .etical boundaries of social udres describe a huge estate, the real

property appears quite

and topic level.

Th

mited and common,*at least 'at the course title

paper describes and explains the nature of social studies car-

riculum organization in the nation's elementary and secondary schools,

allo.best we can tell rom'existing research and the collective knowledge

and experience of project staff and consultants. We ident'lfy and

describe the dominant pattern existing in the schools, as well as some

systematic and unique variations. The paper also includes a discussion

"ol articulation between and within elementary and secondary levels. rWe

conclude by 'providing a suggested list of:further research questions

that would help clarify and:eXtend these findings and by offering one
1

possible explanation for why the doininant pattern is so wideSpread.
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Elementary Social Studies, Curriculum

0

The dominant pattern of curriculbm organization for elementary

social studies (K-6) is the "expanding environments" framework.. While

precise figures are not provided in the NSF studies, we haye concluded

from extensive examinations of,local and state curriculum, guides (Wiley

1977, p: 31; Sutton 1976 , Project SPAN and other analyses of the most-

used elementary social
!

siltudies,textbook programs (Weiss 14978, Aiipendix,

p. B46) the observations and conclusions of the CSSE researchers (Stake

and.Easley 1.08),:".descr ptions provided in elementary socidl studies

methods*texie,(arE., -dad Allethail-BrookaI-19-79, pp. 11-40;--141haelis

1980, pp. 16 -19); and t Widespread'experience and knowledge of the

SPAN staff and tonsultan s that the overwhelming majorit5i'offelementary,

based, on the following sequence of courses:social.Studied programs
.

Kindergarten - Self, Home, School, and Community

Grade 1:- Families

Grade 2 - Neighborho ds

Grade 3 - Communities

Grade 4 -State Bistoty and GeographiC Regions'

Grade 5 - U.S. History- , 0,

Grade 6 - World Cultures (Western or Eastern Hemisphere)

Thia-"expanding environments" pattern'iabased on,tfie notion that

social studies content should-begin 'with the immediate' environment of

the child (self, homeotschool) and move outward'to the community "estate,

nation; and beyond. According to the Ohio State literaturtfreVi , tilts -.

:.

_pattern has predominated thrbughout the past 20'years (Wiley 1 770
.1,

p. 31), Using the term ,"eXpandingcommunities,': it was most _clearly-,

'elaborated and explained by-Hanna (1963), bgt4its rots trace back td a

report/on elementary-social studies'issued in conjuction with the seCon-i

dary-level:-Report of the ComMittee on Social ,Studies ih.190 (see Dunn

1916, p. 12; Ilorrissett 1980, pp *. 8 -10); In the past several decades,

h6Wever, /changes have takenTlace within this fiamework. MoSt curric-.
. _

glum guides and textbooks no longer restrict instruttion-to a single.

area.. -Rather, comparative- Studies are included so that students have

_opportunities to ago beyond their community, state,'an4 nition-eci'giCa

view a, ways-,of IiVing in other places in the United States and tile .,,

y I
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world. In addition, concepts* from the
.

social sciences have'been intro-

ducedduced in the primary grades as well as the intermediate gradesthus--*

adding a new dimensi,pn to the curriculum (Wiley 1977 p. 32). But

"topics," usually defined in terms of places, remain the dominant organ-.

izers of elementary school social studies curricula. t

In the primary grades (K-3), perhaps the most significant current _

,trend is the decreased attention being given to the social studies cur-

riculum. About two-thirds of the K-3 teachers in the RTI survey indi-

cated that inadequate time to teach social' studies was a significant

problem (Weiss 1978, Appendix, P. B129). .Primary teachers in that study

also reported that they averaged only 20- minutes -per day of social

studies instruction compared with 40 minutes for math and 95 minutes for

%reading (Weiss 1978, pp. 50-51). Field observers in the Case Studies in

Science Education and many district people today report even less time

N.g., 20 minutes per,day, two or three days per week). In many dis-
,

trictS science and social studies, compete with physical education, art,

and music for ,a daily period. In someschools, thetwo subjects are not

even' taught at the primary grades (Stake and Easley 197'8, pp. 5:9, 7:7r8,,

11:47,..and lr:1-31): Gross reported that fewer than one-third of the

K-5 teachers'in several Florida studies reported positive attitudes-
,

toward social studies and fewer than one-half taught social. studies

regularly (Gross° 1977, p. 198). District surveys in Montanaand?Cali-

fOrnia indicated that 70 percent or more of the K-4 teachers were doing

little or nothing with social studies: Surveys in two ,Colorado districts
, .

reported that primary teachers Were spending about one hour aweek on

social studies (Gro 1977 p. 198). Publiihers have reiated that their

sales; of social studies textbooks- and Other materials ar the primary

level "have declinedy.significantly" '(Joyce and Alleman-Brooks 1979,

p. 16).

Amajorre'ason-forthedeclineandperhaps: threat' of disappearance

of primary social studies is the renewedsattention to "basics" such as

writing,writing, and math.,, Since this trend has probably,acceierated

in the past three years, it> i8 very likely that attention to social

studies at. the primary grades in 1981 (ah this is.being written) is'eveh

,less than reported in those 1976-1977 studies. Some primary teachers,

however, claimthlix considerable Social studies content is taught in

"84
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reading, language arts, and heplth. They contend that-the topics of
, .

readers and .the'Content of writing. assignments and values exercises often

include family, self, people with diaererit ethnic'and cultural back-

grounds, personal decisitns, and othe'content areas closely related to

social studies. Research is, however, needed to confirm the extent and
4

nature'of this'possible trend.

In schools which do. teach-Social studies courses at the primary
. ,

grades, what specifically is being taught wialin'that-general *expanding

enviionments framework? The followirig.topics and themes are typical of

those taught in primary social 'studies programs:
/

.

'Kindergarten: Self, Home, School, Communitydiscovering
myself (Who -am I? How am I alike and different from
others ?), school Xmy classroom, benefits ofIschooi), 0

working together,'living,at home community helpers,
0.. children in other land 's,' rules, celebrating hplidays,

' working and playing safely.'
,

,Grade 1: Families--Family membership, recreation, work,

.
t.

Cooperation, traditions, families in other cultures, how',
.

.,

my family is alike and different f others,thers, family

--7'responsibilities, my senses and feelings, the,faMily at

,work, our school and other schools, and national holi-

days. . .

',Grade 2: Neighborhoods--Workers7and services in the

neighborhood, food, shelter'and clothing, transportation,
communication, living in different neighborhoods, my, .-

'role 'within the neighborhood and coft,unity, changes ill
bly,peighborhood, neighborhoods and co...unities in others

.. -

cultures, farm and city life, and pro.ecingOur.ehviron.-'-
.

° ment./.. J
'. 2,

Is.
,

4
Grade k Commulpiti --Different kinds of communities,
changesin communiti s, community government, community.

services,,communitie in other countries, cities, careers
a )

in cities,utb-an iiroblem5, business and industry,
pionpers'a0 American Ink,ans, and communities pastand

, Is lat,
present.* -k".

f..,\ *-

, ..

.- .

. a

. .

- This list of illustrative'topis and the following one for grades
.._

4=6.were'baseeon an examination of previous.- nalYses of, topics 4n Wiley \..
,

q977, Appendix, Pg.''241-25; Joyce, andAlieman=Brooks .19794P. 1748; ., ,

Michael,is -198Mpp.. 16-19;., Welton and Mallan1.06;A).. 106; and ananalY--,

. sis of recent:textbooks,by. SSEG staff. -- '

pp
pz

.

4 4
,

Y i ..
'.

,-"4....4 '
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J8 \5 op ,
,5

. . ,



Several observat tons can be made from this look at primary-lVej.

?irst, the topics are generalized and non-

, specific. Firsi-graderS across ;he country, for example, study families

but not necessarily the same ones. While one class is studying a family

in Appalachia, another may be studying a- family-in Chicago Or Japan.

social studies topics.

Second, as indicated in the Ohio State literature review (Wiley 1977,

p. 30), primary social studies -coursestoday, more than- those in the

past, emphasize. Urban life, multicultural studies, and comparative

studies.

Finally, the basic '.'expanding environmente--pattern isinterspersed

with.recurring traditional topics that don't necessarily fit into the

expanding horizons concept: for example, national holidays, celebra-

tions, "great Americans," school rules,, and American Indians. These are

a regular part of the social studies curriculum at primary and even

kmtermediate iev'els, though often left to the discretion of each teacher.
,

Similarly, topics of special interest such as law=related studies, eth-

nic heritage, women, an'd careers, are often added to the elementary

social studies experience by the ldcal district or the teacher. Many of

these areepeated year after ya44 in eactrstuaent's experience, and are

Iten treated separately from the stated content area for the year.

Social studies caurses'in the intermediate grades (4-6) extend the

"expanding environments" sequence begun,at the primary level to state,

nation, and world. But there are several imporkant differences between

intermediate and primary social studies. First, in grades 4-6 social

studies does riot appear to b e an endangered species. It still does not

receive the amount of'attention that reading and math do, but the dish,
4 .

parity is less--34 Minutes per day for so5,lial studies compared with 51

minutes for math and 66 for reading (Weiss 1978, p. 51). 'The decline in
.

social studies textbook sales appears to end around the third or fourth
. ,
grade, and teachers and administrators seem to view social studies

\

especially'at th fifth and sixth grades as a. stable part bf the elemen-

tary
: .

tary Curriculum. ecand, beginning to fourth grade the topics Become
4

more defined, so that most students are studying the same geagkphic
.

regions (e.g., Canada, Latin America, and Japan) and certain aspects-of

U.S. history (e.g., exploration, colonial living, and westward expan-

sion).' Finally, historyand..geography receive a much stronger emphasis

-7t
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in these grades than at the'primary level. Examples of topics typically

taught in social studies at these grades are:

Grade 4: Geographic Regions -- Different world regions;

people of the world, climatic regions, physical regions,
population, food; State History-2problems of our state,
our state government, state history-, people of our state,
state laws, roles of state workers.

Grade 5: U.SI History- -The first Americans, exploration
and discovery, colonial life, westward movement, War
Between the States, immigrants, the Roaring' Twenties,
lifestyles in United States, values of the American
people, our neighbors, to the North and South,'United
States as world power, great -American leaders.

Grade 6: World Cultures/HemispherespOlitical and
economic systems, land and resources, people and their
beliefs, comparative cultures; Western Hemisphere- -Early
cultures of South America, the ABC Countries, Central

`American countries, CanackaMexito.,,historical,begnnings
-*;

of Western world; Eastern HemisphereAncient dieeceand,
'Rome, Middle Ages, Renaissance, Middle East, Europe, ,

Africa, India, and China. ,-o

. .

While these topics exemplify content in typical intermediate-level

social studies today, soLial.studies hlas not been uniformly stable in

these three grades over the past decade. Wiley notes that while geo-

graphic regions seemed to predominate in 1970, by 1975 state history

became the main fourth-grade course in many districts (Wiley 1977,

p. 301. Textbook analyses indicate' that-map and globe skills have

recentiY. received renewed attention: especially at fourth grade (see the
.

Patrick with Hawke paper in this volume). .The.fifth grade has been more

stable during-that ten-year period, with a continuing.U.46. history focus.

Wiley notes, however, that, a more "presentist" orientation to U.S.

society characterized many programs in' 1975 (Wiley 1977, ,p.'30).

Finally, _social studies at grade ,six appears to have undergone and is,

still undergoing the most change. While the Western hemisphere) espe-

cially Latin America and Canada,- predominated in ])70, a world cultures

approach, drawing more on anthropology and other social sciences, was

domi_nant_b3 -1975 ( Wiley 197 p 30)--.--wOrdd cultures orientation .still

appeared common in 1980, but some schools offer a sixth- and seventh -

-grade sequence of Western and Eastern hemispheres in either order (Joyce

and'Alleman-,Brooks 19P9, p. 19). Reflecting this situation, one pub-

1-
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lisher is curreftly offering two texts for grade 6- -one oniLatin AMerica

and Canada and One on the Eastern hemisphere, A

Thns, at the elementary level the "expanding environments" frame-
%

- w ork continues to predominate, but some specific changes in...content have

occurred. Moreover, the eistenc+Ae,and.degree of prevalence of social

studies courses is not uniform from K to 6. Many schools have only a

minimal primary social studies program. In addition, the specific

courses at fourXii and sixth grldts vary more among two.or three alter

natives than do the ?fifth-grade courses: "Topics, however, usually

defined a$ geographic places, ain the dominant organizers%for the
. ,g.,

...4., dlemelltarysodel udies,cur 'cuium'.
- .

, -. - A , s. .

:

I;

1 9

',.4. A ,

'r -
SecociderY

V
Social. Studies Currilculum.

i . . .

s. ' 3 -
,

t

*---
. . ,

In J916 the Committee' on Sbcial Studies of the Commission on the

'
IReOrganization'Of'Secondary Education recommended generally the f011ow-

%
:1 ing sequence of sociaistudie .

courses: Grade 7--Geography/European
P

History; .brade 8--Atherican Ifistory;' Grade 9--Civics; ,Giade 10---:European'"

. .

Histoi; Grade 11-1-American History; and Grade 12--Problems of Democracy
. ,

(social, economic, and political) \.....(Dunn 1910, p: 12). This secondary

:

m

pattern' might' be characterized as two cycles of "contracting environ-
k ,ft-justification

ments." The major -justification'of- the4committiee for this pattern of

organization is revealed in the following quotation'from their report:

. 4

/1

rillie course of social 'studies proposedfor the years'.
.

7-1 constitutes a cycle to be followed by a simil4r

:
cycle'in e yeat's 10-12, and presumably preceded by

--,
, .

another imilar cycle in the six elementarygrade..

This grouping . . . is based-chiefly upon the fact that

., . .

large'nuMbers-of children complete their schooling with

. ,-
the sixth grade and another large contingent with the
eighth and-ninthgrades (Dunn 1-916, p. 12).

This two-cycle patVerd, then, was conceived at and for a time when
,. . .,

. ,

few people graduaed from high school, when large numbers of immisxants _

had come ,to America, when the country was close to entering World War,I,

and when historians triad a very, strong influence on the social studies
.

.

profession. This pattern-is believed to have been fairly common already
. .

1

in 1916, By 1924 one-third of the high*schools follow&J this course
1
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structure. It soon became the dominant pattern for secondary social

studies curriculum organization in the country (gertzberg 1984,

pp. 35-137).

Recent data frOm the NSF studies and elsewhere -indicate that

although some, changes in this curriculum, pattern have occurred in the

at 60 years, and despite the tremendous changes in society that

occdrred during that time, the dominant structure of secondary social. ,N

studies courses today isremarkably similar totftat -1916 pattern. coic

'sideying in one 'breath what ;tees require, what students e'roll in,
.

what teachers teach, what schools offe,.and.what state,and local guides

say, the following. pattern of'soci'al studies courses (with some revers-
.

als in order and some differences) . predominates today:

Grade 7'E World Historynultures/teography

Grade 8 -

Grade 9 - World Cultures/History or Civics /Government

Grade 10 - ,World Cultures/History

Grade 11 - U.S.History

.Grade 12 American -Government and-Sociology/Psychology

This pattern reflects several changes from the 1916 scheme. European

history has been broadened 0 world history, which includes the history

and culture studies, of Africa, Asia, and other areas. Ninth-grade civics

has given some ground to world history and at the twelfth grade Problems

of Democracy ha§ become American government, with many schools also

offering social science electives such,as sociology and psychology:

The pattern of topics and course titles that makes up this,current

common curriculum is evident in a l'ariety of'sburces. The National Sur-

vey in Social Studies Education compiled by the Virginia State Depart-

ment of Education (Sutton 1976) describes the legal requirements, rit-

ten recommendations, and most consistent patterns of social studies

courses in all the states. Virtually all of the states,re port curric-

ulum organization inierms of course titles,' most of which fall into the

typical pattern. For example, 74 percent of the states require a year

of "American History" or something with a similar'title in grlde 11 or

thereaboLits; "World History" or its $equivalent is also required in high

school by 44 percent of the states (Sutton 1976). State requirements

are hot the only determinant of the socialstu'dies curriculum, but they
a

do serve to set a pattern which.lis confirmea'by other data.
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The RTI survey of local and state social studies offerings and

requirements revealed. that 93 percent of secondary schools offer

"American History" in the 11th grade'or"thereabouts, and 81 percent of

the districts require all students to take the course. Seventy percent

of schools offer "World History" and more than 60 percent offer "American

Government." More than half of those offering government make,ii.a

.3 required course (Weiss 1978, p. 26, 54). Nearly 60 percent of high

school social studies courses are year -long in duration; about one-third

are semester courses (Weiss 1978, p. 65). Presumably, the 12th grade
..

.

accounts or most'of the semester courses, with,'bne semester of govern-
.

went and dhe semester of social science offered. At the junior high

level, more than 80 Percent.of.the,social studies courses are year-long,

with U.S. history as the most prevalent course (Weiss 1978, pp. 64-65).

Table 1 presents enrollment figures from the RTI study that provide
A

a geheral. indication of the extent to which junior and' senior. high stu-
.

. dents are taking these social studies. Weiss cautions that these'enfoll-.

ment figures have standard errors that "tend to be quite large" and that

they "should be treated only as rough estimates" (Weiss 1978, p. 57).

The junior high courses, moreover, are identified in most cases merely

as "social studies." Data from a recent survey of classes taught by

secondary social studies teachers confirm the specific 779 course

sequence outlined above (Fontana 1980, p. 35).

Richard Gross' tabulation of high school social studies course

enrollments also shows a still-predominant 10:f1-12 pattern of,"World or

European History," "American Histor," and "American government" for
IV

most students in secondary school, but withincreasing competition from

"Economics'," "Psychology," and "Sociblogy" courses (Gross 1977, p. 196,-

198), Although Gross may have thought that _'the traditional pattern of

high SchOorsocial studies offerings, rather stable since the 1916 (DT)

Report . finally-been- ahatterie Gross 7977, ihe

t 1

results of the NSF and other studies show otherwise. The Dunn pattern

may been shaken a bit in the early- to mid-seventies
<(

the data-.

reported by Gross ire-from 1973 and 1975), with a trend towardomini-
.

`courses and electives. As indicated above, however,.'the more recent

data from the NSF studies show movement back to the traditional.pattern.

The treed shown,in the RTI and Virginia surveys is generally confirmed
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Table 1

TOTAL, ENROLLMENTS IN SECONDARY SOCIAL STUDIESCOURSES

rric,
mmi

C13
C3

1
eg:
$76°
4=SEII

rr-
tx,
,rr-

III. Social Studies Courses

Schools With-
Only Grades 7-9

Enrollment

Schools With
Crsdas 7-49

and.Higher
Enrollment

All Schools With
Grades. 7-9

Entollment

Schools With
Only Grades 10-12

Enrollment

Schools With
Grades 10-12

and. Lower

Enrollment

Al Schools With
rades 10-12

Enrollment

Social Studies, Grade 7
Social Studies, Grade 8
Social Studies, Grade 9
Sec. St., Grades 10-12

State History
U. S. History
'World History
U. S.

`Government
Econotics
Ceography
Psychology
Sociology

Anthropology
Social Studies, kny Grade

Law
Amer. Prab., Contemp. Prob.
Psychology, Behavioral St.

3,294;015
'2, 788, 168

863,780
0

333,745
)92,g05
123,616
200,884

31,926
208,950

5,096

8,138

0

6,945.963

5,342
' -3,329

5,096

368,217
466,950
688,676
564,516

163,691
'2,725,093

1,077,078
749,252

538,296
310,048

,13015
''165,957

7 075,

2,097,926
17,418
54,818

359,648

;v

3,662,232

3,255,118
1,552,456

564,516

.697,436
2,915,698
1,200,694

950,136

570,222
518,998
341431Z
374,095

'

1;075

9,043,889
22,760
58,147,

364,745

-3..

0

0

893
198,498

24,769

1,480,114
660,967
673,396

243,197

88,152-
225,852
221,695

19,494
2071,973

48,829

48236
243,285

4'79,813

-531,163

890,999
,839,194

420,768
2,526,08
1,414,432
974,791

,439.335

495,185
453,986
525,622

71,820
2,754,543

44,531

160,597
458,813

479,813

531,163
891,892

1,037,692

445,537

4,006,291

2,075,399
1,645,186

v..-
682,532
583,337
679,838
747,316

- .

,91,314
2,959,516

63,360

98,833
.70)099

Sample H 212
7)f----

79 291 90 lit3
253....

(Weiss 1978, p, 60) -
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in the Ohio State literature

A-4; pp. 27-32

review (Wiley '1977, pp. 32-36 and Appendix-,

)_, the CSSE survey (Stake and Easley 1978, pp. P8:21-26),

a survey of publishers (Schneider ancr Van Sickle 1979, p. 464), and.a

recent survey of social studies teachers (Fontana 1980, pp. 32-38).

Nevertheless, there are some exceptio1 to this typical pattern--

variations in the uniformity of these dominant courses. U.S. histoq

courses in, the eighth and eleventh grades are Clearly the most pervasive
.

courses throughout the country. Since textbooks are used widely to

teach these courses and since the...most widely used texts are

chronological surveys of U.S. history (see the Patrick with Hawke paper;

in this volume), the great majority of U.S. history courses are probably

survey courses. Wiley, however, notes a trend toward inclusion of more

social, economic, and cultural content in these courses -(Wiley 1977,

pp. 30-31). She also observes that "some states and districts have made

the junior year course into 'American Studies,' emphasizing certain

themes and topics with less focus on chronology" (Wiley 1977, p. 33).

In addition, she notes that-"some schools . . . still offer.American

history as
as

two -year course because they feel that there'is too'much'to

cover in ode year" (Wiley 1978, p. 33). In some schools this two-year

sequenee.occurs in the ninth and tenth grades.

The latter pattern may help to account for another apparent excep

tion to the traditional pattern! Fontana reports that in a, recent sur-

vey of 550 secondary social studies teachers drawn from a national

sample, U.S. history i's'offered as extensively as world history/cultures

at tenth grade. Table 2 indicates that about the same number of sections

of U.S. history and world history/cultures were taught at tenth grade by

this sample of teachers.

Since the Fontana studies show that'65 sections of U.S. history

were also taught in the *ninth grade, it is possible that as many as one-

half of the tenth-grade sections are part of a two-year sequence. More

research, however, is needed to confirm this hyp2thesis an to further

clarify the relative emphasis of World or U.S. history at the tenth

grade.

Another variation in the general 7 12 pattern of courses is in It ate

history. ,The RTI study reported that 20 percent. of the states require a

course in the history of their state 'for high school graduation (Weiss

An
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Table 2

NUM& OF SECTIONS OF SOCIAL STUDIES COURSES
TAUGHT BY''GRADE LEVEL

0

"N-./

Course 7 9 10 11 12 Total

Americas history 67

American Government/Civics/
Political SCIAUCIV 36

Vorld,illscory/Cultures 96

Sociology/Psychology/
Anthropology . 5

*

Geography 107

Economics 12

OcherSocial Studies 77

329

23

6

0

21

39

63

80

104

4

37

4

40

121

14

116

10

16

9
f

,

21

321

42

43

41%4,
.

14

,9

50

23

134

19

56

13

33

41

926

331

384

119

208

19

268*

-

.

N*552 teachers

2305

4 Those secesdary social studies teachers also reported teaching 165

non- social studies courses.

(Fontana 1980, p. 35)-

1978, p.'23). Anotfie'r study indicated that 33 states require the study

of "the history Of the state and nation" and 41 state prescribeiipe

"study of state and federal, constitutions" (Henning et al: 1979, p. 36).

Weiss reported that nearly 700,000 students in "schools with grades 7-9"

were enrolled in state history courseWeliss 1978, p. 60).

Some variationg and exceptions to the typical pattern are due to

the grade-level structures of the Schools and to regional differences.

The pattern of social_studies courses offered can vary depending upon

school/grade organization (6-8, 7-9, 9-12, 10-12, and 7-12). Weiss, for

example, found that gchoOls with grades "10-12 only" were "significantly

mote likely to offer additional social studies courses such as psychology

and economics" (Weiss 1978, p. 57). Only 27 percent of theesthools

with grades 10-12 and lower" offered economics courses, while 65percent

of t.he
%

"10-12 only schools did. Similar differences were found fOr

sociology (52.percent to 74 percent) and psychology (41 pertent to 65

percent) (Weiss 1978, p. 54). This difference may'lso be 'related to

the size of the school districts. Presumably: more of the 7-12 or 9-12

schools were ;o9ated in small districts while the 10-12 only schools

were in karger districts.
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Regional differenCes may also 'account for some of the course pat-

tern,variation. Wiley (1977: pp. 36-41), citing several earlier studies,

reported a.number of specific regional variations: "American government

and sociology were offered much less in the Northea,st' than in. other ,

.

regions" (p. 40), "the South offered civics and state history more ofteri

than any other sections" (pp..36, 40), "the Midwest offered the greatest

,diversity.insocial studies courses" (p. 40), and "economics was taught,

less commonly in the schools of the South and the West than in-those of

the, Northeast and Midwest" (p. 4,1). Differences in course requirements

may account for some of these patterns. More Southern states have social

studies requirements than do states in other regions; 411 states in the

South require specific social studies courses for graduation while only

two-thirds of the North Central stays and three- fourths of the Northern

states do (Weiss 1978, p. 25). More than 80 percent of the Southern and

Western, states jrequire more than, one year of social studies for high

school graduation, while only 38 percent of the states in the Northeast

and 58 percent of these in the North Central region do (Weiss 1978,

p. 24). Similarregional,patterns of relquirements were found in science

and math, but the numbers were much lower. Social studies courses at

the secondary level are much more widely required by states than math or

science (e.g., 60 percent of the states the nation require more than

one yeariof s cial studres,,, while only' 21 percent of the states ,do

math and sci ) (Weiss 1978, p. '24).

Despite the variations and exceptions. noted above, however, the

general pattern of social studies courses is quite common throughout the

nation's schools. While the social sciences have undoubtedly,made some

inroads into the secondary social studies curriculum, the curriculum

still4has a topic-based organization dominated by history and government

courses.

Elementary/Secondary Articulation
O

We have just described, analyzed, and discussed the elementary and

s &condary social studies"curricula separately. This divisibn reflects'

fairly accurately how they are treated in the schobls, as indicated by

the fbilowing findings from the NSF studies:

le
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--"The anticulaliOn of the Social studies curriculum was found to,

be weak,at all grade levelsN (Stake and Easley 1978, p. 13:30).
,\

- - Articulation of curriculum across grade levels iseen as a prob-

lem by more than one-half of social studies teachers (WeisS 1978, p.

B129). ,

--Only one (of 11 sites) had made "some attempt'. . . to deyelop

and implement a coherent social studies curriculum in the elementary

hools" Stake and Easley 1978, p. 13:29),

--In only, one (cif 11 sites)' I'did we find indication of a sustained

-/ eempt#to effect articulAtiOn from elementary to junior high school

QI(s c1a1 studies" (Stake and Easley 1978, P. '-1-3129).

ittle concern was expreised 12.57 setondary,teachens regarding the
(

.teachi of social studies in the elementaryschools" (Stake and Easley

1978, p.-443:29).

To,be sure, many states and school districts have developesocjal

' studies curriculum guide \that do outline (at least on,paper) plans fOr

K-12 articulation Lased on RIther social science concepts, social studies

skills, or_ both., Thes NSF studiesdhowever, indicate lhat'most teachers

.ignore these guides: Articulation on paper has not generally led to

articulation in the clvsroom.

There are-many reasons-fox this lack of articulation between ele-.

thentery and secondary social studies. One factor certainly is the fact
(

that in most cases they occur in separate schools. This explains why

the Illinois case study researchers also observed little articulation

between these levels in science and math (Stake and Easley 1978, p. 19:

..This, hysical and cultural separatiqn of, the schools accounts for

much' of the difficulty in comOnication but there are qualitative dif-

ferences between eleme'ntary and secondary social studies that intensify

-this difficulty.

AS indicated earlier, social studies-is not considered an import -ant

part of the elementary curriculum, especially at the primary level. It

is considered and treated as an important part of secondary schools

1

(Stake and Easley 1928, p. 13:29). Moreover, social studies at the two

levels is based on different organizational schemes. The "expanding

horizons",concept of elementary social studies is based, presumably, on

some theory of child development, while.the sequence of secondary offer-

ings is based'on the "exit points" prevalent in 1916.

951
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The major difference, however, and perhaps the :one that determines

many of the others, is the diffelTnce between those who ,teach social.

studies at elementary and secondary levels. Most secondary teachers of
f

social studies teach only social studies.* They are required by the state

to be certified as sociaLltudies teachers and to prepare accordingly.
4V

Elementary teachers*, on the other hand, are predominantly wort nein

"self-Contained cll-S-srooms" where they teach reading,-math, writing,

good manners, recess, lunch, nap ptudies, science,' and ,

everything elsep-and it's often in that. order of priority. , Elementary

teachers. teach children; secondary teachers teach history;geogr4hy, or
, f

government. TifeiT elf-percepbions, iirofessi(adal turf, and raisons-
.

..

a. d'etre can onbw be vety different prom one another. Since a, common
. 4

finding of the.NST stuAks was that the teachee.is a prirmary determinant

of social tUdies education (along with ,the textbook),, it is fair,tO
ifir.

..

, . ,

. conclude that these qualitative teacher differences account for much of
.., . .3

the elementary4secon y "dleargiculation." .,_, 4 4

Thetremendous degree of teacherl/autonfty (Shaver, Davis, and bel-
.

.

i.
.

.
bur' 1979,,p-. 6) that exist'S'as also amajor-factor leading to little

*
.,..

articulation even'w4hin_the
0 i

A.
element4/1 ancNecondary schools. The '';

i.

..
. .

following selections tromthe Illinbis case,stddi.es illustrate the effect
4 ,., a \,..i

:of thisAiteacher autopohly 7-C-att'etipts to provide articulation at the
..

-sgcondary'lever% '

t /
An administratordescrlbei several U.S. history sections in 4 high

school: i,. ,I.

. .

At the end of the first quarter one teacher might be'
.

: teaching World Wail,..another the-,post -Civil War period,
,.-4.

and a third the Coluokbian period. Literalietrue. Now
_.../

. that is independence, that is intolerabn. When a kid

has to move from one course to another, he should move
from Jacksonian demparacy to Jacksonian democracy (Stake
and Easley 197B, p. 1:114).(''

A social studies teacher reacting tad,istrict pressure to conform
,

.

le

to the curriculum guid :

The pattern will be set and if the President is assa-ssiiN
ated, I'm not supposed to dwell on it if it isn't in the .

curriculum. his year when I get to'Rome in world his-

tory I'm goin to stay there ,a 'while. Why? Because I

am fired up' b,out it. It is neat because I have just

%

96 les

O



finished an intensive study of it." What will the behav-

ioral objectives say about that? Try to,write.eontent

objectives for,current events sometime (Stake and Easley

19A8, p. 1:115).

A junior high social studies teacher ina small rural district:

I don't know how Mrs. F. over at the high school does

it, if she teaches 'pre-or-post 1865, but I don't get

past World War I. I don't really follow the book. We

go right past the colonial period, skipping the first

two hundred pages. However, we do spend about two months

on the Constitution. This is important; if you learn to

play a game, you have to learn the rules. the Constitu-

tion fascinates me, especially since the school law

course,I studied recently. I bring in case studies on
constitutional law and-also recent ones like the Tinker

casein Des Moines (Stake and Easley 1978; p. 4:50).

Thus, at the secondary level the emphasis on discrete subjects (U.S.

history, world cultures, and government) and the power of the individual

teacher lead to little articulation from course to course and grade level

to grade level. This type of curriculum organization creates no pressing

need for a teacher'to try to "fit in" with what is taught.before or

after:, In fact, as the first case study selection indicates, teacher

autonomy even, tends to negate attempts to coordinate different sections

of the same course within a high school.

The to tt;iook is another significant factor affecting articulation.

Since textboo are developedtseparately for the various secondary social

studies courses', they tend to reinforce "disarticulation" at. that level.

At the elementary level, however, the social sgpdies, texts usually are

developed as part of a series--usually 1C-6, sometimes K-7, K-8.

requent1y, the series are based on some plan for the sequential devel-
...

opment of concepts and skills organized within the expanding environments

'framework. Since this framework has an apparently logical basis for

sequential teaching (from immediate to distant settings) and since text-

books

.

are written to fit Within this overall framework, there is probably

more real articulation within the elementary social studies currichlum

than within the secondary. This level of articulation, however, is prob-

ably not as high as in reading and math in the elementary schools,

We are led to one final comment about articulation- -both betwe

and within the elementary and secondary curricula. Some educators

believe that, unlike math and reading; the content of social studies



does/riot lend itself to sequential development and careful articulation.

Some even question the logic of the sequentially oriented."expanding

environments' pattern (see Welton and MIllan 1976; Joyce and Allemah.-

Brooks 1979; and Egan 1978). This then could be alfinarreason for

little articulation in social studies--there may be little basis or

rdtionalefor it.As this discusioh indicates, there is disagreement

among social studies educators as to whether K -12 curriculum articula-

tion can Or should be done. Based on the data analyzed by Project SPAN,,

however, there can be no disagreement that there is in actual practice

little. K-12 curriculum articulation` in social'studies.

Further Research

The findings on social studies curriculum organization presented in

this paper have beeh based on a considerable amount.of national research

that was available to Pro ect SPAN from 1978 Co 1981. Some findings

were also based on or supplemented with informal analyses, personal

experiences and knowledge, and the collective judgments of the SPAN staff

and consultant, We believe that' we have presented,the most accurate

and detailed picture of social studies curriculum organization possible

at this time. Further research is needed, however. Specifically, there

is a need to clarify and extend these current findings and to explore

some qualitative questions concerning curriculum organization in social

studies. Below we have listbd a sample of research questions that will

help, fulfill those need's and that we believe would be fijitful areas of

pursuit for social studies researchers. This list is by'no means com-
s

plete and comprehensive.

, 1. PreLsely how extensive and widespread throughout the nation

are the dom.nant elementary and secondary social studies pattern

identified by SPAN? For example: What proportion of districts have

this pattern? How many students experience this sequence of courses?

What exceptions to this pattern exist and how widespread are they? How

did they develop? At grade levels where several courses or'variations

seem to be prevalent (e.g., fourth, sixth, ninth, and tenth grades),

-1,1Tron of districts or schools has each course? As indicated

previously, one specific question that needs confirmation is the

prevalence of U.S. history at tenth grade.

,98 1 1 0
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2. What specific content is taught within these courses and how

is it organized and presented? For example: To what extent is there an

emphasis on facts, concepts, and skills? To what extent are chtono-
.

logical, topical, or 'other approaches used to organize the content in--

U.S. history courses? To what extent are political and military events

and social, cultural, or economic aspects of history stressed? How are

the fifth, eighth, and eleventh grade courses in-U.S. history similar

and different? To what extent are local history and law-related studies

taught? Inworld cultures, what areas are most widely studied? To what

extent is an historical vs. a cultural area approach taken in these

courses? To what extent do the topics Naught at the K-3 level conform

to or deviate from the expanding environthents'pattern? How closely -do

the specific topics taught ih elementary social studies compare with

those covered in science at the various grade levels?

3. What variations from the dominant K-12 patterPt of social

studies courses can he identified? Fox example: What alternatives to

.the-dominant-Km1 ZRAttern have h proposed and developed? How widely
-, *

--,i

and how are they being implemented? How,many districts, for example,

are teaching an introduction' to the social sciences at ninth grade?
a

What courses based on extensile community -based study exist and how
.,

widespread,are they? How widespread is a two-year U.S. 'history course
.

,

at the high, school level? To what extent and how are global perspectives
.-

being infused into social studies courses? What interdisciplinary

courses exist (e.g., social studies an .t English or social studies and

science)? How did they develop? What social studies courses and topics

are' taught in nongraded school situations?
.

4. To what extent is social studies content, especially at the

primary level, actually taught and discussed as part of, such other sub-

jects as reading, language arts, and 6ealth? For example: What social

studies topics; themes, and concepts are included in these other subject

areas? What kinds of questions and activities accompany treatment of
..,

this content in classrooms? To what extent are these questions and

activities focusecon developing reading and language arts skills rather

than on dealing with social studies content? To what extent are critical

thinking and valuing skills developed in relation to this social studies

content? What are the stated objectives for the treatment of this con-

1911
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in these subject areas and hdw do these objectives relate to stated

s ciarstudies objectives for that grade level?

/' 5. What are the implications for existing practices Of current

research related to curriculum organization? For example: What are the.
merits of different curriculum organization patterns (e.g., in terms of

teacher effectiveness and student learning)? What are the out omes

(intended and unintended) of district efforts to develop and implement

curriculum guides and what factors are responsible for those outcomes?

What are the effects on student learning of different amounts and kinds

of graduation requirements in social studies ?, What implications from

research on student development (e.g., cognitive, moral, and social) are

relevant to K-12 curriculum organization in social studips? Are there

examples of school districti that have a high amount of K-12 articula-

tion in the social studies curriculum? What positive benefits are gaihed

from this articulation? Why is, the current pattern of curriculum organi-

zation in social studies so dominant? To what extent is it 'feasible and
/

desirable to develop alternative curriculum organizations., for social

studies on a wide scale?

Conclusion

The social st,udies curricupm in elementary and secondary schools

today is organized around topics of study (places, 'continents, events,

and subjects) that were established more than 60 years ago. Some c4enges

in the content Of that curriculum have,occurred, and some variations and

exceptions to specific courses at particular grades exist throughout the

country. Generally, howeveK, the topics and courses and the order in

which they are taught are remarkably similar across the'nation. At the

elementary level "expa.nding environments" continues to be the major

organizer for social studies. At the secondary level cycles of world

history, U.S. history, and government or civics predominate. There is

little articulation between elementary and secondary social studies pro-

grams and little evidence of social studies programs being organized

around and actually taught on the basis of other possible themes, such

as,social science concepts, social studies skills, student developmental

needs, or social issues.
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Even' 'though there is no central legal or professional authoritX

diCtating the curriculum organization for the schools (as there is in

many other countries), the effect is the same as if there were one.

While-the dominant elementary, and secondary patterns today have their

roots in national commissions (of the National Education Association) at

the turn of the century, no agency of the federal government has ever

mandated them.

.In a United States authority for public education rests withthe

state . The ates issue some curriculum requirements and many suggested

recom endation but few states dictate a complete and binding K-12 scope

4 and.s quence. I '-most states the operation'of the schoots, incfuding

curriculum decisions,irfts pritarily with local authotities,school

boardS, administrators, supervisors, and teachers. Local authorities in

more than 16,000 school districts with sore -guidelines,and suggestions

from 50 different states have managed to establish a pattern of social

studies curriculum organization that is extremely similar throughout 'the

country.: Why?

It is beyond the 'scope of this paper to attempt a fullscale,

detailed answer to this question. Several factors working together,
.

however, do appear to be significant contributors to the existence of

this common patterns First is tradition. This dominant K-12 pattern

has existed for 20 years, 40 years, 60 years, or more. Social studies

teachers themselves were "run through" this pattern as students, as were

parents and administrators. Elements of this pattern have been

reinforced in state and local curriculum guides for many, years.

A second reason may be that few have offered compelling reasons for

an alternative pattern or patterns. Most of the "new social studies"

curriculum projects focused on developing a specific new course or

working within the existing framework, rather than on creating a new

K-12 curriculum organization. A number of states and districts today
. -

have, of course, written K-12 social studies frameworks. Most of these,

however, use the dAidant pattern even if they also emphasize concepts.,,

and skills.

States or districts that propose another pattern may have a cliff*

cult,time implementing it because' appropriate materials are unavailable- -

the third factor explaining the existence of a nationwide curriculum.

1'3
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Most social studies programs are based'on published textbooks. Most

textbooks have been written to fit into the dominant' pattern in order to

ensure a market. It is difficult for an individual teacher, school, or
s

even state to implement, for example, a ninth -grade souse in psychology

if the only materials available for that age level are civics and world

history texts. Likewise, it is difficult to convince a publisher to

develop a new psychology text for ninth grade when most of the country

is. teaching civics or world history at that level. Paul Goldstein, who

has made a critical study of textbook development by publishers, writes,

;'The surest, least costly way to succeed with new materials is to follow

the patterns successfully established by materials already in use"

(Goldstein 1978, p. 5).

As a result of these factors, individual teachers, schools, and,

districts in different parts of the, country and in different geographic

settings Are confronted with a common nationwide tradition, a set of

textbooks that reinforces 'that tradition, and few if any feasible or
1

better alternatives. The result, not surprisingly, is as the principal

investigators of the Illinois case studies concluded-,-"local acceptance

of a nation-wide curriculum" (Stake and Easley 1978, p. 13:1).
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-SOCIAL STUDIES CURRICULUM MATERIALS

By John J. Patrick with Sharryl Hawke

introduction

A curriculum is a course of study; it specifies educational ends
.

and means--goals and avenues to goal attainment--for teachers and'learn-

ers. Curriculum materials are the stuff of a course of study; they are

tangible educational.goods that embody day-to-day instructional activi-

ties.

Various kinds of curriculum materials are used'in schools,. Printed

materials aretraditional classroom stapAs. They include hardback

basal textbooks, supplementary books. of various kinds, softcover'work-

books, study prints, programmed instructional-materialsand wall maps

and charts.

During the past generation, various nonprinv materials haq fre-

quently been introduced into classrooms. These audiovisual media include

16mm films, 35mm slides, filmstrips, audio and video cassettes, and

records. In addition, there are "hands-on" materials such as artifacts

and models that can be examined and manipulated. .Various kinds of new

printed materials -- educational games and simulations and packaged ditto ,

masters--have also been introduced to the chools.
..../,

i
The basic assumption of this paper i that widely used curriculum

-
materials (especially, hardback textbooks) are significant educational

indicators. They reveal what the society expects students to /,earn and

what they are supposed to gloss over or ignore in the classroom. They

signify how teachers areexpetted to teach an4 how students are supposed

to learn. In short, prevalent curriculum m terials indicate the

society's eduqational values #nd modal teaching practices.

To what extent do curriculum materials influence curriculum 'plan-
. ,

.

ning, teaching, and learning in elementary. and secoP6ry school class-

rooms-?
;

This paper begins by examlekig,the uses of'curriculum materials

today--their importance in planning and Cafrying.out ext

John U. Michaelis and *Jarrel McCracken provided substintial.assist--
ance in the preparation of this paper. :

O
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is a look at main features of th'e most-widely-used. type of'material, the

bassi textbook. A discussion of°.how textbooks are developed and adopted

for use in schools follows. Then recommendations for further research
, . r

are outlined; the repoit ends with a summary and concluding comments.

Uee and Importance of Curriculum Materials

Curriculum materials, especially basal textbooks, are the founds-
. :

,ktions of instruction and learning in most social studies classrooms.

The most importait curriculum decision4that most teachers make is the

choice of a textbook. Additional curriculum planning and lesson plan-

ningtend to be determined by'textbook selection. In the majority of

cases, the social studies curriculum in gparticular course is, for the

most part, the concepts, faCts,Nattitudes, and skills presented in the

basal textbook used.
1

Dominance of the Textbook
Mk

Classroom activity revolves around the use ,of curriculum materials,

especially hardbacktextbooks. About 90 percent of classroom time, in

both elementary and secondary schools, involves the use of'Curriculum

materials. Most of this time (about two-thirds) is spent on printed

materialsmainly textbooks (EPIE 1977, pp. 5-6).

The use of printed materials--texts and other booksdominates

instruction across grade levels. John Goodlad's study of schooling

reveals the following: 93 percent of elementary students use textbooks;
s.

92 percent of middle school students use textbooks and 55 percent use
.

other, supplementary books; 88, percent of 'senior high students use text-

books and 24 percent Use *supplementary books (Wright 1280).

Current practices seem to be continuing past methods of teaching.

In 1969, 'for example, the Texas Governor's Committee on Public Education

reported that about. 75 percent of students' classroom time and 90 percents

of their homework time was sPent using textbooks (Wirt and Kirst 19724:-

p. 212), Looking back even..fu'rther, we find that wh

National:Couricil.for.fhp Social Studies commissioned

junfbr,aild'kenior high school social studies pro ra

e-vety young

of selected

port con-

with bnlyaat, "schools were still 'in bondage' to" the
)1-
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modest improvemr tsinirhe' use of Other instructional materials" (Hertz-

berg 1981,-p.,38).

-

Teachers tend to.gieiker/cltition-a single hardback textbook. About

half of all social stud erg is elementary and secondary schools

eATcentuse-no more than three text-use a single basal texts

. books (Wiley 1977, p. .80;2 '';'.i1*

Sixty-five percent 804-3v'teaohers in the RTItvvey reported that
3.......

they used at least one te4ibk; that figure rose to 0 Percent among
-s. .

4-6 teachers (Weiss 1978, 8 . The signiflcant increase from K-3 to

4-6 teachers indicates a difference in instructional methods made neceS-
.

sary by 'differences in student interests'and reading Abilities: Davis,
.

Frymier, and Clinefelter (1977) reported that 98 percent of inStructional-
,

interactions in fifth-grade-classroomt wereThetween the learner and One

.or more curriculum materials. About 78 percent of these interactions,

occurred with textbooks.

In most elementary, and secondary schools, textbooks are important

bases of curriculum plannig, particularly in decisions about the scope

and sequence of course content. Observers in the case study reports

found that althbugh state education departments and loCal school dis-

strict6 produce curriculum guides"for various courses, teachers tend to

disregard them. Instead, teachers depend on textbooks to guide course

organization and day-to-day lessqw.plans (Stake and Easley 197a,

p. 1:15). Two studies of Nebraska teachers similarly revealed that 50

percent of the teachers used a textbook as their major determiner of the

curriculum, rather than sources such 4s the state department of educa-

tion or local district's guidelines(Wiley 1977, p. 25). This finding

held true for districts with an4ithout social studies' curriculum super-

visors, Such findings led Wiley to conclude that as many as 80 percent

of all curriculum decisiin schools across the 4}ation are made on the -

basis of a textbook (Wiley.1977, ppr 80-81). .

A somewhat different view., of curriculum influence was found by

investigators in the4Goodlad research. In this study, teachers were

asked to rediDlond'to a question'about potential sources of influence on

what they teach within a given subject area. Most teachers (more than

75 percent), regardless,of subject area taught or level'or schoo/ing,

responded that twosources significantly influence what they teach:



"(1) their own baKround, interests, and experiences and (2, student

interests and abilities" (Klein, Tye, and Wright 1979, p. 246). Teachers

reported themselves to be little influenced by state and district guides,

district consultants, commercially prepared materals, and even textbooks.

,,At the same time teachers at all levels reported that' materials and con-

tent in their'subject'areas are appropriate for about 75 percent Of their

students (Klein, Tye, and Wright 1979, p. 247).
..

It is clear from each of the studies that teachers do not regard
14L

state and district curriculum guides as important curriculum
1
influences.

.1) . .

The evidence is iot as clear-cut on the influence of materials, partic-

ularly textbooks, on cUrricuhuil planning. It appears that teachers,

viewing available materials as appropriate for students, do use them in

their curriculum planning. However, their choice of particular materi-

als is dictated by their personal backgrounds and the interests and

abilities of their students. Having used these personal criteria in

, selecting materials, teachers apparently feel confident in using the

materials to help structure their day-to-day teaching.

Budget cuts in school districts and the hj.gh inflation rate must be

part of any explanation for the heavy reliance of most teachers on a

single, hardback basal textbook. Of all curriculum materials, the basal

textbook is the most cost-efficient; it is the best bargain available in

the educational p"roducts marketplace (Rasmussen 1979, p., 24). One pub-
.

lisher explained: "We are moving away from AV materials because of bud-

get cutbacks"'(Schneider and Van Sickle 1979, p. 465).

Commercial, publishers, who are well aware of the ,market for ele-

mentary social studies materials, have made currentfY available approxi-

mately 18 textbook series for grades 1 through'6.* Half of these pub-
.

.

Ushers supply kindergarten materials, mostly in the form of worksheets'

or picture posters rather /than textbooks. Elementary social studies

textbooks are generally produced as K-6 or
,

1 -6 prograds with a text

.and/or.other products available at each grade level.- Most of the ele-
*

*Infumation based on holdings in the Social Science Education
Consortium's Resource and Demonstration Center. Included ih the count

are textbooks with a copyright of 1976 to 1980. Basal textbooks, i.e.,

those with a text and a teacher's guide, were.counted.
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mentary textbook series follow,tbe expanding dnvkropments arrangement of

topics, which is the common curriculum pattern used in the nation's

Elementary splools, as documented bytLengel and Superka in the preceding

paper. This pattern is as follows:

Kindergarten - Self, Home, School, and Community

Grade 1 - Families

Grade 2 - Neighborhoods

Grade 3 - Communities

Grade 4 - State History and Geographic Regions

Grade 5 - U.S History

Grade \6 - World Cultures (Western or Eastern Hemisphere)

'Within the current generation of elementary text series are some

minor variations on the expanding enviropments pattern. For example,

some publishers, such as Allyn and Bacon aneHoughton Mifflin, focus

less exclusively on neighborhood in second grade, adding more content on

community, which would formerly have been reserved for the third grade.

Fourth grade has long posed a problem for publishers because many states

recpaire or encourage state history at this level, but national publishers

cannot produce a separate history foeach state. Consequently, series

published for.the past ten years or so have used the fourth-grade text

as an introduction tg, geographic regions of the world. Some of the most

recent series, however,have centered fourth-grade study on geographic

regions of the United States or on a social history of the United States

(viz., Scholastic, Ginn, Madmillan). Fifth-grade books have remained

quite constant as'U.S. histo.ry texts, but sixth-grade teas reflect some

variety. For example, Follett offers, alternate texts for the sixth

grade: Eastern hemisphere andIaFAmerica/Canida texts.

In the RTI survey, the four most.frequently used elementary textbook

series were fobnd to be the Laidlaw Social Science Program (Laidlaw),

Exploring Series (Follett), Social Sciences: Concepts and Values (Har-

court Brace), and Contempprary'Social Science Curriculum (Silver Burdett)

(WeisS 1978; p.!92). It should be noted, however, that these figures

represent data collected in 1976-77'and probably do not reflect current

usage.

Textbooks are provided as separate entities for grades 7-12. Most

focus on a single social science discipline such as history or geography,
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rather than taking an interdisciplinary approach as is used in the ele-

mentary texts. Although there isisome variety in.what is taught in

social studies at secondary grade levels across the nation, a major.

finding of the 'SPAN project is that there-is more consistency than

diversity (see the preceding paper by Lengel and Superka).' At each grade

level one'or two subject areas tend to dominate the textbooks offerings

from publishers -. The following listing reflects the pYedominantattern

of secondary texts and the number of textbooks offered by publishers:*
) .

Grade World History (7), World Cultures (12), World deog-
,

raphy (6)

Grade 8 - U.S. History' (27)

Grade 9 - World Cultures (17), World History (13), Civics (23)

Grade 10 - World Cultures (15), World History (15)

Grade 11 U.S: History (46)

Grade 12' American Government (24), Sociology (13)iPsychology

(25), Economics, (29), Anthropology (9)

The RTI survey found American history texts the most used books at

both 7-9 and 10-12 grade levels. The data collected in 1976-77 showed

the two most commonly used texts at 7-9 to be This is America's Story

and The Free and the Brave. For grades 10-12 Rise of the American Ration

and Magruder's American Government were the most used. However, as With

the elementary texts, these figures reflect the usage in 1976-77 and may

dor may not reflect today's situation.

Data in the RTI survey suggests that ma ny teachers are .pot using

(or do not have access tp) the most current textbook offerings. The

survey found approximately one-third of the reporting elementary teachers

used books that were more than seven years old; fewer secondary teacher

were using books more than seven years at. However, fewer than one-

fourth of teachers at any grade level had hooks that were less thdrithree

years old.(Weiss 1978, p. 94). In attempting to relate differences in

use of current textbooks to:va4ables Auch as region, type Qf drunity,
.

size of district,'and seize of schools' the survey found no large differ-
. .

encesSand no consistent pattern of differences (Weiss 1978, p.,93).
,

.D-

*Information on number of texts based on holdings.in SSEC's Resource
and Demonstration Center.

rt
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,Many elementary And secondary social studies textbooks are accom- -

panied by supplementary materials, particularly teacher's manuals and

student workbooks, buealso"±ncluding audioNcisual terials, activity

cards, and_test materials. TIT only data alienable on the use of these'

textbook supplements are foti the RTI survey; respondent misunderstanding

of,survey,quetions reduced the reliabilit of those data. However, the*
0

general trends suggested by the survey are that teacher manuals are the

most frequently used iiplementa and that social studies teachers, at .

1

grade3r-4:9 use such manuals more than teachers at K-3 or,10-12.;

Publisher - supplied test materials are Used by roughly a third of All

-social/studies teachers except at grades K1,3; teachers at that level
r

make little useibf published tests. Other materials are used by less

than 25 pvCent of'socialfrtudies teachers at any grade level. It should

be,noted that not all textbooks have supplements other than teacher's.

guides. , . -

Because ii=6.teact;ers teachsjil discipline afeas, it is inetTesti

to compare theit use-:of social studies textbook supplements with their

Cthse of S.upplement in,other d iPline areas. 'The RTI,data

differences in twhers' usesof social studies, math, and'science materi-

als.- For-example, fewer.K-3Jeachers use teacher's' manuals for

studies than for math; althoagh4out the same number use manuals fox

science. -Fewer teachers use workbooks in social studies than in_iath,

and more to hers use hands ,on mater.ials in math and science than in

social studies at-all elementary grade levels. Publisher-made tests

seem to be used' by about the same number of 4-6 teachers in math,

ience, And social studies, but fewer K-3 teachers use such tests in'

science,and social studies' than in math (Weiss 1978, p

Thus, it appears that fewer elementary teachers

supplied textbook supplements in their social svAies

4in'their math or science classes. Thfs situation may

liShers' offering fewer supplementary'mqerials to accompany textbnoks
sa4z, .,^,

rt
for social studies than for math Q science. It may reSUlt from

teachers' belief that less supplementary material is needed in social

ttudies than in other areas. Or it may mean that elementary teachers

value social studies less and do hot choose to spend liMited funds for.

. 97).

use publfshr-

instruction than

result from pub-e

supplementary social stwilies materials.-

)r,

1 2:21.11
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Publishers .expect heavy emphasis on printed materials, especially

textbooks, to continue. Schneider and Van Sickle concluded? on the basis

of rComprehensive survey pf major publishers, "The traditional textbook

will continue'to dominate . ." (Schneider and Van Sickle.1979, p. 465).

Use of Published Supplementary Materials

In addition to the supplemental materials which accompany specific

textbooks, various kinds of published supplementary curriculum materials

can be usea.°in social studies instruction. The most- widely -used supple-
,

mentary materials in elementary and secondary school claSgrooms are maps,

globes, and charts (Weiss-1978, pp. p8 -89). The second most-

commonly -used supplementary)materials are filmstrips and 16mm films

(Weiss 1978, pp. B76-77). According to a study by the Agency for

InstruCtional Television, approximately 60 percent of secondary teachers

"Ilse film at least once every two weeks (Fontana 1980, p. 51).

Elementary teachers occasionally use "hands-on ". materiale, but

senior high teachers rarely use them. Elementary teachers Also are more

likely than secondary school instructors to use phopographs, posters,

and study prints. Neither the,elementary nor secondary student is

exposed very much to televised instruction or programmed instruction

(Weiss 1'978, pp. B77-78, B88-89).

While only, three percent of secondary teachers have never used film,

more than 30 percent have never .used television (EPIE 1977, Tables 2.15

and
w
2...16). Yet the Agency for Instructional Television's *study showed

that more than 50 percent of secondary teachers and administrators

",

appeared to have positive attitudes toward the potential of instructional.

television, agreeing that it had great possibilities for stimulating

teacher creativity and student interest and curiosity. Perhaps part of

the explanation for the discrepancy` between attitudes and use lies 'in

., the same study's/finding that more than 91 percent of secondary teachers

had a videotape recorder available, but only 17 percent had been trained

to Ilse the equipment (Fontana 1980, pp."!'59-60). -" - a
r

In comparing elementary teachers',use of supplementary materials in

social studies, science, and math, the RTI data indicate that somewhat

more teachers use audiovisual materials in social studies than in

science lfor example; 17.percent more 4-6 teachers use filmstrips in
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social studies than in science. Substantially more teachers use audio-

visual materials in social studies than in math (e.g., 14 percent use

filmstrips in 4-6 math as compared with 72 percent in 4-6 social

studies). Much more use is made of hands-on material in both science

and math than in social studies. Only slightly greater numbers of

teachers use standard television in social studies instruction than in

math or science, .althOugh television would seem most directly applicable

to social studies (Weiss 1978, pp. B68-79).

In general, most teachers makeslight use of published supplementary

materials. A recent nationwide study reported that the largest number

of respondents said they "neither have used, nor plan to use, any (sup-

plementary materials)" (EPIE 1977,. p. b). In summarizing various

research studies, another report suggests that only about a quarter of

social studies teachers use a variety of materials to supplement the

text (Wiley 1977, p. 70).

Publishers report a continuing and substantial demand for certain

kinds of supplementary printed materials. They projct a "comparatively

steady demand for supplementary books, workbooks, and, increasingly,

spirit masters . . ." (Schneider and Van Sickle 1979, p. 465). However,

publishers emphasize that demand for these aupplethentary printed materi-

als is slight compared to the huge market or their hardback basal texts,

as shown in Figure 1.

Locally Developed Materials

Some teachers develop their own materials rather than lusingpub-

lished instructional products. When EPIE surveyed teachers, the

researchers found that 18'cally developed materials .accounted for 30.4

percent of all the materials teachers reported using. Since the EPIE

researchers Considered this finding implausible, they elicited a further

breakdown from the 11,918 teachers responding to their second survey.

They found that of the locally developed materials reportedly in use, 52

percent, were "worksheets or exercises" and another 27 percent were tests

Or progress evaluations. Inaddition, 72 perEent of all locally devel-

opecfmaterials claimed to be in use were reported by elementary teachers.

Secondary teachers developed a higher percentage of tests, butrelementary

teachers developed a higher percentage of worksheets or exercises (EPIE

1977, p. 8).
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Teachers report that they lack time to develop materials other than

worksheets and tests that stem from, textbook content. For example, a

case study report of a faculty that attempted to develop materials con-

cluded that, The packets (teacher-created materials), apparently were

created at great personal-time cost.to the teachers' (Stake and Easley

1978, p. 1:52). While these materials were viewed by some as "a new

approach to teaching social studies," others saw them as "stuff we have

been using for years, but now redesigned into packets",(Stake and Easley

1978, p. 1:52).

Lack_of time, coupled with lack of district financial support for

lOcal development and the "comfort" teachers seem to derive from text-

books, has prevented local development from becoming a significant cur-
.

riculum materials force in,social'studies instruction. Given the heavy

demands on,teachers' time, it is not surprising that most of them wel-

--------------eome,.textbooks,in-effecti-packaged curricula:

Impact of Materials on Student Learning

Experiences ineschoOl are likely to have a deep and lasting effect

on students. .A recent nationwide study concluded that the longer one

stays in school, the more one knows'(Hyman, Wright, and Reed 1975). The

most likely source of this knowledge is the curriculum material, especi-

ally textbooks-, used, in school. This conclusion is consistent with evi-

dence about the dominant place of the textbook in curriculum planning

and day-to -day instruction.

A recent study by Mullis (1979) substantites assumptions about the

impact of curriculum materials on student acquisition of knowledge.

Mullis worked with data frdm a nationally representative sample bf

year-olds who were part of the National Assessment of Educational Prog-

ress testing program in the spring Of 1976. She found that curricular

and instructional variables--in particular, the amount of time spent

using material's such. as textbooks--had a very significant effect on stu-

dent learning of political knowledge and mathematics- The effect was

more powerful than the students' `type of school or 'home envl.ronmen.

`Numerous small-scale studies have indicated that the use of specific

textbooks and/Or other materials in school can lead, to certain knowledge

learning by students. The materials that have made a difference in stu-'
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cleat learning were distinguished by clearly stated objectives and les-.

sons that were connected to the specified ends of instruction (Martorella

1977). di

In general, students who are exposed systematically to well-

developed curriculum material's are able to achieve certain knowledge

objectives. Time on task, as the task is presented through particular

materials, does make a difference in student learning.

Reactions of Teachers, Students, and the Public to Curriculum Materials

What do teachers think Of their textbooks? In general, they seem

to be satisfied. According to a recent EPIE survey (1977, p. 23), 85

percent of teacher respondents believed that their textbooks are "for

the most part well suited to most of thei"t,tudents." Seventy-one per-

cent answered "Yes, willingly," to the question: "Are you going to use

this material again?" Teachers believed that the textbooks facilitate

,learning. Fifty-three percent\ reported that "most students learn some-

what well from the material." Thirty=seven percent agreed that "most of

my students seem to fearn exceptionally well from this material."

Another recent national study (Klein, Tye, and Wright 1979) indicated

that most teachers believe their materials are appropriate for about
.

.three-fourths of their students. About one-fourth of the social studies

teachers in the RTI survey indicated they would prefer to use another

text, while about one-half preferred the one they-were currently using

(Weiss 1978, p.

Not only do teachers use instructional materiali and feel confident

about them, they consider Lem crucial in instruction. In the RTI study,

social studies teachers K-12 rated "obtaining information about instruc-

tional' materials" as one of their top two,greatest "unmet needs for

assistance" (Weiss_1144, pp. B107, B110).. Among the problems mentioned

by social studies teachers as "serious," two of the top three pr oblems

were refated to materials: "lack of materials for individdalizing" and

"inglifficient funds for purchasing equipment and supplies" (Weiss 1978,

p. 158). The head of social studies at one high school in the case

studies stated firmly, "Our teachers do not need staff development:- We

,need better materials . . . ideas (are) good but nuts and bolts help is

"needed" (Stake and Easley k978,.13:64).
444
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Many teachers who were interviewed as part of the school 'case study

project expressed strong faith, in their textbooks. Teachers made state-

ments such as: "Almost every teacher needs a good set of materials from

which to start social studies instruction" (Stake and Easley 1978,'

p. 3:`33) and 'The social studies curriculum at Eastland is a textbook

curriculum--because parents want it and the district philosophy supports

it" (Stake and Easley 1978, p. 1:74). The classroom observers who helped

conduct the school case studies made numerous summary statements similar

to this one: "Teachers felt surely that all their colleagues could pro-

- vide first-rate education if you gave, them . . . the text and demonstra-
,

tion materials they needed" (Stake and Easley 1978, p. 5:24-25).

How do students feel about textbooks as compared with othef kinds

of materials? The only systematically collected data reported on.stu-

dent preferencewere in the Goodlad study (Wright 1980). About 70.per-

cent of the elementary students reported that they liked using books,

about the same percentage as those liking to use records or tapes, maps

and globes, and television. They liked books more than newspapers,

worksheets, learning machines, and kits, but not as much as games, films,

or filNstrips.

Among middle school students, about 72 percent said they liked

textbooks very much or "somewhat," slightly more than said they liked

using other books and worksheets. A somewhat smaller percentage of

senior high students liked textbooks (68 percent); they had a- slightly

greater preference for worksheets. Neither middle school or senior high

students liked textbooks as much as such other learning modes as tele-

vision, games, films, filmstrips, and newspapers.

The community also has a stake in the materials used in the class-

room. For parents, the fact that their child does or doe" not bring

home a textbook is thought to be an indicator of the student's in-class

endeavors, Reviewing the content of the material provides further evi-

Oence of what the child is learning or at least studying. In one case

study a teacher stated, "The society in which we teach dictates the use

of a textbook . . so even though I don't use it in class, I send it

home every now and then to keep my parentsoat bay" (Stake and Easley

1978, p. 1:51).
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Thus, the textbook becomes an important avenue for the parent to

enter the inner sanctum of the classroom. The Goodlad study reports

that "approximately 9; percent of the parents surveyed indicated that

they do not advise-or help make decisions about, what or how subjects are

taught or about what textbooks or learning materials are used"; however,

"nearly 50 percent indicated that they would like'to" (Klein, Tye, and

Wright 1979, p. 240. Special interest groups from the community, such

as ethnic, business, and women's groups, also find curriculum materials

an effective mechanism for conveying their concerns to teachers and stu-

dents.

Significance of Findings about Use and Importance of Materials

The findings prevented here suggest that curriculum materials,

especially textbooks, are an impol)tant educational variable in ,social)

studies classrooms. They are used extensively,_ and they may affect

learning significantly. ,

-

Teachers and administrators like textbooks. Such books are cost-

efficient, and they save tin4 by facilitating quick, justifiable deci-

sions about what students shall study, in what sequence, and for what

,purpose. For teachers, texts also.help with important classroom manage-
,

ment and control functions, Texts can help students keep quiet, complete

assignments on time, do work by themselves, develop good study habits,

and be attentive.ih class. The observer it one case study concluded,

"River Acres teachers' perceive their largest needs as being instructional

materials and tactics for grabbing and holding studenis' interest,

thereby' minimizing discipline problems" (Stake and Easley.1978,.p. 1:9).

Texts seem better suited to the demands of 30, or 4q0 students,than

inquiry-oriented materials which require.students to wander about the

classroom looking for data to test hypotheses.

In the past three or four years, texts have been important ih the

. movement of both teachers and parents to return to the baSics. As social

studies moves away from experimenting with scheduling (such as minicourse

patterns) and relevancy or inquiry - oriented, content and returns to tr di-

'tional courses American history and government, basal texts seem moo

appropriate than more innovative products. In one case study the

observer noted, "Traditional text series occupy the shelves..-,Teachers

-ng -tr.), 9
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who tried some of the newer curriculum have changed back. Except for

the impact it produced on the commercial texts, the NSF curriculum devel-

opment venture in Urbanville is a thing of the past" (Stake and Easley

1978, ''p. 5:1. Summarizing all the case study findings, Stake and

Easley write, ".'. . right now is not a time of much change. In the

schools we visited we found renewed attention to a t;aditional curric-

ulum and' little expressed need for learning materials not

available" (Stake and Easley 1978, p. F9:25).

Given the Oidespread use of curriculum materials and the importance
. 1 .

attached to materials by teachers, students, parents, and community

groups, it is indeed possible to consider curriculum materials as perhaps

the primary determinants of curriculum planning and classroom instruc-

tion. Thus, it is important'to kr{ow about the material's thab are being

used in social studies classrooms. In particular, it seems ,important to

know about the contents of, textbooks--the format, readability, subject

themes, and instructional strategies.

currently

Textbook_ Content of Yesterday and Today

Textbook content reflects \a society's conventions. In "normal"

times, conventions tend to be maintained. The stability of the society

tends to be reflected in the stability and constancy of the curriculum

and textbook content from one generation to another. However, convert-
e

tions may change over time, if slowly, and these changes are likely to

influence modification of textbook content; For example, the 196,0s were

years of social uphealial that brought changes in the culture, -including

changes in the curricula and textbooks of the schools. "Back-to-basics"
, .

is a cur Ani movement that has idiiienced textbook content.

.1

Textbook Content During the Past Twenty Yeah
ll

During the past.20 years numerous analytical and evalualtive studies

of the content of social,studies textbooks hdve been published... In her

review, Wiley (1977, p. 85) found more thah 50 such studies. A recent

search of EIZIC docuMenta, education journals, and dissertation.abstracts

revealed 55 more such studies completed since 1975.(see appendix). -The
i

appendix lihckudes only studies in which the author used soMe set of

tr
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atieria og.,-.AtqP64stem for analyging textbook content. ,4ression-.

istig sts dis g re. - n o_ t:I ncl ude- d. ,

Thestudyis repiitted in'both,Wiley.and the R.I.G ate generally
,

of four types..:OneeYpe of:study _analyzes. particulag social science
.,,,

.

b content --such esgeOgrapihyVi,ecOietic concepts - -in particular textbooks.
.

-A secotd:type: Of Sid6ratialyies Special issued Or_concetnS, Such as the ,

image of Arab's, the portratal of-.1-pellftiCal parties, or the treatment. of

population _issuers; -AT-third: 41)e of study analyzes particular processes

or skills fir texs;,'=,aueh.as the readability of texts or the inclusion of

_reflective'inquiry exercises. A-fourth type,of study is concerned with

general.analysis of particular categories cf texts; such studies are

often done by state departments of education or school-districts involved

in textbpok selection. Of the Sour types of studies, the most frequent

in-thelrecent ERIC search was analysis of special-issues-ot concerns.

Although Wiley found and reviewed numerous analyses of social science

content, only four were found in our recent ERIC search.

Aswith any research, the rigor of the content analysis studies

varies considerably. Although some are systematic and comprehensive,

many are primarily impressionistic. However, these studies are, the best

available indicators of patterns of textbook content uring the past

generation. Following are major general findings about distinguishing

and enduring features of widely used textbooks of tie past 20 years.

Most social studies textbooks are surveys of particular information

linked to curriculum patterns found across the United States. As

reported bylLengel and Superka, there.is a well established and nation-

wide curriculum pattern in the United States. Within this pattern

certain topics are likely to be taught at each elementary grade level

,and certain disciplinary subjects at each secondary level. Publishers

produce materials which fit the subject-matter expectations Of this

curriculum pattern, thereby aiding significantly in the maintenance of

the pattern.
it A

At the elementary level, publishers produce- sets of elethentary

social studies textbooks to fit the common K-6 expanding environments

curriculum pattern. As suggested earlier,; these topics are adhered to

inmost of the current generation of elementary textbook series.

4
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Although the pattern of expanding environments has been generally

----followed -for some 50 .years, 'there have been some recent variations., One
AL

change has been in the sixth -grade curriculum, which; until seven to ten

years ago commonly focused on Latin Ameri a and'Canada (America's neigh-,

bors).'However, in the past few edition textbook series, the most

common .topical area for sixth grade has become world regions7-a curricu-

lum which includes Latin America and Canada but extends to other global

areal. Another change seems to be currently in the making-in the first

grade. The grade 1 curriculum has traditionally focus .'on the family.

Of 15 current fiirst-grade books, eight refer in their title or are pri-

marily focused on the family; the remaining seven focus more on the

school or the child 's lifein general. A social studies managing editor

from a major publishing house reporteth'injersonal conversation that

this change is resulting from teachere,e4ressed'discomfort in dealTng

with issues relating tothe family when so many of today's children are

living in nontraditional and changing family styles. (Goldstein 1980).

At the secondary level, textbook
offe'ringsconform-to the generally

established pattern of disciplines and subject areas at each grade level.

Rtad-ing level is not asdominant.a concern at secondary levels, although

it is still very important to teachers. Thus, there is somewhat more

flexibility in the use of secondary textbooks; for example, publishers

may market a world cultures text for grades 9-12 an teachers can use .

the bOok at any of those grade levels.

The secondary pattern has been in place for many years, but some

modifications haVe occurred. For exaTple, change h ome at the ninth

grade, which-once was dominatbd by the study of civics. Currently there

are 23 textbooks for ninth-grade'civics, but world history and world

cultures offerings number -30. However, this,situation may be changing

again. Five new civics texts were published by illajor companies irr 1980

and sales have been brisk. Other changes can' be seen.in,the expansion

of European history, fOrmerly the most,prednminant course at tenth grade,

to world history. We found only three senior'high textbooks pertaining
. .

...

exclusively to Europeall hVitory.
.., .

.

Because textbooks seem 0 be more influential in determining what

is taught at particular grade evels than other factors, such as state

frameworks or consultant recommendations, it is important to acknowledge

-/
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the changes in textbooks over the, years and the impact the texts have

had in changing.or at.Ieast varyipg the established curriculum pattern

A critical question that is not answered in available research is how

textbook publishers decide to make changes, such as moving away from

study"of Latin America and Canada in grade 6 to -world cultures. The

impact of such decisiOns is enormous because so many students are.

affected; yet we know little About the factors that influence pdblishers'

decisions.

Widely used textbooks have tended to'be alike in format and style..

Textbooks in the same subject have tended to present similar information

and interpretations (EPIE 1977, p. 23). Books are of similar'size,

whtth seems to be determined by publishers' judgments of what size book's

students are able to manage at various grade levels. The books also

contain a comparable number of pages at each grade level, which relates

to the price deemed acceptable as well as to student and content o

siderations.

Frances FitzGerald noted the basic similarities of high school

American history textbooks. She concluded: "The books of the seventies

are somewhat more diVerse than sthose of the fifties, but still tAey

differ from one pother not much more than one year's crop of4oit

sedans" (Fitzgerald 1979, p. 46). Her explanation-was as follows:

'Since the public schools across the country now spend
less than one percent of their budgets on buying
books . . . publishers cannot afford to have more than
one or two.basic.histories on the market at the same
time. Consequently, all of them try to compete fo the

center of the market, designing their books not to plea
anyone in particular but to be acceptable to as many
people as, possible (FitzGerald 1979, p. 46).

The same basic similarities can be found in elementary social

studies textbook sets. The differences in these books are more a patter

of degree than of radical departures in content, format, or instructional

procedures. For example, some current series define affective qbjec

tives; otheri A not., Most publishers specify certain skills that their

texts emphasize; the skills are similar but organized different19. Some

series list concepts covered in the materials; others do not. history

is introduced in some firstgrade textsbut not until second or `,:third in

other series. In some teacher's guides, the instructional7iiNstionS

1.
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are libund in a separate section at the beginning or end of the student

text; 7.n others instructional information is'contained in margin entries.

Most oftithese differences are minor compared to the impact of the series'

similar ties.

Ele gntary and secondary texts have tended to emphasize transmission

of information. Textbook content has been largely factual. Most books

have not been designed to develop analytic ability; they contain little

content thatwill help students to think critically (Wiley 1977, pp. 80-

119-). Factu /l errors are rare, but distortion of reality due to omission

of sensitive information is common.

In a recent study of textbooks and political socialization, Harring-

ton\used multivariate analysis to assess the content of 130 sociai

studies textbooks used in grades 1-8 in six New York state school dis-

tricts chosen for repreSentativeness. His findings show that there are

indeed variations among textbooks in their treatments of three political

variables: (1) attitudes about` political authorities, (2) the role of a

citizen vis-a-vis politicaf tithoritL.es!-and regimes, and (3) politics,

the nation, and democracy.

'For political socialization implications of our content
analysis of the text materials, we found that while
political authorities were, overall, treated very posi-
tively and described as benevolent, accountable, and
approachable, more balanced view's of political authori-

\-
ties were found in older grades' textbooks. In addition,
the texts pf the older grades were more likely to include
material on pluralism and conflict (Harrington'1980,
'p.

Harringt9n also found a difference in the type of social studies

material districcs use. Middle-class districts were more likely than

working-class districts to use materials that take a more critical view

of the three variables: "Textbooks move; over the grades,'to a more

balanced picture of political authorities and more-,.discussion oT con-,

flict:and pluralism, but those texts used in middle-class communities

move more than texts of working-class communities" (Harrington 1580,

p. 498). Harrington concludes:

We cannot expect- elementary school texts, at whatever
grade level far any district, to be surrogate manuals in
practical politics. Nor do we envisage texts that spend
their pages inharping criticism of each aspect of the
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political and civic life of the nation. On the other

hand, we have found that some' districts,' grades employ.
materials that portray a political; system that probably
never was and never can lir, while others provide erwhases

that may help their readers develop-a more critical
stance (Harrington 1980, p. 498).

Typical textbooks ,have tended to avoid controversial or sensitive

topics. When included, these topics usually have been treated super-

ficially. "For instance, social,class variations, differences in SQCi0-

economic status, 'and their consequences, have not.been discussed sub-

stantially or ascurateiy (Wiley, pp. .80-1,19) . Coverage of conflicts

between 'individuals and groups has usually,beeR avoided; typical text-

book& have tended to. emphasize harmony,.aocial stability, and consensus

in their portrayals of'society (FitzGerald 1979, pp. 152-159).

.Two recent studies further illustrate Wiley and Fitzgerald's .find-
,

--1711s... In an analysis of the treatment Of political parties in secondtry

history and civicsitext'S, Rinehart\cOncluded that while party function

in policy direction was stressed somewhat more than had been anticipated,

neither individuals or.parties generally were portrayed as corrupt or

overly indulgent kn patronage activities (Rinehart 1979; pp. 14, 30).

Looking at the. trearmdnt of right-to-Wok'issues in textbook's, the

National Right to Work Comtiittee found More than 50 American history and

government textbooks that aid not discuss the right -to -work issue at all e
.

(Classroom Treatment Of the Right to Work 1978, plf. 92-95).

Typical' textbooks have treated aspects of social science and history

content inadequately: 'Social scientists,have criticized texts for not

presenting their disciplines-accurately., A study sponsored by the Amer-

ican S'cienceAssociation (Remy and Anderson 1971) expressed

strong dissatisfaction .with theetreatment of political science content

in_elementary and secondary school textbooks. In particular, this APSA

report castigated typical civics and American government textbooks for

failure to reflect Upto-date scholar ship in political science.

Studies of economic content in textbooks also have been Very criti-

cal (Wiley 1977, p. 96)". The same Can be said for geography (Wiley 1977,

p. 89). The criticisms of social science content, or the lack of such

content, in elementary textbooks has.been especially harsh.

While analysis of the social 'science content in textbooks was a

fairly common undertaking in the early4970s, a recent ERIC search showed

r,
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only one such study published since 1977, when the Wiley review was

completed (see Appendix, Type 1 Studies).

Textbooks have tended to be difficultto read. Most students seem_,

to read at a level of capability that is too low to comprehend most of

the texts that have been written for them.(Wiley 1977, p. 197). Perhaps y.

the most common complaint ofleacherg,about textbooks today is rea4abil-.

ity. This corresponds with their persistent concern that students don't

read as well as they should. This.concern has plagued textbook pub-

lishers, who strive to deffonstratefhe "4,Padability!' of their.textv,

only to'have teachers reply, "But my kids can't read them."
4

Roger Joh1ison's 'research on the ieadabi4ty of elemptary social

studies texts may shed some light on the dilemma, In a 1975 report, he

stated that the average reading level of currenttextS, determined by

readability formulas, had deCreased from level of 'texts published before

1972. The readability range within texts had also decreased'. Still he

warned-that materials were getting harder to read becadse,of factors
Ar

such as the length of the books, addition of new concept

makerials not covered in the books,

mgerial (Johnson 1975, pp. 1-6).

studies materials and readability, funstr'uni declared:
.s

and the use of more

s, the need for

primary soukce

about. socialAfter cOnducting'an exhaustive review of;literaIhre

"There'isa.crisis

ill4eeding in the social studies" (Luhstrhm 1976, P. 10)1 He called

4 ur4)n teachers and.phblishers to pair ,more attention, to systematic instruc-
.

1 tion in skills,ofxliteral comprehension, interpretation, And

reading.,
,

Elementary textbooks include lessons in skill development much more

frequently than do secondary materials. The -most typical:skills have tb

do with reading maps, globes, Charts, tdiagrame,"th4 giaphs. Other common

skills re critical thinking; decision making; research, communication,

and--sometimes--social skills. These skills are 'called"by a variety of

names in the pdblishers'l explanations; but they'tend to fall into the

above-mentionei categorieS. e- 4-

The skillsto,be developed are aimi,lar across texts,uethe designs

for skill dey4lopment vary .considerably. The first e'ifferenc,is the

way in which the publisher presents skill development. In some texts

skill development activities are presented throughout the units, with

125'.1')6
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students stopping to do activities at' various points in their reading.

In other texts, skills are presented in special sectiond'at the ends of

chapters. In, still other series, skill 'sections (especially map and

globe, exercises) are presented at the end of the book. The Plan for

skill development is usually contained within the'reacher's guide.

Sedondary textbooks include activities' that call for more advanced
. .

'or comple erformance of the skills treated in the lower grades. How-

aver,' relatively greater emphasiS in the high school grades 4is placed on

content coverage rather than oskills in dealing with information.

Students-may be asked to practice various thinking' skills, but the

afhors seem to presume that these skills have been taught in elementary

or middle school grades. Thus, the high school texts tend to include

'little- direct skill instruction.

In summary, modal social studies textbooks tend to be conventional,'

as indicated by the preceding discussion of findings derived from con,-

tent analyses. The emphasis is on transmitting information about "safe"

topics. '"Safe" (noncontroversial) textbooks are likely to be acceptable

and salable. According to FitzGerald (1.979, p. 46); American history

texts represent "a kind oflowest common demoninator of American tastes."

The same can be said of textbooks in other subject-matter fields.

Apw Have TextbooksChanged?

Textbooks tend-to-change-2with-thanges in social conventions. What

the public will accept, or expect, in textbooks is different today from

what it was ZO years ago. Thus, today's social studies textbooks are

different from textbooks of the recent past in such dimensions as.(1)

Presentation of some controversial topics, (2) treatment of women and

minority groups, (3) use of graphics, and (4f varied use ot activities

to enhance learning.

Following is a discussion of changes in American history, civics,

and government texts of today, as compared to their counterparts of 20

years ago. The subjects of American,history, civics, and government

appear to be useful indicators of changes in the entire field of social

studies texts, because these courses reach more students than any others

in the secondary school curriculum. '-The public also endorses these

courses, as shown by the most recent Gallup of the public's*atti-
4 _

126



F-4

tudes toward.the schools. A nationally representative sample of edits

ranked "Civics/government.and U.S. history" as the most essential courses

in the social studies curriculum. Geography lagged far behind, and other

social studies courses did not appear on the list of 11 essential sub-

jects cited by the national sample as basic to the school curriculum

(Gallup 1979). Given the public's interest in and support of American

history, civics, and government courses,'changes in the textbooks in

these fields probably reveal rather accurately the boundaries of accept-

able textbook content. However, these books do appear to be different

from what they once were. According to FitzGerald (1979, p. 7), "The

textbook histories have changed, some of them to such an extent that an

adult would find them unrecognizable." fr

The most striking change in the textbooks is their slick use of

graphics and their general attractiveness. Textbooks of today are much

more visually attractive. The design is sophisticated and eye-catching,

the illustrations numerous (FitzGerald 1979, pp. 14-15)!C

Twenty years ago, texts tended to look dreary and forbidding, with

print extending from margin to margin,'broken only occasionally with

'!file" photos. In contrast, today's texts are produced with concern for

aesthetic appeal as well as academic,:Value.

The most eye-catching feature of the texts is their use of photos,

'drawings, reproductions of paintings, and so on. While graphics in the

texthnoks tend to make them more_attractive, they also serve-an-instruc-

tional function. One of the'important changes in textbooks within the

past ten years has been the emphasis on learning from pictures.

Textbooks today still gloss over controversial and sensitive topics.

However, today's books tend to present more accurate information than

did thoseof the past; Several topics considered controversial or sen-

sitive in the recent padt appear in textbooks today. In particular,

today's texts include more discussion of our society's problemS and

shortcomings than did those of the past (Fetsko 19J9; FitzGerald 1979,

pp. 10,44). For example, in a'comparative analisis of six high school

American historX:textbooks, Herz found that the cold war was treated in

most, and that in nlost.there was some acknowledgment (albeit simplistic)

of America's responsibility -in the promotion of cold war tensions (Herz ,

1979, pp. 118-122).'
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However, certain topics are still virtually off-limits. For exam-

pie, only one American government textbook--American Political Behavior,

published by Ginn and Company -- includes extensive treatment,of the rela-

tionship of socioeconomic status to political influence. This is the

only government text that presents extensive and realistic treatment of

inequalities associated with varl4tion in social class. Theterm2.sacia-1--
---------

class" does not even appear in the indexes of the other leading American
0

government texts.

Textbooks today depict the rich ethnic and social diversity of'the

American people. This is a marked chatige from the texts of the 1950s,

which "showed, only people who looked like'Anglo-Saxon Protestants" (Fitz-

Gerald 1979, p. 82). The text authors of the past depicted a homogeneouS

society, which of course did' not exist.,,.Numerous studies of textbook

content in the 1960s documented the inadequate treatment of ethnic and

racial minorities in texts.(Kane 1970;"tmith and Patrick 1967; Remy and

Anderson 1971). .

According to:FitzGdrald (1979% pp. 82-83); "It was not until the

late sixties that the texts began to picture Americans with other than

WASP faces and names." 'Today it has become conventional, and expected,

for textbooks to show,a racially/ethnically mixed society. For example,

in an article entitled, "The Amercan-Indian: No Longer a Forgotten

American in U.S. History. Texts Published in the 1970s," Garcia concludes

from an analysis of,20 secondary texts that texts are moving away from

the more established historical interpretations of U.S. history and

including content which promotes multiethnic education (Garcia 1980,

pp. 152, 164). Similarly, using quantitative techniques, Pearson found

that textbooks in 1973 more fully described the experiences of lack

people and treated the experiences more positively than did 1963 texts

(Pearson 197k). The same can be said about the portrayal of females in

textbooks (Rosenberg 1978, p. 71).

Under pressure from minority and women's grOups, publishers have

paid meticulous attention to the way in which people are portrayed

through illustrations and narration. FitzGerald writes, "The current

texts represent the United States as a multiracial society to the extent

that they inclulde some material do all the large racial and ethnic

groups, and that their photographs show people of all colors (also of
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all ages and both sexes) and suggest that even white Americans come from

different ethnic backgrounds" (FitzGerald 1979, p. 98).

The qualit,y of social science content has improved slightly in some

textbooks. In their studies, Fitzgerald, Wiley, and Fetsko found that 4

present-aay-textb-ooks-morc often-4melu& basic social science concepts,

genetalizations, and
e
descriptions of scientific methods of inquiry thank

do older textbooks and that social science. content is likely to be

treated more accurately. For example; FitzGerald writes:

What is common to the current texts--and makes all of
them dWerentcfrom those of the fifties--is their
engagement with the social sciences. In eighth-grade

histories, the "concepts" of social science make fleeting
appearances. But these "concepts" are the very founda-
tion stones of various elementary-school social studies
series"(FitzGerald 1979, p. 13).

After reviewing numerous content analysis studies, Wiley concludes
0

that various analyses of political science content in'textbooks show an

improvement in the books from the 1960s to the 1970s. aprovements

include organicationby themes or.concepts, values issues dealt with

more frequently and forthrightly, more 'oleta from social science research,

and more realistic presentation of information (Wiley p. 119).'
. -

Similarly, in looking at both American and world history textbooks,

Fetsko concludes that 1970 texts` are more likely than 1950s texts to

include raw data, teach social science methodologies, and include the

"neglected social sciences," i.e., sociology, anthropology, political

science, ecoflomics, and psychology (Fetsko 1979, pp. 54-55).

Although some analysts give current texts higher marks than older

texts for their treatment of social science content, others are not as

satisfied. Looking at soci9Jky texts, Smith did not find that the new

social studies movement had made much difference in the 'sociology con-

. tent presented,in current secondary sociology texts (Smith 1979).. In an

analysis of economic issues and concepts in high school world history,

U.S. history,, sociology, and government texts, Main concluded that

. "social studies textbooks*propagate misconceptions about the way a volun-

tary exchange economic system operates and about how government inter-
-,

vention works." While acknowledging that "we,(economists) cannot expect

the books to teach 'the economist's way of thinking' . . . we can expect
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them to 'get the facts straight' and perhaps foster some understanding

of the way in which a voluntary exchange economy operates" (Main 1918,"

p. 118).

The most logical conclusion to be drawn from the few recent studies

we have on the presentation of social science content in textbooks is

that there has been some improvement in Some texts. However, most text-

books, and some of the most widely used texts, still do not provide ade-

quate treatment of social science content or methodology.

The pedagogy of textbooks is more diverse.. Some textbooks include

lessons that require students to apply information and ideas--to perform

systematically at higher cognitive leVelS. Textbooks of the past tended

to foster a "read-recite" style of teaching and learning. They consisted

of narrative chapters with end-of-chapter questioni to- guide, recitation.

Today's texts often include primary source material and tabular and

graphic data in combination with narrative text; civics and government

textbooks include case studies. Learning activities are included within

and at the end of chapters. These activities are more varied than

formerly in style and in the responses elicited from Audents(Fetsko

1979, pp. 54-55; FitzGerald 1979, mi. 12-13; Patrick 1977, pp. 206-213).

In summary, some. notable changes have _occurred during the past 20

years in secondary-school civics, government, and history textbooks.

These changes pertain to inclusion of ethnic and racial minorities and

females, social science content, sensitive or controversial topics, and

varied pedagogical activities such as lessons requiring analysis of case

studies and primary sources. In addition, texts are much more attrac-
.

tiye. However, in general, the textbooks continue to reflect social

conventions. Thus, certain topics or pieces of infortilation ate off-

limits. The consequence-is distortiSn of some sensitive and controver-

sial topics.

'Did the "Projects" Have an Impact?

Textbooks and other c urriculum materials were developed by federally

funded projects during the 1960s and 1970s. These materials were

designed as alternatives to traditional textbooks. They were meant to

be innovative and to lead to significant changes in materials used in

.schools. What has been the impact of "project materials?" To what
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extent do the changes in today's texts stem from "project" directives

and influence?

Various studies have documented the limited use of most project

materiale".(Weiss 1978, pp. 77-87; Wiley 1977, p. 323). For the most

part, new social studies materials were never widely adopted. Where

they were adopted, they have not stood the test of time. Many teachers

have reported that project materials based on the inquiry method of

teaching have been difficult 'to use with the majority of students.

'However, Marker's study of why schools abandoned new social studies

materials after having used them for a period'of years suggests that the

reasons for abandonment are more complex. Marker found the primary

.contributors to abandonment were the loss of an innovative material's

major advocate, unrealistic expectations on the part of the users regard-
.

ing how an innovation would perform, and problems resulting from the
A

misapplication of the innovation. Materials were not abandoned because
6 -

they were no longer seen by teachers and administrators as "new" or/

because there were toojew incentives for continuing to use the materi-

als. Marker does point out that an important factor, unaccounted for in

most literature on adoption, is the change over time in.teachers, stu-

, ,dent bodies, administratirs, and the society in-..general: "What was a

logical adoption five years-ago-may-be-lust- -aslogical-an-abandonment in'

today's situations, e.g., declining read g abilities, declining enroll-

ments, increasing class sizes. Such situa ional changes appear to be an

important variable in decisions to abandon some of the 'new social

studies' materials" (Marker 1980, p. 55).

In addition to user informatioa as eviden e of the impact Of the

` new social studies, some commentators have noti ed the limited sales

figures of published project materials and have reported that the

federally funded projects haye had little impact o textbook content and

commercial publishers. Ponder, for example, concluded that "little has

changedesince ttpe1950s" (Ponder 1979, p. 515).

The direct impact of the projects, as would be indicated by wide-

scale distribution and high sales figures, has been slight. Among the

project materials, only American P4itical Behavior (APB)--a 12th-grade
. .

government text develOpea at Indian University with funds from USOE--has

been a persistenttopseller (Turner and Haley 1977). From 1972 to 1977

1-4
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the average sales volume of this textb'pok was more than 60,000 copies

per year, which made,ist a leading seller in its field during this five-

year period.

The High School Geography Project (HSGP) materials, published by

Macmillan, also have fared relatively well. As many as 25 percent of

all high school geography teachers appear to have used' these materials

in the early 1970s (Helburn and Helburn 1978, p. 18). Both the HSGP and

APB materials recently have beem issued in revised editions, a sign of

commercial success. Howeyer, these two projects have been exceptions to

the trend, of low sales and limited use ofvblished project materials.

Some.project"Materials have, however, had significant and extensive

indirect effects on,publishers,and their products. Some of the project

materials have affected the kinds of textbooks developed :recently by

commercial publishers. Wiley, for example, indicated the apparent

indirect impact of the " projects" on textbook content in economics and

political science. She reported that analyses of economip.and political

science texts 'show an updating and.imftovement of, content that reflects

current research andNstandards of these academic disCplines

pp. 117.-119).

Wiley also made an-interesting observation: "A visit to the pub -

lishers-' exhibits at an annual_convention of the National Council for

the Social Studies leav9, one with the impression that the 'new social

studies' movement has had a fairly substantial impact on commercial

textbook publishers. In the early 1970s,, many commercially developed
.

materials resembling project materials in appearance and substance began ,

to crop up more frequently in publishers' convention displays-. However,

thisitr.....olKly an impression: no controlled study has been done to deter-

mine whether recent publishers' products Have indeed,been influenced

strongly by the project models" (Wiley 1977, p. 312).

Since Wiley's statement, at least two "controlled,".systematic cob-
.

tent analysis studies of the impact of the new social studies on text-,

books have been completed. In one study Fetsko analyzed world history

texts to determine;whether they contained particular new social studies

concepts and methodology. Analysis was done on a yes/no bisis; no

attempt, was'made to assess to what extent or how well reform ideas Were

presented in the books. His conclusion was that "the federal govern-
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merit's efforts to improve social studies instruction by. influenc'ng

textbook publishers to upgrade the quality of their materials" has

achieved some' success" (Fetskd 1979, p. 54).

However, in a study of high school sociology texts, Smith (1979)

found less evidence of impact from the new social studies work. Analyz-

in succeeding editions of three leading sociology texts, Smith addressed

the extent to which sociological terminology (as commonly found in col-
.

lege textOde was treated in each text, labeling treatment as minimal,

moderate, or extensive. His finding was that the new social studies

reform movement resulted in "minimum" change in sociology texts%

The projects appear, to have had much more influence on certain con-

tent themes and concepts in textbooks than on teaching strategies. Most

projects stressed learning through inquiry, but inquiry-based lessons do

not dominate the typical textbooks of today, although they are present.

'Teachers seem to endorse this trend; fewer than half the teachers sur-
0

veyed report use of any inquiry teaching' strategies (Weiss 1978, °p. 148).

-However, the problem may be, in pars, with the ;'inquiry" label. .

°§ChLideradd Van Sickle,rei.ort:, 'Substitute' the term 'decision-making'

and you obtaitra different picture" (Schneider and. Van Sickle 1979, '

p. 465). Their comprehensive survey of publis)ers indicated that con--
.

suler demand for textbook,leisons about decision-making is considerable.

Whatever the label, inquiry (decision7making) activities more fre-

quently appear in tex today"because of the projects. An editor o

a maior-textbook publishing house described the current trend: "We're

not goiig back to where we wereibefore--back to the,old 1950s,style of

text. Publishers will incorporate inquiry strategies into the new

texts-4-although the biiance.will be more traditional than inquiry" 4

(Jaritzen 1979, p. 70):

In summary, the projects did not; for the most wart develop best --

selling Curriculum materials. Thus, 'their direct impact on th-school'

curriculum was in most instances slight. Their indiredt effects .have

been more significant., Certain differences in current textbooks seem to

stem from ideas and directives that came from the 'various curriculpm
. -

development projects of the 1960s and 1970s.-

)1
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Significance.of Findings'About Teitbodk Content

`Changes in textbooks have not ,resulted in extensive variety among

,the books in a-particular field, such as American government or history.

The leading textbooks in a given subject area tend to change together in

.----Tespon-ge-11566Uirpressures and/or consumer- demand. Thus, given the

rtellsive use of textbooks and,the high level of isimilarity among'them,

t/Tsreasonable to conclude that the textbooks represent a virtual

?

1

n tional curriculum in particular subject areas. Much Of the diversity

at exists results mainly from teacher adaptation in the use of materi-
-,,.

ls.

However, it is a mistake to view textbook's monolithically. Despite
4

the similarities among products, there yewithin limits--real choices

to be made by textbook adoption committees. For example, the differences

between Amer ican Political Behavior, and Magruder's American Government

are substantial.

% The variations in quality of textbooks in a given subject are also

important. The quality of writing, ,design, instructional strategies,

and tther"iiimensions differs significantly. Some texts obviously, are

done more, creatively than others; some texts'are better teaching tools

than others. A

6

Finally, it is important to recognize the -relatively high quality,

of the textbooks. Although content studies of textbooks have revealed

4 some important weaknesses, criticism of textbooks should not obscure

their value. Robert Rasmussen of the Association of American Publishers

has solidlgrounds for claiming that "American textbooks have been the

envy of the world. In content, in appearance, and in durability,^they

reveal the tremendous investment that publishers have made= in

ther4 . . . " (Rasllussen 1978; plot 10).

The content and style of typical textbooks suggest thatthe best of

' these waterials can be effective instructional means to certain impor-

tant objectives in the social studies, such as acquisition of basic -

knoWledge and skills. Certain other objectives, such as thelearning of

ious'attitudes or social skills, can best be met through the use of

ther educational media and practices.

It is important that teachers take note of what instructional pur-

poses a good. text should, and should not, serve. Roselle has made this.

point very well:

I.
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Not all textbooks make for bad teaching. Of course,

textbooks have undesirable effects--if teachers require
students to memorize the textbook, if teachers do not
make available to students other sources of information',
and stimVetionif teachers accept every ipterpretaticft
of the yextbook i4ithOut queation, if teacherd lean one

lthe textbook as the supreme authority, rather than esa
tool. It all depends on who is using the book. -

In the hands of an untrained, unimaginative, and uncon-
scientious teacher the textbook canbe a terrible
obstadle to real:learning. However, used by a
professional--by-an intelligent, creative nd well-

trained teacher who knows that the textbo s just one

source--a good textbook can be of conside le value in

the classroom. It can provide needed - information,

organize details into meaningful patterns, show rela-
tionships, and, yes, even stimulate thinking (Roselle
1980, p. 9).

Textbook, Development, Adoption, and Change

The c tents o textbooks and the curricula they influence'and/or
.

domina strong y affected by the processes of product development

and dis Ion.' Because t,extbdOk publishing is e businesd that mush

yield a p ofit, the pressureeof the marketplace may control publishers'

substan..; ve-deeiaion .

The 'textbook market is subject to unusual p;essures.' It is con-

strained by state laws anaviby various political interest` groups'who

demand a say about wiat happens in their public schools. How do pro- .

cesses of textbook development and adoption affect the final product?o,
To what extent do .these processes facilitate or nhiblt curriculum

change?

Textbook Development and Curriculum Change

Abodt 50 publishing companies produce and sell textbooks to element--

tary and secondary schools: thetop ten companies account for about 50

percent of Annual product sales.

The cost of developing a new basal textbook for the secondary school

may run as high as $300,000. A publisher needs to sell more than 100,000

copies ofthe new product to.break even. Thus, it Any take as long as

three years to reach the break-even.pOint, unless the book quickly

V
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becomes.a best-seller. Figure 2 shows the breakdown in prqUuction costs

and profits associated with the sale-of a textbook.

Given the stiff competition and high production costs, publishers

are very careful about launching new development, projects. Thus, the

first phase of the textbook development process is careful analysis of

the market (Goldstein 1978; Edgerton 1969)t This involves surveys of__

curriculum trends, competing products, and consumer needs and :wants.

Decisions to develop new textbooks are based on evidence of a likely

market for the product.

Some decisions to launch a textbook development project indicate a

publisher's desire to innovate--to meet new needs and trends 'that market,

analysis reveals. For example, Magruder's American Government was pub--

lished in 1917 in response to aiptional Education Association curriculum

reform commission's prescription in 1915 of a new 12th-grade course.

Usually, however, the publisher does not stray very far from the

tried-and-true pathways to product acceptability. Publishers know that

textbook consumers tend to be very conservative; school administrators

and-teachers generally have little to gain by making innovative choices

but may have much to lose if they arouse various pressure groups. Thus,

Goldstein reported: "Given a choice between materials closely patterned

after the ones they now use and materials that mark a sharp departure in

teaching technique, they will typically prefer the first" (Goldstein

1978, p. 37).

The next phase in product development is putting together the group

that will create the new textbook. Authors may be found in academic

departments of universities or in elementary or secondary school class-

rooms. They may be 'located' at university-based centers, such as the

Social Studies Development Center at Indiana University, or they may be
64 4.

hir4ed from private curriculum development companies, such as Education

Challenges, Inc., of Alexandria, Virginia.

lly two or more authors will be teamed with two or more editors

from t e publishing company. Authorship teams often combine subject-

matter specialists and practicing school teachers. Occasionally, a text-

book is developed by a single author, but rarely does one person have

all of the capabilities needed to develop a successful elementary or

secondary school textbook.

; A
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Figure 2

WHERE THE MONEY GOES FROM SALE OF $10.00 BOOK

INCOME AF 'ER

TAXES $0.80

ADMINISTRATIVE &O

TAXES

$0.75

GENERAL $1.20

I

ORDER)-PROCESSING,

WAREHOUSING, &
DISTRIBUTION

$0.80
Pk DUCTION

PLANT COSTS

$0.7

1

Data from 27 publishers; figufes are rounded.

(Association' of American Publishers, 1977 Industry Statistics)

L

PAPER, PRINTING,

&, BINDING

$2.75,

MARKETING. $2.00

ROYALTIES

$0.60

EDITORIAL

$0.40

118.37



The third phase in the development process is conceptualization of

the pr duct. This involves the writing of a proposal that specifies the
..-

conte t and design of the 'book. The size, scope, and sequence of text-

book content is set fOrth. Special feature's and pervasive instructional

strategies are described. All of t4ts planning is done with an eye on

the marketplace. Continual reference is made to marketing and curricu--

lum surveys that were the basis for initiating the project. Careful.,

examination is made of competing products--their content and design

features and evidence. of consumer responses to these product features.

Thus, ideas, for the proposed product are juAified with arguments and
. 1

evidence that suggest why the new product will be -superior to existing

texts in the field. i

fr.---

The fourth phase in the process is securing approval of the product

conceptualization,and a firm decision to begin creation of the textbook.

Subject-matter .Zxpeli.ts from universities and relevant classroom teachers

may be asked to critique the proposal. Key members of the publishing

company's marketing department will appraise the plan. The outcome of

these assessments may be a decision by company executiZ\to (1) go

ahead with the plcan as'conceived, (2) throw out the particular plan and

-look_Lar-a-new-4yelopment-team, (3)--ahandorlea-anatething_

else, or (4) go ahead after making certain revisions, of the proposal.

The fifth Phase, which presumes approval of the product conceptual= t.

ization, is to Zreate the manuscript in line with the product conceptu-

alization plan.{ Many publishers field test early drafts of the first

three, or four Chapters of a book. In such a field/test, several .teachers
Of

,are asked to xise the chapters in their classrooms. The teachers and e

their students are then asked to provide systematic evaluation of the

materiald, which reads to revisions of the chapters. These changes are/

presumed to Make.the materials more usable and effective with the target

audience.' Ideas derived from the field tests are built into the revised

plans for product development. If time and money permit, one or two

additional rounds of field testing may be conducted.
o

Formative evaluation involving students in classrooms has been on

the rise 4,p, ptOlishing companies. InCreases in product field testing
s

have been, in part, a response to new state and school district require-
.

ments for textbook adoption. Florida, .for examp,le, has a law that

states:
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lishers shall provide written proof of the use' Of thy
le rner verification a reVision process during prepub-Mia
1 ation development and osfpublication revision of the.
ma a als in question. For purposes of this section
learner verification is defined as the empirical process
of data gathering and.analysis by which a publisher of a
curriculum material has improved the instructional effec-
tiveness of that product before it reaches the market
and then continues to gather data from learners in, order
to improve the quality and reliability of that material'
during its full market life (Florida Senate Bill 5492,
Section 283.25).

a.

Another more typical type of .formative evaluation is to hire

consultants--subject-matter experts and classroom teaehers--to criticize

the manuscript." The publisher hopes to spot-and eliminate all errors in

the manuscript through this procedure.

Manuscript development involves collaboration between authors, edi-

tors, and book design experts to,lay out the format and style of the

book. Illustrations are,specified and people designated. to do artwork

and secure photographs.

The sixth phase of the process involves final c6py- editing to pre-:,

pare the manuscript fOr the printer. Then the book is printed, bound,

and sent to warehouses to await distribution.

Throughout the development process, the marketing department makes

plans to promote the new textbook. In addition,- company manglers and

executives watch and check to make sure that tem task is being done

according to high standards. Sometimes a product will be halted during

the manuscript creation stage because company executives have decided
4,

that continuing would be unprofitable.

This brief description revealshow careful and conservative the

textbook development process is. It is filled with checkpoints aimed at -

*
reducing tublishers risk in a Very, risky business. Develbping a new

textbook- -from product conceptualization to shiny new bookoften takes

anywhere from threes to five years: During this time, market conditions,

may 'change. Publishing company executives must be continually alert to

ne(4 needs .and trnds and ready'to adjust product development plans

accordingly.

From beginning to end of the production process,the dgyelopment

team gust assess various market pressures--stUdent needs, teacher prefer-

ences, market trends, pressure $rOup activity, new regulation4_affecting

I
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textbook addption, etc. They must sift this tangle of often confusing

and sometimes conflicting evidence in order to create'a product that'conflicting
/fl

will sell to the Largest number of consumers. Attempts to balance these '

various market fprcas are often likely to lead to "safe" decisions and'

conservative products.

Given the heavy marketing pressures against, bold innovation, it ls

remarkable eiiat publishers foster as much curriculum change as they do.

Despite the risks, publishers have attempted some innovations, as dis-

cussed previously. And publishers have, in general,, continued to improve

their products. Take a good look at the textbooks of 1960 and compare --

them with the products of today: ou will notice significant improve-

ment in content, design, and over appearance.,

Textbook Adoption and Curriculum Change

Textbook publishing companies' pursue two basic marketing :

strategies--one for adoption states and the other for "open tdiritor'ies"--,

(see Figure 3). In adoption states, laws regulate procedures for select-

ing lists of approved textbooks for use in local school systems. In

states that are "open'territories," use of textbooks in the schools is

not regulated or!..0, statewide basis.

There are'23 Adoption states; most are in the southern and western

parts of the country. Laws to regulate'the adoption process vary from

state to state. At the core of all the regulations, however, are cri:-

teria that set boundaries for textbook 'selection. Publishers must pro=

duce textbooks that, at a minimum, fit the criteria if they want their

products even to be considered for state adoptpn. The aim of adoption

states is to exercise centralized control over the use of materials in

local school systems.

In 17 adciption states, the state government pays for books that

local adoption committees select from the approved list. In the case of

New Yorkthe state provides a dollar amount per student for text pur-
.

chase. In six adoption states, the funds are provided wholly or par-

tially from local monies. In the two dual selection states, local dis-

tricts must Choose frOm astate adoption list if they use state funds

but Can make nonadoption othoices if they use local funds. There are

also 20 cities, which 'practice city-wide adoption of texts.
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The adoption states account for about 46 percent of the national

textbook, market (Rasmussen 1978, p. 11). Three large adoption .states--

Texas, Florida, and California--represent 17 percent of th'e national

market. Thus, these three states (and to a lesser extent the other,

adoption states) have a strong influence on the content of books sold

throughout the United States (RasmusSen 1978, p. 11; Bowler, 1976).

Why do the big adoption states, such as Texas, loom so large in the

calculations of textbook publishers? The answer has to do with the

large size of the market and the use of public funds to purchase books

that are selected'hy local school' districts from the state list of

approved materials. When a local school system makes a selection from

the state list, sales are guaranteed because of the allocation of govern-

ment funds,for textbook purchases.

Consider the example of the American government textbook market in

Texas. The total state market exceeds 200,0Q0 copies. Suppose a pub-

Usher wins one of the five places on the state list. The publishing

company has an excellent chance to sell as many textbooks in Texas, in

one year, as it may sell in the remainder of the country during that

same year.

BoWler (1976) nicely explains the general influence of the Texas

adoption process on pUblishers: "When a single committee (15 educators

in the case of Texas) chooses the textbooks to be read by 2.5 million

Texzis schoorchildren, and when that choice means 48 million DOLLARS in

yearly sales, publishers are going to tailor their products for the

Texas market and concentrate selling efforts there."

The 28 states that comprise open territories account for 54 percent

of the textbook market. In these dtates, local school districts have

authority to regulate their own textbok selection. These adoption

processes vary from small-scale replicas of the state adoption systems

to independent decision making by school administrators, department

chairpersons, classroom teachers, or some combination of these three

groups.

Key target states in the "open territories" are those with the

laigest populations:' New York, Pennsylvania, Illinois, Ohio, Michigan,

NeW Jersey, and Massachusetts. Major city districts within open terri-

tories include. Chicago, Detroit, Philadelphia, Washington, D.C., New
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York City, Pittsburgh, Minneapolis/St. Paul, and Denver. Marketing

strategies in the open territories tend to focus on theSt big state/bii

city markets.

The selection of materials in adoption states and open territories

is done At the local district level by specially appointed committees

commonly composed of teachers, one or more administrators (cu riculum

specialists or building principals), and occasionally parent/citizen

representatives. Table 1, reproduced from the RTI report, hows the

level and frequency of involvement of the various participan s in elemen-

tary and,secondary textbook selection.

Clearly, teachers (either in committees or individually) are the
,

most commonly involved participants. However, principals are heavily

involved at the elementary level, as are district-wide supervisors where

they are avairable. Pridcipals are less 'heavily involved at the

secondary level, but do maintain a degree pf involvement. Heavy parent,

community, or student participation is uncommon.

The RTI data indicate that teachers are primarily responsible for

local decisions on materials selection. But not all teachers serve on

selection committees, meaning that many teachers have input into materi-

als selection only through their committee representative, who is

commonly,appointed to the position. This accounts for the EPIE finding

that 45 percent of the almost 12,000 teachers they surveyed reported

that they had no role-in selecting materials. Even those who reported

having a role,did not seem to have "major input"--54 percent said they

spent less than-one hour making or preparing to make final materials

selections. The teachers who reported spending one or more hours, select-
.

ing materials said they made their selection from a field of fewer than

nine materials, which they skimmed for about ten hours (EPIE 1977,

pp. 7-8).

Over the past several years, the staff of the Social Science Educa-

tion Consortium has worked with many school districts in selecting social

studies materials. This experience Suggests that the "typical" scenario

for committee materials selection involves a group of six to twelve

members, mostly classroom teachers. The committee generally has been

appointed especially for the task of selection. It is not usually an

ongoing committee. At the first meeting, the "leader"--often a curric-
.

..
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Table 1

DISTRICT CURRICULUM' PROGRAM QUESTIONNAIRE
RESPONDENTS' PERCEPTIONS OF INDIVIDUALS INVOLVED IN

DISTRICT TEXTBOOK SELECTION

K-6 Social Studies

Percent of Districts

Not

Involved
Somewhat Heavily
Involved ,Involved

Don't Know
or Missing

Superintendent or assistant
superintendent 29 33 : 26 , 12

District-wide supervisors 30 21 28 21

Privcipals 4 41 50 5

Teacher committees 4 10 83 4'

Individual teachers 0 36 61 3r

School board members 65
),

19 3 13

Parents 68 23 2 7

Students 71 22 2 4.

Sample N = 303

7-12 Social Studies

Percent of Districts

Not
Involved

Somewhat
Involved

Heavily_
Involved

Don't Know
or Missing

Superintendent or assistant

superintendent 27, 34 19 19

District-wide supervisors 23 13 _26 38

Principals 8 53 20 10

Teacher committees 8 22 *65 5
.

Individual teachers 0 28 66 6

School board members 57 26 0 17

Parents 69 14 4 12

Students 60 30 2 8

Sample N = 298

*
It should be noted that many districts have no district-wide supervisors.

(Weiss 1978, Table B.26)
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ulum specialist, principal, or "lead, teacher"--gives.the committee the

ground rules, such as budget figures, deadlines, and special "adminis-

trative" decisions. This person also has obtained free sample textbook

copies from publishers.

For the'most part, the committee then works in a rather disorga-

nized fashion, with members picking up books, thumbing through them, and

asking if other materials are available. At some point the group and/or

leader may determine some selection criteria thatyill be used in making

final selections. The entire process is often completed in two meetings,

although some committees meet beriodically for several weeks or months

before arriving at decisions.

Adoption committees attempt to satisfy a variety of ixterest groups

representing alternative and often conflicting points of view. The com-

mittees also try to meetthe needs of students andteachers as they

understand them. Finally, adoption committees may feel pressure to

please school administrators and board members. This balancing of

various interests, pressures, and presumed needs must be done within a

framework of local, and perhaps state, law or mandate.

How does the selection process affect the content and design of

textbooks? Robert Rasmussen, who represents the School Division of the

Association of American Publishers, provides an answer from the perspec-

tive of the, textbook Koducer. He says:

The diversity of the culture results in a diVersity of

demands. There are demands for recognition of liberal

causes. There are demands for more patriotism or less

patriotism and flag-waving. Such causes as the rights

of minorities, the rights of women, conservation,
improved environment, Sex education, family plapning, ,

ethnic identity, drug education, consumer education, are

only a.few of the many cause's which come forth in text-

bookhearings held in various adoption states.

Those Who speak on textbook content frequently offer

completely opposing points of view. Thus, it.is often

difficult for theadoption committee to reach a final,

selection which satisfies all points of view. Ulti-

mately, the criticism or suggestion(s) reach textbook

authors, editors and"publishers, and decisions must be

made to resist or respond-favorably. While it is not

possible to satisfy the demands of all people, publishers

make a professional effort within the limits of respon-

sible scholarship to deal with potentially controversial

topics in a way which establishes some acceptable norm

(Rasmussen 1978, p. 17).
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Paul Goldstein, an academician who has made a critical study of A .

textbook development, provides a viewpoint that differs somewhat in tones

a emphasis from Rasmussen's statement. According to Goldstein the

adoptio ommittees respond to conflicting pressures by selecting "mate-
d

rials that they eve are least likely to offend the holders of any. .
e .

particular view. . . . Schools select, and producers prOduce, materials
'

that are not likely to upset the delicate balance reached among contend-

Significance

ing interests" (Goldstein 1978, p. 4).

of Findings About Textbook Developthent/Adoption Processes

Rasmussen and Goldstein both focus on,4the limits to innovation in

product development that are establisheeby textbook adoption processes.

In large part, the limitations are associated with the accommodational

re,latl.onships of the six basic groups involved with the production and

adoption of textbooks--publishers, authors, teachers, students, admin-

iStrators in local school systems and state education bureaucracies, and

community groups. Figure 4 pictures the typical pattern of interaction

among those groups of persons. All except the "selection committee" are

f permanently established positions. The selection committee is a.

temporary, usually short-lived group. .

Figure 4

RELATIONSHIPS OF GROUPS IN TEXTBOOK, ADOPTION

Students

Teachers
....

..
..... 40.."

......

Author Publisher Selection Community
Committees Groups

2
Admigistrators
(state, district,

local)

Forinal Channels of Communication

Informal Channels of Communication
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Several insights emerge from examining this, figure. First, few

formal channels of communication are available for those outside the

school setting to gain access to the in- `school selection or use of

materials. Particularly important are the few channels to students and

teachers--the users of materials. Only teachers have formal access to

students, and only administrators (often through committees) have direct

access to teachers. ' Sometimes publishers aria developers interact

directly with students and teachers; sometimes citizens communicate

directly with teachers; but for the most part, the users of products'are

removed from the producers or would-be influencers. Even access to

selection committees is generally filtered through administrators.

The diagram also suggests that there is no single source of power

in the,system. At first glance it appears that administrators hold an

important position, since they are In 6-rmal contact with publishers and

the community as well as teachers. TheyMay hold pivotal positions, but

their influence on students must, like everyone else's, be filtered

through the teacher.

It is discimraging to see how far removed from the users (both

teachers and students) the authors are. While the authors may develop

communication with teachers independently of the publisher, their access

to students must always be approved by tht teacher. What contact is

made with students probably happens only after materials have been fully

of partially developed..

.Finally, it is important to note that the community'has no direct

input into publisher decisions. Often community input is powerful, as

evidenced by the changes citizen, groups have made in the multiethnic and

sex equity dimensions of mateflUis,'but the influence must be filtered

through educational administrators at various levels.

The intricate network of groups in the Adoption process discourages

innovation in textbooks. Publishers tend to shape their product; to

balance and accommodate the various interests represented'by the several

kinds of participants in the adoption process. As Goldstein says, "The

surest, least costly way to succeed with new materials is to follow-the

patterns successfully established by materials already in use" (Goldstein

1978, p. 5).
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What does the current state of materials development and adoption

mean for'the future of textbooks, particularly change in t ese materi-

als? Primarily it means that radical change in material is unlikely.

Curriculum products which reach today's teachers and students must go

through a variety of administrative levels, which in turn respond to

community input. The system tends to buttress the status quo. Products

that tend not to incite--that are more bland than spicy--seem to be a

reasonable publisher response to the multi-layered road that must be

taken to teacher/student users.

Only in local development does the conservatism of the process seem

to be short - circuited, since teachers essentially write for themselves

in such a procedure. However, the impact of locally developed materials 40

is generally limited to the district in which they are produced. When

good generalizable ideas are generated, the local developers have no

established dissemination system of their own; not do they have anormal

route to publishers to share their work.

This analysis is not intended as an indictment of the present system

or of what it portends for the future. It is merely an explanation of,

why change in materials tends to be slow and incremental, and why that

condition seems likely to continue as long as the current processes of

textbook development and adoption are maintained.

Further Research

The findings presented in this paper represent a significant step

forward in understanding the development, use, and significance of cur-
.

riculum materials in K-12 social studies teaching and learning. The

literature review, national survey, and case studies supported by the

National Science Foundation have provided previously, unknown data which

allow us not only to know more about-social studies materials but also

to compare the use of materials in our field with that in science and

mathematics. These data bases have been further-supplemented by the

literature reviews, experiences, and judgments of the SPAN consultant

panel 'kid staff.

Despite the gains we have made in understanding social studies

curriculum materials, however, much.remains unknown or only partially
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known. To fill these gaps, we believe the following research efforts

should be undertaken in, the near future. These are not the only fruitful

.areas of inquiry which could be pursued, but they are pressing needs.

1. A survey of textbook usage is needed to determine what text-

books are mpst widely used at each elementary grade level and in each

secondary subject area. Given the primacy of textbooks In curriculum

Planning and teaching, data from such a survey would pinpoint more .

exactly the substance of, social studies instruction. Although many

publishers conduct such surveys in their marketing research, their infor-

mation is not generally available to curriculum developers or specialists

who attempt to bring about curriculum changes. Among the issues to be

addressed in this type of res arch would be: Which books are most

frequently used at each grade level? What percentage of students use

these books? What are the patterns of use of igidely used texts? Are

there regional or demographic differences in the use of particular kinds

of texts?

2. There is a need for systematic research on exactly what text-

books include, how they compare to one another, and what their major

strengths and weaknesses are. Among the studies reviewed in this paper

are several ",that have attempted systematically to assess one or more

aspects of social studies textbooks' content. The results of such
4

studies provide information, about the "insides" of textbooks that is

useful to .curriculum developers and to curriculum specialists and

teachers who design curricula and adopt textbooks. Examples ol specific

questions which might be studied are: What are the content differences

among sixth-grade texts which focus on world,
41.

studies? What are the

content Offeren e among fifth-, eighth-, and eleventh-grade U.S.

history texts? How many inquiry strategies are included in the best-

selling U.S. government texts, and what is the natureS/of the inquiry?

How muchdo the readability levels of leading textbooks at each grade

,level, differ?

3. A nationwide survey of the views of teachers, students, and

the public about widely used textbooks is peeded. Currently our data

base about consumers' perceptions of textbooks is thin or nonexistent.

The marketing departments of publishig companies carry out sulch studies

regularly, but, again, the data are not available to the public or educa-
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tors outside the publishing companies. Example-&f-questionsfor this

type of research' include: What topics do teachers, parents, and/or stu-

dents expect to be covered in an 11th -grade U.S. history textbook?
A

'Do

students feel they learn effectively from and/or do they like primary

source materials and case.studies? What is the most useful format for

teacher's guides?\ How do parents respond to the affective learning

strategies present in some textbooks?

4. More systematic study of how textbooks are actually used in'

classrooms is needed. The data we have on curriculum materials indftate
cv

that textbooks are very extensively used; however, we know little about

how they are actually used. Only the Stake and EaSley case studies

provide much information about what happens with textbooks inside class-

rooms. We need to know much more if we are to knfw how textbooks can be

effectively improved. Topics for examination include: How much class-

room time is spent
/

in silent reading of the textbook? How often does

the teacher use lesson plans from the teacher's guide precisely as they-

were conceived? How much of a textbook £s covered in a. typical course?

What information from a textbook does the teacher choose to emphasize?'

5. There is a need for careful case studies of successful textbook

innovations. Although not many of the 1960s social studies curriculum

-project materials experienced large sales or extensive use, some inno-

vative-materials have fared better ii the marketplace. For example, the

Biological Sciences Curriculum Study (BSCS) of Boulder, Colorado, has

produced textbooks that about.50 percent of American high school stu-

'dents enrolled in biology courses. use (BSCS 1979, p. 14). Furthermore,

nearly all high school biology students use textbooks that have been

modeled after the BSCS products. The work of BSCS, like the social

studies curriculum projects of the 1960s and 1970s, was federally funded.'

However, BSCS has become institutionalized and continues to exercise

great influence on science education in American schools. Case study

research about the ,activities of successful centers such as BSCS might

yield ideas and insights that could aid the efforts of social studies

curriculum reformers.

6. Careful study of successful local curriculum development

efforts in'social studies is needed. Despite the predominance of com-

mercially published curriculum materials in today's social studies class-
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rooms, in some school systems teachers do develop and use their own

materials. Such successful local developers often feel strongly that

the materials they produce relate to local conditions and student needs

better than available-miumercial materials. Currently we have little

information on these locaevelopment efforts. F-ruitiful research could

be conducted to answer such questions as: How did fhe development effort

get started? What are the support systems which keep it operating? How

many teachers participate? What are the logistics of materials' produc-

tion? What is the nature of the materials that are produced? How are

materials kept current?

7. There is a compelling need for careful research and cred 1

findings about textbook adoption processes and their effect on curriculum

changes. Given the findings about the influence of state adoption sys-

tems on publishers' development and marketing decisions, we clearly need

to know much more about how the'adoption process works--both in adoption

and nonadoption territories. This research is a prerequisite to effec-

tive moves by federal agencies, national curriculum development centers,

and other groups toward influencing certain basic Changes in textbook

content. Questions to be answered in such research include the follow-
.

ing: What is the average amount of time between adoptions of. social

studies materials in school districts? What are the common criteria

imposed by adoption committees in state adoption states? How do schools

in nonadoption states gather information about textbooks before Iting

purchases? What procedures do laypersons follow in influencing text-

bOok selection? To what extent and how do sales representatives influ-

ence local school,textbook selections?

Conclusion

.

Curriculum materials are a critical element in K-12 social studies

instruction today--both in curriculum planning and in.day-to-darteach-

ing and learning. Although a great variety of materials is available,

most teachers prefer and use textbooks as the basis of instruction: The

use of a single or a very limit d number,of te4tbooks dominates instruc-

tion at all grade levels.

162 151

-c



*.

, .
;'Teachers and administrators are generally well satisfied with their

bodial studies materials; The materials are cost-effective and help

teachers with important-management and control% functions. Students also

generally like textbooks, and there is some evidence.that they.learn
r

well from well-structured curriculum materials. Patents and citizen

groups are favorable toward texts 'because texts. give them a channel for

entering the classroom and discovering what students are learning.

Extensive use of textbooks in social studies instructibn is not

new. Since the turn of t he century and perhaps before, reformerslave

been critical of teachers',heavy reliance on textbooks, yet the practice

' has continued.
1.

Textbooks have not stayed the same, however. In the past 20 years,
/

dome noticeable and .significant _improvements- have occurred. Social

studies texts have been made more physically attractive, more readable;

more fair in their treatment of women and minorities, and somewhat more

open to objective treatment of controversial or sensitive topics. On

the other hand, many critics still suggest that texts inadequately treat

social science content and that they_emphasize the transmission of infor-
__

tation rather than the ,development of-Critical thinking. *Although the

new social studies projects did not have much direct influence'on social

studies instruction--because relatively few students ever used them--the

influence of the ideas and methodology of the new social studies on

current commercially_developed products is apparent.
P

While there are some differences among textbook offerings ai each

grade level, in fact texts in the current crop are more alike than dif-'

ferent. This similafity .resits from publishers' attempts to find a

middle ground in text development--to produce bo oks which will please

<most people and offend few.

Textbooks are expensive to develop and market. As school enroll-

ments decline and budgets are.cut, the'competition becomes more keen.

As a result, increasing attention is paid by publishers to marketing.

Adoption procedures in state-adoption states are carefully monitored,

while strategies for breaking into the nonadoption markets are des)gned.

Meanwhile, adoption procedures are carried out by educators across

the country in a variety of ways--ranging from carefully controlled and

publicized systems to relatively haphazard, rather obscure procedures.
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Al.though teacher representatives generally have more influence On text-
.

hook selection today than in previous yeaf-s, many teachers still have

o
little or no input into the decision about which textbooks they use.

These findings lead to the conclusiOn that curriculum materials,

particularly textbooks, are a factor of great importance in social

studies education. Those who would change social studies curriculum or

inttruction must at the least consider materials and probably must work

'through materials.

But learning about texts or even developing better texts is, not

enough--as the, "new social studies" developers learned.' Textbooks are

-important'determiners of what is taught and how it is taught, but they

do not function in a vacuum. Before significant improvement can be made

0,

in curriculum materials, much more attention needs to be paid tit the

consumers of textbooks. Teachers' needs must be determined, students'

expectations considered, adoption procedures accounted for, anq, Changing

pqcietal conditions acknowledged.

All this bespeaks a complex system, in which quick or massive reform

may not be possible. But systematic and significant improvement is

possible if we pay attention to the entire cycle of curriculum materials

devplopment, selection, use,'and abandonment.

111
Appendix
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Type 1 Studies--Analysis of Specific Social Science Concepts or Methods

The Dissemination of-Major Geographic Elements Ciptained in the
High School Geography Project: A Content Analysis of Gjgraphy Instruc-
tional Materials, 1975, Jon Owen Hansen, Michigan Statetniversity.

4".

The - Treatment of Economic Issues inHigh School Government, Sociol-
ogy, U.S. History and World History Texts, 1978, Robert S. Main, Jburnal
of Economic Education.

-Political Change and Political Choice: A Review of Some Introductory,
American Government'TeIcts, 1976, James K. Oliver-and James A. Nathan,
Teaching Political' Science.

A Content Analysis of Selected qecoriary) School Economics

Textbooks, 1973, Roy .Herman Langer, Ball State University.
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Type 2 Studies--Analysis of Special Issues or Concerns

The Treatment of Population Concepts in Social Studies and Biology
Secondary School Textbooks in Florida: A Content Analysis and Survey of
Teachers, 1979, Gita Sushila Wijesinghe, Florida State University.

Images of the Arabs in United States Secondary SchoolSocial Studies
Textbooks: A Content Analysis and A Unit Development, 1976, Samir Ahmed
Jarfar, The,Florida.State Universtiy. ,

A Content Analysis of the Treatment of Black People and Race /Rela-
tions in United States History Textbooks, 1976, Floyd Hilding Pearson,
University of)Minnesota.

: Textbooks and Political Socialization, 1980, Charles
Teaching Political Science., .

ington,

The Changing Image of Blacks in AmeAcan Government Textbooks, 11980,
Woodrow Jones, Teaching Political Science.

The "mischief of Factions: Political Parties in Schoo;oTextbooks,
1979, Sue Tolleson Rinehart, paper prepared for delivery at Annual
Meeting of the American Political Science Association (Washington; D.C.,
August 31- September 3; 1979).

Classroom Treatment of the Right to Work. Revised October 1978,

1978, National Right to Work Committee, Fairfax, Va.

How the Cold War is Taught: Six, American History Textbooks Examined,
Martin F: Herz, 1978, Georgetown University, Washington, D.C.

Stereotypes, Distortions and Omissions in U.S. History Textbooks,
1977, Council on Interracial Books for Children, Inc., New Yorkc, N.Y.

Asia in American Textbooks: An Evaluation, 1976, Asia Society, New
4Yc, NY.

-t

A Content Analysis of the Treatment of Black People and Race Rela--
tions. in 'United States History Textboos, 1976, Floyd H. Pearson, Uni-
versity of Minnesota.

Images of Names and Non-White Ethnic Groups as Presented in Selected

Eighth Grade U.S. Histor Textbookp, 1976, Jestis Garcia et al.? paper

presented at the Ahnual Meeting of t nteramerican Congress of Psychol-

-.ofy (Miami Beach, Florida, December 1976).

The American Indian:Tho Longer a Forgotten American in U.S. History
'Texts Published in t 'he 1970s,'1980, Jesus Garcia? Social Uncation.

Geography: A Value Laden Subject in Education, 1978,-P.M..Gowi ,

Geographical Education.

How the Cold War is Taught, 1979, Martin F. Herz, Social Educatan.-
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Evaluation of Curriculum Materials for Sexism in Language Arts,
tSocial Studies, and Counseling, 1979, JoAnn Burns et al., Indiana Uni-
versity, Indianapolis.

Africa in U.S. Educational Materials: Thirty Problems and Responses,
1977, Susan J. Hall, New York, N.Y.

Treatment of Women in United States History Textbooks. A Presenta-
tion in the College of Education Dialogue Series, 1979, Nancy B. Julian:,

The Evaluation of the Treatment of Egypt in American Primary and
Secondary School Literature. Final Report. 1976. Farhat J. Ziadeh et
al., New York, N.Y.

.,

The Minority Group Image in TextboOks, 1975, Ann H. Stodeard: Vir-
,ginia Beach, Va.

1
-

From Bloody,Savages to Heroic Chiefs, 1978, Jesus Garcia, American:'
Indian'Education.

Judging Textbooks: The Asia Society Project, 1977, Loretta Ryan,
Social Studies.

,textbooks and the New Social Studies, 1979, William Fetsko, Social .

Studies.

Type 3 Studies--Analysis of Particular Skills or Processes

Social Studies Text Materials as allesouece for Reflective Inquiry:
A Content Analysis, 1977, Samuel Robert Bell, Stanford University.

-Geography,Textbooks--How Readable Are They?, 1976, James R. Miller,
Dodd E. Roberts, Social Studies Journal.

Teachers Beware: Elementary Social Studies Textbooks are Getting'
Harder to Read, 1975, Roger E. Johnson, paper presented at the Annpal
Meeting of the National Council for the Social Studies (Atlanta, Georgia,
November 26 -29; 1975).

The Readability of Elementary Social Studies Textbooks Is Decrees-
). ing, 1977, Roger E. Johnson, Social Science Record.

e

Type 4 Studies -- General Analysis A

Secondary School Social Studies: Analysis of 31 TextbookTrograms,
1975, EPIE Report, 71.

1976 Michigan Social Studies Textbook Study:. A Study of Senior High
School GovernmerakTextbooks, 197,6, Michigan State Department'of Educe-
tion, Lansing:

./ ed
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The Status of the Social Studies: The Publishers' Perspective, 1979,

Donald O. Schneider, Ronald L. Van Sickle, Social Education.

Social Science Education for Grades K-12 in Montana Public Schools:

Textbook Evaluation, 1978, University of Montana.
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SOCIAL STUDIES TEACHERS

By Mary Vann Eslinger and Douglas P. Superka

Introduction-

It depends on who is teaching. . . . Eight different
people mean eight different social studies curricula
(Stake and Easley 1978, p. 1:55).

A junior high school social studies teacher made that statement in

describing the Texas history curriculum to the observer in one of the

Illihois case studies. While it may be an overstatement, this comment

emphatically points to one of the major findings of the NSF studies:

the teacher plays the central role in science, math, and social studies

education. The principal investigators in the Illinois case studies

concluded their report with perhaps the definitive statement on,the

importance of the teacher in science education (which included math and

social studies):

What science education will be for any one child for any
one year is' ost dependent on what the child's teacher

-4' believes, knows, and does--and doesn't believe, doesn't
know, and doesn't do. For essentially al] of the science
learned in school, the teacher.is the enabler, the
inspiration, and the constraint (Stake and Easley 1978,
p. 19:2).

The individual case studies contain considerable evidence to support

this finding. One observer, for example, noted that,"in discussion with

parents, administrators, and teachers, no matter how much one tried to

talk of general dimensions of science education'in the Alte Schools, the

conversation would eventually turn to the capabilities and competence of

the individual teacher" (Stake and Easley 1978, p. 3:86). Parents often

talked about a pafticularly "strong" "weCk" teacher their child had

in.elementary school. At the junior and senior high levels, departments

were characterized by the percentage of strong and weak teachers (Stake

and Eagley-1978, 3:86), Another site visitor concluded: "Everyone

P)
Verna Fancett and R. Beery provided substantial assistance in the

preparation Ai ads paper.
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agreed that the most important parts of the learning equation are the

teacher and student. The curricula materials are secondary" (Stake and

Easley.1978, p.'5:28). Throughout the, case study reports the teacher is

referted to .variously as "the central figure," the "key," and "the magic

ingredient" (Stake and Easley 1978, pp. 3:3, 19:2, and 11:47).

The importance of :the teacher is not unique to social studies or

even to science education in general. If the Illinois investigators had

.been examining English and foreign languages, they probably would have

reached a Similar conclusion. The centrality of the teacher, however,

takes on special significance in social studies. As will be documents

below, many school observers noted that social sudies teachers appear

to be a particularly diverse group having a considerable amount of free-

dom. At the secondary level this can, result in vastly different ways of

teaching the same course (e.g., Stake and Eas,ley 1978, pp. 1:114, 1:55).

At the elementary level, where the status of social studies is on very

shaky ground, the interest and inclination of the individual teacher can

determine' whether social studies is even taught on a regular basis (Stake

and Easley 1978, p. 11:47). Finally, a recent study of two diffdrent

wags of organizing the 'secondary social studies curriculum concluded

thatunthe quality of the educational process experienced by our students_

is probably much more related to the quality of the teacher than to the

form of the curriculum" (Hughes 1978, p. 166).

Given this high level of importance, examining the nature of social

A
Studies teachers becomes paramount in trying to understand the nature of

social studies education in the nation, In this paper, we have attempt-

ed to synthesize da* fromthe NSF studies, the Goodlad study of 38.

schools, and other research efforts to shed some light on the back-

grounds, attitudes, and othl:,r characteristics of those who teach Social

studies at the elementary, Xiiior high, and senior high levels. (The

NSF studies also document the importance of curriculum materials, espe-

cially textbooks. See the. preceding paper in this volume for details.)

Demographic Characteristics

The overwhelming majority, of elementary social studies teachers .are

-female, while the vast majority of secondary. social studies, teachers are

1
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male. According to the RTI study, more than 95 percent of primary (K-3)

social studies teachers and nearly 80 percent of intermediate-level (4-6)

social studies_teachers are fepale. By contrast, 62 percent of junior

high and 75 percent of senior high social studies teachers are male

(Weiss 1978, p. 141). This pattern was confirmed by the results of the

Goodlad study of schooling. A preliminary analysis of those results

also indicated that the proportion of secondary social studies teachers

who are men is even higher than in other departments (Wright 1979, p.

3). The RTI study indiLted that the science teachers had the .same

percentages of males and females at the secondary level as social

studies, while the math te4chers had more females--46 percent at the

junior high and 32 percent at the senior high level (Weiss 1978, p. 141).

Social stddies teachers at all levels have had considerable teach-

ing_alwrince_. Tha, RTI study reported in 1978 .an_avgrage of about 11

years' teaching experience for elementary and secondary social studies

teachers. A more recent study by the Agency for Instructional Televi-

sion indicated an.average of 13.5 years' experience for a national sample

of secondary social studies teachers (Fontana 1980, p. 5). The RTI study

showed that secondary'science and math teachers had about the same a ount

of experience social studies teachers. The Goodlad study, on t

other hand, ou d that "secondary social studies teachers were two years

older and had been teaching two years longer than the other secondary

teachers" (Wright 1979, p. 3). That study also revealed that "an extra-

ordinarily small perc'ntage of the social studies instructors (3 percent)

were 'first year teachers' and . . . an unusually large percentage (56

percent) had taught longer than ten years? (Wright 1979, p. 5).

The major data bases analyzed in Project SPAN contained very little

information on the ethnic/racial and socioeconomic backgrqunds of social

studies teachers. The Goodlad study did contain some Alf-report data

on the political orientation of teachers. In.comparison to other secon-

dary teachers, large proportion of social studies teachers described

themselves as "liberal" or "strongly liberal" and small proportions

classified themselves as "moderate." About the same proportion of social

studies teachers and other teachers viewed themselves as "conservative."

Elementary social studies teachers tended to be less liberal and more

conservative (Wright 1979, p. A). Regardless of their political orienta-
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tions, the overwhelming impression from the Illinois case studies is

that most social studies teachers (and math and science teachers) share

the mores and values of their communities (Stake and Easley 1978, p.

19:6).

Academic Preparation

The primary, data bases examined in Project SPAN provide consider,

able general information concerning the preservice training of social

studies teachers, but little about the nature of specific courses taken.

According to the RTI survey, fewer than a third of e ementary social

studies teachers had degrees beyond the bachelor's (2 percent at K-3

and 32 percent at 4-6) (Weiss 1978, p. 137).

In-the-Goodlad-studyi-"master's degrees were less common among

social studies teachers than other teachers" in elementary.and middle

schools (Wright 1979, p. 4). The RTIokesults confirm this finding at

the primary level (K-3), but not at the 4-6 or 7-9 levels (Weiss 1978,

p. 137). These differences between social studies teachers and others

at the elementary level must, however, be interpreted with the realiza-

tion that most of the respondents in the studies taught several subjects

and were selected randomly to react/to a particular subject area.

Perhaps a more important consideration is how elementary teachers

feel about their training in the various subject areas. Clearly, ele-

mentary teachers feel most qualified to teach reading and math. Ninety-

five percent of the elementary teachers in the RTI survey felt "-ade-

quatelyNqualified" or "very well qualified" to teach those subjects. Of

those, 63 percent felt-"very well qualified" to teach reading and nearly

50 percent felt that way about math. Only 39. percent of the elementary

teachers coisidered themselves "very well qualified" to teach social

studies. The greatest deficiencies, however, appear to be in.sciehce,

where only 22 percent felt "very well qualified" and 16 percent felt

"not well qualified" (compared to 6 percent for social studies, (Weiss

197'8, p. 142). Weiss noted that "elementary teachers' perceptions about

their qualifications for reaching the various subjects are consistent

witil the amount of time that is generally spent in instruction in these

areas" (Weiss,49Z8, p. 138).
/'.
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Another indication of the need.for more trainingin social studies

might be inferred from RTI data on teachers' perceptions of their need

for assistance in various areas. Elementary social studies teachers did

not rate "obtaining subject mattgr information" as one of their greatest.

needs. But more elementary social studies teachers (K-3: 31 percent,

4-6: 36 percent) said they "do not receive adequate assistance" in this

area than did math teachers (K-3: 24ipercent, 4-6: 21 percent) (Weiss

1978, pp. B105-110),

Consistent with these findings, Wiley concluded in the Ohio State

literature review ,that "it would appear that elementary teachers were

not well prepared in history and the social sciences" (Wiley 1977, p.

143). This judgment, however, was based on only.a few studies of teacher

preparation in the early 1960s. One site observer in the Illinois case

studies concluded that "a lack of training in science and social science

disciplines was perhaps the biggest obstacle to the elementary programs"

(Stakeand Easley 1978, p. 2:22). ,The examples provided, however, were

in Che natural science area, and ethnographers in the other ten districts

did not make this judgment.

The data bases analyzed by Project SPAN contained only scattered

data on teacher qualifications and no recent inform on on the number

or nature of social studies courses taken by elementary teachers.

In contrast to .their 'elementary cqunterparts, 51 percent of the

junior high and 58 percept of the senior high social studies teachers in

the RTI survey held degrees beyond the bachelor's. Slightly fewer

science and math teachers had advanced degrees (Weiss 1978,'p °,139). In

the Goodlad study,'krelatively, large proportions of [high school] social

studies teachers had.earned masters or doctoral degrees" (Wright 1979,

4).

What are the major areas of preparation for secondary social studies

teachers? Little up-to-date is information available in the SPAN data

bases to answer this question with much 'confidence. Wiley concluded

from an examination of numerous studies from the 1950s and 1960s and a

few after 1970 .fthat history still appears to be the dominant area of

preparation for social studies teachers (Wiley f9.77, p. 143). The RTI

survey and Illinois case studies do\not shed light on this question, but

a decent study by the Agency for Instructional Television supports
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Wiley's judgment. History was the primary area of preparation for about

half (49 percent) of the secondary social studies teachers in their sur-

vey. Sixteen percent were.trained in "general'social studies" and the

rest were distributed among various social sciences--political science

(5.6 percent)., geography (3.4 percent), sociology (2.2 percent), psychol-
c-

Ogy (1.3 percefit), and economics (.9 percent) (Fontana 1980, p. 5). .A

small study of preservice social studies teachers also supports this

finding that history still predominates as' the major area of academic

preparation (Nelson and Palonsky 1979, p. 14).

While
A specific information on the nature of this training is not

extensive, one can reasonably hypothesize that the university education
r.

of secondary social studies teachers- has concentrated mainly on the

mastery of knowledge within history and the social science disciplines,

with only superficial attention to the philosophy and methods of teach-
/

ing these fields to secondary school students (Newman 1977; Fraenkel

1980, pp. 93-94; Wile 1977, pp. 143-,144). At the university, high

school teachers have pro ably encountered one primary model of teaching:

the professor passing inf ation about a discipline on to students, a

model which little equipped them in the skills of critical Lnquiry (Wiley

1977,` p. 13; Stake and Easley 1978, p. 16;.8). They are unlikely to

have been exposed to an interdisciplinary course, a synthesis or capstone

course, a social issues course, or a course giving them practice in the

methods of inquiry of the several social sciences (Wiley 19783 p. 131).

After observing. numerous instances of'teachers'' failure in handling

critical qu&stions well in'the classroom; the principal investigators'of

the Illinois case studies suggested:

Most beachers had not had the training that would make
them respond "instinctively" to the fruitful observation
or the penetrating question of a thoughtful student.
They were trained in the same undergraduate courses that
prepare students in hniversities for graduate studies.
These were seldom research seminars of the sort reserved
for doctoral studies - -to explore areas of doubt or ignor-
ance (Stake and Easley 1978, p. 16:8).

4.0

More extensive research is needbd on preservice training and certifica-

tion requirements for secondary social studies teachers before a reli-

able, detailed picture of their academic preparation, can be portrayed,.
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How (lb secondary social studies teachers feel about their qualifi-,

, cations for teaching their courses? About 90 percent.of the junior high

and 80 percent of the senior high social studies teachers in the RTI

survey felt adequately qualified, figurescomparable to the results fqr

science teachers at these levels. Sixteen percent of the high school

social studies teachers did feel "inadequately qualified to teach one or

more of their courses," the largest) percentage for the three subject

areas examined in the RTI survey (Weiss 1978, p. 144). Weiss reputed

that the vast majority of teacher in the study listed courses in their'

subject areas as those they felt inadequate to teach. Social studies

teachers, for example, 'might list economics. 'or psychology, bcit not

English or math. Fourteen percent of all the teachers ih the study

--indicated-teach-ing a-combination-Of subiects,--but-how_many_of_thnse___Idere___

social studies teachers was mot reported (Weiss 1978, pp. 142-143).

Like the elementary teachers, secondary social studies teachers did,

not rate "obtainingsubject-matter information".as a major area of need,

but about 30 percent of the junior and senior high social studies

4
teachers said they did not receive adequate assistance in this area.

Despite the teachers' reports that they felt positive about their

,qualifications and training in their subject areas, many researchers and,

commentators .have contended for years that the subject-matter preparation

of 'Social studies teachers has been in equate (Wiley 1977;' p. 257)1

Usually, however, their Criteria for a quacy have not been clarified

O

Furthermore, the studies reviewed by Wiley indicate that liftle or no

relationship has been demonstrated between Social studies teachers'

subject-matter preparation and their knowledge of the subject or their

students' achievements ig the subject (Wiley 1977, pp. 257-258).

Grannis (1970), who reviewed a number of Studies over a 30 -year period;

suggested that "the main function of knowledge of subject.matter was to

sanction the teacher's'" role as an authority, a giver of knowledge"

'(Wiley 1977, P. 258). The Illinois case studies have since confirmed

this judgment, as will be shown later.

Professional Activities

Most df the professional activitieswof social studies teachers,

like those of other teachers, center around their classrooms. An ele-



mentary teacher teaches social studies and/or several other subjects to

a group of about 24 students at' the primary level and 27 student.; at the

intermediate grades (Weiss 1978, p. 67). Elementary classes are usually

divided into ability groups to teach reading and math. This.is not

usually done for social studies. Most junior and senior high social

studies teachers teach only social studies courses (Weiss 1978, p. 142).

`Their classes tend to be larger (an average .of 27 students) and more

heterogeneous than those of their science and math colleagues, partic-

ularly at.the high school 1,evel (Weiss 1978, pp., 65, B7). Seventy-five

percent' of the 10-12'social studies teachers' classes were composed of

students with mixed abilities, compared with. 51 percent for science and

math teachers. J

Social studies teachers at all levels; like their colleagues in the

other subject 'areas, tend to run teacher-directed classrooms, making

frequent use of lecture and discussion, textbooks, and worksheets.

More-detailed information about the specific courses, materials, and

methods used by teachers to teach social studies can be found in other

papers in this volume. In this section we focus on professional actiA-
,

ties beyond each4pg students. These include sources of inf6rmation,

professional,Telationships and associati6s, and participat.iOn iii inserv-

ice training.

The most useful source of information forsocial.studies teachers

is other teachers. When asked to rite usefulness of various sources of

information about new developments in social studies education, social

studies teachers, K-12, gave "very useful" ratings as shown .in'Table 1.

The influence of."other teachers" as a source of information is clear,

particularly for primary-grade teachers. Many primary-grade 'social
c-

studies teachers also find college courses, journals and.other profes-

Aonal publications,. and local inservice programs valuable sources of

information. Fewer intermediate and secondary social studies teachers

rated other teachers, college courses, and local inservice programs as

very useful, but more of them saw journals and other professioal pub

lications as very useful sources of information. Secondary social-

studies teachers 'differ from their elementary colleagues only in degree,

the greatest difference being in the extent to which 'they find local

inservice programs useful sources of information (44..percent of K-3
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Source -

Other teachers

College courses

Journals &'other

Table

SOURCES OF INFORMATION FOR TEACHERS

Percentage of Teachers Rating
Each.Source as Xisefuli

K-3 4-6 . 7-9 .1-12
58% 44% 45% 42/

4'6 37 34 34

professional publications. 39 47 42 45

Local inservice programs 44 38 26 14 /'

.

Local subject specialists 28 17 22 ' .11.

Princip als
r--0. *,

26 ., 28 19 15'

Federally sponsored workshops 16 25 16 13

'Meetings of professional , .

organizations 16 13 22 20

Publishers and sales .

...
' representatives

State department personnel

/ Teacher union meetings

14 10 11 , 12
) 4

2 4 5 5

6 5 7
9

(Weiss 1978, p. B-119)

teachers do compared to orLy I'4 percent of the 10-12 social studies

teachers). Social studies teachers at all grade levels said teacher

union meetings, state dep artment personnel, publishers, and professional

association meetings were not very useful sources of information on new

developments.

The -latter rating is not surprising., since few social studies

teachers belong to their national professional organization, the National'

Council for 'the Social Studies. The 17,000 members of NCS(comprise

only,a small portion of the estimated 150,000 to 200,000 teachers of

social studies. Even among distridt supervisors responsible for coordin-

ating'socraa studies, fewer lean 20 fiercent belong to-NCS'S (Weiss 19J8,

p. 45). According .to the Goodad-Study,-fewer social studies teachers

belong to their professional organization than ,do-teachers ofJother sub-
4,

ject areas (Wright 1979, p. 6):

'While NCSS may not be a significant reality for most social studies

teachers, their professional unions--NEA, ,AFT, and their local

affiliates- =are. Many aspects of the professions lives of social

studies (and other) teachers are directly affected'by these astocia-
.

tions--salaries, released time, contracts. time schedule-s, and class

7
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size. The Illinois, case, studies document that this kind of professidnal

association .is a vital and powerful one for teachers, especially those

in urban areas (Stake and Easley 1978, pp.-B.:3-6): The observer at one

site characterized many teachers he encounted (including social studies

teachers) as "militant professionals" (Stake and Easley 1978, p. 10:13).

Given their reluctance to join professional organizations other

than unions, it is mildly surprising that many social studies.teachers

ini the RTI study rated professional journals as useful sources of infor-

mation. The Goodlad findings, on the other hand, are consistent with

teachers' attitudes toward these associations. In comparison to other

teachers, social studies 'teachers in that study 'found the professiohal "

literature to be of little help to them in their jobs (Wright t979, p.

6).

Social studies teachers are also little aware of or influenced by

the results of educational research (Shaver, Davis, and Helburn 1979a,

p. 19)..* This may be because they do not see the findi as useful in

.resolving the problems with which' they must cope on a daily basis

(Shaver, Davis, and Helburn 1979b, p. 152); it may be because the find-
.

ings have not been, organized in a way that is efficient for them to

"study; or it may be that no real attempt has been made to communicate

the results to them. It may also be becauselithey see the researcher as

Pone of those people from the university" whois far distant from the

action afid who really has no idea of what teaching, is all about (Wiley

1977, p.
.

SOCial studies teachers in general have not extended their training

through iristituteg or workshops funded by the National Science,Founda-

tion. The vast majority have never participated in an NSF-funded insti-
_,....-

tute (Weiss 1978, p. 1.0; Stake and Easley 1978, y. L8:22).- Fewer insti-
1

tutes, ;however, were available for social studies .yeachers than for

science aadmath.teachers. Their nonparticifation in such institutes

explains, ;at least in pat, the fact that social studies teachers have

probably never seen even one of the materia4s'developed by NSF-sponsored
I

curriculum, projects (Weiss 1978, p. B41).
,

Seventy=three percent of the 7 -9 social studies teachers and 42 ,

percent'of the 10-12 .teachers in the CSSE survey 'reported that they had

attendedan inservice course of somt,description within the three years
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preceding the Illinois study (Stake and Easley 1978, p. 18: 23). Half of

the K-3 and 7r9 social studies teachers in the:RTI sur'velisaid they took

acollege course Eor credit in the school year when the study was con- .

ducted. More than 40 percent of/the 4-6 and 10-12 sel studies

teachers did also'Neiss 1978, pl 140).

The Goodlad restatspconfirm this high level of participation in

inservice courses, but also shed some light on teachers' 'motivations:

Relatively large percentages of social studies teachers
had pursued .studies in education after earning, their

credentials. They gave somewhat different. reasons than

their peers, however, for completing-these'edutation

courses. At all levels, personal growth motivated com-
parailively few social studies teachers, and salary
increases motivated relatively many of them. Moreover,

even though they had attended inservice programs, about
social sciences, cross - cultural, and cross-national

education as conWistently as theirpeers attended pro-

grams,in other dissciplines, the secondary social studies

teachers had attended relatively few inservice programs
about other professional topics such as curriculum devel-

opment, teaching methods, classroom management, or child

growth (Wright 1979, pp. 6-7).

These reasons providq some clues to "socialstudies teachers' 'feelings

and'perceptions about their prOfession.

Teachers' Views of the Purpose Of Social Studies

'What do social studies teache(ks see as the basic purpose and essen-s

tial nature of social-studies? This is a difficult question to answer.

First, while university professoirs spend a good deal of time thinking°
4

about these matters, elementary and secondary social..studies teachers,

like their counterparts in other subject areas, do not. Social studies

teachers, like others:are more concerned and preoccupied with classroom

realities--with makingit through the week, month, and year- -than with

defining their field or clarifying their goals. ThAororientation--whtch

has been documented generally An works such as Willard Waller's The

Sociology'of Teaching (1961), Gertrude McPherson's Small Town Teacher

(1972), Philip Jackson's Life in'Classrooms 1968), and Dan Lortie's

Schoolteacher (1975)--was coniirmefor social Studies (and math.and

science) teachers in the Illinoiscasefstudies. CSSE site observers
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found? that~ few teachers wanted to focus on the "big idea" of social

studies. As one oberver noted:

Most teachers questioned about their philos by of his-
tory or historiography had little to say. their; oncern
wal structured by the circumstances of their own class-
room. Many seemed content to see to it that students
knew the textbooI and could discuss current events in
the light of the assigned readings (Stake and Easley -

. 1978, p. 16:12).

Preservice social studies teachers in another study were found to -

have alsimilar orientation to questions about the nature and purpose of

their subject area (Nelson and.Palonsky 1979, pp. 9=15).

Wben they haire been pinned down,to respond to questions regarding

the purpose of their subject area, social studies teachers have given a

variety of answers, often, conflicting from study to study. In this

section we attempt to synthesize these findings, as best we can.

One very clear finding related to teachers' viewof the purpose of
, .

social studies emerged from the Illinois case studies. Based on teacher

comments and actions, the."prgemptive site of social studies teachers

°(as Veil as science and. math teachers) is socialization., The principal

investigators.in that study concluded:

Each teacher had a different set of purposes; but a most
common and vigo9Dualy defended purpose was that of

'socialization.- It was intimately related to obaervance
of the mores of the community, submitting peiaonal incli-
nations to the needs of the community, Conforming to the

. role of the "good student," and getting ready for the
next rung on the educational laddet (Stake and Easley.
1978, 'pp. 16:24).

Further, they "seem to treat subject matter knowledge as evidence of,

and subject materials as a meang,to, the socialization of the individual

in school" (Stake-and Easley, p. 6:24).

The goal of soi4ization.is,shared by social studies teachers at

all levels and includes the passing on,of the culture; the "knowledge of

fhe ages" as conceptualized biisc .1-.s, textbook writers,, and by
.

c'teachers themselves; and the'indoctr nation of students into the,mores,

value's, and norms of the society. These are the vehicles 'used to
. . 7 0_

approach the goal of socialization. leachers are aware that whey are
i

noe expected, as school persons, to hechange agents in the society.
'N. .

I



They, are expected to be stabillizers and, as such, to follow the lead of

the society in which they teach, especially the local community. What

G'hey teach in social studies and how they teach it are partially deter,

mined by their sensitivity to these outside desires for students to be

socialized.. However, it is not an "either/or" or a "do Or don't do"

situation:

It would be incorrect to sort teachers into two groups,
one which teaches good courses.in (social) science and
one which indoctrinates youngsters in the social customs
and values of,the community. . . . The stern socializers
promoted subordination, discipline, a "Protestant wotk'
erhic,"'cheerfulness, competitiveness, and heavy invest
ment in getting stIkents "prepared:" The more liberal
socializers, no less concerned about haying an impact on
the learning and personality ol the Youngster, promoted
skepticism, imaginatibn, individual expression, cheer
fulness, and cooperation, 'Of course, most teachers
appeared to he trying Ito do some of both (Stake and
Easley 1978; p. 16:25). Agiosoo'

According /to another study, preservice teachers also see Socializa-

tion as a major goal of social studies. When asked about the primary

purpose of social,studies, many of ,them made such responses as "teaching

American ideals" and "inoculating American kids with American values"

(NelPon and Palonsky 1979, p. 10).

"Preparation" is an'equally important goal of social studies and of

education in general. At every level teachers prepare students'f,or the

next'step.. Perhaps'nowherein the entire school system are teachers

more concerned .with preparing students for the next stepthan in junior

high school. That next step is;..of course, the senior high, and that is/

ohdre the "fun and gameswill:no longer be tolerated. On an occasion

when the junior high social studies teacher or departMent chairman runs

into a high school teacher, the iirat qiiestion asked is apt to be, "What

you expect them to .know when they get up to you?" The answers are

often.too vague or Oo'specifIc to be useful; ap&the junior high teacher

departs, still worrigdAboolli whetFer his students swill be "prepated."

Preparatio4 is, in; actUality, merely an extension of the major goal of

socfaliiatiop.

The teachers' vie diet, socialization and work preparation are

primary.ai* of social studies. is highly' consistent with the..views of

1

1q,).
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their eommunities. Many teachets seemed to share thii teacher's concep

tion of the' interrelationship:

Teachers are an extension of the parent and as such
should teach, the value system that is consistent with

the community. The community has a svested interest in

the schools and has a right to demand that certain values
should be taught and certain others not be taught (Stake
and Easley 1978, p. 2:13).

This helps co explain why the CSSE observers fund so few instances of
-

.

curriculum controversy with the community (Stake and Easley 1978,

pp. 12:28=31,,19:5). The principal investigator suggests that careful

hiring practices may explain how this harmonious situation came td exist:t

It appeared to us that teachers had been carefully,
selected to fit the community and that teachers were
anxious not to put children of Parents in anguish - -so

some occasionally went as "far out" as the community,
the parents and tte youngvcets expected them to, but

seldom further. ;Of course there was not full agreement

on the "boundaries," but we did not.find confrontation.
Observable differences amqyg teachers were much more
likely to be in areas about which the public was not

apprehensive. Perhaps if all teachers were to take the

same stand on some issue as the most radical or outspoken
cteacher there would have been trouble, but the community

seemed comfortable with its mix of relatively stern
socializers and relatively liberal socializers (Stake

and Easley 1978, p. 19:6).

Thus, the importance of socialization and preparation ethics under
,

girds'most'social studies teachers' attitudes toward education in gen

eral and toward their area of specialization as well. There is less

agreement among teachers about other specific purposes of social studies.

A strong impression derive from the interviews and obseetations in

the Illinois case studies is that most social studies teachers view

socia studies primarily as history, geograp y,. and government, with a
Y.

little it of social problems and selfawaren ss, but very little social

Science'and critical inquiry (Stake and Easle 1978, p. 19:4; Shaver,

Davis, and Helburn 1979a, pp. 13-14). Teachers, even at, the elementary

level; were found to be very subjectmatter oriented (Shaver, Davis, and

Helburn 1979a, p. 10)T with- history and geography most often mentioned,

(e.g., Stake and Easley 1978, pp. 1:34-35, 1:115, 2:19-20, 4:41, 4:51,

4:5,5). There were occasional indicatio ns that a few social studies
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teachers report other "big ideas"es goals, such as "a way of thinking '

critically about issues" or "to cope with life and change" (Stake and

Easley 1978, pp. 1:115, 2:13) Such statements were clearly reported as

exceptions rather than the rule. Most social studies teachers, accord
.

ing to the CSSE data,.see their field vastly differently than do the

propondnts of the "new social--Studies." Moreover, observations of class

room instruction tended to confirm the emphasis on knowledge from his

tory, geography, and government (Shaver, Davis, and Helburn 1979a, p. 7).

The findings from the AIT study of secondary social studies teachers

confirm some of these impressions, but conflict with others. Table 2r

summarizes these findings on teachers' views of the specific purposes of

social studies.

Table 2

TEACHERS' VIEWS OF PURPOSE OF THE SOCIAL STUDIES

Purpose of the Social Studies .Disagree

Teach knowledge of the past , 9.6%

Cope with life 2.0%

Think critically .4%

Teach knowledge and methods of 14'.7%

the social sciences

Promote, activity in'social and 15.4%

political organizations

Prepare tot-alternative future 9.%

Consistent with the CSSE results, relatively fewer teachers saw '

teaching the knowledge and methods of the social sciences as a puipose

of social studies. But contrary to thecasestudy impressions, there

Unsure Agree

37.3%, 53.1% 552

10.5% 87.5% 550

4.3% 95.3% 556'

41.7% 46.6% 554

31.2% 53.6% 555

29.1% 61.5% 549
411

(Fontana 1980, 8)

was overwhelming agreement that copingwith lIfe and thinking critically

were specific purposes of social studies. There was much less agreement

that teaching knowledge pf the past was a purpose. This clearly con
,

flicts with the widespread impression that history is a major aspect of

t social sCudies in teachers' min4.
0

The-A1T' findings were also analyzed by subject, grade level, and

years of experience. Not surprisingly,:AMerican historysteacheh were

most likely to agree that past knowledge was,a purpose of social studies.
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Behavioral science teachers were most likely to completely agree that a

purpose of social studies is to teach students to think critically

(FoWtana 1980, pp. 10-11). Few significant differences were found among

the various grade and experience levels (Fontana 1980, pp. 9-21).

These or other research data contain few clues for explaining tIese

apparent differences between the CSSE and the AIT findings. Some specu-

lation is offered below, !Alt further investigation is clearly warranted.

One possible explanation might be related to the two studies'- methodolo-

gies. The Illinois case studies used interviews, discussions, and obSer-
.

vations to focus on the' goals reflected in what teachers said and did.

--The AIT study, on the other hand, was a questionnaire survey in which

teachers rated various purposes of social studies. These teachers may

be reporting one thing, but saying and doing something different.

Furthermore, the AIT teachers were not asked to prioritize the various

purposes for social studies, only to agree or disagree that each was a

purpose. Perhaps prioritizing these purposes would reveal that nearly

all social studies teachers agree that critical thinking and coping with

life are goals of social studies, but that most teachers see history and

social science knowledge as more important and central; Or perhaps4most

social studies teachers see teaching subject rasher as a means of

furthering their goal of socialization, the ultimate goal of which' is

coping with life. Or perhaps the explanation for thest inconsistencies

is that social studies teachers thMeselves may hold inconsistent views

Of the purpbses of social studies. Since the CSSE,findings and the

experiences of many who work in the schools Wicate that social studies

teachers do not spend much time or energy thi:nkingrabout-and clarifying

.goals and purposes (in contrast,no writing lists of goals and objectives

for curriculum guides), they may not have highly consistent and "bier -,

archically Arranged systems of goals and purposes for social studies in

their minds. None of Oese speculations, however, can be backed by much

ievidence at the present' time. More research in these areas is clearly

needed to answer these questions.

(Teache'rs' Perceptions of Their Problems and 'Needs

While social studies teachers may not think much about goals and

purposes, they seem to think a lot abbut their major problems and needs.
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What do elementary, junior, and senior high social studies eachers

see as.their most serious problems and pressing needs? Most of the data

to answer this question comefromthe RTI survey, with considerable

supporting evidence in the case studies. The RTI data are teacher

ratings of lists of problems and needs.

Table 3 summarizes the results of elementary social studies

teachers' ratings of various factors as possible problems. Based on

these results, the following factors appear to be the most serious and.

widespread problems for elementary social studies teachers: belief that

this subject is less important than other ¶ubjects, insufficient furids

for purchasing equipment and supplies, lack of materials for individual-

izing instruction, out-of-date teaching materials, inadequate student

reading abilities, and lack of teacher planning time. Between one-half

and two-thirds of the elementary teachers rated each of these factors as

either a " serious problem" or "somewhat of a problem." Most elementary

teachers .indicated tgat thetAlowing were not "significant" problems:

low enrollments, large class sizes, compliance with federal regulations,

lack of teacher interest, teacher preparation, and difficulty in main-

While K-3 and 4-6 teachers shared many similar views about their

problems and non-problems, there were also a few important differences.

More 4-6 teachers, for example, see "lack ofItudent interest" in*social

studies as a problem than do K-3 teachers; 45 percent of the 4-6 teachers
d

rated this as a "serious problen" or-"somewhat of a problem," while only

27 percent. of the K-3 teachers,did:,

A second difference was that 65 percent of the K-3 teachers rated

"not enough time to teach subject" as a problem, while only 33 percent

of the A-6 teachers did. This is consistent with ehe RTI findings that

the time spent on social studies is considerably less at the primary

level (Wells 1978, pp. $0-51). Curiously, however, nearly half (47'per-

cent) of the primary social,studies teachers said that "belief that this

subject 4s less important than other ubjects" was ,not a significant

problem. Perhaps they do not equate "amount of nme" and "importance."

Or maybe they realize that social-studies is seen as less important at

that level but (JO not view that as a problem.
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Table'3

ELEMENTARY SOCIAL STUDIES TEACHERS' RATINGS
OF POSSIBLE PROBLEMS

Percent of Teachers

X-3

Somewhat Not a
Serious of a Significant
Problem Problem . Problem

Belief that this subject in less important
than other subjects

Compliance with Federal regulations
Inadequate facilities

Insufficient funds for purchasing equipment
and supplies

Lack of materials for individualizin
instruction

Out-of-date teaching materials
a

Insufficient numbers of textbooks
Lack Of student interest in subject .....

Inadequate student reading abilities
Lack of teacher interest in subject
Teachers inadequately prepared to teaeh

subject

Lack of teacher planning time .

Not enough time to teach subject .

Class sizes too large
Difficulty in maintaining discipline ...

1 Inadequate articulation of instruction
across grade levels ..

'inadequate diversity of'elcctives ,......
low enrollments in courses ..

Sample N

A

. 187

8 42

2 15

11 30

4-6

. Somewhat. Hot -a

'Seriodb of a Significant
Problem Problem ProblemHissing

47

77

55

18 36 43

23 43 31
r IL 32 47

11 17 67
4 23 70
14 47 35
4 31 62

3 29 65
18 35 44

19 46 33

12 27 59
4 18 75

9 33 550
7 23 58
1 8 \78

4

6

5

4

3

4

5

4

4

3

4

3

3

3

3

3

12

14

12 40 46

2 13
8 37 _52

23 35 40

25 -42 31

21 . 29 48

11 19 68
9 36 52
27 '46 25

8 15 76

8 16 74

22 32 45

11 21 67

20 24 54

S 20 73

254

9 39 54

4 19 69
1 1 90

V
281

rimHissing "ft'

3

5 (1.110
2

3 Ma

,<3

(Weiss 1978, p. b129)
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The case studies provide ample evidence of the relatively low pri-

ority of social studies at the primary level--in both the schools' and

e tPach4rs' value systems (Stake and Easley 1978, pp. 1:34, 1:3 , 2:21,
A

4:51, 4:5 , 5:24, 7:7, 11:47). In most cases sAence shares t is low

priority in a few instances it was even lowei than social studies in

te'achers' minds (Stake and Easley 1978, pp. 5:9, 9:3).

Primary teachers appear to accept this low pr4iority, viewing reading

and math as more vital. They may need more time to cover social studies,

but not at the expense of these "basics." Overall, social studieS at
, .

this level is seen as "a low-problem-no-trouble aspect of the curriculum"

(Stake and-Easley 1978, p,-1:36).

What'do elementarylireach;rs of social studielONOwmas their major
. .

needs for-assistance? Tables 4 and 5 summarize the
.

RTI findings for K:3

and 4-6 teachers. , The particular choices provided to teachers in

responding to this.item--"do not need assistance," 'do not receive ade-

quate assistance," and "receive'adequate assistance"--make these results

somewhat difficult to interpret. Few elementary social studies teachers

expressed a..need for help in maintaining discipline, lesson planning, or

in actually teaching lessons. Fairly large proportions of elementary

teachers said they "do not receive adequate assistance" in learning new

teaching methods (K-3:'37 percent 476.: 44 percent), obta 'ining informa-

tion about instructional materials (K-3: 36 percent, 4-6: 48 percent),'

and using hands-on materials (K-3: '3'4 percent, 4-6: 42 percent). As

indicated by these figures, considerably, more intermediate-grade teachers

--. than primary-teachers shared these perceptions.

What are the perceived problems and needs of junior and senior high '

scr ial studies teachers? Tables 6,.7, and 8 present the RTI study's

answer to this question. We will focus first on the problems and needs

of junior highsocial studies teachers.

At the junior high level, most social studies teachers (54 percent)

did not see lack of importance as a significant problem, but 36.percent

saw it as "somewhat a problem." More social studies teachers did,`'
.0*

however, see this as a problem than.science or math'teachers at this

level (Weiss 1978, pp. B126, B128). Like their colleagUes in math and

science, relatively few junior high :social studies teachers saw tle
. .

following as problems: lack of teacher preparation or the lack of time
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'Table 4

TEACHER NEEDS FOR ASSISTANCE BY SUBJECT AND GRADE RANGE
K-3 SOCIAL STUDIES

a

Percent of Teacher

1,

A

'Do Not

Need'
Assistance

Do Not
Receive
Adequate

Assistance

,Receive
Adequate T

Assistance Missing

Establishing-instructional objectives
Lesson

68"

_75
44

81 .

.,

17 ,..

14-

37

11

9 6 ,

,5____

4

4#

planning
Learning new teaching methods
Actually teaching lessons

,

16

4

Obtaining information about instructional mAerials. 36 36 ,
; ° 23 5

Obtaining subject matter information 47, 31 17 .6
Implementing discovery/inqiiiry apprpach '1'52 31 11 *6

Using manipulative orhandslon materials 43' 34 17 6

Maintaining equipment * 66 ,15 14. 6'

Working with small gioups of students g. 65 25. 5 5 ,
Maintaining discipline -8J. , 6 4 3
Articulating instruction across grade levels 64 21 .J, Q

., 6

Sample N = 54

q

/

(Weiss 1978, p.-11107)



°Table 5.

TEACHER NEEpS FOR ASSISTANCE BY SUBJECT-Aab,GRADE RANGE
- 4-6 SOCIAL STUDIES 4,

Percent of Teachers

Establishing instructional objectives
Lesson planning P

Learning new'teachineMethods
Actually teaching, lessoni-

Obtaininginformation abOUt instructional materials
Obtaining,ubject matter information -
Implementing discovery/inquiry approach
Using manipulative or hands -on materials

t` . i- :
Maintaining equipment
Working with small groups- of students
Maintaining.diseipline .

,

.AkticulatingAinstruction across grade levels ..,..s

DO trpt

Need
Asilstance

Do Not
Receive
Adequate
Assistance

,Receive

,Adequate

Assistance Missing

77 11 8 -4

84 11 '3 3-
35, 44 f 14 8

80 13 4 - 3

30 48' 20 3

44 36 17 4

43 44 '8 5

, 40 42. 13 5

67 19 / , 1,1 3

62 30 4 , 4

84 5 9 2

54 35 -5' 6

o

' Sample N = 281

(Weiss 1978, -p. B110) ,
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Table 61'

SECONDARY SOCIAL STUDIES` TEACHERS'
RATINGS OF POSSIBLE PROBLEMS

4
Percent of Teachers

44.

Belief that this subject is lesdiqmportant
than other subjects

Compliance with Pederalregulatione
Inadequate facilities r.

Insufficient funds, for purchasing equipment
and Supplies,

Lack of materials for individualizing
instructiqn

Out-of-date teaching-materials

Inaufficientnumbers of textbooks
Lack of student interest in. subject
Inadequate student reading abilities e
Lack of teacher interest in subject
Teachers inadequately prepared to teach

subject
Lick o4 teacher planning time
Not enough time to teach subject

Class sizes_ too large,
Difficulty to maintaining discipline
Inadequate articulation of inetrUctilin

across grade levels
Inadequate diversity of electiv,
Low enrollments in courses .....

Sample N -

Somewhat. Not a
Serious of a Significant
Problem Problem ProOem

1 36 0,,, 54

i 10 83
16 41 , 43

30° 40 '29

37 45

21 39

13: 26

21. 58

49 42

12

3 17
8 25

' 5 23

7

38
28

-
453

7-9

8
85

18
39

61

80

72

39
64

37 , 49
16 33 50

1 12 86

Missidg

1

2

2

1

1.

0

44.5 4

0

1

1.

. -

1).

Serious
Problem

2' 16
8

14

15

18' o

1

14

25

32

16

11.AL '

19 'o
48 '

3 i

22

5

a

10-12

SOmewhat
of a

Problem

7

39

14
35

41

42

37

19

60

4l

21

21
28
25

-cat a
Significant
Problem Nissin

41. 2
83

2

50- .1

33° 1

1 °I

(1;

. 68 O.
21

10 1`.°

75 1

74

56

6 7 0' 1

38 , 39 0

29 '6,5 1

.
49 Cd 36

--`

2
39 46 . 0
21' li 75 1.

a

a

, 490-
-....-e.

, .40

(Weiss,1978,

"i

Mr.

1
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Table 7

TEACHER-NEEDS FOR ASSISTANCE' BY SUBJECT AND GRADE RANGE
7-9 SOCIAL STUDIES

r) Percent of Teachers

Do Not"
Ned'

Assistance

Do' Not

Receive
Adequate

Assistance

Receive
Adequate
Assistance Missing

Establi shing instructional objectives

Lesson planning
Learning new teaching methods
Actually teaching lessons `

Obtaining information about instructional materials

Obtaining subject matter information

Implementing discovery /inquiry approach. ,.
,

.Using manipulative or hands-on materials

.

Maintaining' equipment
Working'with small groups of students

.
Maintaining discipline t 4 ,

,

Articulating instructik across grade levels

65

82
3'0

74

20

43

41

42

70

64

85

. 56 '

17

7

, 45
14

50
30

, 46

40'

10

'26
, .

7'

.30

'15

8

, 21

-
8

26

23
9

14

16
7

5

10

3
4

4

4

4
5

5

5

4

3

3

4

.

t 4
P

Sample N = 453

0

`'

(Weiss .1978, p. B113)
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Table 8

'TEACHER NEEDS FOR ASSISTANCE BY SUBJECT AND GRADE RANGE
10-12 SOCIAL STUDIES

Percent or Teachers

I

/.( Do Not \

Do Not Receive Receive

Reed Adequate Adequate .

Assistance , Assistance Assistance, Missing
..,;

Establishing instructional objectives 69

Lesson planning ; 85

Learning new teaching methods 29

Actually teaching lessons 82

.

qbtaining inforMation about instructional materials 26

20 8

10 .. 2

52 .17

12 4

52 2Q ,2

4

3

3

2 '..

p

-;:.

Obtaining subject matter information 53 lr - .15 2 .

Ucorplementing discoveryinquiry approach , 46

sing manipulative or hands-on materials '46'
. .

Maintaining equipment - .

. 65
Wbrking with small grouPs of students 68

G.

Maintaining discipline .
0'

81

Articulating instruction across grade levels 55

Sample N = 490

. '''

,

, 43,'

,43

'18

27

10

35

:

.

'

8

16

3

8

8

:*
0,4

'y
.

'2

.k-,

2

2

1

(Weiss 1978, p. B116).
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needed to plan and teach. Nor did they find goverflment regulations,

discipline, or the lack of textbooks a problem. %

.... What junior high teachers did see, as major problems were (1) the

lack of student reading ability, (2) the lack of materials.\to individ-

ualize learning, and (3) the apathy end disinterest of students. They

tended to share these concerns with junior high principals and both

elementary and high school,social studies teachers (Weiss 1978,

B131). Other problems were 4classes too large," "insufficient funds'for

purchasing eqmipmemt and .supplies;" and."out-of-daye teaching materi--

als."

. By far- theemost, widespread' problem for, junior -high teathets, .how -'
- .

ever, ,eas...theof inadeq4acy of studen0% reading ability . More than -4,
, 4

ell Of Athe.,7-9 socialkstudies, teachers in t,fie,.RTI- survey" saw this as

I "a seridus lrob let" or \'somewhat o& a- probl.em" It was frequently men-

,
-tioned'as a major concei-n.bi junior high teacheta in the Illinois case .'

. ,

:studies (Stakd and Easley 1978; pp, 1:73, 9:4-5, 1:33). Many viewed the
IN . .

development'of reading sk4,144 as "necessary ftior to learning social
. I.

.

. studies," (Stake and Easley. 1978, 1). 9:5). Since the'main instructional:

-'fool-for social ,studies is the textbook, it is logical for teachers 'to-
1 . .

.

..-
' r conclude that'the ahilityH.to read determines the ability to learn social

.....
.

studies.
te., ,% ,

teachersAs a result, junior high social Studies eachers do not see the

I

current "back-.tO-basics" trend as a threatening move. kathel- than being

pushed by,community.members,,administrators, and boards of edUcAtion,

they aredvecal proponents of the move. Whether they attempt to help

students imprOv 'their ,reading skills in social studies classes, is not

ktiown. Many social studies tgacheri feel that teaching reading is not,

their job; teihing'reading is the joh of the English teacher if students

did not learn sufficiently in the elementary gradeg, "where the job is

supposed to be done.", Others, probably a small minority., attempt to

teach reading in-their content area, alleviating some of. the difficulty.

Junior high school social studies teachers rank the lack of materi-

als for individualizing instruction as the next-most-Serious problem.

This reflected their great concern with "what to do with the slow learn-

eiT"- They tended to see the textboQ as too difficult even for the

average student and impossible for one with low ability (e.g:, Stake and

A



Easley 1978, pp. 1::51, 1:74, 7:16). In addition, sufficient, funds are

not available to purchase those materials that might help accomplish the

job. The prOblems of readingand materials go hand in hand, causing

double frustration for thesocial,studies teacher.

The problem of student apathy or the question, of how to motivate

students; junior high teachers' next - greatest concern, may veil be tied
s

to both reading and individualization. Sparking studentg., capturing

their interest,' and at the same time holding their respect are major

hurdles (e.g:, Stake ,and .Easley _1978, 1:54, 1:117-118, 6:15,-Te33,

16;7). _This is reflected,in juniorhigh teachers'exPtessions of their
.

needs for assistance.. In the AIT study 'Secondary teaohegs were asked to

identify "kinds of materials that would tie helpful in social studies

idstrtsc'tion." The 'largest percenstage of teachers in grade 7'(52.1 per-
.

cent) and 33 (65.5 percenc)electedas the.mostimportant need materials

that related the content ef social studies to students' lives" (Fontana

1980, 43). Juniorshigh teachers may seethis as a powerful way to

generate studen't interest and deal with students' reading problems.

-As indicated in Table 7, other needs identified by many junior high

social studies teachers in the RTI survey were: "learning new teaching )

methods" (45 percent), "obtaining information about curriculum materials"

'(50 percent), "imple6enting discovery/inquiry approach': (46 percent)',

'and "using manipulative or hands-on materials" (40 percent). Once again

these are percentages of teachers who "do not receive 4dequate assist-

ance" in these areas.' Presumably, they would welcome such assistance.

Higb school social studies, teachers' perceived problems and needs

were similar to those of their junior high counterparts. ,Their top three

problems were "inadequate student reading abilities" (89 percent saw

this as a "serious problem"or "somewhat of a problem "), "lack of stu-

dent interest in the subject" (79 percent), and "lack of materials for

individualiling instruction" (74 percent). Evidence from the case

studies reinforces these findings (Stake and Easley 1978, pp. 1:117-118,

1:120, 6:15, 7:33, 9:5). Other problems that seem to be fairly wide-
-.

spread, though not as serious, include inadequate 'facilities, lack of

funds, out -of -date materials, and large class sizes.

Three problems appear to be more widespread at the high school level

than the junior high level. Nearly two- thirds of. the senior"high social

184
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studies teachers saw "inadequate articulation across grade levels" as a

"serious problem" or "somewhat of a problem," while only 50 percent,.

viewed this as a problem at the.junior high level. More high school

teacher's also saw lack of planning time as a problem. Finally, while
.

most junior'high social studies teachers' felt that Lack of importance of

their subject was no significaht problem, most high school teachers

Nearly 40 percent of the 10-12 social studies teachers saw this as

"somewhat a problem," and nearly 20 percent saw it as a "serious

problem.' Fewer high school science teachers and considerably fewer-

math teachers felt this problem, despite the fact that social studies

requiwmeuts.at the high school level are still among the most stringent

(see Lengel and Superka's paper in this. volume).
.

. A ,
The needs for assistance identified by high school teachers'were

similar to those of the junior high teachers. More than half of the

1_10-12 social studies teachers said they did not receive adequate help in

learning new teaching methods and obtaining infortation about, curriculum

materials. More than 40 percent of thet did not receive enough assist-

ance in using inquiry approaches and hands-on materials. Consistent

with,theix statements of major problems,-more,high school *social studies

teachers,(35 percent) said they did not receive enough help in "articu-

lating instruction across grade levels" than aid junio
tr.

high teachers

(30 percent). However, one would have expected that difference to be

even greater, given'the 'substantial difference reported in the problem

area

Many of the problems and needs expressed by K-12 social studies

teachers are shared by other teachers. Some, however- -for example, stu-

dent apathy and importance of subject--are felt mores keenly by and are

more widespread among social studies teachers. One high school social

studies teacher in the Illinois case studies may have spmmed up the

falingsNof many:

\ It's almost as if we ,have to prove Why we're here, why

we're-functioning. (They as much as say:) "Whalt makes
you think you have anything of value to teach us?" You

know, I get the feeling many times that onethe

defensive as a teacher._ ftisn't enough that I stand up
and say, "This is your assignment." I,aimost feel as.;

though I have to prove it, to prove that there's value

in doing it, other than.the fact that just want them

to'do it (Stake'and Easley 1978, pp. 4:43).
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As we will see in the next section, the frustration-expressed in this

quote is characteristic of many social studies tl.chers' feelings'totpard

.their profession. '

Level,of Satisfaction in Profession.

Popular magagines have recently published a'number of articles deal-

ing with teachers' problems' in schools and with news of --good" teachers

leaving the prbfession. The most extensive treatment was a cover story

in Time.on June 16,'1980, entitled "Help! Teacher Can't T !" That

article pointed to several reasons why many teachers are be owing frus-

trated and leaving the profession. The classroom lives o teachers

revealed in the NSF data bases hint at sore of the same frustrations as
A

those cited by teachers leaving the profession.

Teachers leaying the prOfession cited lack of student motiv1lion

and interest as a major frustration (Walker 1978, pp. 144-145). As shown

in the previous section, so did teachers in the NSF studies, one claiming

that student lack of motivation was so great a problem that she felt she

,had to justify her right` to teach (Slake and Easley 1978, p. 4:43).

,Other teahers claimed that students sought out thoSe classes requiring

a minimum amount of work (Stake and Easley 1978, p. 15:39) and insisted

that getting a good grade in order to be admitted to college was a pri-

mary motivating factor for students 4Stakeand Zasley 1978, p. 12:('18`X,.

In general, more secondary than elementary teachers cite. motivation as a

problem (Stake and Easley 1978, pp. 15: 24-26).
.

"Teacher burnout" is a currently used term and concernand an
...

often-cited reason for
.

teacher frustration. 'the myriad de ands placed

ron teacherg add to their frustration:

' Teachers'are' attiees expected to bet surrogate parents,
grandparents siblings, priests, therapists, wardens,
biographers, babysitters, and friends., They are inter-

. mediaries for the school [in which they are] expected to
feed the hungry,°restore the deprived, redirect the -

alienated, energize the lethargic, and calm the hyper-
actiye, as well, of course, as educate the ignofant,
train the naive, and inspire the downhearted. Many enjoy

the challenge. Others are frustrated (Stake and Easley- \
1978, pp. B:15-16).

'

- it
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c . .,. ,This ,frustration is diffused, .not focuging_on any one aspect-Of the

-P

,

school day. For same, the frustration finds focus in. the restricted '

"life of teachers in schools:

Some teachers leave the system hecause they begin to get'
a boxed-in feeling. They don't like knowidg-thdt every

, day at the same time, they yin be in the clAssrodm,
locked-in for 50 minutes until the,chafiging bell rigs,
with no time for a.cpp of'coffee, to go to the bathroom,
or jusv'to shake the cobwebs out of.their heads.

,Then, a ten-minute breather, and it's back in front of a
group of students, trying to teach them, knowing that
their answer are the ones that count in the. learning
process,- knowing that they have to be sharp, attentive,

and,knowledgeable. A

"I didn't feel free to make my own 4cisions dpring the
day. If.I had to make a telephone call, I hadito wait
for a break. If someone wanted &gain, not

until the. breac:"

I.''You tell a lawyer or"a salesperson or a'housewife that
they can only get a drink of water at a certain time,
and they'd look at you like you're' crazy. But that's

what my life was like. I had to wait until a bell rang

all the time. Everything is so regulated; there's no
allowance for flexibility"'(Walker 1978,' p. 144).

At least one teacher in the NSF studies echoes these complai s: ,

When floe'S a teacher have time to write behavioral objec-

tives? Whehdoes h teacher have time to really think
about curriculum problems ? teacher doesn't have time

to teach. I have never seen so many demeaning jobs,
positions in my whole life. e spend no time together

sharing ideas. I read so seldom in my field that it is

terrible. Grading papers takes over 50 percent of my
so-called free time. Student assistants could help r

file, alphabetize, core Objective tests, create scoring

distributions. How would you like to be.50 years old.,

with two professional degrees and have potty-patrol? Or

sit out here and watch the door for'30 minutes every'
morning? Why should -I come here at ten minutes of eight

to sit at a door? My wife hai taught in several places.
It is no different., My comments describe but are no
criticism of this administration particularly. That's
what teachers are supposed to do with their time (Stake
and Easley 1978, pp. 1:76 .

.
It is, difficult to determine how widespread dissatisfaction is

among social studies teachers from the case studies. The individual
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case studies contain some examples of social studies teachers who express

considerable satisfaction with their jObs (Stake and Easley 1975,-pp.

4:44, 5:15). They also contain, however, numerous examples of staleness,

frustration, and dissatisfaction even among the "star" teachers (Stake

and Easley 1978, pp. 3:82-84, 5:13, 7:36:9:1,,, 14:15). There were also

cigar indications that elementary teachers were more satisfied than

secondary.teachers (e.g., Stake and Easley 1978, v. 5:9). Many of the

examples of frustration in the case studies 'included science and math'

teachers as,well as social studies teachers.

While) teacher burnout and professional dissatisfaction exist

throughout the profession, the Goodlad study pr6rides some evidence that

these feelings are more widespread among social studies teachers, espe-

cially at the secondary levels. In that study, social studies teachers'

"initial career expectations hadbeen fulfilled less consistently than

were those 'T other teachers" (Wright 1979, p. 4). Among social studies

teachers, this was most prevalent at- the middle school level. Only 55

percent of the middle school social studies teachers said their

Wad been fulfilled, and only 51 percent said that if,they had to.

do it over again, they would choose education as a profession. At the

.

high school leyel, 67 percent said their expectations-had been fulfilled

and 57 percent said they would choose this. profession if they had it to

do over. By contrast, nearly 80 percent of the elementary social studies

teachers said they were fulfilled and would choose to teach again ((right

1980):

Again, much of the frustration of secondary social studies teachers

repor ed in the Goodlad study came from difficulties with students, and

they cited this reason more often than did other teache s. High school

social studies teachers wete also less satisfied with their own job

performance than other teachers in all,nine eleMents reported in the

study. The four elements of their jobs that they were least satisfied

with were use of classroom,space, use of time, selection of instructional

materials, and growing of students. Middle school social studies

teachers were less satisfied than their colleagues in six per ormance

areas. Elementary teachers were more satisfied than high school °AG

middle social studies teachers, but "at no level of schooling were the

social studies teachers more than mildly sat- isfied with any element of

/their own planning and teaching Wrightq 1980).
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Freedom and Diversity

Some evidence is available on /two other important characteristics

of social studies teaching--freedom.and diversity. Social studies

'teachers probably have somewhat more freedom and evidence somewhat

gre.4ter diversity than do other teachers.

Elementary and secondary teachers are remarkably free to do what

they want in their classrooms. Some forces work to restrict that freedom

or standaidize instruction, such as the textboo k anck curriculum guides,

but teachers retain considerable autonomy, largely because they work

along. The principal investigators of the Illinois case studies make

strong pointcabout this aspect of teachers' pofessional lives:

We found the teacher working alone. During most of the
day the classroom was filled with youngsters. Many-

helped the teacher, often the talk was person-to-person.
Sometimes an aide was there, or a parent, or a cadet

.teacher. Other teachers influenced what the teacher

did, but the teacher worked very.much alone. Even those

few teachers who were'"team teaching" were trading-off
rather than sharing teaching responsibility. The teacher

was little dependent on any other adult, and the depend-

ence of other professional educators on her or.himlwas :
more rhetorical than apparent. It would be unrealistic

'to say that the teachers We saw were subordinate to a
head'of a department or adfainistrator or part of an

instructional team., They worked alone (Stake and Easley

1978,...p. 16:27).

What goes on inside the four walls of :,11e classroom is pretty much

up to teachers. For most teachers, the classroom is "personal space."

Here they have considerable freedom to be themselves, to teach in the

manner they deem best for learning, and to decide what ought to he

learned. They recognize and act upon the belief that thils condition
0

will hold as long as they do not cross the stated or unstated lines'drawn

by the administration, the board of education, or the community.

"PersOnal space" also exists to the extent they are able to command

cooperative student behavior and respect for their authority.

There is no evidence thatlocial,studies teachers are more alone

than other teacheri. They do, however, teach a subject that seems to be

less sewiential f*d systematic than math or reading. They may therefore

enjoy even more freedom than other teacher,s to structure instruction for
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their, students on a daily, weekly, and yearly basis. While many teachers

in the cage studies showed a concern for preparidg students for the net

grade, there,is no specific set of content and skills that needs to be

taught in a certain grade.t There we e a number of references in the

case. sikidies 'to the fact that how social studies was taught and'eyen

what is taught in the elementary and ,Secondary school depended to a lgrge

extent on the indi'idual teacher (e.g., Stake and Easley 1978, pp. 1:114,

4 )1:47).

Social studies teachers themselves, moreover, perceive that they

have a high level of influence on the nature,and content-of social

studies instrnttion for their students. Other teachers share a similar

feeling in their subject areas, but many of them see other factors as

being highly influ,ential as well. Scondary science,teacbers in the

GoodlAd study, for example, also rate "commercial materials" as having a

'high level of influence, while social studies teachfrs felt that' materi-

1ls had only a moderate influence on them (Wright t1980). Thus, social

studies teachers
\
aresslen by themselves and by.others as having con-.

siderable freedoM to structure and affectAthe experiences their students

have witb social studies.

The second quality--diversity--seems particularly characteristic of

social'studies teachers. Many of the casetstudy observers noted the

tremendousidiversity fount in teachers at both the elementary and secon:

dary levels. While there were some references generally (Stake and

Easley 1978, pp. 2:20, 2:22, 3:98, and 5:8) to idiosyncratic teaching

styles, several observers commented specifically that there was more

diversity and variation ~among social studies teachers than among math

and science teachers '(Stake atu Easley 1978, pp. 2:11, 2:18, 5:6, 7:19).

This diversity was reflected in.their views of the big ideas of social
4

studies,' how they taught social ttudies, and what they taught (Stake and

Easley 1978, pp. 1:55,, 1:115, 11A15-16). It was also reflected in how

often teachers, parents, administrators, and students talked about

"strong" teachers and "weak" teachers, or ordinary teachers and "glow"

teachers. One ethnographer referqd frequently to "living legends"

(Stdake and Easley 1978, pp. 3:59, 3:86, 3:112, 5:15). One observer

noted,'for instance, the gr at variability he found 'in the high school

social-studies department''

g
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,The variability in experience, style, and quality, seems
greater among-4hese teachers than in science and"math.
The department contains two teachers considered the best

. in the school by many students, and also twa of the
poorest. ClaSses I observed varied considerably as
well;Ain one 'instance, I Fitnessedien exciting small

. group discussion in the learning center oi conflict
4eeolutpn,While lase U.S..history class I saw any`
Encyclopedia Britannica film on the Virginia Constitu'
Lion which was deemed so important that no mention w.a,
made at all of. the previous lots presidential election.
The teacher's rigid lesson plan and his failure to relyte r

to students resulted in a miss8# opport,uni6 to make
history "come'alive" tStalce andEasley 1978, p. 5:6).

Many research studies- on social studies teachers report mainly
0;

//

C4

average or central tendency results. Focusirig exclusively on these,

resultsmesults n convey the notion that 'high school social studies teachers
.

gr elem ntary
7-
social studies teachers are a homogeneous group. To gaimA

a realisiiii picture of social- studies in the nation's schools, :one Rust
77

recognize. the great degree of diversity and'freedomAich'exists
4 A

among social studies fact4ties. Precisely what th:e effects of this

freedom and diversity are oat social studies programs and on students is

notAnown.- Research focusing on systematic differences among social.

studies teachers and the impact of these differences on students is

needed, .

Further Research

The findings on social studies teachers presented in this, paper are

. based on-.a considerablelaTount of'national research available to Project

SPAN from 1978 to1981, Some findings were also based on or supplemented

by informal'analy'S'es, personalrexperiences, audthe collective judgments

of the SPAN, staff and .consulrants: We believe that we We've presented an

accurate and detailed picture of social studies teachers, based on these.

sources of information. Further research to confirm and extend these

findings is needed, however.' Below we have listed some Specific research

needs and questions that seem partimilarlyjnportant for future research

effotts. his list is by'no means complete or comprehensive.

2 3
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/1. There is a need to involve social studies teachers in research

efforts, not merely as passive subjects but as active, coequal partners.

Shaver, Davis, and Heltiurn(1979a) were the first to stress this' impiica-

lion of the NSF studies. They have stated, the case for this need very

well:

e' 4V
[Social studies] 'teachers should not be treated excld- '

slyly as "frucbjects" in research studies% They should

be'partners in'the research ente,rprise. They should be

4-
,brodght into studies as kricTledgeeble nintormants"--in

, the positive sense of:sources of otherwise unobtainable
informationaabout the 'realities that copditfon the .use

and effectiveness of teaching methods and' materials,
Equally impOront,,teaZhiers should be- involved to a much
gteater extent in the rOCess'of.dfinirig neededr

...
.research., Such-a research partnership need not subvert

,
researchers intuests in theory development-47114h have
not borne much. fruit.to date; it could help to build
linkages so that'instructionai research in social studies

would have greaed payoffs for school-priCtices (Shaver,
. .

4 Davis, and Helburn'1979a,, p% 23). . J
.,

.

Project: SPAN sha s thit befief.thaf, social studies teacher s must

a be involved in def-,lning research. needs and conducting research, partic-
..:

4

ularl if the resuits:are ta,be meningfdl.to,pactiiionrs in the 'field.
- . s r.

...

2. There is a eeed forOesearch
4. 41op the specific nature of pre-

. ,

.., .
_
. .

. service and fnservice traffting.for social studies' teachers. Aswe have
4 . '0a- .,_ :N .

e

,,shown in this taper, considerable general information about the back-
.

.

grefunds andtrainplg of sociar.studies'teachers qs ailailable. What is
.. 4

,,,neede'd is inTOrmation.t.hat-goes beyond percentages of teachers with
.'

advanced degrees to reveal more about the education and social science
..-

backgrounds ol. current teachers: Several studies have failed,td shod

sigettidcrit relationship betOeen the amount of pie vice training of
_.../

social' studies teachers and student dchievement.41 There Ray, however, be

f
.

very important-relationships between the kind and nature of that prepare--
.

,

.--

tion, inservice training, and studed learning and -attitudes in social

studies.

Some possible questions to explore are: What proporlion Of social

studies teachers, have undergraduate' education degrees or degrees -in
: -

history and'the Social sciences? To what extent are teachers ,preparedi

more in one discipline--for example, ,history--versus several social

sciences? How many teachers have had specific social studies methods
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courses as part of their preservicg training? Is there any relationship

between the quality of social studies methods courses received by

teachers Ad the attitudes,and achievements of their students? What

specific kinds of inservice training,do social sthdies teachers receive?

What kins do they need? What kinds of inservice training are most

effective in improving teachers' abilities and - students' learning?

3. There is a need for more research that identifies different

types of social studies teachers rather' than describing the average

social studies teacher. While many tendencies and. characteristics are

shared,hy a large number' of social studies teachers (e.g, the use of

lecture and recitation techniques), great diversity among teachers exists

along many dimensions (including the idiosyncratic ways in which teachers

apply lecture/recitation techniques. We need more research aimed at

clarifying the nature of this diversity, identifying important variables,

and explaining the impact of different types of teachers on students and

social studies programs. There has been some research in these areas in

th, e past (see Tucker 1977, pp. 114-119). These efforts should be

extended to include not only experiential studies but also descriptive
A

research.

Some specific questions worth exploring are: What proportion of

the social tudies teachers in a school, district, or nation have a

particular te hing style; fot example, expository, opinion, or inquiry?

Do these various types of teachers use curriculum materials differently?

What effects on student learning are achieved? ;What are the character-

istics of "strong" and "weak" social studies teachers? What kinds of -

training can help teachers become "strong" teachers? Ho* does the

'cognitive style of social studies teachers affect student learning in -

gocial studies? Are teachers with different cognitive styles'more effec-

tive with certain groups of students? Are teachers, including social

studies teachers, in various stages of career development? How do the

different stages affect teachersl beliefs, attitudes, and behaviors and

those of their students?

4. There is a need for research to. confirm the apparent lack of

professional satisfaction felt by many social studies teachers and

determine specific causes and sources of that dissatisfaction. While

professional dissatisfaction and teacher burnout are becoming charactet-

f.)1):"193.4. u



istic ofr the entire teaching profession, some recent evidence,-partic-
,

ularly4the Goodlad study, indicates that the situation is even
0

worse and

more widespread among social studies teachers at the secondary leveli.

Before we can begin to help teachers build more fulfilaing 'and satisfying

professional lives, we must determine how- widespread these feelings are

and what the major.sources of dissatisfaction are.,

Some specific research questions which warrant investigation are:

Whit proportion of social studies teachers feel less than satisfied with

their professional lives? How does this compare with other teachers?

What are the specific reasons for these teachers' being less satisfied?

What factors leading to social studies teacher dissatisfaction are common

ta the teaching professidn,.and what factors are unique to social

studies? Why do some social studies teachers achieve great satisfaction

while many othert do not? T. what extent do social studies teachers

believe that.their work has intellectual integrity and contributes to

their own growth and.that*f their students? How does this compare mich

other teachers? How do teachers' perceptions of professional welfare

affect their performance?

5. There'is a need for research focused dn'the beliefs, values,

actions, and relationships of social studies teachers as part of complex

social systems. There has been some research on teacher beliefs, values,

and attitudes and their relationships to Zeacher behayior and student

outcomes (see, for example, studies cited in Tucker 1977, pp. 114-115).

This research should continue, with greater effort to place these factors

in the social context of school systems. Wirile the inditidual teacher

in a classroom of students is still the central focus of activity, it is

clear
s
that all actors are part of a complex social system and are influ-

enced by their peers and the norms and hidden curricula ofr the.schools.

These connections and their effects on social studies teachers and their0
rx

students need more exploration.
0

Some specific research questions related to this area are: How are

new teachers, including social studies teachers, socialized into the

profession? How are social studies teachers' piofessional beliefs and

values acquired and modified in this system? How do formal and informal

collegial relationships among teachers affect their attitudes and actions

as teachers? How do social studies teachers actually use other teachers

"e 6
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as sources-, of information? What are the primarysuppOrt systems for

social studies teachers? What characteristics do social studies teachers

y
have primarily because they are part of an elementary, middle, junior,dx

'=-,If'or senior high school? What kinds df professional relationships do

different social studies teachers-have with their students, inside and

outsidekthe classroom? How da social studies teachers influence their

students as role models? What specific.effects does this modeling have.?

"A Profile of Social Studies Teachers"

The results of a study entitled, "A PrOfile of Social Studies

-Teachers," were reported in the October 1981 issue of,-Social Eduaatiort.

The findings of this study are dirutly related to thiS SPAN report;

many are in areas where little has been known before. Since this paper

was completed before the "profile" was published, the findings could not

be integrated into the main body. We have, therefore, included a summary

of these findings here. All inteigretive remarks included are based on

tho;e articles; they are not the interpretations of SPAN project members.

a
I

Overview

The study was conducted .by members.of the Social Studies Develop-
,,

ment Center at InOana University. A questionnaire survey was mailed to

1,200 social studies teachers, gra 7-12, in six states--Kansas,

Mississippi, Washington, Wisconsin, New Mexico, and Vexmont. This was

an 11 percent random sample of
;

social studies teachers on. the lists from
,,

which" the sample was drawn in these states. Slightly-more than 400

teachers responded w th completed surveys. While the responses may not

be fully representativ of all social studies teachers, the study is an

important start in finding out more about the personal aid professi6rial

lives of social studies teachers. Therefore, we summarize their results

with these limitations in mind and with-hopes that it will stimulate

similar efforts in other states.

The survey focused on four aspects of social studies teachers.,

Each of these aspects is dealt with in a, 'separate article:

t9Y
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"Social Studies Teachers: A Pprsonal\Profile," by C.

Frederick Risinger

"Social Studies Teachers as Political Participants," by
p

Rochelle Ganz
!

"GontroversialIssues as VieWed by Social Studies
Teachers, by Mary Soley

"Social Studies TeacberS: Their'View of Their Profes-.

siori," by Lynn R. Nelson

An overview of the entire research study is also, provided (Ochoa 1981).

Brief summaries and highlights of each of these articles are provided

below.

Demographic Information and Personal Interests.

The vast majority of these social studies teachers are,white, male,

40 or under, parents, and fairly religious. They read widely, watch TV

in moderation, enjoy visiting and entertaining friends, travel outside

the United States, but do not engage in vigorous physical activity.

Nearly half of these teachers had degrees beyond the bachelor's. Social

studies teachers in rural areas were less educated'(in terms of degrees),

attended fewer inservice meetings, and read less than those in other

areas. -

The following tables provide data on the age and sex,distribution

for this sample of teachers and the breakdown on degrees held by geo-

graphic area.

Table 9

SOCIAL STUDIES TEACHERS, GRADES 7-12
AGE AND SEX

21-30 31-40 41-50 51-60 dyer 60

Men 16.7% 46.1% 25.9% 9.2% 2.1%

Women 13.1% '41.0% 24.6% 16.4% 4.1%

(Risinger 1981, p. 460
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Table 10

SOCIAL STUDIES TEACHERS, GRADES 7-12
DEGREES AND GEOGRAPHIC AREAS

B.A. M.A. Ph:D.

Urban. Inner-City , -41.g% 54.5%

Urban Outer-City 53.3% 43.3%

Suburban 41.8% 57.3%

Rural -61.4% 38.0%

-3.6%.

3.3%
0.9%

ti

\ (Risinger 1981, p.. 406)
4

\..,,

dt er specificfindings related to demographic and personal charac-1
.A,

i.../'
teristics of this group of social studies teachers follow:

- -Nearly 90 percent were white

- -70 percent were men

--Nearly 80 percent were parents

- -70 percent said they were "very" or "moderately" reli-

gious

- -95 percent read a daily'newspaper

--84 percent read magazines regularly (especially news
magazines and professional journals)

- -60 percent read books frequently

- -60 percent listed "visiting and entertaining friends"

as an important leisure activity

- -Nearly half listed attending sporting events and
gardening as also important

- -Nearly 80 percent said they have traveled outsideth&
United States at least once, Canada being the most
frequent destination

- -Four out of ten said they have visited other countries

at least three times

Political PArtidipation

The extent of political participation reported by social. studies

teachers'in this study Was much greater than that reported for the gen-
.

eral public in similar studies. The most widespread reported, partipi-

pation, however; occurred in dose activities (such as voting) that

require little commitment and involvement. As part ora profession that

espouses considerable citizen participation, this group of social ,studies

Gip
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teachers may fall short of being effective role models. Generally,

oidei and more experienced social studies teachers -reporte8 more

participation than younger and less experienced teachdrs. Participation

was especially low among those with 6 to id years teaching experience,

who may be experiencing burnout and cynicism and having questions about

their careers. Overall, however,/this entire sample of social studies.

teachers was clearly more trusting and confident and less cynical about

thelklmerican electoral and political system than the general public, as

shown by comparison with data from the American-National

Studies Sourcebook 1952=1978 (Miller 1980). The following table shows

selected'findings comparing this group of sociai-studies teachers with

the general public.

3

Table 11 "'

POLITICAL ACTIVITIES: SOCIAL STUDIES TEACHERS

AND THE GENERAL PUBLIC

Political Activities

Social Studies
Teachers

General
Public

98%-

40%

22%
toe

67%

53%°

31%

Registered to vote

Identified as Democrat

Identified as Republican

IdeLified as,independent 35% 14%.

Contributes money to. party or candidate 56%* JO%

Contributes time to.party or candidate 50%* 5%

Displays' campaign paraphernalia '-' 62%* 12%

Writes letters to public officials 66%* . 23%

Writes letter's to the editor 27%* NA

.
Tries to convince others to participate 84%* 26%

Attends public hearings or debates 55%** , 8%

*The percentage of social studies teachers who reported that hey

do this activity "frequently" or "occasionally."

**The percentage of qocial studies teachers who reported that:they
do this activity "occasionally."

NA Data were not available or reported in this article.'
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Controversial Issues'

Zasedon reactions related to a variety of controversial social-
issues (such as busing, ERA, abortion, and.the role of the federal

government), three conclusions were reached about this sample of social

tstudies teachers: (1) their opinions on these issues are similar to

, _those of the general public, (2) their opinions cannot be easily classi-

fied as conservative or liberal, and (3) "factors such as sex, age,

religion,end years of experience do not seem to influence -these views

appreciably" (Soley 1981, p. 417).

A summary of selected findings related to specific controversial

issues follows:
4

Equal Rights Amendment: 54 percent support its passage;
younger, single, and female teachers and Democrats
showed greater support.

Balanced federaltudget: A majority support it;
teachers over 40 and Republicans showed greater
support.

Federal power: A majority said it lids grown too much at
the expense of state and local governments; espe-
cially Republicans and Reagan voters.

Federal government effect on education: 53 percent do
not believe that the effect has been positive;
especially Republicans and Reaan voters.

Constitutional amendment banning abortion: Nearly two-
,thirds do not support passage of this amendment.

Draft registration: Nearly 75 percent believe'it is
necessary for the security of the United States.

Draft registration for women: Almost 63 percent support
it.

Civil rights: 88 percent believe gains have been made,
72 percent believe 'discrimination is still a major
Problem, and 54 percent believe that reverse dis-
crimination has resulted from efforts to provide
equitable opportunities.

Busing: Almost two-thirds do not support busing as a
means for achieving racial integratot.

eexual preference as an employment criterion: Nearly'60
percent do not believe it should be a factor in
hiring teachers; the remaining 40 percent are either
tindecilied or believe it should be.

Religious activity in public schools:' A majority do not
believe this should occur; slightly more than one -
fourth believe it is appropriate.
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Sex education: An overwhelming majority support pro- .

viding opportunities for Sex education in the cur-

riculum.

American values: 76 percent support teaching traditional'

American values.'

Discussion of controversial issues: 98 percent support ,

a balanced discussion'of controversial issues in

the classroom.

Textbook selection and the public: A slight majority
"do not believe that increased public involvement
in the textbook-selection process should be encour-

aged."
1

Competency tests: '53 percent support the use of state-
wide competency tests in social studies as a

requirement for graduation.

Teacher competency: A slight majority "believe that
teachers should be required to denenstrate their
competency through examinations and/or continued

inservice training."

The Profession

The overwhelming majority of social studies teachers in this sti.dy

enjoy teaching, are proud to.be teachers, and are optimistic about the

, future of social studies. The author of this section of the survey

concluded:

The most important finding of this section of the,
surveyis'that intrinsic rewards in'teaching are
more important than` tangible items such as salary.

Over 94% Hof the teachers responding are both proud

of theirSobs and enjoy being social studies
teachers, in spite of the. fact that almost 50% 'of

these same teachers are dissatisfied by salaries.
SoCial studies teachers whpfare able to develop a
network of positive relationships with students,
administrators, parents, and citizens are more
likely to remain in teaching and enjdy their work.

This finding has important ImPlicatiehs for teachers,
administrators, school boards, students, parents,

and professional organizations (Nelson 1981,

p. 426). .

The vast majority of these social studies teachers were,ot meibert

their local or state social studkes.councils or'NCSS, but were members'

of NEA or AFT-, lss-shown in the following table.. t.
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. Table 12

PROFESSIONAL MEMBERSHIP OF
, SOCIAL STUDIES TEACHERS

State Local
NCSS Councils Councils AHA APSE, NCGE- NEA or AFT

Member 16.4% 20.1% 6.6% .45.4% .2% .7% 79.0%

AHA: -American Historical Association
APSA: :-American Political Science Association
NCGE:. National Council on Geographic Education

(NelsOn, 1961, p..420)

Social studies teachers in inner-city and suburban .schOols were more
4

likely to be members of- NCSS than rural or outer-city teachers, as were

more experienced teachers. NESS membera tendedto vote Democratic in

the last election and to provide more support for ERA than nonmembers.

-Although 94 percent of the social studies teachers said they enjoyed
4

teaching and were proud to be social studies teachers, some'sources of

dissatisfaction were cited and some teachers acknowledged that they were

considering leaving.the profession. Low salaries are'the majOr source

of dissatisfaction: "Half of the teachers who indicated that they. were

dissatisfied reported that--uninterested students are a prime factor."

Men were more.likely'to leaVe-the profession at ihe midpoint of their

careers than women. More teachers who have part=time or summer jobs are

seriously 'considering leaving the profession than'those who do not.
s

What do-the social'studies.teacheri who enjoy teach-
.

Jrigand are proud tO'bea,teachers seem to share?'"The author of- this
4

secItiOn of the study listed the following charabteristics:

Teachers who enjoy their work often share thefollowing
characteristics:

4 t

1. Theyare optimistic about the future of social
studles. . .

2., They receive.administrative support and com-
mitmen"vIor-guest speakers, field trips, s ementary

-material* etc.
....".

A. they feel confident about the-a of their

...4:'- .academic backiround. ._ .

'4... They have the support 61 piiah' com-.

munity. .. . r

''

..
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0 ci
Thgi db ntit f,e4r-harlossed or constrained by

administrattow or adrpistf.ative policy. . %

6._ TheyNagrrUk**46dlassrooms.
7. They haq antr,o3, of classroom discipline.

'Fa

Teachers who are paii.44, ember, of their profession
often exhibited the abOle-7.c aEtexistics. They are.s.

likely to hold the followi nC':ieiso,,as well: '

1, They consider thi4igeiPi.es-well'informed on pub-

lic issues.
.

2. They attend pub pc hearings and debates.
3. They value ca 04A1 with parents.
'4. They enjoy studreh4s..

5. They believe tat voting is imporetant.
6. They encourag4;students anti colleagues to par-

ticipate in political 'a%tivities.

(Welson 1981, p. 418)

Relationship to SPAN Findings

How do the findings presented' in the Indiana profile of social

studies teaehers compare with those presented in this paper? Most of

the demographic findings from4he profile are consistentiwith those

reported in the SPAN paper (which came primarily from the RTI and Good-

lad.studies). 7116 profile does provide age distribution data rather

than just the average age of social studies' teachers, an important addi-
.

tion to the description of the people teaching social studies today.

The profile also provides self-report information on the personal lives

social studies teachers, their views? on controversial issues, and the

,nature of their political participationdata which have not been pre- .

sented,in other sections of thisi paper.

Finally, the data presented'on social' studies teachers' views of

their profession extend and embellish £inaings related to the profession

which have been presented in this paper. The profile provides some
t ,

further clues as to the sourigiref dissatisfaction among. social studies

teachers and possible reasons for teachers' decisions' to 'leave the

profession. The majoc finding of the profile survey -that more than 94

percent of the social studies teachers enjoy.teaching and are proud to

tie teachers--seems to conflict with findings,fro* the NSF and Goodlad

studies presented in this SPAN paper. The'discrepancy may be the result
>

of different samples of teachers and different types of questions asked.

The Goodlad study focused on fulfillment of career expectations and areas
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of satisfactionAd dissatisfaction rather than pride and enjoyment.

That study also compared social studies teachers with other teachers,

finding them usually less fulfilled and satisfied. The profiledoes not

have that kiind of comparative data. Clearly, further investigation and

clarification are needed on this vital questioy.

Conclusion

Recent reselTch, particularly the NSF-sponsored studies, has con- -

firmed what many people involved in schools have known for a long time: '
'

the teacher is-the key to.what happens in social studies (and other)

classroois. ,Precisely how this key works and to what effect, however,

has not been clarified. The NSF studies also demonstrate that textbooks

are an important key to what happens in social 'studies classrooms. Much

remains to be learned about how these two keys work together to influence

studexits.

We do know some important things about those who teach social

studies. e/The overwhelming majority of elementary teachers are female,

while the majority of secondary teachers are male. Social studies'

teachers at all levels are quite experienced, averaging between 11 and

13 years of teaching experience. They have also. undertaken considerable

.preservice training, and most have also taken recentinservice courses.

Elementary t chers feel more qualified to teach reading and math than

social stddieS and 'science. They also spend more time teaching those..
A

subjects. Jufor and senior high social studies teachers feel qualified

to teach their subjects and spend most of their tfme doirig that. Qnly a

few teach other 'subjects as well. Social studies teachers are not very

active in their professional associations, but they valuer teachers

as sources Of information about new developments in their field. Teacher

'unions are, not a significant factor in this respect, tint they-are a major

influence on social studies and othir.teachers' ,professional lives,

particularly in-urban areas.

We also know quite a bit about the needs, problems, views, and

attitudes of social studies teachers. As parts of the soil systems of
. is

their communities and schools, social studies'teachers see socialization

and preparation of students for further education and for their future
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as primary aims. Moreover, teachers' behavior in classrooms, related to

the content of instruction and tb classroom management, is consistent

with these goals. Many teachers see and use subject matter as a vehicle-

.fr

for achieving these broader goals.

Major problems and needs for teachers of elementary social studies

are related to,materials and planning time. For secondary social studies

teachers, lack of student interest and inadequate reading abkrities are

prime concerns. Some, evidence indicates that social studies teachers,

especially at the secondary level,'are less.satisfied with their profes,--

sion than are tither teachers; this is true at a time when teacher burnout

and dissatisfac\ion appear to be widespread throughout the entire profes-

. sion.

While the above generalizations about most or many Social studies

teachers.can be made from the available research data, it is also true

that there is considerable diversity among social studies teacherseven

more so than among other .teachers. Social studies teachers also enjoy a

high level of freedom - -once the classroom door is closed--to teach social

stu dies the way they want. Textbooks, training, and teacher-s' common

views and attitudes, work as centripetal forces in-shaping stu dents'

experiences in social studies. Freedom and diversity among teachers
roe.

work as centrifugal forces to create many variations and differences in.

those experiences. Sorting gut the interplay between those two sets of

forces and clarifying their impact on.social,studies classrooMs and

students could be an important. research goal for the 1980s.
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INSTRUCTIONAL PRACTICES IN SOCIAL STUDIES

By Verna S. Fancett and Sharryl Hawke

What goes on in the class is up to the teacher . The
classes . . . that I observed emphasized again that the
teacher is "the magic ingredient." Whether learning
occurs or not is directly related to his imagination and
understanding of his children (Stake and Easler.1978, p.
11:47).

This report by a classroom observer-vividly points to a conclusion

reached by others,in social, studies education2-the teacher, through his

or her teaching practices, is a key, perhaps the key, to student learn-
,

frig. Curriculum is important; texts and supplements arejmportant;

school climate is important. But when the proverbial classroom door

closes-, it is the teacher who decides what will be taught and how it

Vila be taught; the force of the teacher's personality and methods turn

students on--or off--to learning. .ir

Despite the seemingly obvious power of the "teacher teaching,"

little research has been conducted on instructional practices over the

past 20 years. In summarizing the Literature on socialstudies education

from 1955 to 1975 for the National Science Foundtion, Karen Wiley wrote:

"The status literature on practices is one of the most barren areas of

social studies research during the last two decades" (Wiley 1977, p.

48). After reviewing the limited research that was available, Wiley

concluded

It can be safely said that we know Very little about
what were the most commonly used classrooi practices in
social studies throughout the U.S. at any Articular
time during the last. 20 years (Wiley 1977, p. 77).

The other two National Science Foundation'studies have added

significantly to our knowledge about instructional practices. The RTI

survey provides ankh moresinformation on the central tendencies-in

instructional practices of teachers throughout the nation. The case

. *tddies dons by Robert Stake and Jack Easley document what gOeg'on

,.."inside" social studies classrooms.

In some respects the data provided by the t hree NSF studies raise
. .

as many questions as they answer. Even so,_or perhaps because,of this,,

they:dre a giant step forward. This paper is based on the information
,

.>
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in the three NSF studies, other research data published since 1976, and

the experiences of the authors and other members of the SPAN consultant

panel and staff.

Diversity in.Instruction,

One of, the majdr conclusions of the Lengel and Superka paper on

curriculum organization is that there is remarkable uniformity in the

social. studies curriculum taught across the nation--at least in course

titles and grade-level topics. 'Yet social studies classes are not

identical across' the nation, or even within a school. The diverity

seems to spring not from what is taught, but rather from how it is

taught. Case study observers saw evidence of this individuality in the

social studies classes they observed. One wrote, "The approaches to the

subject matter, the methods used, the content of the course, are blended

together by the various teachers in many different ways . instruc-

tion appears to cover the full gamut of approaches and methodologies"

(Stake and E4sley 1978, p. 7:19).

Strategies vary from the pole of "lecture and drill" to the pole of

"free-wheeling discussion and rap session Z all'dependent on how the

teacher judges a particular situation in a particular class at a partic-

.

ular tine. Some teachers order their techhiques according to the calen-

dar, following the "It's Tuesday 'So It Must Be Belgium" rule:

Typically one day a week is spent with the students read-

ing from their texts. Another day is set aside for a
lecture or "simulation game." The next day-ls for free

reading, the next for a film and the last for current
events (Stake and Easley 1978, p. 2:19).

Other teachers' plans are as varied as the students they teach,.

changing not only from day to day, buefrom student to student in one

.short period:

At one time Mr. Smith had some of his students working

on locating countries on a map.' Other students were

working on repOrts that they were to give in class at a

later date. Still another group of students was involved

in reading some assignments they had missed . . . . The

classroom had an aura of accomplishment (Stake and Easley

1978, p. 7:20).

4
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Decisions related to instructional,techniques are almost entirely

the individual and very personal domain of the particular teacher. While

some teacheis would like even more freedom and some see a need for more

direction from above at the local or 'state level, most are content with

the way things are. As a result, they blend content and teaching styles

in a variety of ways to teach the particular students they havt in the

best way they can devise.

Although at times teachers feel powerless, they sense that they are

the key to student learning, the critical element in the entire pro'cess

of education. In choosing exactly what will take place in the classroom,

'thax have power and they use it, opting for'those tools that they con-

sider most efficient and productive for the job at hand. As one case

study researcher wrote:

The picture.of mathematics, science and social studies
that emerges is more a picture of teachers than of cur-
riculum, of a culture than of disciplines, but it is

vet)? real (Stake and Easley 1978, p. 1: Preface).

Trying to categorize social studies teachers is like trying to

categorize snowflakes: when you think you've found a match, you begin

to notice the differences. The remainder of this report often'focuses

on central'tendencies rather than on individuality, because `much of the'

available information concentrates on'likenesses rather than differences.

Even in considering central tendencies, however, the "snowflake" charac-

teristics of teaching should be kept in mind.

Student Grouping Practices

One characteristic of social studies instruction examined in the

RTI survey is student groupidg practices. The survey data present a

fairly clear picture of the extent of large -group instruction, small-1

group work, individualized instruction, and ability grouping.' Less clear

are the reasons why these practices are employed.

Large-Group Instruction

At every grade level, social-studies teachers spend at least half

their instructional time working with the entire class as a group. This

grouping practice predominates in grades 10 -12,, where it occurs tore

4
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than two-thirds of the time (Weiss 1978, p. 111). Large-group instruc-

tion is not limited 'to the senior high level, however.. Even in grades

K-3, 59 percent of class time is spent in large-group instruction.

The incidence oI large-group instruction takes on more importance

when the factor of class size is Considered. Among science, math, and

social studies classes, 'the largest class sizes are foUnd in social

studies at nearly every grade level. Average class size varied in the

national survey from.24 students in grades K-3, to 28 in grades 4-6, 30

in 7-9, and 27 in 10-12 (Weiss 1978, p.167)..

When asked to assess thiir problems, 49 percent of the social

studies teachers considered class size as a "serious problem" or "some-

what of a problem." .Interestingly, more math teachers considered class

size a problem, although their classes'were smaller; about the same

percentage of ,science teachers as sodIal studies teachers ranked class

size as a problem. In all three subject areas', crass size was considerecL

a more serious problem for instruction by teachers than by pripcipais

and state and local supervisors (Weiss 1978, p. 162).

Large groups are useubfor many purposes, from storytelling to test-

ing, from lecturing to showing a film or hosting a guest speaker. In

many cases the large group is viewed as tilt most efficient way to handle

large, classes and small space. Although teachers seem to accept this

situation as necessary due to other school-wide considerations, some

statements indicate that they are not entirely comfortable with the

arrangement: [7e have large classes in scial studies to let them have

small classes in reading and math . . We aren't getting them taught

,any geography this way. It's awful what'they,say in high school about

it and they are right (Stake and Easley 1978, p. 1:35).

*

Small-Group Instruction

At no grade level do teachers use small groups more than 15 percent

Of the time'(Weiss 1978, p, 111).--The Percentage 'of time spent in small

groups is nearly the same across grade levels, despite-the common assump-

tion that elementary teachers do more 'Small-group work than secondary

teachers. Little in the data helps explain the small percentage of time

given to small-group instruction. One factor which is apparently not an

explanation is "lack of assistance," More than 60 percent of social
0
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gstudies teachers report that they "do not need assistance" (i.e., inserv-,

ice training or resource material) in small-group instruction (Weiss

.1978, p. 147). Two factors"thatodo seem to restrict teachers' use of

the practice is the lack of paraprofessional help in the classroom and

the lack of adequate physical space in which to work with small groups

(Weiss 1978, pp. 135, B103). To avoid confusion, teachers opt for large-

group, more easily controlled arrangements.

Individualized Instruction

Renecting'on indilidualizing practices, one case study reporter

reached this conclusion:

In their own'elassroomsmost teachers treated children
as individually different (if they could find time to),

recognizing that developmental patterns and basic knowl-
edge would be greatly similar, but recognizing also that
each child's education is a contiBuous' extension of
personal associations of the mind. hey had different, ,

expectations for different youngsters, sometimes giving
marks on the basis of what the child should be doing
with his/her skill and background rather that on the

basis of what was accomplished. They grouped children
in teams, clusters, and tracks, and put them ,'on individ-

ual pathways and pacings, in order to move them"through

assignments expeditiously; They did not do all these
things equitably or even wisely. But they did them with.-

a deep conviction that to teach effectively you have to

treat individual students in unequal ways,/ They often

did not know what to do about the rewitements of govern-
ment and the rulings of courts to treat children as

equals (Stake and Easley 1978,1): 19s13).

In spite of the eTphasis on large-group instruction and the almost

casual use of mall groups, social,seudies teachers do spericonsiderable

time working individually with students, at least one-fifth of their

time in K-3 and 10-12, and more than one-third in grades 4-9 (Weiss 1978,

p.'111). However, one cannot conclude from the evidence that what hap-

pens in all these one-on-one encounters meets the criteria for what is

generally described as individualized instruction.

One impediment to individualized instruction is the belief of social

studies teachers that materials to individualize are not available.

Among 18 possible problems, "lack of materials for individualizing

instruction" is rahked second,most serious by social studies teachers.

TCachers at all grade levels regard this as a problem (Table 1).

ti



Table 1
.

. . .

PERCENT OF TEACHERS CONSIDERING LACK OF MATERIALS
TO INDIVIDUALIZE INSTRUCTION TO BE A

i "SERIOUS" OR "SOMEWHAT SERIOUS" PROBLEM

Grade Level 12)

K-3

4-6

7-9

10-12

Percent of Teachers

66%

67% ,

83%

74% .

(Weiss 1978, p. B39)

The problem is also considered serious by principals and state and dis-

trict social studies supervisors (Weiss 1978, p. 159).

While teachers try to individualize instruction and seem to want to

do even more, little in the current research base provides guidance on

how this can be done. Writing about this situation in a review of

research, Martorella states:

Theq is evidence [from the field of cognitive style
effedtS] that individuals vary in the ways in which they
confront, process, and ultimately resolve thinkin sks.

What specific implications this fact has for lea ing a

variety of different social studies tasks acro s a vari-
ety of instructional designs remains, among oth r
factors, to be egtablished. From investigation into

this area should come directions on how to begin atA-
ing,stuorvnts with appropriate,instruction for given
objectives (Martorella 1977, p. 41).

Ability Grouping

Grouping accordingto ability does exist in social studies instruc-

tion, though much less frequently than in mathematics and science (Weiss

1977, p. B7). In elementary grades grouping is often based on reading

ability' and the difficulty of'fhe material to be read. About 15 percent
AW

of elementary social studies classes are grouped according-to some

ability related to skills. Ability grouping is most common in junior

high, With almbst a third of the classes grouped; it is.somewhat less

common in senior high, with abotit 24 percent'of classes grouped. Over-
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all, about three-fourths of social studies teachers work with 'hetero-

geneous classes (Weiss 1978, p. B7).

When students are grouped, it appears that high.- and low-ability

classes ar offered in about equal numbers. At the K-3 level seven per-

cent of the classes surveyed by RTI were for high-ability students and

seven percent for low-ability students. At the junior high level the

figu.res Were J4 percent for high ability and 17 percent for low ability._

Figures Were similar for 4-6 and 10-12 (Weiss 1978, p. B7).' While the

numbers of claSses offered for low- and high-ability students may be

equal, teacher preference for these classes is not, as one case Study

obterver reported: "While some teachers find social studies teaching

most rewarding with the most able children, I found none who enjoyed

social studies teaching with the least able" (Stake and Easley 1978,

p. 1:34).

Semantic differences cause confusion in discussing such terms as

grouping, individualizing, tracking, and leveling._ Tracking, to many of

the school people involved in the case studies, meant the placement of

students into a preset series of courses all described as "flow ability'."

Since that practice has been declared illegal by the courts, such track-

ing is rarely found. Where it is-found, it is deplored:

But once you track these kids there isn't any way to get
theM off the track add you can talk to administrators
untilyout.re blue in the face and everyone of them will
tell you, "Oh, we retrack, we retrack." Get ahold of the
records on kids and you'll see that they are not
.retracked. In fact the one kid in ten; no,rone in
twenty-five, that gets retracked is so rare that everyone
points to it as-flexibility! (Stake and Easley 1978,
p. 1:J24).

The more common practice, leveling, makes extensive use of diag-

nostic instruments to move students in and out of learning experiences.

Thus, students in social studies may be grouped for reinforcement of

skills or enqcbment part of the time and.returned to the large, hefero-
.

geneous group for the remainder of the time. The goal is to maintain

the free flow of seudents from level to'level as needs are met.

In high school, although students are not tracked per se, course

offerings result in a kind of "natural selection" by the, students them-
.
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selves and their counselors or teachers according to interests,.abili-
t,

ties, and goals. In one high school,
e$4...

The courses in the social studies department are not
tracked per se; but (in ninth grade, for example) most
of the lower-tracked studentsare enrolled in geography

. and current affairs, while the higher-tracked students
are enrolled in world history. By the end of Weir high
school careers graduation or withdrawal), most ofthe
lower - tacked students will'have taken only one or two

courses 1n the social studies' department, while the level

four studepts will most likely have taken three courses

(world history, history, and-sociology-economics) (Stake
and Easley 1978, 'i50 7:31)-

ng

this conclusion about the status of the practice:

Surveys of grouping practices in social studies were
rather popular dui'ing the period 1965-1969. These

studies focused on what has been called "tracking," that
is, assigning, students to separate classes depending on

level of ability. Hardly any attention has been given

to grouping practices within single classrooms. The

grouping studies4lave generally 'found that the major
differences among various levels or tracks are in the
amount and depth of content covered and the reading level

of materials used (Wiley 1977, p....78).

Under whatever label is chosen--tracks, levels, cluster's, peer

groups, pacings--grouping` does exist, and it exists; 'teachers say, to

help students. Grouping may not'always be done wisely or equitably, but

it is done out of a conviction that for instruction to be effective,

students Must be treated in different ways--sometimes even in unequal

ways (Stake and Easley 1978, p. 19:13).

Teaching Arrangements

The _survey and literature review provide very little Information

concerning the use and, effectiveness of varOus teaching arran ements in

social, studies instruction. This lack is curiqUs considering the+o-.

cacy of .team teaching and open-space concepts in the 1970s. The most

insightful data about the use of such arrangements comes from 'observa-

tions made by site observers in the case studies of school systems which

employed sucirpractices.
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The. case, Otudies -Eliar,ly- 'indicate that' gocial- studies
lik other-= eac eyg;,:-One'ral-ly work a-lone.-

a

We-tgund the itedefilex=.34rkitig alone:.. Durin most of the
day th-OdOrdm 'youngsters, Many

;11e4ed--theaehar-,-94t-en. the talk wag-pex's6ft-eta-person.
5ometimes- an "aide" was there ar -a, parent or- a, cadet -

teacher. OtherLteachaluenced what the teacher
very-,:much alone. . . . It

:?1(5)444:1116.irifie04: to -say that the-teachers we saw
----*te--tukordimate"to a head of a departkent or adminis-

tramC or Part of-an instructional team. They worked
aline- (Stake and Easley 1978, p..16:27):

-----The classroom is a teacher's personal space, his or her territory
-

or turf. This attitude common to most teachers is o-ften closely related

to their sense of individuality. It is also tied to their feelings of

responsibility toward their students, the need to control what happens

so that students will learn. So strong is the feeling that the only

"outsiders" most social studiei students see,,in their classroom are the

very occasional guest speakers, a visiting dignitary in the disir.ict, or

the principal or departmentchairperson. who is required to'file an obser-

vation report.

-Working alone allows teachers to "go to their-'own strengths,"

'selecting not only those methods and techniquesa they consider best, but

also those with whiCh they are most comfortable and talented. Especially

where discipline is a problem, maintaining control seems more possible

when there is but one figure of abthority in the room, using his or her

most effective methods.

.Cluster and Team Teaching

Cluster or team teaching and, cross-discipline teaching do exist,

but in rare instances. Even when involved in a team situation, teachers

still work alone, .rotating rather than sharing responsibilities (Stake

and Easley 1978, p. 16:27). It is dften case of "you teach toddy and

I'll teach tomorrow." The time made availakle,by this every-other-day

arrangement is used to do housekeeping tasks or.to prepare for the next
1

day's responsibilities. Such use of team teaching in part explains the

finding of a dissertati n study that teachers 'emphasize administrative
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and teacher benefits more than student benefits when discussing team

'teaming (Wiley 1977, p. 64).

.
Much more research into this strategy is needed, but.one, suspects 1

.

that teachers are loathe to relinquish their right to decide what happens

to their students when they are shared-with another teacher, as did one

experienced teacher who reported on teaming the previous year:

De ided during summer not to do it because teachers felt

th y were not able put their "individual stamp" on

their classes. Also, they were unable to tell who got:
what from whom (Stake and Easley 1978, p. 1:52).

Activity Centers/Open Space

The term "activity center" embraces a wide variety_of instruction

and uses. In, one schdol an activity center may be a completely free and

open area where students choose optional activities during a scheduled

or unscheduled period. Ofterrfound in the elementary school,*this type

of center may be a converted.classroom filled with "goodies" and super-

vised by a teacher. In another school, the activity ,room' may take the

form of a social studies -lab, where students work on special projects,

from mal)-making td the construction of a castle or the painting of a

mural. Such centers are prohahly not common to most'schools.

Also included in this cateury is the center contructed purposely

to implement the "open-space concept. Here:both formal teaching and

special activities can be accommodated. The instructional techniques of

the social Studies teacher in such'an arrangement are ofte dictated by

such things as noise level, movement of students from are to area,

and--perhaps most important--the ability of the teacher to cope with the

lack of walls and sttucture. Such things are boned to have an effect on

how the teacher teaches, as-reprotted by one case Study observer:

East and West-Junior High Schools have the samel.general
.curriculum, but otheiOise could not"be more different.

West has self-contained classrOoms with an atmosphere.to

match. . . . East Junior High is an open-space school,

noisy, casual, buzzing with activity, often vilified

(quite unfairly) as zoo, having more discipline

problems than West and greater ethnic_and:socioeconomie
variety among its students.: Perhaps because of the open

space, the instructional processes are more varied (Stake

and Easley 1978,'p. Z:14).
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Open spacelin the elementaiy school is apt to be very different

from open space in the junior gh. As a site reporter in a district
4-,

that made extensive use of open space put it, "Labels are convenient and

tricky. The twenty-mule Borax team had eighteen mules and two lead

horSes. Open space in the junior high and elementary schools are the

same in name only" (Stake and Easley 1978, p. 1:40).

Reactions to open space, where it existed in the case study schools,

were mixed. The above reporter summarized his observations of open, space

this way:
0

- Open space is a tolerated rather than an enjoyed feature
of social studies instruction. The prevailing view is

that the district administration decided on the open-
space architecture and they had to plan within that con-

, cept. But two young teachers said that open space means

no discussion in class. When class discussion is tried,

the arm-waving, laughter, and oral disagreement have the

potential to distract oVer 200 other students not

involved. The good.news about open space is that the
students can see that all the other teachers cover the

,same content that theirs does. "It shows them we are

not -being unfair' (Stake and Easley 1978, p. 1:52).

Given their choice of wills on np walls, social studies teachers

probably opt for walls--the self-contained classroom. WherigLopen space

exists, it seems to be tolerated at best. The favored arena for the

41110'
.

social studies teacher is ,the classroom, certainly at the high school

level, and most probably elsewhere.

Time Allotments

(

If teachers do, most of their work in the classroom as the sole

instructor, how do they use their'. time? Although some of their time iS

spent "teaching," many other responsibilities also occupy the teacher.

This section explores some of ,those other responsibilities as well as

teaching.

Adminiarivia;

t,
If we assume that most beginning isocial studies teachers chose their

profession out of a desire to teach, it is no surprise that they are

often shocked and disillusioned 63theamount of time they must spend on

9
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clerical tasks, what some label "administrivia." They are not alone;

so-called "veteransteachers" continue to rate this part of their jobs as

annoying and frustrating. 4s One said, "I always thought that the main

goal of education was teachinekids; now I find out, that the main, goal

is management" (Stake and Easley 1978, p. 16:55).

How much time is taken from teaching by the required performance of

r-slerical duties? The answer depends in part on the secretarial staff a

district is able to support, the number of aides availah.1?,-aS-d the num-

ber of reports required by someone from above--the principal, the state,

the federal government. Report requirements have mushroomed over the

past few 'years,

more subjects.

schoolspent

for teachers,

with more and more precise data required on more and

The actual time during a day, or more likely after

on this type of activity is difficult to estimate, even

because it is sporadic. There are peaks and troughs,

depending on when reports are due. While.a substantial' portion of

"administrivia" time is necessitated by the bureaucratic requirements of

the institution, the John Goodlad study of.schoolinglstrongly suggests

that not all "wasted time" is imposed-byexternal forces. Much of

school's wasted time involves activities over which teachers do have

control, "recesses that run too long, leisurely lunch periods, and

classes that wind up early" ("Study Finds Schools Waste Pupils' Time"

1981, p. 20i). The result, according to Goodlad, is that somt elementary

schools spend as little as 18.5 hours per week 6n instruction, while

others spend as much as 27.5 hours. He also reported that some schools'

waste the final ten days of the school year, throwing away two of their

36 weeks.

The schools that devote more time to instruction use the day more

efficiently, but they do not have longer hours, reported GOOdlad: "They

get down to bu''siness. A 151-minute recess' lasts 15 minute, not 30

minutes, and lunch is 30 minutes, not an hour. They don't spend the

last half-hour of the day cleaning up, because they've found that it can

be done in five or six minutes" ("Study Finds Schools . . ." 1981,

p. 20A). -

For social,studits, the impact of the Goodlad findings is partic-

ularly significant. Both the school with the 18.5-hour week and the one-

with the 27.5-hour week spent roughly the same amount of time each day

on reading and writing, 90' minutes, and on math, 54 or 55 minutes.
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But the school that wasted time had only 23 minutes for social

studies and 13 minutes for science, while the time-thrifty school

offered a full hour Of both awial studies and Science and had. time left

over for the arts ("Study Finds Schools . . ." 1981,- j. 20A).

Discipline

Discipline is a word known to all teachers. Most agree that

discipline is necessary to learning, but their definitions, of

"discipl,ine" vary considerably. Discipline may be used narrowly to

describe a teacher's'behavior with a student who breaks a stated rule or

requirement. It may alsobe used in much broader sense to describe-

the whole process of '"socialization;" of Preparing students to

function effectively in the "school'world," on the assumption that

ective functioning there will leaFt:to effective adult participation

in other social institutions. Stake and Easley write in their case

study findings:

Putting it in a' nutthell, most teachers seemed to treat
subject matter knowledge as evidence of, and subject
materials as'a means to, the socialization of the
individual,in school. SocializeedisciplAne was the
lingua franca or,"mediuur.of exchange," within the
school, transcending subject matterAbarriers (Stake and
Easley 1978, p. 16:24).

k

No data were found on the amount of time that teachers devote to

discipline=-eithei.in its narrow or broad senses. However, the national

survey does provide some indication of how great a problem teachers

perceive discipline to be. Interestingly, when compared with 17 other

factors, Maintainini,discipline was considered :by fewer than eight

percent-of,seetial studies teachers as a "serious" problem. Fee than a

third considered it "somewhat a problem" (Table 2):

NA'
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Table 2

PERCENT OF 'TEACHERS INDPCATING THAT
"DIFFICULTY IN MAINTAINING DISCIPLINE" IS A PROBLEM

'Grade Level

Percent'of Teachers

1

Serious Problem

4%
5%

7%

5%

Somewhat of a Problem-

18%

20%
t,

28%
29%

K=3
4-6

7-9

10-17

(Weiss 1978, BI9)

When compared*with the responses of science 0 math tea4rs, the

survey data show that secondary social studies teachers rate discipline

as less a problem than either their'science orAiath colleagues.

The relatively minor impoteance assigned discIplida by, the .respond-

ents in the national survey seems to conflict with the increasing amount
)

of attention given to violence in the schools in. the past.ten years.' A
,

possible explanation offered by the survey a uthors is that the question

tq which teachers responded in the turvey re lated only to instruction in%

a specific subject area, not -to school discipline eneyl.

Discipline is both an in -class chore and an out -of- lass "extra

duty." Otjt-okf'class time which might better be spent` giving help to

studenvO'Aho need it is instead taken up t..7ithThall duties, lgboratorr

duties,1W"general surveillance duties;" whichirequire.the teacher- to

wander hefe and there, from one trouble spot to another,' jut in
-

case . . At best, these dutiei give teachers'an opportunity to chat

with those who cause no trouble. At worst,:they force teacher& into a

2
position uhconducive to trust and respect among students, thus reducing

their teaching effectiveness: s
.1

P

Preparation, Time, , -. ....

., r .. ..
Lack of preparation time is seer6as a serious problem in elementary

$ schoOls, somewhatiless in'seCondary schools. Mora- than half of K-6
. .

teachers expreSted a great need for mdre time built into their.watk day
Y. . .

to plan instruction (Weiss 1978, p. B39)$ Their principals agreeewith ;11'
.

.
/ '

them (Weiss 1978, p. 161). /
,

....- , r-
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In secondary schools, where about a third expressed the same need, 4

the number of subjects teachers teach varies.consrderably.(Weiss 1978,

p. B39). For some the five-class load consists entirely of one subject,

say American history. FOr others it may be three "classes of American

history, one of-economics, and one of anehtopology. The amount of

preparation time required varies with 'thoUe differences in responsibili-

ties, but'those with more subjects to prepare for usually are not given ,

extra preparation time.

Figures on out-of-scW1 preparation time are not included in the

data and 'are difficult to obtain. This time Will bedome increasingly

11! more important, however,. as unions' threaten and enforce the "work to

rule" clause in contracts. Under that clause,teachers do nothing

related to their jobs, including preparation, after the last bell rings.

The effects of this refusal to instruct students after school or to take

work home, may have drastic effects on what instruction becomes in the

future.

Teaching
1

With the amount. of time given to preparation, discipline, and,'

administrivia, how much time do teachers have left for actual teaching?

According to the teachers who responded in the RTI survey, social studies

teachers in grades K-3 spend an average of 21 minutes per day on social

studies. In grades 4-6 they upend 34 minutes (ideiss 1978, p..51):

Because these are averages, the figures include those teachers who "do"

social studies in whatever time is left over after reading, math, and --

other things. They also include those who have a special interest. in

studies,and give it a high priority. The averages show time spent

on social studies to be substantially less than time 'spent on math (half

as much at K-3), btt more than on science',

.No figures are provided in the survey data on the averagenumber of

minutes spent at secondary levels in social studieS Classes, but class

periods seem to range from 45 minutes to 55 minutes. The standard teach-

irjg load for junior and senior high social studies teachers is five

classes in an eight-period day.

Another set of data colledted by the national survey concerns the

percentage of districts'whith,speeify a minimum number of Minutes per

221
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.day to be spent on particular subjects at the elementary grades. For

social studies the range was frpm 13 percent of districts specifying

amounts' of time_ for kindexgarten_ta_about,one-third specifying time for

grades 5-6. The social studies percentages are about the same as fOr

science, bdt somewhat less than for math. The average number of minutes

,specified by districts ranged from 15 minutes for kindergarten, to 39

minutes for grade 6. The number of minutes for social studies is compar-

able to science but five to ten minutes less than for math (WeisS 1978,

p. 22).
)

The survey also asked teachers to compare the amount of time they

currently (1977) spend on math, science, and social studies as compared

with three years ago. In all subject areas, the majority indicated that

they spent about the same amount of time. About 15 percent of K-3

teachers felt they were giving less time to science and social studies,

but about one-foutth felt they were giyin& more time. Even in math,

teachers perceived themselves giving about4the same amount ofIiime now

as in years past (Weiss 1978, p. B4)..

Use of Instructional Technology, Strategies, and Practices

Having reviewed broadly the teaching arrangements and range of

responsibilities of teachers, we now focus more specifically on the

actual instructional procedures in classrooms--how do social studies

teachers teach? A review of information on teacher's use of "technology"

,(printed materials and machinery) is followed by a discussion of both

commonly- and less - commonly -used practices.

Use of Technology

If there is one common denominator of social studies clas§rooms

throughout the nation, it is the centrality of curriculum materials in

instruction. The Educational Products Information Exchange Institute

(EPTE) reports that about 90 percent of classroom time, in both elemen-

tary and secondary schOpls, involves the useof curriculum materials.

Mdst of this time (about two-thirds) is spent on commercially printed

materials, mainly textbooks (EPIE -1977,, pp. 5-6). A lesser amount of

time is spent with teacher-prepared materials. In the initial EPIE
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survey, teachers reported that 30 percent of all the materials they used

were locally produced, but a further breakdown showed that of this 30
a

_ _percent.5Zpercent were worksheets or exercises and another 27 percent

were tests or progress evaluations (EPIE 1977,p. 8). It is in the

production, and use of these teacher-made materials that much of the use

of educational machinery (ditto machines and overhead -projectors in

particular) occurs.
0

Printed Material. Summarizing their observations of classroom use

of printed materials, particularly textbooks, Stake, and Easley wrote:

The teachers rely on, the teachers believe in, the text-
book. Textbooks and other learning materials were not,
used to support teaching and learning, they were the

2 instrument of teaching and learning. Learning was a
matter of developing skills,,pf acquiring information.
The guide and the source was the textbook (Stake and
Easley 1978, p. 19:8).

This conclusion is typical of what was found to be true in most of the

11 school systems studied by Stake and Easley; their conclusions are

supported by the results of'the'national survey, shown in Table 3.

. Nearly all social studies teachers use at,leist-one textbook. Even

in grades K-3, where texts- are found least often,-fWo-thirds of the

teachers, use them. The.predominance of the textbook increases from grade
0

4 to grade 12, where only, one teacher in ten uses no textbook at all.

About half of all social studies teachers, K-12, use a single published

textbook or program; about a third use multiple texts (Weiss 1978,

p. 89). Although size, region, wealth, and type of community .seem to

have little effect on the age of textbdoks,used, there is some indication

that students in small schools are more likely than others to study from

"old" texts (Weiss 1978, p, 93). Overall, about half the classes in the

study were using books five or more years old (Weiss 1978, p. 94).

Teachers are' heavily involved in-the selection of the textbooks

they use, either individually or through committees of their peers.

Only three percent Of the schools responding reported no individual,

teacher involvement (Weiss 1978, p. B24). Mostteachers are, satisfied 4

with the text they are using. EPIE (1977) found 85 percent of teacher

respondents believed that their textbooks are "for the most part well

suited to,most of their students." Seventy-one percent answered "Yes,

willingly," to the question: Are you going to use this material again?
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Table 3

PERCENT OF CLASSES USING NONE, ONE,,TWO, AND THREE OR MORE T&IBOOKS/iROGRAMS
BY SUBJECT AND BY GRADE RANGE

Number of
Textbooks/Programa Used 0

Mathematics Sq anCe Social Studies

N K-3 4-6 7-9 10-12 -Total K-3 4-6 7-9 10-12 Total K-3 4 -6 ;7-9 10-12

None 8 4 5 5 0 37 10 6 8 18 ,35 9 11 11 17
One 69 51 59 . 72 63 46 56 48 48 49 42 53 47 45 47
Two 14 21 19_ 17 18 13 22 . 25 29 21 7 20 19 22 '16-
Three or More 9 24 17 7 14 5 12 21 - 15 12 16 19 22 22 20

Sample N 297 277 '550 548 1672 287 271 535 586 1679 254 281 453 490 1478

r) u

4:

4

(Weiss 1978, p. 89)
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Teaohers believe that their textbooks facilitate learning. Fifty-.

three percent reported that "most students lean somewhat well from the

material." Thirty-seven percent agreed that "most of my students seem

to learn exceptionally well from this material" (EPIE 1977. p. 23). -

Anothei recent national study (Klein, Tye, and Wright 1979) indicated

that most teachers believe their materials are appropriate for about

three-fourths of their students. About one-fourth offthe social studies

teachers in the RTI survey indicatled they would prefer to use another

text, while about one-half preferred the one they were currently using

(Weiss 1978, p: 100).

While teachers like and usetextbooks, their use of commercial
.

printed supplementary materies is considerably less. EPA s nationwide

study reported that the Irgest number of respondents said they "neither

have used, nor plan to use, any [supplementary materials]" (EPIE 1977,

p. 8). In summarizing various .research studies, Wiley suggests that

only about a quarter of social studies teachers use a variety of materi-

als to supplement the text (Wiley 1977, p. 70). Patrick and HaWkecon-

clude that "in general, most teachers make slight use of Various pub-

lished supplementary ma

C-The indings cited a( o' on teachers' "use of" and "liking for"

curriculum materials, particularly texts, have been corroborated in the

Goodlad study of schooling in which students were asked their impressions

of the use of materials and their preferences -IT-A. materials. Around 90-

percent of secondary and upper elementary students reported using text-

books. Among seconder)) students, 68 p'ercent'reported liking texts "very

much" of "somewhat"; only 10 percent said they "very much disliked" them.

Upper elementary students were only asked if they liked of disliked their

books. Seventy percent liked them; 30 percent did not (Wright 1980).

While most teachers would probably agree with the teacher at a case

study site'who said, "almost every teacher needs a good set of materials

from whtCh.to social studies instruction" (Stake and Easley 1978,

p..3:33), teachers' perceptions of the role of the textbook vary. To

some it is a useful guide and support. To most of those observed in the

11 case study locations,the textbook is the instrument of teaching and

learningthe.authority,--,and in some cases, the course itself. While

4.



there is considerable diversity in the instructional devices chosen by

teachers, the variance most often stems from the staging- set- by--a- -text

--boo
.

Thus, the nature of the'textbook and its accompanying manual i6

only relevant but critical to reaching conclusions about textbound teach-
,:

ing---The Patrick/Hawke paper on curriculum materials presents a detailed

asEessment of the content and instructional strategies in textbodks; the

authors report the following generalizations about the widely used social

studies textbooks Of the past 20 years (see pp. 120 -1'26): (1) most are

surveysof particular information linked to curriculum patterns found
c°

across the United States; (2) they tend to be alike In format and style;

textbooks in the same subject present similar information and interprets-

dons; (3) they emphasiie transmission of 'information; () they typically 4

avoid controversial, or sensitive topics; (5) their treatment of aspects

of social science and history content is typically inadequ5tv (6) they

are difficult to read; and (7) they are much more likely, to include

lessons in skill development at the elementary level than at the secon-
.

dary level. Thus, the textbooks being used as the loc us of instruction,-

in social studies in the United States are not very innovative or perhaps

even challenging.

But what about the 1960s new social studies movement, in which

various federally supported projects around the country produced new,

often inquiryLdriented, materials? What was their impact. on instruction

in social studies classrooms? Apparently little. According to th e RT1

survey, only one-quarter of the districts studied had-usedsone or,more

of the federally funded social studies curriculum materials. (Weiss 1978,

p. 79R4..14is percentage was somewhat higher than those 'using math

materials, but .lower than those using science materials. Even more

disturbing are the data showing that nearly one-quarter of the district.

respondentynonteachers) had never seen social studies project materials

and only about four percent of them had seen more than 75 percenthof the

products. Clearly these people were not well eqUipped to advise teachers

about the project materials (Weiss 1978, p. 7.9).
,

. . ,

To say that the 'new social studies curriculum products had no impact
. _

on. instruction because'they were not used in the classroom may, however,

be inaccurate. As Patrick and Hawke reported (see Pp. 132=1,33), certain
0

.0
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differences in current texts seem to stem from ideas anddirectives that

ram ef romtherurriculum-dev-e-lopmeat.--pzaj-e hese--i-deas-a-re-

embodied in the teacher's materials that accompany the textbooks; for it

e,

is in these materials that instructional strategies or*procedures are

suggested; those strategies are impOrtant in determining whether the

t is designed to be used in a conventional readTwrite app roach, in an
-

inquiry mode, or in an in-between approach.

Do teachers, in' fact, use-the,manuals to ensure.that the textbook

is used as it 'was degigned to be? In the-RTI survey almost half (40

percent) of the teachers of grades 4-9 indicate that they do_indeed make

extensive (IseOf manuals. Those at other grades do not (Weiss 1978,

p. 97). Experience suggeSis that teachers at the high school 1.eVel often

have no manual to use. One may be sent to the department chairperson to

be passed around among the staff, but personal copies are not typically

.'available. Teachers at this level may not .complain because they do not

see' manuals as very helpful anyway, preferring to devise their own
s

strategies. Thus, regardless of holope textbook was designed to lie

us.pA the teacher places his or her ownstamp of individuality on it by

using it as best fits'his or her teaching style.

The case studiesprovide the most immedia0: sense of how textbooks

aie used in the classroom. in summarizing the case study observations,

Stake and Easley write:

CA.

The souredPii-ithbrWI-te classroom was
e not 'so much the teacher-At was the textbook. Teachers

were preparekto intercede, to explain, but the direct.
',confrontation with knowledge for most Students was with
printed information statements: Teachers did it differ-
ently from classroom to claSsroom, but regularly there
was deference4to the textbook, or lab manual, or encyclo-
pedia, map or chart. Knowing was not so much a matter
of experiencing even vicariously (sell-kn9wledge-perhaps
was not to be trusted), but of being familiaPiwith cer-
eein information.or knowing how to produce the.answers

' to questions that Would be asked . . . To be'surt, we
saw a number of efforts to get students to learn for
themselves, to acquire, to discgver, to rely on their
observation and reasoning powers, but the preponderance
of teaching was to impartconclusions from a distant
authority through the orderly presentation pf the lesson
materials (Stake and Easley,1978, p. 13:59).

r) in 2274.qu
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Lateiz' in th r report; Stake and-Easley tie this use of the textbook

as an authority source to teachers' felt responsibility to "socialize"

We became alert to the fact that most teachers felt they
had to ugq their instructional time and materials in
order to socialize students into the social order . .

(Stake and Easley 1978, p. 16:11).

This need to socialize and the centrality of the textbookiin socialize-
,

tion leads, according,to Stake and Easley, to Conflict then curricular

and instructional reforms are proposed (Stake apd Easley 1978, p. 16:11).

In part it explains,why inquiry and other proposed instructional changes

have not gained wide acceptance. Mhe,funetion of socializing students

into the social order (which includes preparation for the next grade

level, college entrance exams, and a) on) is best done when the textbook

is used as a seldom-questioned source of authority and as the structuring

force of classroom activity.

Machinery/Equipment/Instructional Aids. Although teachers rely

heavily on printed materials to plan and implemeht their instruction,

'some machines influence what is done and how. Among those is the one

commonly known as "the ditto machine." In the social studies classroom

iE'has made the chalkboard almost obsolete. Otte reporter put it this
4

*

4 The most reliable means of instruction was dependence on
the spoken word of a teacher quipped with a ditto

machine. Even a shortage of textbooks could be better
controlled if one hacr ditto machine, ditto, fluid, and

access,,to a thermofax machine (Stake and Easley 1978,

p. 9:23).

Students in the Goodlad, study ofd schooling also give evidence of the

heavy use of worksheets. From the,upper elementary grades through high

,school more than three-foUrths of students reported using worksheets
A

(Wright-1980).

When. asked in the national survey what,needed improvement in the

wa f supplies, one-third of-the:docial studies teachers asked for a

'b ter supplyof duplicating masters (Weiss 1978, p. B103). Little data

is aVailabl,on the content of the. worksheets, but the EPIE survey indi-

cated that most worksheets are-review exercises or tests (EPIE 1977, -

A
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Where the content for teacher-made worksheets comes from is

untesearched. Some, maybe tkich, content is originated by the teacher.

An indication of the

extentof- 'sorrowing - A.', O '4 OV: CO .un-try-

`Some is undoubtedly taken from other sources.

when a more stringent copyright law was passed in 1978. The reaction of

manty teachers was frequently "What am I going ,to do now?"-7---oi-8fDo you

mean-I-have- to-throw out all of those peat_pass-outs huteusing?"

There is little doubt that the duplicating machine is a boon to teaching

social studies,, but we know little of whatcomes m those machines or

how the products are used.

Two other machines tend to permeate social studies instruction--the

film projector and its relative, the filmstrip ,projector. Both are

considered indispensable and used frequently by some teachers, although

the film projector is often described by teachers as "a frustration,

more bother than ,it's worth, in need of repair; or constantiy breaking
(.4

gown in'the middle of the film just when the real point is about to be

mada."'Th call fox help to the audiovisual room is a frustrating but

arrept of the instructional process.
. P

A sty by the Agency for Instructional Television found that 60

percent of secondary` social studies teachers use film at least once every

two weeks (Fontana 1960, p. 54. 'rata collected in the RTI survey sup-

port these figures (WeisA 1978, p. 115).

Some critics would consider these figures dismayinga sure proof

of the lack of good teaching. Teachers themselved tend to ,decry the

indiscriminate use of films by their colleagues. They refer to it in a

most uncomplimgntary wayas "hanging out the marquee,"'a technique few

yant to acknowledge as their own. However, observers having a different

orientation might conclude that use of films is evidence of a, teacher's

good judgment of how today's students learn best, through viguals. ,Data
,,----

to support eittier,of,ihbie judgments, the "how" of the use of vis(als,
.....

4
-nom ---'-''-ard lacking.

._,-.- ...v,-_-.,.,...,"
.

According to.the /VI data, the overhead projector i$ the next most

commonly used instructional aid, employed by almost half of the teachers

at least once a month (Weiss 19,78, p. 115). This gore might have more

meaning if we knew the availability of that equipment in the school.

Some schools pride themselves on having an overhead machine in every

V
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social studies-room; others have one to abuilding; some have none.

Again, we have no indication of how this machine is used in instruction.

Ditto machines, projectors, and overheads have, been available in

schoels for quite som "- -atydtheya-re--t4ed.

-Teachers do not, however, make use of the more sophisticated and recent

machines available. They seldom use records or tape recorders, and one

out of two sees no need for the film loop, television set, or videotape

recorder/player. The 1978 Weiss report showed almost 'none using com-

puters (Weiss 1978, pp. 115, B31).

The dramatic difference in the use of "old" and "new" technology is

made clear in the AIT study. Among the teachers surveyed, only 3.1 per-

ceat had never used film-for instruction, but 30 percent had never used

television. Only 20 percent used television at .least.pnce every two

weeks--while 60 percent used film in a two-week period. Yet teachers'

(and administrators') attitudes about the value of television in the

classroom were positive. More than 50 percent agreed that it had great

possibilities (Fontana 1980, p. 54). One possible explanation lies in

the-f-inding-rhar-although 91 percent-of-secondary teaches -hid- access to

videotape recorders for recording televiSion programs, percent

had been trained to use the equipment (Fontana T980, p. 58).

Similarly the computer is not a technological innovation toward-_____

which social studies teachers are gravitating, although important changes-

may have occurred in the years since the studies reported, here were done.

In the RTT study more, than three-quarters of K-12 social studies teachers

said computers were "not needed" for their instruction (Weiss 1978,

p. B3I). A recent National Council for the Social Studies report on

computers in social studies classrooms stated that while 74 percent of

974 districts surveyed reported using computers for instructional pun::

poses, social studies courses made far less use than mathematics, natural

sciences, business, and language arts courses (Diem 1981, p. 1). The

author suggests that one explanation is social studies teachers' lack of

training in the use of computers. He reports on a 197, study of teachers

in which only 6.8 percent of a sample of 175 colleges of education

offered a comprehensive program in computer education (Diem 1981, p. 5).

He concludes,'"More social studies educators must acquire both basic

computer skills and the ability to author lessons for use on the com-
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puter. We have a tool that can be an aid to our teaching--if we learn

to use it" (Diem 1981, p. 6).

On the whole, social studies-teachers-seem to -be relatively content

with thc't quipmcnt and instructional-aids-available to-- them- --At-all-

grade levels, more than 60 percent rated the availability of nonconsum-

able equipment as "very good" or "satisfactory" (Weiss 19.78, p. B33).

We are left with the impression of social studies instruction which

centers on the textbook, ditto sheets (supplemented by overhead trans-

parencies), and fias/filmilrips7 The level of satisfaction with this.

situation is high among both teachers and their students. The tried and

true materials and machinery work and little need for change is.felt--or

accepted.

t

Monti- Common Instructional Practices

Both the RTI survey and Goodlad's research explored the question of

hoW teachers teach. FKom these resources data emerge to show the pre-

dominanCe of threeiinstructional strategies and a smattering of othai'

practices.

Lecture. In the RTI survey teacher were asked to describe the

frequency with which they used various uctional activities. _The
,

most the survey.

Although not defined in the survey, it is unlikely 9iiit teachers inter-
--

'preted the word lecture in,Are collegiate sense, i.e., teacher exposition

with little or no opportunity for student questions or challenges.

Instead it is likely thit the word was interpreted in the sense of

teacher 4alk and demonstration," the terminology used in the Goodlad

research.

Teachers reported using "lecture" frequently from the earliest

grades though senior high, its frequency rising srarply from kinder7

garten to grade 12. Even in grades K -3 /almost half the teachers lecture

"daily" to Utleast once a week" and one out of five lectures daily.

Only 27 percent of K-3 teachers reported never using th technique (Weiss

1978, p. B64).

Dependence on lecturing increases steadily through the upper grades.

More than a third] of 4-6 teachers lecture at least once a week;, a quarter
*

lecture daily. In the junior high more than half lecture at least once
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a week, a fifth daily. At the high school the daily use rises to *a third

of the teachers. About two-thirds of social studies students listen to

a lecture at least once a week; a quarter of them daily (Weiss 1978,

p. B65-67). In the G6odlad study, students were asked to report on the

instructional strategies they. experienced. Ninety-three percent of upper

elementary students reported use oflecture in their classes; the figure

rose to 94 percent among secondary students (Wright 1980):

There is no evidence to explain exactly why the lecture is used,

how it is used, or how effective it isT--q.eishers offer various ration-

ales: efficient use of time, the need for teacher interpretation, "crowd

control," intellectual inspiration, developmerit of listening and note-
,

taking skills, explanation, and concept reinforcement, among others. In

some Cases, 'as one teacher noted, lecturing is a way of getting aroundCases,

the reading problem:

In my class I have to lecture. Most of my students don't
know how to read or they are reading well below grade

level. Consequently, I have to resort to lecturing (they
can_liaten) and using worksheets (Stake and Easle 197$,

p. 7:33). '

The use of the lecture may also have to do with the constant need

to maintain order. The teacher may feel that when students are required

to listen, take notes; and get ready for a test, chances for disruption

and "goofing off" are lessened. In some instances this tactic may work;

in others it seems to heighten rather than lessen the problem, as.this

..comment from a case study reporter indicates:
...,

.

/'
. . instruction appears to cover the full gamut of

approaches and methodologies. Some teachers are very

didactic in their approach; others are very openand
laissez-faire . . . Those teachers who opt for the
straight lecture-discussion method appear to have less

respect froi the students. Similarly, they are the ones

who have the most aibcipline problems, particularly from
-,the ethnic minorities (Stake and Easley 1978, p. 7:19).

At its worst, the lecture is a crutch for the teache'r and a bore

for the student: i

Probabl, U.S.. History is the worst class I ever took. I

something but I didn't enjoy it . . He lectured

for t first nine weeks right from the. book,*and he
acted llke he hadn't heard about the things he was teach-
ing about (Stake and Easley 1978, p. 4:503.

a
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At i s best, the lecture can be exciting andinspirational.

Talented 1 cturers can incite students to think on grand scales, to set
,

their sights-1bn higher goals, or move them to use their intellectual

talents. Such social stdies teachers do exist and their students attest

to the success of their strategies.

The Goodlad study provides some evidence that the Majority of stu-

dents like lecture or "teaihen talk"; 75 percent of the upper elementary

students surveyed liked the practice "very much" or "somewhat" as did 80

percent of their secondary counterparts. Fewer than 15 percent of the

secondary students said they "dislike very much" teacher talk (Wright

1980).

Because the so-called lecture 'is cit4by teachers as one of their

most commonly used Instructional practices and, because students*seein to

like the practice, much more needs to be known about what lecture.

entails. 7,-We need to clarify whether it means that the teacher is

verbally filling in a matrix of Renaissance artists and their paintings,

or extylding a major concept. Do most students truly learn best from

lecture or is it just eailer thin-active-participation?

Discussion/Recitation. Rivaling lecture a,p. the most frequently

used instructional practice is discussion. Again, the data do not tell

us exactl'y what discussion-means to teachers Who report using it fre-

in their classes. Does the term indicate a'Erue exchange of

ideas or simply recitation with lithe teacher askingthe questions and the

students giving,the answers?

Whatever it meaning, discussion.isa popular strategy. More' than

halfetae K -3 teachers in the RTI survey and two- thirds of.4-12 teachers
.

reported holding discussions on a daily basis (Weiss 1978, R. B64-67).

In the Goodlad study of upper elementary andseconeary students, aboUt,

80 percent reported that they experienced ,the practice in t eir social
coo

studies classes (Wright 1980)4

How dg students feel about class discussion? In the Goodld '

A

research, about 60,percent of upper elementary students said they 31110ce

the practice; thipercentage rose among secondary, students. At the highAir'

school level 85 percent of students said they like discussion'"very much

or "somewhat." Only four percent said they disliked it "very-much."

rl
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From the case studies, it appears that the kind of class discussion stu-

dents most enjoy is that which allows them to express their opinions:

He's cool! He's not stuffy like some of the others. He'

.,lets you talk and likes to get discussions going in
class . : . He'gives you work to do but it's fun . . .

(Stake-and,-Easley 1978, p. 7:19).

or:
111

6 -

He's neat! We.get totalk about what's happening in the
world (Stake and Easley 1978, p. 7:19).

All teachers do not, however, have the ability to lead a discussion

that results in solid learning. Evidence of the infrequency of true.

discussion is.found in research on the levels of questions asked by

teachers. Almost all question's are at the memory, translation, or inter-

pieta4on level. The intelleatual atmosphere of classroom interaction

has, been described as "meager." :

In a dissertation-study, Rappaport investigated the types and rates

of questions asked by teachers and students to determine whether the

findings of previous research would be replicated. Analysis of the data

shoed that observed teachers asked approximately ten questions to every

student qustion. The majority were definitional questions of isolated

fact and noninstructional, managerial content. Fewer than five percent

were concerned with the content of established principles, theories, or

concepts. Fewer than percent of all teacher questions and fewer.thin

10 percept-of all student questioner' involved application, comparison or

contrast, analysis or synthesis, or- evaluation. Students tended to use

questions that had a high probability of verbal,approval by the teacher.

Moreover, teachers gave little reinforcement to student questioning

(Rappaport 197,8, p. 91). 0

Any conclusions to be -drawn from the information we have on discus-

siop and classroom questions must recognize the differences among stu-

dents with whom teachers work. Discussion seems to work best in those

classes having students who are eager to use :their mental abilities.

These are tte classes in which many teachers expend their best efforts

and are most successful. ,With some students and classes, discussions

simply cannot get off the giound.
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Individual Assignments. In addit..lon to listening to their teachers

and participating in class discussion, students spend a great deal of

time completing individul assiinments--most often, writing answers to-

questions. In the Goodlad study "writing answers to questions" was cited

by students second most frequently, with more than 87 percent of upper

elementary and secondary students participating in this activity (Wright

198U). About 55 percent of the students find this an agreeable activity

(Wright 1980).
1

Some of these assignments are completed in class, usually following

a teacher lecture or class discussion. Other assignments are the basis

of homework. In part, individual assignments are used to enable students

to learn dew information: They also serve to reinforce previous learning

and/or give additional prvice in skill development. A third function,

is to help the teacher Assess student learning. In reporting on how

teachers learn about student learning, Stake and Easley write, "one way

.teachers learned about how much and how well their students were learn-
.

ing was through omework" (Stake and Easley 1978, p. 15:14).

Less-Common Instructional Practices

Inquiry/bistovery Learning. In the 1960s the-"new social studies"

movement, much touted by academics and heavily supported by federal

funding, attempted to engage teachers in, the use of .inquiry or inductive

teaching. methods. The RTI survey, the case studies, and the literature

review provide evidence of the extent to whih this instructional prac-

tice is used some 15 years after the-major effort to establish it in

classrooms across the nation. To the question "How comnton is it for

teachers in your school(s) to try to teach the scientific analysis of

social problems?" only 5 percent of junior high social studies teachers

and 20 percent of senior high social studies teachers responded "quite

common" (Stake and Easley 1978, p. 12:39). Strategies and techniques

used by social studies teachers at the secondary level are not commonly

derived from the inquiry-oriented, scientific approaches used by social

scientists. This finding supports earlier reports on the limited Use, of,

new social. studies materials in schools (Wiley 1977, pp. 313, 319).
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In the Stake and Easley survey 66 percent of the respondents agreed

with the statement, "The general public does not put high priority on

teaching social studies in a way that emphabizes a scientific approach

to studying social. issues" (Stake and Easley 1978, p. 13:31). As one

site reporter observed (of math, science, and social studies teachers):

The qualities of the grand thinker, relativistic and
speculative, were only occasionally acknowledged by
teachers to be worth emulating, and often -- .removed from '

association with science or grand thinking--were ridi-
culed (Stake and Easley 1978, p. 12:27.

There is little, evidence of tehchers invdIving students in inquiry

experiences:

One of the more important findings of this case study
project was that, despite considerable contact with
legacies of the NSF-sponsored curriculum projects and
with inservice programs dedicated to the promotion of
student inquiry, very little inquiry teaching was occur-
ring in science, math and social studies in the eleven

sites. PrOblems'were worked by students, following the -

example set by the teacher. Lessons typically were
organized by teachers around printed or dittoed materi-

als. Problems were worked by the students, following
the example set by the teacher, who helped out when an
obstadle was met, but who gave little encouragement to
go beyond the problem or to question an implication
(Stake aqd Easley 1978, p.

A major conclusion drawn by site, researchers is that teachers do

not tend to be natural inquirers themselvea. They give small place in

their teaching strategies to the-development of systematic modes of

reasoning. Where such practice is found, it may be' more a part of the

teacher's nature than the revlt of recent trends and curriculum devel-

opment.-

Social studies teachers are about equally divided on their need for

assistance in implementing inquiry/discovery approaches, with 41 percent

stating that they do not need help and 46 percent stating that they do

(Weiss 1978, p. B113). A district coordinator empathized with teachers:

Teachers are experiencing difficulty with the inquiry

approach . . . and we simply don't realize what it means
when we suggest to an instructor that she needs to change
her classroom practices "(Stake and Easley 1978,

p. 10:10). A
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But it is not simply a matter of changing habits. Many teachers

have serious reservations about the efficacy of inquiry strategies as -.

teaching techniq\tes for their students. They tend to see those strate-

gies as likely to work with only the most able students, who have

acquired not only the intellectual abilities and skills but also the

work habits and discipline required. With st de lacking those chsrac-

teristics,'inquiry methods, teachers feel, are b and to fail (S ake and

Easley'1978, p. 12:7). In addition, these teachers express oncerns

about the excessive amount of time-required by properly devel ped inquiry

strategies, the frustration heaped on students who cannot de l with the

task's,, and perhaps most important, their basic disagreement/ with pr(o-

ponents of inquiry teaching as an appropriate method for all students.

Recent findings seem to indicate that these teachers have been accurate

10
in some of- their judgments (Wiley 1977, pp. 302-312).

Values Education. Following on the heels of the "new social

studies" movement was the emphasis in the late 1960s and early 1970s on

values education. Although a-r-atheramorphous idea taking different

instructional forms, the genera4 intent was to help students clarify, ,

their own and others' value positions. The case study research provides

the most insight into the use of values education in social studies

classes.

The abse7ations of the case study reporters indicate that the most

pervasive reason for not using some form of, values education is the fear

(real orimaM/ned) of negative reaction from the community. Teachers

and administrators worry that encouragement of questioning can stimulate

controversies, which may not be wise. It is safer, most believe, to

stick with the facts and leave value's cletification to those colleagues

who wish to take the gamble.

If you mention certain things to certain students it
goes home and they school board gets callsInut it:
"Why are yOu teaching my child about sex?" or "Why are
you telling my child about this particular church?" You

learn to deal with this by.learning that this is not
what the community wants so we don't do it. They are

paying you your salary with their money, so basically
they have the right to a degree to keep certain things
out of the school that they strongly agree should not be
there (Stake and Easley 1978, p. 1:53).

I
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As a resuit, where teaching in the area of values does exist, it is

more apt tp be inculcation than clarification. Even this is not common.

Teachers simply stay away from the issue (Stake and Easley 1978,

p. 19:5) Because of this stance, handling of controversial issues,

including valueg, is apparently not a major problem in the social

-studies.

There is, however, some evidence to suggest that. social stuiies

teachers actually have more freedom in dealing°with controversial issues

than they realize and use. Responses in the Stake and Easley survey
d

from 150 secondary, social studies-teachers and from 300 seniors and

their parents revealed the following:

Although most did not indicate a need for change in
emphasis on values in the classroom, those who did asked
for more eTphasis rather than less. More than one of
three parelits showed a preference for greater emphasis
(Stake and Easley 1978, p. 12:36).

4

Approximately 65 percent of parents felt that teachers should express

their own feelings but present alternative views too. One in four

parents felt that teachers should keep their biases to themselves (Stake

and Easley 1978, p. 12:39).

One would certainly expect to find social studies .teachers handling

controversial issues, encouraging their students to examine alternative

reviews. This is not usually the case, however.

Community/ExperienceBased Instruction. At no grade level is there

frequent use of the field trip as an instructional practice. The highest

usage appears to be among K-3 teachers, with 18 percent reporting that

they take a field trip at least once a month, 53 percent saying they

take some trips, and only 19 percent saying they never go on field trips.

After third grade the use of field trips drops continuously through 12th

grade (Weiss 1978, p. B64). Only 13'percent of senior high students in

Goodlad's study reported bping involved in a field trip, compared with

51 percent of upper elementary students (Wright 198'0). However, the RT1

survey suggests that such trips are infrequent, even in middle schools.

Fewer than five pfrcent of grade 4-9 teachers in that study reported

taking field trips "at least once a month" (Weiss 1978, p. )365-66).
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Numerous reasons are given for the infrequent use of field trips

and the decline in frequency from early to later grades: the increasing

pressure of what some teachers call the 3 C's--course, content, and

coverage; the problems'of supervising large groups of students; dis-

approval of'teachers in other disciplines, who resent their students

"missing class"; and lack of funds. One junior high social studies

t° the who rank" f4-11 F'.4p. high ^11 his 14ct of prioritieS but was

denied their use had this complaint:

. . if you want to knolf *hat is really important look
at the instructional budgets. What's important is athle-
,tici. They can ship kids by the busloads to games, to
contests, matches, whatever, because their instruction
is important. We (in social studies) cannot take advan-
tage of an opportunity when it pops up. When we ask for
a trip for a class of students, the answer is no (Stake
-and Easley 1978, 13:31).

Although the NSF site researchers did find examples of .concerted,

--well-planned experience-based ,instruction, it was rare; wher( it did

exist, it did not have the support of most teachers. In one case, where

the entire community became the classroom,teachers failed to adapt their

techniques to fit thee situation, failed to use the rich resources avail-

able, and were most comfortable on those days when the classroom again

became the milieu in which they worked. As the site reporter described

it, ". . . we'saw that the School With Schools was the most effective

component of the School Without Schools Program" (Stake and Easley 1978,

p. 8:13). Even in that "open" instructional arrangement, where social

integration was seen as a beneficial outcome and where self-motivated

students flourished, teachers rated classroom days as the,mostefficient

and effective. There, too, lecture, discussion, and worksheets were the

common modes of instruction.

Although they are perhaps in the minority, many teachers do see

these kinds of experiences'as crucial in social studies; their students

flourish. Coordinated and 'carefully planned, interdisciplinary use of

museums, nature centers, historical sites, government agencies, and the

like excite not only students, but also their teachers. One teacher

expressed the feeling in terms of teacher-student relationships conducive

to teaching and leakning:

o 3 0ti
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The experience I have had in the past of working a lot
outside school has shown me that you can have quite a
different kind of relationship with students once you
get them out of the school building (Stake and Easley
1978, p. 11:15).

The work of Fred Newmann (1975) and others indicates the many possi-

bilities offered by experience-based instruction. For example, intern-
,

ships in a multitude of government and civic agencies, performed by

serious students who want to combine the knowledge of the past with the

urgency to live the present in a productive way, have become common in

many schools and many social studies programs. - In these internship

programs, social studies students throughouc!the country are combining

service with learning, in the most practical and powerful way--on the

job. In some cases they are earning social studies credits toward

graduation; in others, they are simply becoming involved in applying

what they have already learned in order to learn more.

Unit or Course Projects. Social studies students are apt to be

involved in a project or the preparation of a report at least once a

month, except in grades K-3, where projects and reports are used about

half as often (25 percent of teachers there never use them) (Weiss 1978,

p. B64-67).

Simulations. Simulations, including role plays, debates, and

panels, are used by most teachers fess than once a month, with one in

five teachers indicating that they are never used (Weiss 1978,

p. B64-67). At least two. of the site researchers were not overly

impressed with the use of these techniques in the few cases observed.

One researcher commented in describing a class:

What follows is a simulation in which the students are
divided into teams of colonistsand'English and asked to
debate and then decide whether to go to' war. Unencum--

bered by facts or understanding and unchecked by Mrs.
Harrison, the student's' debate quickly assumes the tenor
of a parent-child confrontation (Stake and Easley Ins,

p. 2:19).

Modules, LAPS, and Programmed Instruction. Fewer than three-out of

ten social studies,teachers ever use a form of programmed instruction;

most of those iiported usage once a month or less (Weiss 1978, p. 104).
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Where "packages" are found, they are usually a part of a school-wide

effort to implement an objective-based curriculum. While some teach!trs

find packiges*to be a boon for students wtio lack self-direction, others

find them uncreative, restricting teachers' ability to switch approaches

as the need arises or to take advantage of the "teachable moment.6 Some

complain that such instruction is anti-social, placing students in isola-

tion, away from the social interaction that should be a major:character-

isfic of social stddies teach.,4 and learning. Prnponents' of these ,

techniques criticize the way teachers use packages, not the packages

themselves.

Contract Learning. The use of contracts is not common in social

studies at any grade level. When asked to rank 16 instructional tech-

niques according to their frequency of use, teachers placed contracts

next to the bottom, just slightly mead of computers (Weiss 1978,

p. 104).

Examination of all the data on instructional practices clearly

indicates that social studies instruction'at all grade levels is domin-

ated by teache( talk, class discussion, and individual quest -ion answer-

ing.- Most of this activity is tied to textbooks and "dittos." The

numerous other instructional techniques considered appropriate for. social

studies instruction are used relatively infrequently. Moreover, instruc-

tional practices applar to become less varied as students progress

through the grades. What might be a rich, multifaceted learning experi-

ence is instead, for most studentsrepetitious and tex*ook-bound.

Evaluation Practices

Whatever instructional techniques teachers use to convey new infor-

mation and build understandings among students, most teachers regard

some sort of evaluation Of student progress as essential. Evaluation is

used both to allow the teacher to assess student progress and to allow

the students to evaluate themselves. Studies indicate that teachers

have very limited expertise in the field of evaluation. Their techniques

tend to be confined to objective and essay tests, class discussions, and

student papers, Nall based on content objectives (Wiley 1977, pp. 78-79).

The RTI survey and Goodlad's research give us further indications of how

c.
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prevalent evaluation is and what techniques of evaluation are most com-

monly practiced.

Teacher-Made Tests. According to RTI data, taking a/(est or quiz'

(generally teacher-made) is an activity in whiCh students frequently

engage. After lecture and class discussion, it is the most frequent

activity, with'44 percent of teachers giving a test at .least once a week

(Weiss 1978, p. 104). Forty percent of K-3 teachers never use tests,

but that figure drops drastically in grades 4-6, whe're only four 'percent

never use them. More than half of secondary teachers test in some form

at least once a week (Weiss 1978, p. B64-67). Ninety-five percent of

secondary students in the Goodlad study reported having tests; about

half said they liked the tests and the other half said they disliked

them (Wright 1980).

Summarizing the find4ngs of the 11 case study reporters, Stake and

Easley write of teacher-made tests:

Most of. the tests used in the classroom--as opposed to_'
workbooks and exercise sheets--were developed by the
teacher, often using questions from another test or from
the textbook or teacher guide that accompanied the text-
book. These teacher -made tests were much'more closely
attuned to what actually occurred in class and as part
of the laboratory work or homework than district's
objectives-based tests, the publishers tests, the
criterion-referenced tests or standardized tests -and to
be sure, there were very few of these more formal instru-
ments to be .seen in any of.the ,schools (Stake and Easley
-1978, p. 15:15).

Frequent testing is seen as an important way of teaching and making

cereein.that students have learned. :It is also viewed as a, good way to

accomplish one of the major goals of teaching-the socialization of stu-

dents. Of testing and socialization, Stake and Easley write:

Although formal testing did not seem to satisfy, much of
the teacher's need for knowing what the student knew,
testing did seem to assist in socializing students and
maintaining control over them. . . [T]esting was an
important means of socialization and control. Testing
was relied on to motivate the students. The information
provided by tests seemed mainly used in the justification
of `past decisions and the allocation of further oppor-
tunity (Stake and Easley 1978, p. 15:23).
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Since the major sources of content covered on tests are the text-

book and the teacher, students know fairly well how to prepare:

Before a test, I look into the chapter, flick through
the headings. You'have to read the class notes because
you coxldn't pais the tests otherwise (Stake and Easley
1978, p. 4:49).

The following episode, reported from a sociology class, speaks to a

number of subjects in addition to testing procedures:

. T: We're going to have a test on Tuesday. You'll need
to study very hard for it. All the terms inithe
chapter will be on the test. You should know some-

Sthing about them fro class. (There is much Student
talking. Some of it s boisterous. Mrs. F.'remains
perfectly calm.) Leaf through chapters three, four,
and five. See if you have any questions. This
will amount to a unit test. Our next unit is on
the group and the individual. I plan to hand out
another text and we'll use two of them together.
We'll find examples in one not in the other. It'll
be of great interest to you.

S: So,we need to know all the words? There's about a
hundred of them.

,--

T: Part of your problem may be that you're not attentr
tive in class.

S: How'le we supposed to memorize fifty definitions?

T: be an objective test so you'll be able to use
recognition.

(Stake ,and Easley 1978, p. 4:46)

Recitation, Homework,.and Exercise Sheets. Although teacher-made

tests represent the ost common "formal" means of student testing, stu-

dent evaluation is commonly done during recitation periods. Stake and

Easley write in their summary of findings from'the case studies: [W]hat

has been the dominant form of testing over the last fifty year's is reci-

tation) an informal kind of testing rather than examination, a more

formal kind (Stake and Easley 1978, p. 15:14). They continue by quoting

from Hoetker and Ahlbrand's classical review of classroom questioning:

The studies that hive been reviewed show a remarkable
stability of classroom verbal behiVior_patterns over the
last half century, despite the-fact that each successive
generation of educational thinkers, no matter how elseN
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they differed, has condemned the rapid-fire, questions-
answer pattern of instruction. This opens a number of

interesting avenues of inquiry. What is there about the

recitation, for instance, that makes it so singularly
successful in the evolutionary struggle with other, more

highly recommended, methdds? That is, what survival
needs of teachers are met uniquely by the recitation?
(quoted in Stake and-Easley 1978, p. 15:14).

Other evaluation procedures commonly used by teachers are homework

assignments and exerclise sheets: The data do not allow determination of
P

how much of recitation,hOmework, and worksheets involves "teaching' and

how much involves "evaluation.". The case studies appear to indicate

that the various instructional/evaluational procedures blend together in

teachers' assessment of students' progress. Stake and Easley conclude:

The results . . . from tests usually paralleled the

results . . . from recitation and other inceractional

forms of quizzing. Student learning was teased out-in

various ways, even as indirectly as quietly listening to
students plan a project or help each other with an '

assignment. It was not unusual to find that the same
students who raised their hands first, helped other stu-

,
dents most often, [and] had the most detailed answers in
recitation also made the highest marks on the examina-
tions (Stake and Easley 1978, p. 15:16).

Assigning Grades. As we have noted, the frequency with which tests

-are administered increases rapidly after sixth grade, with the increasing'

use of competition as one moves from.kinde-rgsrten to. grade 12. Students

maybe graded on a number of things--knowledge, attitudes, performance-

which may or may not be a result of social studies teaching. With the

recent emphasis on "basics" and "competency," social promotion, if not

disappearing, is at Least coming under scrutiny. "You get what you earn"

is becoming more-and more the bottom line in grading. This,is partic-

ularly important in light of parents' concern about grades.

Contrary to what students may traditionally believe, grading is

probably not a task that social studies teachers relish. Many regard it

as the most unpleasant and disturbing part of their job. It is common

to hear teachers say, "I love to teach but I hate to give grades!" This

reflects their dedication to their'students, their desire-to do the

"right" thing for each of their charges, and their fear of doing damage

with the stroke of the, pen. Few look forward to the end of a marking

period, `when each student must be evaluated with a cold letter or numbef.
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Even the leeway of S-for satisfactory,

unsatisfactort, or the more ,open-ended

C for commendable, and U for

"needs improvement," provides

little comfort for the social studies teacher trained to be sensitive to

cause and effect in humer-behavior.

Standardized Tests. Standardized tests are used more frequently in

grades K-6 than in grades 7-12; in the-RTI surveiThalf of the school

districts used the tests in K-6 classes and only a third of the districts

in 7-12 classes (Weiss 1918, p. 27)--.- The major use made of standardized

tests at all grade levels is to report the results teachers, although

this is done much more frequently in jhe elementary school than in he

high school (Weiss 1978, p. 30). The elementary schoOl also make

5 greater use of the test results in reporting to parents (Weiss 1978,

p. 30).

More than half, of the elementary schools reported using standardized

test results in social studies to report to individeal teachers, report

to parents, place students in remedial clasdeS-, and revise curriculum.

Almost as many-use the' results to place students in classes for the

__gifted or to diagnose and, prescribe for individual students. In second-
__

ary schools the results for social studies are used by more than half of

the schools to report to teachers. Almost half report to parents. Other

u7es are infrequent (Weiss 1978, p. 30).

Summarizing"the Case study findings related to standardized testing,

Stake'and Easley_ wrote: A
Teachers, administrators and others at several of the
sites were dismayed at the amount of time scheduled by
the district to be spent testing for one purpose or

.qc another (in addition to the testing of various kinds
\#...lready being done by the teachers and counselors for

'their purposes) . . . Nevertheless, teachers did not
.appear to have much taste for the information tests could
provide about individual student problems or problems

with their own teaching. This was consistent with
reports of Hotvedt and Hastings et al., who found
teachers did not value the information provided by tests
as highly as the judgment they could make based'cn their

-nwn'observations in the classroom. Scheyer concluded
that teachers make little use of test results in making
instructional decisions. "Teachers see children in
greater complexity than tests cat measure," Scheyer

noted. It appeared that, like grades, standardized tests
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provided little specific information to help the teacher
make instructional decisions (Stake and Easley 1978,
p. 15:21).

In 1978, only 22 percent 'of the states were planning to administer

basic competency programs in social studies, with daes for these tests

either undetermined or only projected into the future (Weiss 1978,,

p. 31). This number, Chowever, exceeds those states planning competency
f

testing in science by almost 10 percent.

The need for evaluation is recognized by nearly all persons involved

in education as well as by the public. HOw evaluation should be con-
.

ducted, reported, and used is not always agreed upon, however. For many

years, measurement specialists have promoted the importance of test

validity, test reliability, time analysis, and differences among types

of tests. Most teachers have had courses in educational testing, but

the technical aspects of testing do not particularly concern teachers

(Stake and Easley 1978, p. .15:13).

What is reflected in teachers' methods of evaluation are their pri-

mary concerns, as described and summarized by Stake and Easley in this

paragraph:

a

Although formal testing did not seem to.satisfy much of,
the teacher's need for knowipg what the students knew,
testing did seem to assist-In socializing students and_
maintaining control over them. In VORTEX the pedagogy
was more formal than in the other sites; there, except
in the one middle school and the ingividualizeg remedial
reading program, both of which, incidentally, wefe
controversial, testing was limited to a few teach 4r-made
tests each gxading period., In places where instrtction
was less formal, perhaps because of declining student
interest, testing was an important means of socialization
and, control.

i

Testing was relied on to motivate the stu-
dents. The information provided by tests seemed mainly
used in the justification of past decisions and the allo-

\ cation of further opportunity (Stake and Easley 1978,
\sp. 15:23).

Thus, much evaluation, like other instructional practices, is dominated

by a narrow range of strategies and is heavily laced with the ever-

present goal of socialization. A more dOtailed examination of evalua-

tion in social studies instruction is provided by. Kurfman iranother

Project SPAN report (Kurfman r982).
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Factors Influencing Teachers'

Choices of Instructional Practices

"I've changed what I teach, but not'how-I teach" (Stake
and Easley 1978, p. 4:23).

That comment by a single social studies teacher in yne school in

one community, in. one conversation with one resear cher, probably

- expresses the feeling of most teachers about change, Viewing the scene

on a grand scale, there has Seen little change in instructional practices

over the years. Teachers'of social studies continue to teach as'they

' have always taught, probably as they themselves were taught. They-are

-guarded, skeptical, and-cautious toward change.

In the eyes of social studies teachers, innovations come and go

with regularity; technology produces more And more machines to master

and tame; ideas flow freely from educator& isolated from the day-to-day

reality oft-he Le-la&s.roomk-d-irectiAre& come- -downfzom -someone-in.-an_ef fire

sohiewhere- -all suggest-ini what should be done 4n the classroom. But

teachers, throug h it all, sense that they will continue to be the ones

who decide to actept or reject, to encourage or block, er simply to

tolerate. They are the ones who adopt some ideasas genuinely helpful

and'reject others as "just one more gimmick that goes nowhere." True to

their identity, they reserve judgment and the decision to change what

they do until convinced that the change offers a real opportunity .for

improvement.

If reform efforts do not influence teachers' choices of which

i6
`instructional practices to.employ', what does? The fol wing discussion

examines some factors which seem to persuade teachers, ome which are

designed to persuade but do,not, and some which seem to festtain

teachers" choices.

Personal Competence and Beliefs

Personal Belies`. Probably the most powerful'of all influences on

a teacher's choice Of instructional practices is self-imposed by the

nature of the teacher 'as an individual., Teeibers draw and depend on

the sonal strengths,, selecting those activities_ with which they
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.feel most comfortable and effective. In addition, decisiina that 'social

studies teachers make, about how to ,teach are based on what they feel is

best for the students they have and on how these students will learn

most efficiently. Pointing out that personal beliefs were in large part

-responsible for teachers' lack of support for curriculum reform efforts,

Stake ;na`-Easley wrote: >

What we learned from many of our *direct-interactions
with teachers in this studykyas that' they were not just
taking a "sour grapes" attitude about, curriculum improve-

ment. They were not tool toward innovation just because

they were not the ones invited early to participate in.
curriculum development programs or institutes. They-That

been telling anyone who would listen that they know what
will work in their classrooms, andowhat will noj, and 11

that they know that moss.of'the heralded-innovations-
will only work in :exceptional situations (Stake and

Easley 1978, p. 16:1).

But upon what are personal beliefs about-effective strategies basja?

Preservice Education. Preservice education seems-a likely source

of teacherst,personal beliefs about instructional effectiveness. .About

_a third of teachers-at grades 4-12, and a somewhat higher proportion at'

grades K-3; consider their college courses to have been "very useful"

sourtes of information:: About.'one-..half of teachers at all grade levels

consider the courses to have been at least "aomewhat useful" (Weiss 1978,

p. B118). Howevex, it is unclear from the survey data whether teachers-_

related usefulness to learning of subject matter or learning of instruc7

, don strategies.
A

\.
Conclusions drawn by Shaver, Helburni and Davis %bout the generally

discordant'relationship between classro9th teachers'and university subject

-matter specialists (ShaveX,,telburn, and bavis' l'979, pp'. 14-15) suggest

that the usefulness teachers ascribe to pXeservice ed4catiorCmust come

from subject matter, not instructional learning. Comments from teachers

often suggest that their preservice courses emphasized,the "theoretical"

while the classroom demand; the "pracpicai."

On-the-Job 'Learning. In their findings; -Stake and -Easley wrote:

Our observers found the teachers engaged in occasional. .

staff meetings, a diminished program of inservice-train-

ing,
.

and some continued enrollment in universitycourses.
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Simile districts were.increasing the formal.obAigation .of
teachers.to be'explicit about' their professional growth
goals for the year, but even there the continuing profes-
sional education activities were meager (Stake and Easley
1978, p. 16:48).

The RTI survey indicated that among the social studies teachers

reporting, less than one-fourth said "inadequate prepAation to teach" a

subject was a "serious" or even "somewhat a .problem" (Weiss 1978,

pp. 8129-130), In addition, inservice traiting Was not considered very

useful. by most. By grade level, K-3 teachers were the most positive

toward local inservice, with 44 percent rating inservice as "very use-

ful." That percentage declined to 14 percent for 10-12 teachers (Weiss

1978, p. B119).

Some of teaches' attitudes toward inservice may depend on the plan-
.

ning procedures used. Where teachers are involved in the selection of

inservice courses in the school, the courses are well accepted, most

often dealing with, day -to -day needs,. Such subjects as grading, disci-
.

pline, questioning strategies, reading, writing, map and globe skills,

and inquiry/discovery teaching are viewed_ias-helpful and are Most in

demand. Others, chosen by "someone irz the front office," are in danger

of being labeled "coercive," "a put-on," or "the first indication that

we're headed toward a new fad."

The National Science Foundation institutes of the 1960s and 1970s

'Were a large-scale attempt to Clfahe teachers' methods of teaching

science, including social studies. Yet little use of the inquiry methods

demonstrated in those institutes is evident in social studies instruction

today. A finding from the hational survey suggests one reason: fewer

than six percent of the social studies teachers surveyed had ever

attended an NSF institute (Weiss 1978,.p. 69). Although there are to
.

statistical data in-the NSF studies on the impact of those institutes on

the teachers who did attend, teacher statements made to Stake and Easley

interviewers were mixed. One teacher commented:

The NSF institutes that I attended were well worth all
the money. I'm sure. that ricl. had not attended these
institutes I would not have been able to. do as good a
job as Ihave done,(Staike and Easley 1978, p. 16:52):
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But another teacher

I believe I was lied to at those institutes. The tech-
niques never did work out right back home. Wisconsin
and Kentucky teachers Said the same thing to me. It

isn't the same back home. The deck was stacked some-
where, teachers looked like they were doing things with
thekidsthat they weren't Maybe (Stake and Eaa1ey_1978,
p. 16:52).

While on-theq-job training seems tb be diminishing with decreasing

budgets and fewer local specialists, the national survey-found that 40

to 50 percent, of social studies teachers said that they do not receive

adequate assistance in learning new teaching'methods (Weiss 19J8, p.

B107, 110, 113, 116);, Thus it appears that a substantial number of
.

teachers are interested in improving their teaching met ds; inservice

training does not seem to be meeting those needs.

At their best, inservice courses are sea. by teachers as a means of

improving instruction. At their worst, such courses are just one more

intrusion on the limited time available to plan for the next day.or week

or unit, one more diversion from matters that really count.

Administrative Influences. Bgcause teachers are employees.of a

school district, one might reasonably expect at least some of their

',.choices of instructional methods to depend on the'Wishes, stated or

unstated, of the school district board and administration. The obserIA-

tions of the Stake ,and Easley site observers suggest that very often

classroom teachers and administrators are isolated from each other; as a

consequence, teachers do not see superintendents and distriCt personnel

as "Informed" or sufficiently "concerned about conditions in the class-

room" (Stake and Easley 1978-.E p. 19.:_1-6). Nevertheless, certain expecta-

tions are set by these "inadequately informed" administrators and "most

teachers led us-[site observers] to infer that they felt powerless to
7 0

,

take action that would challenge the boundaries" (Stake and Easley 1978,

p. 19:17)-.

The otensideh of the coin is that for the most part these adminis-

trative boundaries do not impinge much on the teacher in his or her own

classroom: "Atmoii sites the teacher had a great deal of leeway as to

what would be covered in, the course .of study and as to how time would be
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spent in class . . ." (Stake and Easley 1978, p. Thus,:adminis-

trative restraints and expectations are set, but the sanctity of the,

classroom is largely protected and teachers do not feelgreatly con-

strained. .

One fairly recent-"movement" which appears to be harmoniously

engaged in by administrators and teachers is the effort to define educa-

tional objectives more clearly through statements of behavioral objec-

tives. Stake and Easley found the movement "apparent in all 11 CSSE

'sites, and froi questionnaire returns from all 50 states" (Stake and

Easley 1978, 14:23). The surprise for the'authors was not that school

.systems were engaged in the writing of objectives, but that there was so

much support for the endeavor by teachers as well as administrators:

. .,. we Were surprised that so many espoused these lists
of common goals and urgeda greater uniformity of

i'instruction.--Of course, it does not mean that they
really want uniformity, perhaps only less diversity than
they see around them now. Nor did -they apparently mean
they want uniform standards when they said they wanted
more uniform Atandards (Stake-and Easley 1978, p. 14:24).

One purpose of developing behavioral objectives is to gi'e greater

coherence to a school's total educational program. In the RTI

there was a clear difference in the seriousness attached by various

persons in the educational system to "lack of articulation of instruction

across grade levels." $tate'social studies supervisors rated this lack

as the most serious of 18 listed problems. Principals and district

supervisors rated it high on the list of serious problems, though not as

high as state supervisors-, Averaged across grade levels, around half of
\ ,

teachers considered it a "serious" or . "somewhat serious" problem, with

secondary teachers seeing it as more important than elementary teachers

(Weiss 1978, p. B129-130)..

Objectives are generally specified through committees who work in

good faith--"considering majority and minority views; atknowledging

unique local conditions, teacher prerogatives, and individual differences

among students" (Stake And Easley 1978, p.

But the committee also may feel compelled to reach consensus: "One usual

result is for the statements,to be made up,of global and noncontroversial
0

aims" (Stake and Easley 1978, p. 14:23). Perhaps it is this :situation
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which diminishes the influence that statements of behavioral objectives

have on teachers' choice of instructional methods.

School Climate
o

Whatever a teacher's preservice education, previous inservice

experiences, or district policies, he or she works in an individual

school--e school with an ambience of its own. In the words of one site

observer, "The schools have lives of their own, existing as organisms

exist, to 'be on with it,' perpetuating themselves and protecting against

assault from without" (Stake and Easley 1978, p. 2:23). "The philosophy

and style of the principal an4 the traditions and social structure within

a single school probably have most to do with the educational program

there" (Stake and Easley 1978, p. 2:20).

What happens to teachers in these autonomous organisms? According

to Stake and Easley, they become institutionalized or at least socialized

into that school's climate. A young teacher said to one of the case

study reporters:

What T think is very sad about first year teachers is
they're-so disappointed after they get into the class-
room. [Vigoroud laughter from other teachers present.]

. You have all these neat activities anti good ideas but
you cannot work in the classroom -type situations we have
and have these things be successful. . . . By the send of

the first year, she's made a lot of revisions and things
aren't nearly as fun,as they were, and by the end of the
second year she's thrown out a lot of them (Stake and
Easley 1978, p. 16:4).

Beeause socialization Of students is the preeMptive aim of most

schools, the teacher, in choosing teaching methods, needs to consider

whether the method "fits" with the prevailing school climate. Notice

the word school climate is used here rather than classroom climate.

While teachers have considerable liberty in their individual classrooms,

in matters of'Aiscipline and student control what goes on in their class-

room must be appropriate within the general expectations for the entire

school. , Research has suggested that developing desired attitudes in

students is not accomplishable just within the confines of the classroom;

indeed, the entire school climate must contribute (Tucker 1977, p. 117).
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Although difficult to define and quantify, the prevailing school

climate, as exemplified by administrators, students, teachers, and the

physical plant; appears to be a. powerful influence on teachers' choices

of instructional practices., Any movement to "reform" or, change teachers'

instructional practices must take into account the factor of school

climate and recognize its restraining and supportive potential.

Community Influence

Because schools are locally supported institutions, community

expectations and wishes have always weighed prominently in educational

deciston making. he influence of community expectations oh teachers'

choices of instructional practices takes place early on--in the hiring

of teachers. From all the case study observations, Stake and Easley

concluded that:

Teachers had -been carefully selected to fit thg commu-

nity . . , teachers.were anxious not to put children or
parents in anguish--so some occasionally went as "far

out" as the community, the parents, and the youngsters
would let them, but seldom further (Stake and Easley
1978, p. 16:25).

This is not to says that all teachers were a4ke. What seemed to

emerge in each community was a comfortable mix of "relatively stern
i

, socializers and relatively liberal socializers" (Stake and Easley 1978,

11:4:216:25). .

Within the seldom-defined but generally understood expectations of

t

the community, teachers choose their instructional methods.' Most parents

seem to be in agreement with'the heavy dependence on the textbook, lec-

ture, and recitation. They learned with such methods when they went to

school. They did not experience the use.of simulations, role plays, and

open=ended.discussion and are therefore likely to identify such innova-

tions as "fun and games." Jeachers can avoid questions about their-
.

teacNing practices by simply avoiding nontraditional practices.

The back-to-basics movement has helped demonstrate how closely

teachers and laypersons tend to think in matters of instruction. ilihile

some teachers have protested back-to-basics as a restraint on their

choice of instructional practice .) , most have no complaint and indeed

support the Movement (Stake and Easley 1978, ii). 13:55).
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. While teachers and their communities have rarely been in philosoph-

ical conflict in the past, recent economic conditions have drawn battle

lines in some communities. For'years school bond issues were virtually

assured passage, to raise new monies for local systems. Now such-bond

issues across the country have resulted in "n6" votes. At the same time,

union negotiators have found boards of education increasingly ,resistant

to wage and condition demands.

Finances clearly have an impact on teachers' instructional prac-

tices: In the. WEI survey, social studies teachers ranked "insufficient

funds for equipment and supplies".as their third most serious problem.

vim"Lack of materials for individualizing" was the second most serious;

lack of paraprofessional help and inadequate space for group activities

. were also mentioned (Weiss 1978, p. 158). The inability to secure recent

technological inventions such as copputers may well explain why so few

teachers employ these tools in their.instruction.' If budgets continue

to decline, even the tried and true textbooks and worksheets may be less

available. This would produce a dilemma both for teaches who rely on

these materials and for parents who expect their use in schools.

The community does seem to influence teachers' choices oeinstruc-

tional methods, but the greatest community influence precedes the teacher

into the classroom,j'eachers who might "upset the apple cart" are care-
..

fully,screened out duFing the hiring process. Consequently, teachers

who are hired feel little direct community pressure--except as budgets

are xightened. Even then, teachers seldom protest too loudly, they are,

after all, also taxpayers.

Research Findings
A

Theoretically, one influence on teachers' choices of instructional

materials ought to be findings from research. on cognition and teaching

methodolOgy. Nowhere In the sources reviewed was there direct informa-

tion on how much teachers use, such information in making instructional

decis,ions. In the nationgl survey, 40 to 45 percent of social stjadies

teachers reported that they considered professional journals a "very

useful" source of information. but it is unclear how much, if any, of .

the perceived usefulness is related to research findings.
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One limitation on a teacher's use of research findings is the nature
1

of such findings. For the most part, research relate4 to instructional

effectiveness, has netted few concrete answers--answers that are defini-

tive and that suggest immediate applicability by teachers. In summariz-

ing the research reviewed for a 20-year period, Wiley writes:

A large proportion of the effectiveness research con-
ducted in the social studies falls under the heading of
research on instructional methods and much of this
focuses on various methods labeled "critical thinking,"
"inquiry," and the like. Most of this research shows no
significant differences between critical thinking methods
and so-called traditional methods . . . (Wiley 1977,
p. 9).

Martorella,, in another summary of research on cognition, reaches

the same conclusion: "At this time, there appears to be no body of
4

evidence that saysany of these approaches are consistently superior or

inferior for certain types of learning to any of the alternative instruc-

tional approaches examined in the studies" (Martorella 1977, p. 45).

Martorellaeclarifies his conclusion by saying:

Research can always tell us something. The issue is how
-useful the answer is. And much of the potential useful-
ness o e answer depends upon how you perceive it.
Let martlustrate: If you are a staunch advocate of the
use of behavioral objectives, inquiry or discovery
approaches, advance organizers, simulation games, and
mastery learning, you could point with some satisfaction
to the evidence that such approaches generally appear to
be as effective as alternative ones in_producing certain
learning outcomes. Given another posture, the same data
can accurately be interpreted to say that there is no
consistent evidence that such aljroachts are any better
than some alternatives. Advocates for either posture
can be supported by the same data (Martorella 1977,
p. 45). 4

Martoxella goes on to say'that there are some clear-cut findings

concerning ,instructional variables: "Much is already known about

sequencing and organizing instruction to facilitate a narrow range of

cognitive outcomes. There are a number of specific models and guidelines

suggested by research for teaching facts and concepts" (Martorella 1977,

p. 46), Martorella has since pulled from some of those findings implica-

tions for the design of social studies instructional materials (Martor-

ella 1979, pp. 11-14).
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Thus, it appears that there.is research going on that has implica-

tions for instructional choices. Frequently such research points to

central tendencies, focusing on individuals' in general but giving no

information on particular individuals (Martorella 1977, p. 44). Investi-

gations have tended to be descriptive rather than prescriptive. Often
.\

the questions to which social studies teachers need answers produce "no

significant differences." Those studies which do produce significant

differences report conclusions so obvious that they offer no new guid-

ance. Despite all 'these limitations, however, there is reason to believe
t

that ultimately such research will provide answers that will help

teachers choose more effective teaching practices. (Until that time

arrives, it seems unlikely that most teachers will consider research

findings when they choose teaching procedures.

In summary, of the several factors which might be assumed to influ-

ence teachers' choices of instructional practices, those appearing to'be

most powerful ar6 the climate of the *hool in which the teacher teaches

and the expectations of the community in which the school is located.

The influence of these sources in large measure shapes the thinking of

teachers and ultimately forms their personal .beliefs about which praC-

tices are most effective and practical. Pre- and inservice training,

behavioral objectives, and research m play a role in shaping choices,

but the messages from these sources wi I be filtered through the commu-'

nity expectations and\school climate. hose practices which prove com-

patible with climate and community are the ones mostly likely to enjoy

long-tehn use.

Further-Research

The results and findings of the National Science Foundation research

projects and other research upon which this paper is based give us the

best idea to date of how social studies is being taught. We know more

precisely what techniques are being used, what strategies andlarrange-

ments are common, uncommon, or almost entirely rejected.

the findings also serve 'to point out what still needs to be'known,

what questions remain
.

alunanswered, what research is critic. In general,-

the research on instructional practices makes clear the-need for more
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and better studies.. Although there are some notable exceptions, much of

the research on instructional practices has been poorly conceived and /or

executed, making the findings either unintelligible or unusable. With

that general call for more and better research, the following areas seem

among the most pressing if- we are,to better understand social studies

instructioh:.8

1. More time-on-task studies of social studies classes are needed.

--"// The recent research of John Goodlad and others who have studied how time

is used in classrooms has pointed up the critical nature of time use.

As time allotments for social studies are reduced, ,particularly at ele-

mentary levels, information on what is done with the time left is_ very

much needed. Among the questions to be -asked might be: What are the

time "wasters" in social studies instruction (e.g., getting out materi-

als, going over answers, giving instructions)? Do all students spend

'about the same amount of time on task, or are time expectations different

for different.students? How do the most effective teachers use their

class time?

2. More intensive ethnographic studies of all instructional tech-

niques are needed. Fairly reliable information is available on the

frequency with whiCh various instructional techniques re employed, but

relatively little is kno,40 about exactly how these techniquew'are

applied. Similarly, little is indicated,4about why the popular techniques

are'so predominant and why others are used so rarely. Neither do we

know why some teachers consistently use the innovative techniques that

their colleagues avoid. Examples -of questions for study are: What is

really meant by niellturen at precollege,levels? During recitation

periods, do teachers adjust their levels of questioning to students''

varying abilities? Are certain personality types common among teachers

who are more likely to gse inquiry methods?

3. The use of textbooks as the organizer and implemente\ of

instruction needs intensive research. The,findings about the pre omi-

nance of the textbook in social studieb instruction are impressi'e.

Clearly, this instructional tool plays a critical role in social st .ies

students' learning. Yet we know little about its*use. To find out ore,

questions such as these need research: What instructional practices -re

suggested or implied in textbooks and, their accompanying manuals? Do

n4 (:)
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teachers use the manuals? How much of a teacher's and a student's learn-

ing time is actually spent reading the text, as opposed to applying or

extending what has been read? How much challenge of the "authority" of

the text is allowed or encouraged in social studies classes?

4. More data, hopefully more conclusive data, on the effectiveness

of various instructii.onal practices is needed. The research studies cur-

rently.available on effectiveness of instructional 'practices are replete

with findings. of "no significant differences" or "inconclusive results."

Although these findings are important, having "significant difference"

information ol,which to make instructional judgments would be helpful to
. .

teachers and curriculum developers. Among the questions to which answers

would be useful are: fat seem to be the.immediate results of. various

instructional practices as reflected in student success, student atti-

tudes, and student appraisals? What seem to be the long-term effects of

social studies instruction? How do students evaluate the commonly, and

not so commonly, used inructional practices? What are the effects of

various combinations of instructional techniques?

5. Information on the quantity and quality of evaluation in social

studies classes is critical. Data in this report suggest that one reason

teachers favor teaching of facts is because facts are "testable." Yet

teachers' evaluati9n practices seem highly' intuitive. More intensive

study of how teachers arrive at evaluation conclusions is needed. Ques-

tions to be answered include: How are teacher-made test questions con-

ceived? How are students evaluated'on, recitation and' discussion? What
A

do teachers do when, standardized test results and their own testing

- results conflict? How do teachets who use nontraditional teaching

methods evaluate their students?

The link between school climate and teachers' instructional

pract needs to be carefully detailed. The teaching practices of

teachers within a school are clearly influenced by that school's climate,

but we know little about how this happens. The picture is furthei con-

fused by the casual observation that considerable diversity exists among

the instructional practices of teachers on a faculty. Answers to the

following kinds of questions would be helpful: How are parametersfor

teachers' instructional practices determined and communicated? Does

school climate "vary" (i.e., are expectations and limitations different
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for different teachers)? Why do some teachers seem to constantly "buck

the system," and why are the "rebels" tolerated'on some faculties and

'not others?

7. Information on why teachers trust and distrust, or disregard,

various sources of information On new teaching practices la needed if

preservice education and on-the-job training are to be made more effee-
.

tive. The.data in this paper suggest that teachers have few trusted

sources of information; their greatest trust is placed in each other.

If this is true, how can new information and ideas penetrate the class-

moth? Before we can hope to improve systems for getting information to

teachers, we must-better understand why teachers reject so much of the

information now provided. In particular we need to know: What are the

specific failures of preservice education in preparing teachers for the

"real world" of the classroom? How can an individual teacher's neeS

for information be met in systems which now deliver "generic" inservice?

Is inservice received mpre favorably by teachers when they participate

in its planning?.

8. More information is needed on the changes in instructional

practices evidenced by teachers at various stages of their teaching

careers. The "passages" teachers experience 'in their careers are being

examined, but there is little information now available on how instruc-

tion is influenced by age and experi ce. As faculties grow older and

more stable in the present period of declining enrollments, questions

such as theae should be asked: How ny techniques emplOy7d by a first-

year teacher result from preservice education? By whom and how is the

new teacher influenced in choobing instructional practices?' Do teachers

who experience "burnout" change their instructional
a
practices,during

their burnout, period? tiow do still- enthusiastLc teachers who have taught

many years renew themselyes?

9. The practices and needs of elementary teachers warrant careful

examination. Elementary teachers are not social studies 'Specialists,

yet they are expected to provide students the content and skills needed

for successful secondary experiences. Little at ion has been paid inat

social studies research to the elementary tea her. As social studies

status declinesin the elementary curriculum, we
I

need to know more about

how elementary teachers view sdeial stIOdes and their ability to teach

.1,
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the subject. Fruitful questions would include: What instructional prac-

tices did elementary teachers learn in preservice methods courses (if

they had any)? What link between social studies and reading do elemen-

tary teachers' make? How much .of ag-elementary teacher's day revolved

around incidental social studies, teaching/learning, particularly in the

area of self-concept and human relations?

Many other areas of research would, of course, broaden and deepen

our' understanding of social studies instruction, but answers to the ques-

tions posed above (and others they stimulate) would paint a much- more

detafled,picture of instruction.

.
Conclusion

How is social studies taught in the United States today? Why are

some instructional methods constantly used, while others are rarely used?

Does instruction vary by grade level or type of student? What tools are

used? Has instruction changed in the past 20, or 50, years? These and

other questions were ones which We hoped to answer by sylthesizing avail=
.

able researdtand theory.
,411r

In part'thequestions have been answered by the many studies cited

in this paper. For example, we know from the available information that

most social studies instruction, at every grade level, is conducted in

yarge-group (whole-class) arrangements; little use is made of smaller

groupings or individualized instruction. Similarly, most instruction is

conducted by a single teacher rattier than by teams or clusters. Teachers

have much to do besides teaching; a considerable portion of a teacher's

time is occupied by administrivia, diScipline, and preparation.

The most common tools of the teacher's trade are textbooks, dittoed-

worksheets, and films or filmstrips. Teachers like and trust these

tools, as do students at all grade levels. Using these tools, teachers

lecture, discuss, lead recitation, and make assignments. They typically

do not inquire, do ,much with values, go into the community, conduct

simulations, or use other "innovative" practices. They evaluate through

teacher -made' tests, recitation, and homework assignments. The evaluation

practices serve to socialize as well as to provide the basis-for grades.-

,
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We also know from our information that. whatever teaching methods

teachers employ,,their choiCes reflect their beliefs about the needs,

expectations, and limitations placed _on them by students, 911 school:

and the community. Although teachers are exposeeto.new instructional

methods in pre- and inservkce experiences as well as by professional

literature and administrativte.directives, they seem to weigh most heavily,

the expectations of their school and community in making-instructional

decisions. This-decision-making process produces considerable public

and administrative support fo the traditional methods used by the major-

ity of teachers most,....qf die
=
time.

What is the significairte,of this information? What do we now know

that we didn't formerly know'?

What we now.have is not,more information but more precise informa

tion about instructional practices. For example, we know statistically

how many teachers use textbooks and what 'Percentage of their time is 4

spent in lecture or "teacher talk." For the most part, the research

findings have confirmed traditional Wisdom and hypotheses; there is bener

fit in this confirmation. However, the dismaying real- ization that

results from the resear ch synthesis-if our goal is to seek new, more

effective ways to combat-student underachievement and .disinterest - -is

that what we know may be lea's important thad what we do not know.

To address this problem, and ultimately to encourage and help

'teachers improve their instructional practices, researchers, adtipistra-
..

tors, and curriditlum developers-=all thosd who would attempt to improve

instructional practices--must begin to deemphasize "central/tendency"

studies and turn their attention to in-depth research on individual,

teachers and how they teach.

Any discussion of ipstructional practices is really a discussion Of

4-:. c''
!!

teachers. 'Practices can.'PeTki)itceived aq. separate entities, but only
,,,,

kir; -- ..

through teachers do they: have '1-. Until, we better understand the
.I.

beliefs, experiences, conditions, and expectatio ns of.ihdividual teachers

who choose and use instructional techniques, thete is little prospeCtof-

confirbing the effectiveness of commonly used practices or influencing:

change to other methods.; ,Individual teachers do indeed seem to be the

key to instiction. We most Wow more,about,their 4yexsity as well as4

their uniformity to truly' understand social studies instructional prac- ,
1,c

§

tices.'
r),
"4., 4.c
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' BARRIERS TO CHANGE INrSOCIAL STUDIES

By Lee F. Anderson

TheNecessary Conditions'forkhange

in Social Studies

It iseasy to imagine a school system in which all social sties

lessons in elementary schools and all, social, studies classrooms in

secondary schools and informed by the philosophy, the curriculum organit-

aeion and materials? and the instructional practices associated with

the curriculum reform movement we have come to call the new social

studies. Why clods this state of affairs not ,exist in fact? 'Why in 1982

do we not live in f. world in which the teaching and learning of social

studies are dominZted by the spirit and substance Of the past two decades

of reform effort? t

This'paper attempts to answer that question, first specifying what

would have been th'necessary (altlibugh perhapS not the sufficient) con-

ditions of widespread, substantial` change in social'studies education'

and then arguing that these necessary conditions did not exist and
5

examining reasons for their abSence.

Ih order for the social studies curriculum reform movement of the

.

1960s and early,1970s to have effectecwidespread and substantial change

in the teaching'of social studies in the nation3s schoolSc* two condi-

tions would have had to exist. First, the philosophy, curriculum materi-

als, and instructional practices endatsed by the advocates of the new

social studies would have had td enter the phenomenological World of a

very large portion of the nation's classroom teachers. Second, this

body of philosophy, material', and practices would have had to be con-

gruent with the culture of Schooli , or if these philoso hies, materi-

als, and practices were not initi ly congruent with the culture of

schooling, then-the'new social studies movement would have had to effect

change in,that culture so as t
\
prodtce'congruence.

*While the focus of this paper is on the "new social studies of:

the 1960s and. 1970s,.the /essons,to be learned from this promising epi-

sode in the history of social studies education are no doubt generaliz-

able to future efforts to change social studies and, beyond social

studies, to educational change in general.

"7.t./._
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'



Necessary Condition #1: The-World of the Teacher

Obviously, the first of these two necessary conditions never

existed. The data analyzed by Project SPAN clearly show that the number

of classroom teachers who were even aware of the reform movement, let

alone whose.professional lives were significantly touched by it, was

very small. The situation has been characterized by two instructive

-metaphors.

One is social studieS as an iceberg. The activity of.social studies

reformers is the tip of the iceberg that shows abovk the surface of the

ocean. The bulk of social-studies--what is happening in the majority of

classrooms--lies beneath the surface and goes unobserved. The other .-

metaphor is of social studies education as a deep.lake with the wind

rippling the surface. 'Innovations are the ripples on the surface.

Beneath 'the surface lies the great bulk of schooling, which remains

undisturbed.

Why is this the case? why did not the new social, studies, enter

into the life worlds of many more teachers? The answer would seem to be

found in two partially related phenomena. One phenomenon is the approach

to and models of change. that undergirded the social studies curriculum

reform efforts bfithe past two decadv. The other phenomenon is the

ecological structure of the educational system that we reformers tried

. to change.

Modils of Educational Change*

Efforts to bring.about change,ifilsoCial Studies educatiOn may seem

to be a kaleidoscope of random events,, but closer inspection suggests

that social studies'reformers in the.1960s and early 1970s'were operating

on several alternative models for producing change in the schools. More-

over, these models all' seem'to rep.resent variants of one overarching

approach to educational change, the validity of -tdri-ch,can be questioned.

,' I

*The following discussiOn is based heavily upon the work -of Richard
Remy,(1980). .

4 "'
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One can identify at least four alternatiye modeld used by social

studies educators in their attempts to effect educational change. These

might be characterized as ,the technological model, the market model, the
it

professional/cllent model, and the political model.

The technological Model posits that the problem of change is basic-

ally a technological problem in thesense that if, proper technologies

(i.e., curriculum materials and teacher training procedures) are created,

then change will occur in schools. According to this model, the absence,

of educational change is a function of the absence of proper technolo-
-p

gies. If and when these are developed, change will be forthcOmang.
ti

The market model posits that the problem of change is basically a

marketing problem. The educational system is seen as &market in which

t, there are consumers for the products of educational reformers. If

reformers produce products attradtive to the consumers. (social studies

teachers} the latter will buy and use these products. Thus, this model

holds that the absence of change is a function of the inability of

reformers to produce attractiveOproducts.

The professional/client model of educational change ispatterned on

the helping professions and the clinical approach found in medicine and

agriculture. Here the basic idea is, that social studies reformers are

the possessors of a body of expertiseohat teachers will find helpful in

coping with the problems they confront( Thus, the problem of change is

basically one of the quantity and quality of interaction between profes-

sional experts and their teacher clients. Enhance and improve this

interaction, and change in schools will follow.

The political model sees ed6Cational change as a matter of manipu-
,a

lating power. Change comeAf and when reformers induce governmental

authority at federal or state levels to mandate change in'schools;alter-

natively, change will come jif and when reformers mobilize public demands

for changt.

These four models of educational change rest upon an image of the

educational system as an arena governed by laws oaf demand and supply.

'The technological, the market,' and the professional/client models posit'

that demands exist tor innovative social atudies; the ch'allenge is to

supply tqs demand. The political model poSits that there is an existing

supply of, good products; the challenge is to create a demand for them.



How valid is this underlying image of the educational system? Not

very valid, I 4uspect. On the one hand, there is little reason to

believ'that a demand for innovation exists and that the Problem of

reform is therefore basically a supply problem. On the othe'r hand, it .

is doubtful that professional reformers can by themselGeS create a demand

for innovation. Why are reformers impotent as...dreators of demand? To

answer this question, we must look at the nature of the educational sys-

tem as a system.

Ecological Structure of the Educational System

We frequently. talk and write of education under the assumption that

the processes and institutions through which society educates constitute

a "system." Rarely, however, do we examine what kind of system it is..

Where,does "the educational system" belong in the kingdom, phylum, class,

order, family, genus, and species of systems?

The reason for this lack of attention paid to this question is pr,ob-
.

ably found in the fact that educators wanting to talk about education at

the societal level simply appropriated a term that had developed to

describe schooling at the community ,cpr local level. At this level we

can talk about.school systems in the0Jnfted States and mean something

reasonably precise. A school system is a set of one or more schools

governed by a single legislative body normally called a board of educa-

tion or school -board and administered by A single chief executive,

customarily called a superintendent. At the societal /evel the school

system inthis sense does,not eist. No one group or person is consti-

tutionally empowered to make or administer decisions for the local, boards

of education,-nor is there an executive agency compaable to the office

of superintendent. Thereis simply no national-sy4em of school decisiOn
t

making'in the way there is at thg community *gild even state levels.

Thus, one can legitimately ask in- what, if any, way; does it make

sense to talk of a society -wide educatiOnal system even when onesense

education to mean schooling. The problem is, obviously,

greatly intensified when one stretches .the boundarieg of "system" to

incorporate all social settings in which ilatning takes place, whether

they be schools, churches, street corners hospitals, parks, neighborhood

bars, or airplanes in transcontinental fl ght. Ui'ider these circum-

)
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.stances, does the concept of "system" in the phrase "educational system"

have any real meaning, or are we simply talking about an aggregate of

unrelated and disconnected phenomena?

I think we can fruitfully talk about the educational system as a

system, but to dp so we must turn[ our attention to a kind of system that

is only recently entering into social scientific thinking about educe-
(

tional systems. This is theconcept of ecological system. In the fol-

lowing subsections, I use ecological system as a literary metaphor useful

in highlighting several features of the educational system that are,

relevant to understanding why the classroom impact of the social studies

reform movement was so circumscribed geographically and limited demo-

graphically. I then look at the ecology of the educational system in a

more precise and less metaphorical way in order to highlight structural

characteristics of the system that seemed to delimit the spread of social

studies reform in the nation's schools.

Educational Ecology as Metaphor

Conventionally,, introductory biology and ecology books define an

ecosystem as comprised of (1) individual organisms, (2) that are related

to other organisms of the same 'speciesito form a population, (3) that is

in xurn functionally linked with.other populations to fort a biotic com-

muniey, (4) that is functionally linked to an abiotic environment;

ccallectively, the individualorganisms, the populations, the community,

and the abiotic environment, form the network.of interdependencies that

is an ecosystem. What does such a conceptualization look like when

applied I-e) eduation? What are the organisls, the populations, 'the

pommunity, and the environment that together form the ecosystem in which

social studies education takes place?

The Species. The organisms, of cour,se, are the individual human

,beings who are involved in the education of the young., including the

young tllemselves. When we turn to populations the matter, becomes a bit

more complex, and I'suppose one can argue that the metaphor ,of ecosystem

breaks down immediately. Obviously, as we Ore using the term, education

iS an intraspecies phenomenon monopolized by one species, Immo sapiens.

Thus, how can we think of different populations and hdRce of an ecology

c) 269
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of education? The answer lies in taking seriously our elementary Les ons

in anthropology or human biology, in which we learned about the place of

culture in the world of nature and its adaptive significance in the life

space of homo sapiens.

Among the things that culture brings into existence are processes

within human life space that are only indirectly goyerned by the genetic

laws that directly govern analogues to-these processes in the life space

1 of other species. One such process is the evolution of variation through

the differentiation of statuses or roles. That is, while we homo

sapiens, like all life forms, are endowed with mechanisms to assure

genetically based variability, we add socially created variability via

mechanisms that include 'status or role differentiation. In the rest of

nature, a constantly expanding range in genetically based variability

eventually produces a speciation. An analogous process at the level of

social systems takes place through the process of expanding role differ-
,;(

entiation. Attime T
1

there is a%e,Ax..gpt and a child. At time T2 there

is child, parent, and teacher. At time T
3

there is child, parent,

teacher, and principal. At time T4 thereis child, parent, teacher,

principal, and television producer and so on and so on until-the social

space in which social studies education occurs is populated with a rich

array of very different roles.

Metaphorically, we can think of the individuals who occupy these

divergent roles, as members- of different populations or species'.- Of

course, strictly speaking, these sociAlly'c,reated species do .not meet

the biological test of "specieness," since there is some wganismic

mobility among species (e.g., some 4eachers 4o become principals and

some principals become textbook editors, etc.) and. there is some produc-

tive social intercourse between members of different species (e.g., dis-
1

cussions that result in new perceptions or actions sometimes do take

place between parents and teachers). HWever, the incidence of role

exchange and viable interrole information tr$nsfe,.r is rather low in most

parts. of U.S. education. Indeed, if beiiev rs in reincarnation are

correct, there is probably more mobility among ecies:in the animal

kingdom than among occupants of diffei-ent role structures in American
,

education. Moreover, the world population of donkeys may exceed in num-,

ben the population of "viable messages" exchanged among.occupants of

a

1,
a

. 27O



S.

different roles in U.S. education. Thus, while the biological tests of

species differentiation do not literally apply to speciation by social

roles, the similarities are strong enough to warrant treating metaphor-
.

ically the occupants of different educational roles as different popula-

tions.*

MovingMoving up a hie4t by of complexity, the next unit in' an ecological

system is a community, defined as- a network of interacting and/or inter-

dependent populations. In the case of the educational ecosystem, the

community is made up'of a large ,number of populations. Indeed, we do

not have -any comprehensive census of these populations, let alone a

taxonomy in which to locate them. I have mentioned in passing some of

the more

parents,

teachers

numerous and better known populations--gtudents, teachers,

administrators. Oth populations include: teachers of
4

in universities, state, legislators, curriculum developers,

educational researchers, school board members, state governors, repre-

sentatives of interest gtoups concerned about social education, textbook

editors, textbook' sales representatives, curriculum supervisors, court

justices, state-levelbureaucrats, federal-level educitional bureaucrats,

scgOlars who produce knowledge consumed by school people, educational

journalists, and television producers. ID

We could go on and-,15n, but my point is simply to indicate that the

educational community emcompasses a very rich and varied array of popula-

tions. Moreover, many of the major populations are divisible into sub-

species. Students are broken down by age categories. Preschool teachers

are different in many ways'from high school teachers and both of these

groups are different from teachers of intermediate-grade children.

Similarly, school administrators come in relatively well-marked and-

6
distinguishable subspecies--assistant principals, principals, associate

superintendents, superintendents, etc. A kind of academic racial differ-

entiation occurs within sore populations and subpopulatione. High school

*This usage of the concept 40patation was suggested by Kenneth
Boulding's analysis of,dilfferent' kinds of organizations as different
populations within-the sociosphere, just as different forms of life
'constitute different populations In the biosphere.

27F
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science teachers are differ t from social studies teachers, who in .turn

are different from industr 1 arts teachers. Similarly, social studies

methods teachers in universities belong to a different academic race

than trainers of administrators; these two, groups are in turn racially

distinguishable from educational psychologists.'

Interdependencies. The many populations in natural ecosystems are

interlinked to form complex webs of interdependencies. The, same is true

of the educational ecosystem.

Consider the following illustration. In recent years birth rates

have been declining in the United States. Since teachers "eat" children

for :a living, the declining school age population reduces teachers' 'food

supply." Hence, more teachers qua teachers "die." Since administrators

eat teachers, the decline in the teacher population reduces their food

supply, and thus the death rate among administrators goes up. With

increasing death rates among teachers and administrators, the birth rates

of both populations decline. Since teachers in schools of eduCation eat

the embryos of-prospective teachers and administrators, the declining

b'i'rth sates of both these populations adversely affects their food sup-

ply, and thus an increasing number of teachers of teachers die or change

diets. Diet change in turn affects other populatlons and relationships

among populations. For example, when schools of education diversify,

initiating programs to train people in education-related positions out-

side of schools, the relationship of professional educators to liberal

arts professors changes. When schools of education'specialized solely

in training school personnel, a coamgrative, symbiotic relationship

characterized school of ,education/liberal arts department relations.

Schools of education provided the specialized courses needed by liberal

arts majors who wanted to become certified to teach; in exchange depart-
, ),..

ments of English, political science, history, music, etc., allowed educa:

tion majors to meet their liberal arts requirements. When schools of
, g .

education enter the business of training people for roles outside of

schools, schools of education and liberal arts de'p'artments feed on the '

.

same population. An interspeciesrrelationShip once characterized by

cooperation and symbiosis is replaced by a relationship of competition

for
.

.5.

the same food supply, namely undergraduate

C.)
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Here is another kind of illustration.. For years textbook publishers

were the prime, almost sole, suppliers of the mass -communicated language

con umed by students. Then television came along. To a relatively b and

diet of printred words, students could now add a reaAonably rich fa e of .

visual imagys. This hadtfar-reachingl ramificatihns for the publishing

industry. TextboOk publishers had to increase the ratio of artwork to

words in their books. This in turn led to shifts In relations among

different kinds of people in the publishing business. As pictures and

other forms of artwork became more important, art and design depSrtments

assumed a new importance relative to editorial departments. Moreover,

since, pictures cost more than words,_ the cost of producing textbooks

increased. substantially. Ols in turn meant that "ma4ii44fonsiderations"

assumed an increased importance in decision making aboUt what should and

should not be prOduced. Of"course, this meant that people who special-
,

ized in the promotion and sale of books took on a new-political import-_,

ance in relation to editors and others who specialized in making books.

-One could pile example upon example, but enough .has,been said to make

this point:- The populations comprising the educational community, like

the populations taking up a natural ecosystem, are linked to one another

in a very complex network of interdependencies.

Environment. The biotic elements of natural ecosystenN1 to which

we have compared components of fhe educational ecology; also have an
1

.abiotic component, normally called the. System's physical habitat, of

which the most important' parts are soil, atmosphere, water, and solar

energy: In the case of educational ecotystem, `the analogue' to the

abiotic environment is culture.'

y.culture I mean entities created by humans. I think it is useful

to distinguish four classes of such entities that collectively makei.up

)10,the cultural environment of an educational ecosystem. These are:
1

1. Technologies. Technologies can be defined as tdols and the

skills to use tools. As the case studies analyzed by Project SPAN indi-

cate, textbooksare a major, if not the major, technology of social

sefidies instruction in schools.

2. Languages. Languages are any, symbol systems humans use to.

communicate information, feelings, apd directives. Some of the languages

Q "--
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that figure prominently in the ecology of education are the language of

lawyers, the language of scientists, the language ofPoliticians, the

language of,children; and the-language of teachers.

3.. Beliefs. Beliefs refer to images in our minds of what is true,

good, and beautiful and conversely of what is false, evil, and ugly

_Teachers' belief .that students have changed is one example of the beliefs

that the case-studies used by Project SPAN highlight.

6. Institutions. Institutions are socially learned, Tong- lasting

ways of doing things.. Saluting the flag, is an institution. collective

bargaining among teachers and school boards is becoming an institution

in most parts of _the latradaUtes. Reading textbooks,_ answering ayes-
;

tiaras at the end of the-chapter, and taking tests are institutionS.

Schooling itself is an institution.

So far, .I` have` tried. to describe the educational system as an eoo

system in terms of analogues the structural properties of both educ,a-'4,

tional systems and natural ecosystems. The same Can be done An'respect..

to functional characteristics. I will describe just afew of many exam-
'

ples that could 'be cited.
, s

Governance: Natbral ecosystems are self-governing systems, but
-

they have no governors. Thd same can be said of the U.S. educational

`system. 'Just as there .is no. one part of the ecosystem of a forest that

processes information on behalf of the whale forest, there is no sub-

system within the U.S. .educational system that processes information on

Alp behalf of the-whole system. Just as there is no part, of the ecology of

a forest that sets goal's-for the forest as A whole, there is no, one

individual, group, or institution that sets goals for the educational"

system as a whole: ,Similarly, just as no part of the ecology,of a fbrest

can act on' behalf of th'e forest as,a.whole, there is no part' of the'

.educational ;system that can act on behalf of the system as a whole. In

short, there is no centralized institution of authority within thd Ameri-

can education system.

Hedce, while many people (like Myself and' the groups with which I

am associated) can offer our diagnoses of the state of education in the

edited States., there are na authoritative diagnoses. 'Similarly, 'while

many people-can.set goals for education, no-one can -authoritatively set
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goals. Likewise, while many people 'can act to induce change within the_

system, no one can act in the name of the system to change the system.

In part the absence of, system -wide governance in U.S. education

results from the status of eduCation in the American polity.' Our found-

ing fathers saw fit to omit education from the activities constitu7

tionally assigned to the national government, Education was thus left

as a responsibility of state governments. They inturn,passed oh a-sub-

stantial share of decision - making authority as well as administrative

responsibility to local units commonly known as school districts.

,But this is only part of the explanation. Even if a national czar

for education were to be created today, the complexity of the syAtem

would severely limit the scope and range of centralized control.
,..*

. Change. The fact that the educational system, like natural ecosys-
_

temg, is self-governing but ungoverned significantly affects the.nature

of educational change. In natural ecologies all substantial change in

biotic communities is ultimately traceable to changes in the abiotic

. ,environment and more particularly to climatic changes in the atmosphere,
.

,,The same appears to be true-of change in the edu.chational system. The

culture of.educational ecologies--technologies, institutions, beliefs,

and ianguages--libk the educational' system to the larger world; through

these links fl6w the "influences" that result in change within the sys-

tem.
. ,

Let pp cite a few autobiographical examples. I was a child daring

World War II, bombarded with messages via the educational system that)

Germans were no ood. My wife was in.elementary'school a.few years

)

--

rlater. World WaII had ended and the Cold War had begun. The messages

reaching her were that the Germans were good and the Russians were bad.
At,

Today, we have two.children. Both had occasion to study China the

same grade, at different times.- But the-ine-ssages about China to which

our son was expoded were quite different from the messages to which our

dtughter was exposed. The origin of 'this difference in their. ,political

education was,change in the climate of U.S.'government/Chinese government,

relations.

'1

't*

0
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Energy Transfers. Let us look one other kind of functional

process before moiling on. This is the matter of energy transfers within

ecosystems. -In natural ecological systems energy transfer, is verS,

inefficient because of the lawstof thermodynamics. Take, for example, a

simple food chap consisting of grass, field mice, and weasels. Ninety
4

nine percent of the Potential solar energy available to the grass is

lost in feat; that is, the grass converts only one pertent of available

solar energy into plant tissue. Field mice consume only two-percent of

the availablie energy in the plant biomasS4. 'In turn the wevels consume

only 30 percent of the energy availablb in the douse biomass. At this ,

point in the good chain too aittle'energy-remainsto_support aqurther
P

carnivore level to prey.on.the weasels.

'What"has happened? At'eacW,trophic leyel:in the chain, progres-

sivcly more energy is,lost in heat. Of the 'solar energy absorbed by the

graps, approximately 15 percent is lost though heat conversion, the

mice lose approximately 68 percent of the energy transferred to them

from, lants, a nd weasels lose through heat transfer about 93 percent of

the energy tfZsferred to them frpm mice.
iv

In the case of the dducatiloal systeM, laws analogous to the laws

of thermody ics appear to,be operative. If energy,is,dafined conVen-

tionaily.as e ability'to do work; that is, to-effect change, there are

at least three forms 'of energy within the educational. system.p these are,

,
information, authority, and Money., The'exchange sys emOhat operate 11,,

the case of each of these energy'forms appear to bqlighly inefficient, .

. ,

, .

and governed hy'some Ind of` -thermodynamic principle.
g

.

.

%

.

Here are.some examples. In the 1960s ,a substantial federal, invest-
,

..%.

'rent) was made in efforts to upgrade social' studies education, in U.S.
... 6 Q

. I_

schools through summer, institutes for/teachers. Teachers car
, x .\

,

severalweeks to a university campus for an intensive workshop under the
,

direction of a social scienti
i

se insa_ tutes'
,;.

. i
. ,.4, .

.were based On a simpleltheory4-energy transfer.,University personnel

were to ,abstract from the totality of knowledge within a discipline a
., .

portion that would be transYerre&to veac,hers. Teachers: in turn were to4

itransfer some portion of thig.know edge to students': Thus, a Very simple_,
'

,

information exchange system waso'peralIng, of no -md-rC.complexity.han

.
Unfortunately,

-
'the grass-mouse-Weasel food chair' discussed above. we do

-*-- -

'.

It.
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not have the means of mayitoring information transfer with the same pre-
.

cision that ecologists an construct "energy budgets'' for natural'eco-.

.systems. What we do k w strongly suggests'that the professor-teacher-

student information tr nsfer system was even less efficient than energy

transfer syStems betw en grass, mice, and weasels. Were we able to plot

the'shape of the information exchange pyramid operative in the summer'

institute program, believe it would closely resemble the hypothetical,

one shown in Tigur 1.

Figure 1

YPOTHETICAL INFORMATION EXCHANGE PYRAMID .
IOR SUMMER INSTITUTE PROGRAM

Total Knowledge Availpble in a Discipline

.11111=11. Knowledge utilized by professo'rs

'Knowledge transferred to teachers

1 Knowledge transferred to students

`let's take the case Of money, The U.S. taxpayer through the '

° feder 1 government dent in the past couple of decades several hundred

mill on dollars on so-called compensatory education programs. These

wer programs intended to,enrich the educational opportunities'of chil7

dr ft of low-income familAs.,.Imagine that 6 had a measure of the amount

change prochided in different populations for each dollar spent on

ompensatory education. Bated on my reading of evaluations of compen-

satory education programs, .Figure 2 shows my hunch of how a change,graph

would look.

Finally, let us look at energy in the form of autho ity. Several

years ago the school board of a large urban school syete with which I

have a passing acquaintance adopted a policy that decision making should

be decentralized and the participation of ,local school administrators,

teachers, and parents maximized.' What was the consequence of this burst

of energy? Virtually no change in the role of building-level administra-

tors, teachers, or i'arents in educatiOnal policy making. The force of

the policy was largely. loSt in the "heat" unerated by efforts to change

2 0 cl
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traditional bureaucratic ways of doing -things; Virtually none of that'

force found its way' into the .behaviors of buildinglevel principals,
o

teachers, or parents.

Figure 2.

HYPOtHETICAL GRAPH OF CHANGE PRODUCEDin
COMPENSATORY EDUCATION PROGRAMS /

1

Federal education bureaucrats

State education bureaucrats

,

Local school system bureaucrats

Teachers of poor children

Poor children , 6'

0 1 2. 3 .4 5= .

01:Units ol:chnge in populations
per dollar of expenditure in
compensatory education peogramS.

Summary. I have been concerned with the problem of conceptualizing

the context in which social studies education takes place. Specifically,

I have argued that it may prove useful to think of this context as an

ecosystem metaphorically analogous to navrarecosystems. I think such

a view is potentially fruitful for a simple reason: the educational

system both looks and behaves like natural ecosystems, as I have tried

to illustrate.

a

Educational Ecology: Bronfenbrenner Model

The notion of the educational system as an ecological system is

more than a metaphor that illu nates some of the resistance to the '

changes in schools championed by ocial studies, reformers. Ecology also

provides a particular perspective on education and more broadly on human

development, as prie Bronfenbrenner demonstrates in his pathbreaking

work, The Ecology of Human Development: Experiments by Nature and Design

(1979). want to use some., of Bronfenbrenner's ideas in trying to

illuminate structural charagteristics of the educational system that

111
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served to constrain, impede, or otherwise limit the diffusion within

schools of social studies reform efforts.

..-'bet us begin with a premise that seems to emerge clearly from the

' data reviewed by Project SPAN: teachers are the keys to what happens or

does not happen in Social studies lessons in elementary schools and

social studies classes in -high schools: To the extent that this is true,

change i- social studies instruct ion is a function of changein teachers.

We can usefully think of, chanIeas a development process,-defining devel-
.opment to mean "t lasting change hi the'way in which a person perceives

and deals with .the environment11(Bronfenbrenner 1979,,p. 3). Thu§,
,

r

...k: feacher developMent canibe defified)es,a lasting change; the way,azi
.) .

. ... -tdacheg perqeives and deal's with s04.al studies
1.. ' , *. / t 7.It ' '-y.

° '; I 2.''' the_prdciss of h4man kevelopient consists'of an interaction between. -

' . 1. -.44:'

phe deveropiggpergon,and'the characteristics of the ecological environ-

ment
.

in: which the person'is eMbedded. "The ecological environment is

conceived;" Btbnfenbrenner observes, "as'a set of nested structures,

each inside the next; like a vet of Russian (p. 3).

At ,the center'Of the tcolo cal structure are the immediate settings

-Containing the developing persOnS In the case of teachers, these are

the settings that they p henomenolgically experience in.their day-to-day

lives. These include such school-related settings as classrooms,
o

4 -**

teachers' lounges, inseKvice workshops, meetings between teachers and

curriculum ',supervisOrs and administrators, professional meetings, and

union meetings. Other settings, are to be found in the contexts4 of

teachers'.dinvolvement in families, religious groups, political groups, .

..voluntary associ ions, etc.

A seconcrstructural level Df the ecological environment consists of

"other persons present in [a] setting, '-the nature of these links, .and

their indirect inflience on the developing person through'their effect

on those who deal withhim'at first hand. This complex of interrelations

wit hin the 'immediate setting is` referred to as the microsystem" (Bron-
.

fenbrenner 1279, p. 7). The microsystem -is'embedded within larger and

laiger systems. Following Bronfenbrenner, we can conceive of teachers

functioning withlit'four-level ecological environment. The first level

is That of microsystem,' the second th4 of mesosystem, the third exo-

system, and the fourth macrosystem. BrOnfenbrenner's formal definitions

4...0
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of these four levels are useful in understanding to what these four -

concepts refei:

. %
A microsystem is a pattern of atilii aties, roles, and
interpersonal relations experienced by the developing

person in a given setting with particular physical and

material clia
i
acteristics (p. 22).

.

.

A.mesosystem comprises the interrelations among twolOr

more settings in which the developing person actively
participates (such as,%for a child, the relations among

home, school, ah'd neighborbood peer group; for an adult,

among family; ,work, and social life) (p. 25). v . -

,
,

-An exosystem refers. to one or more Settings that do not

.involve the developing person as an activepeiticipant,

but in which events occur that affect, or are affected

/ s-
by what happens in the setting containing the developing

person (p. .25).
.

.
1

,.

A The macrosystem Irefers.toconsistencies, in the form and

content of lower-order systems (icro=, meso-, and exo-)

that exist, or could exist, at th' level of the subcul-

ture or the culture as a whole, a ong with any belief
, .

. systems or ideology underlying su h consistencies

r

(p 26).

Using this conceptual mapping of the ecological environment .in

which individuals are enmeshed, one Can ask of any person or group of

persons: How conduciye are the various characteristics or structural

attributes of their ecological environment to their development? In'our

case the criticarquegtion is: How conducive is the ecological environ-

ment of social studied teachers to their development; that is, conducive

to -lasting change in the way teachers perceive and deal, with social.

studies? Unfortunately, the general global answer to this question: eems

to be "not very." Let us look at some specifics.
_

MicrosysteM,Level Analysis. We begin'by looking at the teacher in

the microsystem of thv school. Adapting the general definiton'of

microsystem to the context of teachers and schools, we can define that

microsystem simply as the pattemi of activities, roles, and

interpersonal relations experienced by teacheis in tye setting of a

school. The three critical factors are activities, interpersonal,

relations, -and roles., As Bronfenbrenner (1979, p0 22) notes, these are .

"the elements, or building blocks, of the microsystaN." While these

three elements can be treated
J
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separ4tely in'an analysis of a microsyS.tem, such as arschool, the fil-st

two elements can also be collapsed,into the third; that is, into role;

since role encompasses the firsttwoc Following Bronfenbrenner, a role

'is defined as "a set of activities'-and 'relations expec'ted of a person

occ upying a Particular position in society, and of oehers in relatiorr to

that person" (p. 85).

3 For our purposes tke critical question to be asked of schools as

microsystem is this: How conducive to social studies teachers' deiiel-

opment is the role of teacher in the microsystem of the school? To

answer this question, let us distinguish the five basic dimensions of

the teacher_ role: (1) teacher in relation to students, teacher in /

I.

relation to school administrative personnel (principals, curriculum
,

supervisors, .etc.), '(3) teacher in relation to other teachers,

(4) teacher in relation to parents, and (5) teacher in relation to com-
.

munity (boards of education, citizen grbups, etc.).

Teacher'in relation to students Without doubt this is theidominat-
.

ing dimension of the teacher role, at least in respect to time alloca-

tion. Are teacher/student activities and relationships conducive to

teacher development in the directions favored by the advocates of social

studies reform? They could be if the following sequence of learning

took place within a classroom: (1) students-use textbooks or other

instructional materials incorporating the philosophy and approaches of

,the new social studies; (2) by reading the instructional materials stuz

dents become ,socialized into the "culture of the new social studies";
-v

(3) the students, in turn, socialize their teacher into this culture.

While possible, this chain of events is not very likely, for a

couple'of reasons..,First, the hierarchical authority structure..of

schools and classroom combined with the doctrine of student inferiority

inhibits student-to-teacher learning.. Secorrd, to the extent student-to-

teacher aarning does take place, it is likely to contribute to thcher-
,

development in -a direction opposite, to that esppused by the social

studies reformers.- The reason is simple. Students can experience 'the

new social studies materials'to be cognitively too difficUlt or to be

. alien to the culture of the traditiorial'claserooms into which they have

been previously socialized. They are "turned oft" or "tuned out," which

in ,;urn affects 'their teachex. Thus, teachers who wexe at time T
1
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. -mitted to

become' at

conclusion

mirk with

the teache

the philosophy, approach, and style of thenew,gpcial.studies

time T
2

resocialized by their students; hey thus reach"tha

that this or that book,or this or that activity, does not

students." Hence, there Is little'reason to expect that

student dimension of the leacher role is a powerful context

for-development on the'part of teachers.

\eacher in relation to administrative personnel. Does this dimen-

sion.of the teacher role constitute a 'powerful context for teacher devel-

opment? It could if one or a combination of two conditions prevailed:

1., if teachers experienced administrative personnel, such as prin-
.

cipals and curriculum supervisors, as strong .educational leaders who

provided a substantial.degree of guidanceand assistance and advOcated

the new, social studies. I' do not know, towpat extent the Projecl SPAN

data address tI'e latter issue, but these data do raise questions about

t the extent to which- administrative personnel are experienced by teatters

as strong educational leaders.

2. If-schools were highly, bureaucratized institutions in which

administrative pei.sonnel could work their will on teachers' classroom

behavior as assembly-line supervisors might on the workers under their

jurisdictda. 'Thissis not the case.

Dan Lortie (1969) has noted that the organizational structure of

public schools meets dnly'lhinimal criteria of bUreaucracy; there is a

, hierarchyi of offices filled through merit, but t he hie;archy is relal

'tively flat; there are divisions of-labor, but the divisions are compar-

atively few; there are careers available, but because the organization

is a flat 2ne there are few chances for promotion, and many spend only a

few.years in such employment; while there are rules of operation, they

pertain more' to problems of organizational management than to the actions

and behaviors of teachers in tEe classroom, who constitute the core of

the educational enterprise. As Robert Dreeben suggests,

Althoqhteachers may have_to follow syllabi handed down
from the-superintendent's office and follow directives'
issued by the principal and his administrative subordi-
nates, many, if not most, of their day-to-day activities
are governed by the exigendies and pressures of the
claisroom (Dreeben 1970, p. 47).

I
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. .. Some.of the sociology of education literature suggests,that schools might
r , ._

,be.more usefl.illy looked upon as federated or
'

even feudal.polities.
.

'Dan
6.

'Lortie makes the point well:

Caring less about school -wide then classroom affairs, the
teacher is not reluctant to'grant the principal clear

.hegemony over those watters,which do not beer directly
upon her teaching activities ,pri-

mary sphere is the School at large, the teacher's is the
classroOM (Lortie 1969, ppt.35-36).
yr

Lortie has also noted that as principals approach matters of instruction,

"the number and tone..of administrative initiations change and the 'sug-

gestion' becomes more characteristic than the 'order" (Lortie 1969, p.

13).

This division of political labor, in which the principal gives the

teacher the classroom and the teacher in turn giyes the principal the

school, explains.in part why,_in_James-'Shaver's apt phrase, "social

studiesareform languished at the classroom door.': Textbook selection is

most ott,*n done at the level of the school if ,not at the level of the

district. This is more the domain of the principal than of most class-
. -

t-room-teachers. Principals, far more than teachers, are linked to com-

mercial publishers through their book salespeople, Thus, to the extent

that the social studies reform movement gained control of the tAtbook

industry, that industry became a conduit interlinking the devdlopers of

new materials and school nrincipals; there the pipeline often stopped,

producing the often-observed phenomenon of school storage rooms stacked-t

with social studies materials unused by teachers.

Does all of this say that teacher/adminibtrator relationships are -

never powerful contexts for teachers' development? No, clearly there

are schools where teachers have, changed in .response to leadership 'from a

principal or a curriculum supervi'sor. Under what conditions dbes this

occur? The data analyzed by Project SPAN do not dnlighten us much on

this point. However, they do suggest, as does much other literature,

that (1) schools are probably the smallest unit of change (and perhaps

the largest as well) and (2) change within schools may well be.a function

of charismatic leadership (in contrast to bureaucratic leadership) exer-

cised on the part of a. chool nrincip.1 or ctrr iculum supervisor.

2D0.4,tjtj
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Two conclusions suggest themselves. when the following

conditions prevail, teacher/administrator relationships become powerful

contexts'for thehdevelopment.of social studits teachers: (1) a group of

teachers is linked to akcharismatic principal and/or curriculum super-

visor, (2) this principal or supervisor is committed to and knowledge-

able about the new social studies, and (3) he or she is capable of pro-!..--

viding teachers with material and logistic support as well as insOira-

tion and motivation. Second, this particular constellation of factors

is statistically very rare.

Teac4r,in re;ation to other teachers. How powerful is this,dimen-

sion of the teacher's role as a context for the development of social

studies teachers? Potentially, it is very powerful, but in actuality it

'is not. As highlighted by the data analzed by Project SPAN, as well as

by much other research, teachers look to other teachers for assistance

---and-support_murh more than they look to other people in their immediate

or remote environment. Thus, commitment to and skill in teaching the

new social studies might have been widely diffused through a contagion

process in much the same way that flu or other microparasitic diseases-

diffuse through a population. This did not happen, so the question is

why it didn't.'

Two conditions would have had to be'present for a "new social
_

studies epidemic" to swee2,,through the schools. One, given the size of

the teacher population, a rather large number of teachers would have had

to have been successfully exposed to the new.social studies. Two,.

reasonably well-developed communication networks among teachers would

have been needed. Neither condition, in fact, prevailed.

Let us assume that 25,000. teachers were exposed tp the new social

studies through summer institutes, workshops, and the like (a very

liberal estimate). Furthermore, let us assume that every one of the

encounters between these 25,000 teachers and the new social studies

produced an enthusiastic convert skilled in carrying the message to other

teachers (clearly;an unrealistic assumption). Even if.this had occurred,

one suspects Aat the number of affected teachers would not have been
zr

demographically substantial.
.

.

it

The second condition did not and does not prevail either. There is

no well-developed communication network linking teacher-to7teacher either
. i
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within or between schools. As Dan Lortie and Many other` students of

school life point out, teaching is a lonely profession. .Mbst of a

teacher's, professional life is spent in social apration and intellectual

seclusion.- Most inter-teacher communication takes place in teachers'

loUnges, where it is confined to "small talk," and in union meetings,

. where it is restricted to "bread and butter" matters. Neither is a

powerful context for teacher development.

The structuring of the edJational system provides very few con-

texts for effective teacher development. Teacher centers may prove to

be one of these, and for a.small fraction of teachers some types of

workshops and professional meetings may prove to be another. In some

schools the workday and social organization oP teachers are structured

to facilitate and encourage professionally oriented communication among

teachers, but the number of'such schools is tiny.

In summary, I suspect it is not an exaggeration to say that dis-

counting their initial socialization into the profession during the first

two or three years of teaching, a large majority of teachers devote no

more than five perent .of their .professional lives to professionally

oriented- communication with other teachers. This is not a reflection,.

them as persons. Structural features of the ecological,eni.rironmene in

which teachers are located, do not facilitate teacher-to-teacher communi-

cation. To the contrary, they inhibit and discourage it.

Teacher in relation to parents. Again the question is: how power-

ful a context for teacher development is this dimension of the teacher

role? Obviously not powerful at all, as far as the new social studies

ate concerned. Few parents, are in contact with their children's teachers

even within the limited context of a PTA oeoccasional Parents' Night or

Visitors' Day. Of those that are, few know or care about the new social

studies an hence do not put pressure on or support teachers in this

matter. I would appear that th'e only time in which teacher/parent ,

relationships play an important role in educational change is when the

demand for change originates. outside of the formal educational establish-

ment and is widely diffused through the attentive school public. The
I

"back-to-basics" movement seems' to be a good case in point.

Teacher /community relations. The influence of this dimension of .

the teacher role on teacher development is negligible as far as the kind
.
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of, development envisaged by the social studies refori,movement is con-

cerned. For most teachers this is a phenomenologically ,unimportant,

aspect of their role. For mem', teachers, when thi's facet df their role

does take on salience, it inhibits rather than facilitates professional

growth of the kind desired by the advocates of the new socialsuclies. ;

Teacher/community relationships tend to become salient to teachers 'poly

in.times of political controversy and protest.. Almost without exception,

controverein social studies is triggered by proeests directed against

the new social studies in cdntrast to public protests in their behalf.

Mesosystem-Level Analysis. A mesosystem is defined as the "inter-

relations among two or more settings. in which the developing person

actively participettes",(Bronfenbrenner, p: 26). It is' thus a system of

microsystemg. Bronfenbrennerruses the examples of the interrelations of

home,ischool, and neighborhood peer groups as ehe mesosystem of a child

.and the.interrelations of work, -family, and social settings as tAle meso-

system of an adult. Here again,. my concern is to assess the extent to
a

which the mesosys\tem i which social studies' teachers are embedded is

conducive to their professional, development. Examined first is the

interrelationship of.,schools, families, and community social,settings in

which teachers are 'involved. Then' I' look at the idterrelations pf'

,schools and "teacher educa4on settings."

Is 4re any teasonYto believe that the first of these mesosystems,-1- .

p

the interrelationships among school, family, and community settings--
4

constitutes a powerful context for teacher development? I know of only

one piece of research that bears on this question: Dan Lortie's School-

teacher (1975). Lortie found that many older teachers shift energies,

time, and interest away from.thkr work in schools to their family and

other out-of-school activities because of frustrationand weariness. To

the extent that this occurs, the mesosystem of school, family, and com-

munity is hardly a powerful developmental context. To the contrary,

this system works against or ae least inhibits professional growth on

the part of teachers.

This line of argpment, of course, assumes that family and community

settings are not in themselves powerful microsystems for the professio4L'

development :of teachers. Is this assumption valid? In general, probably

11'
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yes, but there
i

may be9oteworthy exceptions. Some familges may be power-.

'''ful contexts for teacher dd4elopment; for example, families in which

. both husband and wife OT two loliers'are highly motivated teachers or

' families in'which a parent who ins also a teacher takes a very active
....

, .

interest
n in the social education of their children and hence makes the

' family itself a setting for social studies education. All df this is
.

simply speculation, since to my knowledge we do not have any data bearing
.1

on this matter.

What is true of eamifiessmay, also he true bf community settings for

some teachers. For examplip, 's teachek participating in a religious '=,1

organization that stresses a theology of social, justice 4y be gaped by

his
)

or her expeiience in ways that carry .over,o his or her' social

studies caching in )chools. A cobparable dynamic may be operting in

ehe case.of teachefs ciho are actively involved in leadership roles within

youth grolts or actively involved in local political parties or%citizen

action specUlatioh in the absence, of relevant,groups'.- Again; this is

Us a second dimensionof:the'mesosystem

data.

Let now- turn to in, which

teachers are-embedded--thelinterrelationship of classroom and "teacher

education settings" such as teacher workshops, institutes, and extension

courses. How much do these interxelationships contribute to teacher
4 ;

develepment?
'.$

Bronfenbrenner (1979, pp: 2*-236) has identified a wide variety of
-

factors that contribute to the, development potential of mesosystems.

Comparison Of the characteristics of many of the most frequently occur-

ring fotms of inservice teacher education with Bronfenbrenner's inventory

of the featutes of. mesosystems supportive of development reveals very

littie overlap. Hence; it is not surprising that the authors of the

gtudy of change agents observe that "the only consensus that appears

exist about staff development is that what we have now is ineffective

Ram

to/
d a waste of time. The general feeling is that most staff-development"

programs have_benefited neither teachers or students" (McLaughlin and.~

Marsh 978, p. 70).

The Rand study suggests that staff development activities must

recognize five facets of professional learning in order to be effective;

(i) teachers possess important clinical expertise; (2) professional
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..

liearniingrAis an adaptive and heuristic process; (3) professional learning

is a long-term nonlinear process; (4) prOfeSSilonal leahing must be,-tied
t,--

;

to schooJAite program-building-effortst-and (5) ptofessional-learnings

iscritically, influenCed by ergani*zational
.

factors in the schoolr site

'and in the district (McLaughlin andAlarsh 1978, p. 91). It seemsself-.
.:-..

"-= !.;,. qt..

eiyident that the majoi-ity (bAt not, all) tepehergrainidg efforts.in the
I.

.

new social stidies did not in fat incorporatetmost, let alone all, of
, '

these facets. To the contrary, thty'exemplified rather well two of the
. ,.'--..--,

types of development efforts that thewgand'stu,(1); fOund to be ineffective:

.4'

.

o-- *

r Staff-develdmentactiV.ities Undertakeri in isolation
from teacher's day-t6-day responSibilities seldom had

much impact' (gcLaughldn.and Igrgh. 1478,- p. 88). r

,

'It ib'cleat. that paekaged ifigervice program4, especially

those offered wiCnout extensive classroom'follow-tip and

teacher participation, area - .,,dot likely to 'be effective

,. (McLaughlin and MioisS 1978e p.,93). "
.

4...
In summary,exami ion of tie mesolevel of the ecoiogical eviron-

ei

Ient in which social studies teachersvtuncti;:elft indicates thdt it is

largely lacking in -structural features that contribute to the prbfes-
,e s .

sional grbwth.or development of teacherk. - N *

-- i ,N
, r.

ExoSystem-Live.,1 Analysis. -An :exogystem is defined. by

Bronfenbrimfter as one or ,mort'set:t(ings 'in which the developing person 14
. i

criotr an,active participant, but ifi.which events occur that affect,' o'r are
t., . *

affected by, what happens. inttiat setting, For, teachers the world of
.

.

educational governance and politic constitutes, such a,$)stem. Teachers
.

do not regularlerparticipate*in derision making-at the level of school
,.-

1

. .

distiet, slate, or nation, but,they can he'affectedby they decisions
. ..

madLand the actions taken in such settings as a
41
sc I board meeting, a

%
.

statedeparNent of educatio% or the U.S. Department oT Education. *

Thus, one can ask at ails level of ecpd,ogical analysis the same question
0

we posed at the other levels: How conducive is the exosystem to the
l

,

professional developmEnt or,grOwth of teachers? . ,

,

Bronfenbrenner (1979, p. 256) S''As foi6 two hypOtheses relevant to
I

, -

this question: .4
S)
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The developmental potential of a setting is'enhanced to

the extent that there exist direct and indirect. links to

power settings through which'part4.cipants is the'original

setting can influence allocation bf resources and the
makitg of,decisions that are responsive to the'needs of

the.develOping'person and the efforts of those 'who act

in his behalf. .

The developmental potential of a setting varies inversely

with the number of intermediate links in-the network
chain connecting that setting to settings of power.

Assuming -.the validity of these hypotheses, do the conditions con-
.

ducive to teacher development prevail within the exosystem in which

teachers function'? Unfortunately, the findings of the Rand study indi-

cate that they do not. Two of McLaugh]in and Marsh's interpreptions of

these findings are particularly relevant. They suggest' first that

teacher participation in edUcational change efforts involving staff

development tends to be very limited'or restrictive,

. yet, the invitation for teachers to participate in

collaborative planning and implementation of significant

change has''been a mixed message. Teachers were invited

to participate without'having significant decision-making

power, And without time being given for them to participate

meaningfully. Moreover, school district administrators
and colleges often set up a host of bureaucratic regula-

.
dons that made, authentic teacher participation quite

difficult (`McLaughlin and Marsh 1978, p. 91).

Second, th note that tlas,situatio probably reflects a widely

shared deficit model of reacher development. They characterize this

. model in this way:

In general, the deficit model of staff development is

characterized by the view of othereducators.that teachers

need staff development because they lack the necessary

skills to teach successfully (McLaughlin and Marsh 1978,

p. 89).

'IA

To summaiize is again.to reach a disheartening conclusion: At the

exosystem level, just as arthe meso- and microsystem levels, the eco-

logical environment of teacheri is not conducive to professional de2,1-

opment and growth. Thus, what iA surprising is'not that so feW teachers

have developed in directions espoused by the social studies 'reform move-

ment, but rather that so many have done so.,

3091
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Necessary Condition #2: The Cultureof the School

I turn now to the second of the two necessary conditions khat would

have had to exist in order for the new social studies reform movement to
410

have impacted in a widespread.and substantial way on the,nation's social

studies classrooms. This condition scan be state as followg: The phil-

osophy and instructional products produced by the, new social studies

$woula have had to be congruent with the culture of schools, or if an

initial incongruence existed then the new social studies movement would

have had to have been able to modify,the culture of schools to fit the

demands of the new social studies.

Clearly this condition did not obtain. In retrospect, two things

seem, very clear. First, the philosophy of the new social studies and

the instructional paterials ancipractices that embodied this Philosbphy

were noncongruent or incompatible with the prevailing culture of schools.

This point can be better understood by examining the following questions,

as is done in the folloWing subsections: Why did the social studies

reform movement Troduce a philosophy and a set of instructional material

and practices that were in varying degrees incompatible or noncongruent

with the prevailing culture of schools? In what ways was this incompati:-'

bility evident?

Second, the social studies reform movement was powerless to effect

any substantial kind or degree' of change in the prevailing culture of

schools. -The final sUbsection,of this paper focuses on why the social

studies reform movement was not able to change school cultleire to fit, the

shape of the new social studies.

Reasons for Incompatibility
*

Seymour Sarason's (197 perceptive analysis of the rise and decline
0

of the new math is very instructive in developing an answer to the qaes-

tion of,why the social studies reform movement produced a philosophy and

a set of instructional materials and practices that were incompatible

with the culture of schools. The parallels between the natural history

of the new social studies and the new math are striking. First, as in

the case of math, the demand for change in social studies education and

the diagnoses of why change was needed came out of the culture of univer-
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sities and, their associated research and development centers. In bo0
ti

cases the primary stimulus originated not in the phenomenological world

of teachers and students but at the macro -level of society. Soviet_ -,

technaogic'al innovation was the stimulus in the case of math (and also

the new natural sciences). In the case of social studies, the sources

of the.demand.were more diverse and pluralistic. Some reformers saw

traditional social studies as an ineffective vehicle of citizenship

education in an era of rapid social change. ,'Others thought that what

was happening in math and the natural sciences should be,-emulated in-the

social sciences. For both types of reformers there was the stimulus of

available federal funding.

Second, in social studies, as in math, there was no substantial

clamor coming out of the world of schools. (It is true that several

social studies supervisors and curriculum coordinators were associated

early with the reform movement, but as Sarason and the case study data

used by Project SPAN indicate, these persons, while

are more often in their values an* attitudes a part

universities than the culture of schools.)

Third, to my knowledge, none of us involved in

school personnel,

of the culture of

the early days of

the social studies reform movement self-consciously asked ourselves such

questions aa: Why is the call for social studies reform coning out of

the culture ofutliversities but not out Of the, culture of schools? What

is the significance of this sociological fact for the enterprise we are

undertaking? Are we, in fact, involved in a process of change in which

one culture seeks to impose itself upon Another culture that is different

and potentially resistant, if not hostile, to such imposition?

Since the complex set of issues encapsulated in questions like these

risenot rise to the level of consciousness and become items in an agenda

of careful and self-conscious deliberation, we took stilt a fourth step

'--in the footprints that had'been laid by the math reform effort. We paid

little thought to What schools are like'as complex cultural systems,

with systemic structures and institutional regularities that might figure

in the dramas of curricular change And teacher reeducation. Why did we

not do this? It appears to be for the same reason math reformers gave

the culture of schools so little thought. We saw the culture of schools

to be fundamentally irrelevant to bringing about change in social studies

303
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ed ation. We assumed implicitly if not explicitly that the formal

currllculum of schools was independent of the culture of schools, and

K/
nce change in cuti-iculum and instruction could be achieved independent

of.any 'change in the structural characteristics 'of schools as social and ,

cultural systems. Or, alternately, we 'assumed implicitly if not expli-

citly that the culture of schools was so fragile and plastic that it

would change easily and painlessly in response to changes in formal

curriculum and instructional practices.

I suspect that in most cases we made.one or both of these assump-

tions unwittingly. Moreover, the psychodynamics of our situation prob-

ably operated against these matters being raised to a level of conscious

reflection since an active consciousness of the most obvious.alternative

and competitive assumptions might well have paralyzed our reform efforts.

That is, had we seen that changing curriculum and instructional practices

might be linked to the deep-seated institutional culture of schools in a

complex network of powerful'and subtle interdependenCies, it would have

been very easy to'become entrapped in a psychology of hopelessness, in

which any and all reform efforts are perceived to be bootless or futile.

Whether it was because of parochial vision,- inadvertence, or the

psychodynamic's of _repression, we tended to make one or both of the

assumptons noted above. Let me illustrate this with two examples from

my own work. In 1970, Richard Remy and I were directing a project in

political education for the AMvican Political Science ,Association. We

T
produced a document in which we tried to rharacterize the dimensions QS

the potential involvement of the political science profession in educa-

tional reform efforts at the precollegiate level. We identified four

such dimensions--research, teacher education, curriculum development,

and work on the social structure and" culture of schools.' Note the

assumed and unquestioned independence of the latter from both curriculum

development and teacher education.

The second case study of my stupidity? my naivete? my inadvertence?

my intellectual schizophrenia? centers on my role as designer and general

editor of the Houghton Mifflin elementary social studies prodram, Windows

on Our World (Anderson 1976). While writing the rationale for this-

program and developing its design Z was simultaneously reading Philip

Jackson's Life in.Classrooms (1968). Let me quote a paragraph in which

-

2 9 2 .? ;



Jackson begins-a discussion of the interrelationship of the formal and,

informal br hidden curricula in elementary schools:

this

Lion

fall

If it is' useful.to think of there,being two curriculums
-in the classroom, a natural 'question to ask about the
relationship between them is whether th.eir joint mastery
calls for compatible or contradictory personal qualities.
That is, do the same strengths that contribute to intel-'

.lectual achievemefit also contribute to the student's'

success in conformity 'to institutional expectations?
question likely has no definite answer,' but it is
t-proyoking and even a brief consideration of it

o a thicket of educational and psychological
ckson 1968, p. 35).

Th
hou

leads
issues (

paragraph is heaVily underlined in my copy of the book, with a nota-

to stress the poine;Tien I was using the Jackson book the following

in an introductory education course at Northwestern University. It

was not until a few years later, when I had spent some time working with

teachers who were using Windows, that I came to realize that one source

of the difficulties some teachers were experiencing stemmed from the

fact that while I had incorporated the notion of the interdependence of

the formal and the hidden curricula i thinking as a schOlarly

student'of schools as social institut ons, I had not internalized this

fact i^n my role as a curriculum deve oper. Hence, Windows was deSigned

on the unverbalized assumptions that the formal curriculum of elementary

schools waa essentially independent Of-the culture of elementary schools;

or if the two were id fact related, then change in the curriculum would

be a potent force leading to change in the culture of schools. A few

hours of sustained contact with teachers soon brought these two pre-
. P

'viously unarticulated assumptions to a conscious level; it took only a

few more hours of interaction with teachers for me to realize that both

assumptions were clearly wrong.

I cite this bit of autobiography not to indulge my masochistic

needs, but rather to illustrate a generalization that I suspect is more

or less valid for. the social studiesreform movement as a whdle. We

have, for, hatever reason, assumed that change in curriculum and instrucf>

tional practices is independent of change in-the culture of schools

and/or the two are interdependent in such a, way that change in the former

will induce change in the latter.
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With this in mind, let us return for's moment to the central ques-

tion dominating this paper. Why in the 1980s is social studies educa-

tion in schools not dominated by the spirit and substance of the new

social studies? Part of the answer lies in the reality of schools. It

is objective reality that real change comes hard in schools. Part of
r

the answer also lies within the reformers. The absence of desired

Change can be traced to a misconceptualized world as much as to a

recalcitrant world. Thus, the erroneous assumptions we made about the

relation of curriculum and instruction to the culture of schools are as

much a part-of the stream of history that has created the current state

of social studies as are the "objective" realities of the school system.

As Sarason observes,

Teaching any subject matter is in,part determined.by
structural or system characteristics having no instrinsic
relationship to the particular subject matter. If this
assertion is even partly correct, any attempt to change
a curriculum independent of changing some characteristict,
institutional feature runs the risk of partial or com-
ple.te failure 6arason 1971, pp. 35-36).

He wrote this in Connection with his effort to account for the history

of new math in one particular school system. Quite obviously, his point

applies with equal force to the history of social studies reform.

witie
1

Aspects of Incompatibility

Having discussed why the new social studies movement prodUced an

educational philosophy and a c9rresppnding body of curriculum materials

and instructional practices that proved'to.be in some significant degree

incompatible with the prevailing culture of'the schools, we now turn to

what these points of incompatibility or noncongruence were. I have

'elected to organize this discussion around a series of assumptions that

we social studies reformers"explicitly or implicitly made about several

aspects of social studies/education that now, in hindsight, appear to be

incompatible or noncongruent with one or more facets or elements ;of the

culture of schools.

I have categOriz,ed these assumptions as assumptions-.about students,

assumptions about teachers, and assumptions about schools and schooling

as social institutions. Obviously, these are not mutually Occlusive or

tightly bounded categories, so there will be some overlap in the discus-

sions.
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Assumptions About Students. I begin with students because they are

presumably the ultimate target of reform efforts. It is the quality of

their educational experiences withinsocial studies classes that we seek

to enhance, whether we try to do this by produCing new materials,

encouraging the use of different instructional practices, educating

_teachers, developing teacher support systems, or what have you.

What assum ptions did social study reformers make about students?

Obviously 'many.; here is a partial enumeration of some that I see to be

important There are undoubtedly many others.

Assumption 1: Studdints are turned off by their social studies

education because of one or more attributes of traditional instructional

materials and practices. This is a fam.1.14.4essumption, since most of

us have been involved at one time or another in .constructing bills of

indictment against traditional materials and practices. Here are a few

examples of commonly'recurring elements of these indictments:' informa-

tion is presented in dull and boring ways rather than -in an engaging,

exciting manner; the picture of social realit7 cOmmunicated_by materials

is unrealistic, romantic, inaccurate, and inconsistent with what stu-

dents know from peiSonal experiences or learn from nonschool sources;

materials lark relevance to the existential concerns and problems of

children and adolescents. It would be easy to multiply the ,list several

times overt but this is unnecessary since most of us have internalized

o the indictments of the "old social studies" much as our grandparents

internalized a catechism.

Is this assumption about social studies and students true; more

accurately, is this assumption congruent with the culture of schools?
-

Many of us hope so', because if available and known solutions are

inherent in the definition'of the problem. Expose students to better

materials (that is, materials free from the vices of, traditional materi-

al`) and student motivation and interest will increase.

put is there, infect, a high and consistent' correlation between,

quality of iriStructional materials and practices and the level of student

interest and enthusiasm fo_studying social studies? The* answer

would seem to be that there is a correlation:one that is even statistSc-

ally significant in'some instes, t, t the correlation is far from per-.

30.7
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fect, indica5ing that level of student interest in and enthusiasm for

social studies is a function of variables.other than the quality-of

materials, and instructional practices.

Obviously, some of these other variables are related to character-

istics of students as persons. People vary in their attitudes toward

social studies just as they do in their attitudes toward science, math,

and literature. More importantly for our analysis here, however, is the

fact that the level of student interest and invoPvement in schoolwork

generally, regardlest of curriculum area, is determined in large measue

by the culture of schools and the students' role in this culture. Looked

at from this perspective, the best of the available studies .of the cul-

ture of schools strongly suggest that the culture of most schools con-

tain strong structural deprIssants to high levels of active student

involvement in any domain of academia life. Philip Jackson in,Life in

Classrooms (1968) discusses at length the ecology of withdrawal vs.

invbrvemgnt in elementary school classrooms (see especially pp. 83 -112>)

Similarly, Philip A. Cusick in.Inside High School (1973, p.-217) argue

that the social-cultural characteristics of high schools generate aset

of unintended characteristics that include "little student involyethent

in formal activities," more concern on the part of students' "with main-

tenance procedures than-with learning," and 'a tendency for student to

"give minimal compliance."

All of this is not to argue that the continuing search for curric-

ulum materials and practices that will motivate, interest, and unlock

within students the intrinsic joy of learning is all in vain. The

quality of materials is related to levels of positive psychological

involvement in the process of schooling, but so are .deep structural

features in the cultural grammar\ of schooling on which materials,

regardless of quality, have no impact. Thus, as insightful teachers

have known for a long time and we are rapidly discovering for ourselles,
. 1

the culture of the school imposes severe.limfts on the yal.ty of

instructional materials and'practfces as a ,key that will unlock a sus-

tained and high level of student psychological involvement'in social

studies, and for that matter, in any area of the curriculum.

Assumption 2: Students of all ages arecapable of learning to per-

form higher level and more complex-intellectual operations than ate

r,

29.6
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encouraged by traditional social studies materials and instruction.

Obviously this is the key assumption underlying the heavy emphasis in

much of the new social studies. on inquiry, discovery, critical thinking,

iyalues clarification, and learning the struciture of the social science

disciplines. As a hypothesis in_the psychology of learning focused upon
.

.the cognitiv.e growth potential of an individual student, this assumption

is undoubtedly valid. Like many other supportable propositions in the

psychology of learning, however, when incarnated into a theory of

instruction the validity and usefultNess of the theory depends as much

-(if not more) on the sociology of teaching and `learning as on the

psychology 'of learning. -

* If it is true.that one adult, instructing one or even a few students

can substantially raise the latter'slevel of intellectual Junctioning,

it does not logically follow that the same adult instructing 25 ,to 4D

students for a fraction, of an hour each day can do the same. Dethograghy,

affects the sociology of inst/pction (and of learning) at the group level

and the latter in turn affects'the psychology of learning at the level

of the individual. To put the issue a bit diff1rently, one can say that

what is good educational psychology in sociological settingscharacter-

ized demographically by very sparse populations can become largely use-
.

'less educational psychology An sociologiCal settings characterized detho-

graphically by very dense populations.

The relevance of this line of analysis to the relation of social

studies instruction and the'- culture of schools is probably self-evident.

,What,students are genetically,equipped to learn can be very different

from what they are sociologically capable of learning within gitren cul-

tural settings such as clagsrooms and schools with their_ particular

r

demographic:charactexistics.

Unfortunately, the instructitinal.theory

new social studies (as well as reform efforts

undergirding much of-the

in other curriculum areas)

tended to ignore this fact, or at least. assumed an easy, almost automatic,

translation of the grammar of an individualistically oriented educational
.

psychology of,learning into the grammar of the sociology
.... ,,. ---- .

instruction in ,a - demographically dense and comple
. ... -

quence, much of the, instructional theory,un4erl
.

-. .-.
studies -(like, the'new math and the new nafttri

-..
..

the culture of schools. Sarapon puts the point very 1:

of learning. any

ng. As a.conse-

new social

Vas alien to
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1 , '

.stt t

Any theory o?" t nS.trifairOktfats ,duet not confront the

reality that a tegherkes.alot*Instruct a,ch..ild but a:'
group of chiiAlitteotwdtht. very much to teacherSat,

-1 least. tven-whereche- iihends to instruct a par-T.
ticular child, it.t.ake4:pSaCr,psychologically (for the

child, .teacher, andItt,K Idren) in the context :of

being a part of a largl'iogt aO set of relationships ,

(Sarason_1971, p. 179): . ..
.c., .

Assumptions About Teachers: AdVvve, numerous assumptions that social

studies reformers tended to make,akout teachers; I single dUt a few for

special attention, since a4-each, different way is relevant to the
'7.

implications one might see in dirdominating proposition coming out of

the data analyzed by Project SP.4--the teacher is the key to quality of

life and learning in classrooms. ,o
,

Assumption 1: The characteriptics of-teachers, as individuals, are

the predominant determinants` of hbw teachers behave as teachers in school

systems. The image of the teacher,duting as an individual, uninfluenced

by the context of, the classroom,' the school, and tie .school system,

pervaded a.good deal of social sedies thinking. Th±s:image was

obviously grounded in the hope that.the following prevailed: (1) what

# teachers do in classrooms is a function of the characteristics they, bring

to classrooms; (2) some of the most pedagogically important Oaracter-

istics of teachers are changedble,through education; (3) the quality of

learning in classrooms can therefore be upgraded by upgrading the quality

. of, teacher eduCatiOn at both the pre- aneinservice stages.

While not entirely wrong/this'conceplon of teachers is excessively

simplistic or naive from a sociological standpoint. Schools and class-

- rooms are powerful social contextsit shaping the characteristics

teachers.evidence.in classrooms. As' Sardson (1971, p. 171) correctly

notes, "the characteristics of individttals are always, to some extent, a
4y

reflection of the setting in)Which these characteristics
t.
are manifest."

Thus, efforts to change what happens in classrooms by cAnging individual

teachers but leaving die culture'of schools and classrooms unchanged can

be successful, bueronly partially successful, even under the most favor-
.

conditions--that is, when. individual teachersare highly motivated

and capable learneraand those who teach them arc equally motivated and
>

capable instructors.

Assumption 2: Teacheraf(like the reformers who produce new

'approaches and materials, experience their jobs as challenging, Intel-



fin -

lectually stimul./ng, and socially rewarding, .The social studies

reformers on the whole experienced their work as' exciting, socially

rewarding, intellectually challenging, 'and infused with a sense of

mission and challenge. Some of us naively assumed that 'the phenomen-

ology of the teacher's work-a-day world was the same as ours. Thus we

implicitlyjeasone4 that since teachers werience teaching as an intel-

lectually challenging and emotionally gratifying activity, they will

seize upon new materials 'and practices because these will make the job

of teaching etenkimore'exciting and interesting. Clearly this assumption

and the implication we drew from it were true for some teachers; it was

precisely thissmall minority of teachers that'we were most likely to

{personally encounter. Thus, the validity of oar initial assumption was

i, empirica4.1y verified, but' verified erroneously because of the atypical

aracteristics of the sample of teachers we knew best.

The best research on'the culture of schools clearly suggests that

'given several structural regularities of school culture, the phenomen-

ological world of most teachers is Snot filled with excitement; enthu-

siasm, and the joy of continuous intellectual, social, and professional

growth. I'noted eariier,Dan Lortie's observation that many experienced

teachers find their work to be unfulfilling and turn an increasing share

of their energies and concerns toward family and, other nonschool activi-

ties. pp. 164-165) reached a similar conclusion after

asking a large number of2eachers how exciting or stimulating-they found

their work.
4

How does this situation come about? The causes are undoubtedly

. many; the-personality of the individuals who go into teaching as a career

is without question the leas; important of these. The important causes

are to be found in the culture of schools. The short career ladder

characteristic of the teaching profession, the psychological isolation

of teachers from othet adults, and perhaps above all else, the routin-

ization of activity day-in-and-day-out,fo'r weeks,_months, and years on

end leave their'ileavy imprin on the phenomenology of teachers. Most

human beings are highly adaptable creatures, and a psychology of boredom

is functionally a v le response to an environment that is

largely barren of sources intellectual excitement and growth.
. .

The implications of this are depressing, as.Sarason notes with sad-

ness:

. 311
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'. . . if teaching becoMes neither terribly interesting

nor exciting to many teachers,..can one ex0ct them to

make learning interesting or.exciting to /Children? If

teaching becomes.a Toutine, predictable/experience,,does
this not hive inevitable consequences Or life in the

Classroom? The modal classroom does n'ot allow me other

than to conclude that children and tjeachers show most of
the.efforts of routinized thinking/and living. It would

be strange,if it were otherwise (Orason 1971,
pp. 166:167). /

Assumption 3: Teachers spend tkeir time in school teaching and
/ .

students spend their time learning.-i-Teaching and learning go on even in
/'

the worst of schools, but even in the.best of schools teaching and learn
/

ing are but onelevel of an ecolOgically complex sociocultural system.

.The NSF case study data reaffirm and vividly illustrate what much other

research on the sociology of schools shows; at best, teaching and learn

ing continuously compete for front and center .qtage with the multitude

of other diverse human activities that make up a school day--maintaining

bureaucratic routines; constantly_ recreating civic and political order

in classfoom, hallways, playgrounds, and lunch'rooms; judging guilt and

innocence; dispensing punishment and granting merits; making,- giving,

and grading tests; ministering.to the distraught; checking one's anger,

rationalizing one's mistakes, coping with one's frustrations these are

but a few .of the sociopsychological activities that make up a.teacher's

day.

What is the status of teaching in this complex ecology of activity?

Several conclusions seem warranted. First, even in the most benign of

settings, teaching per se is but one of many activities in which teachers

must engage. Thus, to build curriculum on the assumption that a teacher

directs 100 percent, or even.90 Or 80 or170 percent of time and energy

to the teaching act as such is to be unrealistic about the culture of

:schools.

Second, the relative importance of the teaching act in the ecology

of classrooms and schools varies from school to school and from classroom

to classroom within schools, as well as from grade level to grade level

within school systems. I suspect that a primary source of variance along

all-of these dimensions is the relative amount of time teachers must

devote to the political facet of their role; that is, to the creation

and maintenance of civic and political order in which the process of
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socializing individuals into the role of "student" in the culture of

schooling is one important aspect.

My hypothesis is a simple one. The greater the amount of time

devoted to the creation and maintenance of civic and political order in

the society df classroom and school, the less the amount of time devoted

to the teaching act as such. My second hypothesis is this: The greater
A

the amount of-time teachers can devote to'the teaching act, the more

likely they are to know of and make use of the new social studies materi-
s

als and practices. Assuming the validity of this hypothesis as well as

the first, one has a simple theory predicting that: (1) the new social

studies movement has had more impact on high Schools than on elementary

schools, (and within elementary grades it has had more impact upon middle

grades than primary grades, (2) the new social studies movement has had

more impact upon,suburban schools than Urban and particularly inner-city

schools, (3) the new social studies movement has'had moreimpact'upon

classrooms whose teachers have a history of maintaining a high level of

benign order than upon classrooms whose teachers have a history of a

high level of disorder, (4) among classrooms with comparable histories

of order, the new soc 1 studies movement has had more impact upon class
-

rooms in which order is a constitutionally established fact than on

classrooms in whic order must be'tcontinuously,recreated, and (5) among

classrooms with quallylhigh degreek of constitutinally established-
.

order, the new soc4lal studies movement has had more impact on classrpoms

in which ord jr is more a product of mutual trust and respect between

students a teacher than in classroOms in which order iiAa. product of

authorit ian rule and strict discipline.

Th rd, it appears that the teaching act is subordinate to at least

two o her activities. One is socialioAlng individuals into the role of

"st slept" as defined by the culture of schools-a matter closelelated

t the task of creating and recreating civic and political, order. The

other is the evaluation and thence title sorting of students. Ahe subordi-

nation of the'-eeachingact Co both of. these activities is cl arly vi

in. the NSF case study data.

-IntructOnal materials, practices, and subject matter itself are

seen and used by teaches -as important instrumts of social control
/

and, closely related, as a means of socializing students into the culture /'

301
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of schooling. In summarizing the NSF case studies, Stake and EOtley

conclude

.

:
What has been said ..0 this chapter is that it' *me I- . 4

'clear from .olour case studies, some clasmeroom

observation's'WVI, visitors, some responses..to clues- -41

'tipnnaires, and from tape recordings of site visitor
interviews with teacbers, that the.responsibilities (for 0

which most'teaaers felt very strongly) regarding the
management of the Clasa"and the development of study
habits and individaa personalharacter Were not to be

410

-c
-

taught just prior or inddpendent of the subjct . i.

% mart...er. They were o be an integral part of all tile, ' 0

reading. : . .. Teacheis,used the curriculummaterial
selected for'academic;pt,.s for the socialization of

,

pupils . . . (Stake . ..,, ley 1978,q6:56). .

,.

Making the same po elsewhere they note

Puttings,it in_a nutshel ,- most teachers seemed to treat 1 .

subject &atter :know edge as evidence of, and subject,
.thaterials;ata,means to, the socialization of the indi-.

.4.

vidual 'in sdhool. On the other hand, most subject matter
special-iat.s .,treated socialization as a necessary evil to

begottenOut of-'the way eatc15;krfOr it is only a means
t'uthe greater end: of subject matter knowledge.
ized discipline was the lipgua franca, or "medium, of
ekohahge-14-14 wittiin the stho6I, transcending subject matter,
barriers. There was'alsO'a socialization within each
discipline but only for the talented, College-bound 4

students (Stake and EasleA,197ft, p. 16::24).

It!

They further observe ,.
_ \..

/
.

Such socidlization in the,dlassroom was pre-emptive in
that it se med to get immediate attention almost whenever

, .

an opportunity arose. .Other ).earnings were,iwterrupted
or set aside,Thot al'ays by choice, to take care ofv an

'.

7 to accept a grossly, mistaken answer. One OHIO observer
efforts to cheat, an impending daydream, or ,a willingness

commented that socialization t'akes precedence over
general study skills, general study skills. over the spe-

,,,

cific operations (arithmetic, the chemistry lab), and, '411

the specific operations over subjec.t matter (Stake and ,

, Easley 1978, p. 16(25). .
.'

, r' , 0

Also, the case.study date strongly suggdqt that the teaching act is
8 s

subordinate to the testing,act, in the senserthat much of instruction is ).

geared to imparting information whose major significance or importance

for both teacher and student derives from the fact that it is information

on which students will-be tested late;.7 I will return later to look
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from'a different angle at both of these facets of the subordination of

teaching.

In summary, it seems that much of the new social studies was

premised on the assumption that teaching about history, geography,

civics, economics, sociology, social problems, families, communities,

etc. was at the heart of the teacher's job. Clearly this was a serious

misreading of the culture of schools. Not only does the culture of

schools fragment the teacher's job'into a multitude of activities of

which the teaching act is but one, this cultural system also transforms

the teaching act ftom an end to be pursued for its intrinsic worth into

an instrumental means in the continuing struggle to maintain order, to

'socialize persons into the culturally defined role of student, and to

evaluate, grade, and Sort students into the good, the mediocre, and the

poor. Given these very strong forces within the culture of schools,

is obvious why most teachers evaluate the worth of instructional materi
.

,F,

als and practices in terms of their utility as instruments in the main

. 1 tenance of order, as meOns in the socialization of children and youth

into the "student role," and as mechanisms of differentiating students,

as much as they judge them *in terms of their "scholarly content" Or

"pedagogic usefulness."

To make this point concrete, permit -me to relate a personal experi

enbe once again. Before designing Windows on Our World I must have read

a dozen or more studies of eleme0 ntary schools that pointed out that about

30 percent of elementary students' time is.spentin "seat wotk." This-

statistic struck me asa mildly interesting fact about the sociology of

elementary schools, but I saw no particUlat practical import in it until

I began to-associate with teachers using Windows. Then time after time

I heard the-cbmplaint (which I. did not understand at first) that this
4

program does not.provide for enough "Seat work." Once I finally compre

hended the problem, -I naively asked: Why I's seat work so important for

,first, second, third, etc. giaders? The'answer to this question I .

finally learned ?s obvious. Given the culture o4, the elementary school,

'.'seat work" is important because (1) it provides me (the teacher) with a

means of controlling thehehavior of students while I 41 doing something

else, e.g., grading papers and planning for tomorrow, and (2) it provides

students with the experience of working on their own and thus prepares
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them for what they must do next year and the year after next and so on --

in short, it socializes them into the role of student.

Assumption 4; There is sufficient time in the teacher's work-day

for him or her to frequently engage students in the acts of inquiry,

discovery, critical analysis, etc. Moreover, teachers will be motivated

to engage in such instructional activities because, they are intel-

lectually rewarding to student and teacher alike. Two errors about the

culture of schools seem to be inherent in this assumption. One is that

the work-a-day,world of teacher, and student has ample space in which to

fit the sociointellectual, activities championed by the new social

studies. The second is that teachers and students are free to shape

their teaching and learning to matters that they find to be intellec,

tually rewarding. Neither of these conditions widely prevail in the

culture of most schools, as the NSF case study data show. Perhaps the

realoity of the situation in schools is best summarized in a poignant

observation of Jack Easley about his own teaching experience as a uni-

versity science teacher:

When I'm working.j.n the Sciences Tutoring Laboratory,
I'm just teaching techniques and vocabulary and not the

broad view of science I want to share.1,I'm "hammering

it in" because I can see that those things are going to
be necessary for my students to succeed in the courses

they are taking. So, as I relate to each student as an

individual, I think' of what he personally needs right

now. When I sit back in my arm chair and become a
"philosopher" of science, I wish that all students could
have the experience of.philosophizing about science and

mathematic's. But neither they nor I are going to push
that when there's aneexam in two weeks-on three chapters

of chemistry (Stake and Easley 1978, 16:22).

All of us who teach at the university level- experience the tension

,betweL the joys, of education and the dethands of schooling of which

Easley writes. Moreover, most of the time this tension is resolved, as

it was in Easley's case, with the demands of Schooling taking precedence

over the job of education. Countless teachers in elementary and secon-

dary Schools also experience this tension, resolving it as we do in favor

of the demnands,of schooling.

Why this should be the case is.a matter that I shall explore in

more depth when I discuss schools and schoOling as institutions. Here

let ma simply note that the'tension between education and schooling, as
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well as its resolution in favor of schooling, seems almost inevitable

given the way "'student" is defined in the culture of schools. Given the

Rosition`of a child or a young person in the culture of schools, both

teachers and students tend to subscribe tp some version of the following

beliefs:

A. Extrinsic motivation of students in some form is
essential if'students are to pay attention to their
school work. Teachers should do what they can to
motivate students, but many factors in the personal
make-up and home situations of some students make
motivation in academic subjects impossible.

B. .Attention to directions, to the formulation of ques-
tionsl and to any presentations by teachers, text-
bnoks, \films, or other means is essential, for aca-
demic learning. Teachers must help students keep
attending. to their tasks.

C. Students will learn most reliably'when they are
successful in carrying out assignments properly.
Good study habits, note taking, and homework are
important. If homework cannot be done outside of
class for various reasons, ,then teachers should
provide time for it in schOol. Teachers should
demand that work be handed in regularly.

D. Frequent testing of one.kind or,another . .

important to make certain, that the students have
learned what they are supposed to do. If-they do
poorly on tests, they should be encouraged to pork
harder pn\their preparation (Stake and Easley 1978,
16:21-22).

Assumptions About Schools and Schooling. I think it is fair to say

that for the most part the new social studies movement proceeded in the

absence of any well-developed-or explicit theory or conception of,the

Sociology pf schools and of schooling. In the absence of such theory,

reformers acted upon a number, of implicit, unarticulated assumptions

about schools and schooling as social institutions that hays,proven to

.be erroneous. I have tried, to identify several of these and discuss

them briefly in the next few pages. 'Of these assumptions I suspect the

last assumption I discuss may well be the single mast' important.

Assumption r: Schools are boxes or containers-in social space from

which old content can be extracted and new content put in via one or

more reasonably simple technologically oriented delivey systems. Inher-
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ent in this assumption are at least two misconceptions. One is the fail-
,

ure to recognize that schools are complex social systems whose structural

and behavioral regularities determine in large measure the behavior of

the individuals who occupy roles in these systems.

A second erroneous image relates to the nature of changes within

schools. Change tended to be perceived as primarily'a technological

process. Specifically-, schools were viewed as being actually or poten-

tially terminal points in a technological process of reasearch, develop-

mentb and dissemination. The'major challenge of bringing about change
.

from this perspective is to expand and extend this process to incorporate

more and_ more_ schools, ,Theremss_little recogni,ti.Pn that the process of

diffusing innovations generated in one cultural setting, namely univer-
.

t.3

sities, to another cultural setting, namely schools, is both a process

in cross-cultural communication and a political process. These important

facts were not recognized, I suspect, for one primary reason. We

reformers operated ott of one or more versions of.a liberal consensual

view of society. We presumed that the values of teachers, administra-
q.,

tors, parents,' and social
e
studies professionals were ba ically shared

and common. Hence, We assumed that all parties involve& in the process

of bringing about change in social studies education valued the same

kind of knowledge, whether that was knowledge of the social science

disciplines or knowledge about society that we believed important in the

exercise of effective and responsible citizenship.

The consensual and essentially apolitical image of schools, school-

ing, and knowledge seems incongruent with reality. -To begin with, the

Illinois case study data, Combined with other.research, suggest that it

is an oversimplification to speak of the:culture of schools as if schools

had a single, monolithic, unifying culture. The data suggest that we

Can more accurately see schools to be social systems in which at least

three subcultures coexist in a, relationship of considerable tension,,
mutual hostility, and frequent conflict. The three subcultures are the

culture of teachersthe culture of school adpinistrtors, and the.cul-
.

ture of studeneS. Second, there is little overlap between the cultuie

of schools and the culture of univertities; from which the social studies

reformers operated. Thus, it would seem'to be more accurate to view he

cultural world into which reformers sought to bring change in social
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studies as a culturally conflictual world rather than a culturallycon-'

sensual one.

Assumption 2: Schools are earning communities in which social

studies instruction suffers from defects that derive from mindlessness

and/or cultural lag. It is fair, I believe, to say that implicitly if

not explicitly many social:studies reformers. subscribed to the liberal

diagnosis of what ails the schools that Charles Silbermanpopularizedby

hisCrisis in the Classroom: The Remaking of American Education. In the

most-quoted passage bf this book, Silberman argues that the grimness,

joylessne4ss, and Oppression characteristic of many schools need not be:

Public_schools._can _be organized to facilitate joy in
learning and esthetic, expression and to develop
character--in the rural and urban sluts no less than in
the prosperous suburbs. This is no utopian hope. . .

'What makes change possible q4 . . is that what is
mostly wrong with public schools is due not to venality ,

or indifference dr stupidity,'but to mindlessness. To

be sure, teaching has its share of sadists and.ciods, of
insecure and angry men and women whohate their students
for their-openness,. their exuberance, their color, or

their affluence. But by and large, teachers, principals,
and-Superintendents are decent, intelligent, and caring
people who try to do their best by their lights. If

'they make e.botchof it, and an uncomfortably large num-,
ber do, it is because it simply never occurs to more
than a handful to ask why they are doing what they are
doing--to think seriously or deeply ut the purposes
or consequences of education (Sil man 1970, pp. 10-11).

It would appear.that many social studies reformers subscribed to a

Silberman-like diagnosis of what was wrong with tradition /l social

studies. Social studies educatiod was bad because it was carried out in

a mindless way. If opportunities could be arranged in preservice educa-

tion programs an in inservice education programs for teachers to-ponder

the purposes that social studies should serve in the lives-Of schools

and students, social studies instruction would undergo a fundamental

- .transformation. The socioptychological theory implicit in this hope

seems to have been a.very simple one. What teachers do is determined

*either by tradition or by a consciousness of thepurposes.to be achieved.

Thus, if teachers could be taught to 'hink seriously about the purposes

of'social studies,,they would escape from the prison of tradition and go

on to change in ways that better promote the realization of their pur-

. poses.
31
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Such,a view of teachers and change in teaching is incomplete a

number of ways. Let me simply note two of its most obvious and serious

defects. One, it is an excessively psychological theory of human behav-

ior in that it fails to acknowledge that the social context in which

teachers work channeft and constrains their behavior. Two, it assumes

that if teacherS self - consciously philosophize about the purposes of

social studies education, they will see these purposes to be the same as

those social studies reformers espouse. Given all that I have said up

to this point about the culture of schools, I see no reason to believe

that the philosophizing of teachers and professional reformers will

necessarily converge...

If some social studies reformers perceived schools to be institu --

tions
. .

where unwitting reproduction of tradition created a state of mind-

lessness, still other reformers saw schools as institutions suffering

from a bad case of cultural lag as far as social studies education was

concerned. Two related but distinguishable versions of this diagnosis

pervade much of the reform literature. The "disciplinary" perspective

saw social studies in the schools lagging behind advances in social

science scholarship. Tie "citizenship" perspective' saw social studies

in schools lagging behind the new demands of citizenship created.by

extensive and rapid social change. In both versions, the educational

probleM' was defined as closing a gap between what schools currently do

and what they should be doing in the area of social studies instruction.

The implications .for reform flowing from this "gap" theory were three-

fold: .(1) create' new instructional materials and practices that fill

the, gap, (2) call school people's attention to the existence of a gap
o
and the availability of resources to fill the gap, and (3) school people

would seize upon the new resources with gusto. Obviously, this link of

events did not take place on any extensive scale. Clearly, one of the

basic reasons why it did-not was because-the "gap" that was perceived to

exist from perspectives grounded in the culture of universities was not

perceived to exist when viewed from vantage points grounded in the cul-

ture of schools.

Assumption Schooling is an instruction that serves three primary

and compatible functions--the promotion of social equality', the promotion

of-individual self-development, and the integration of students into
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society. This seems to be the key premise underlying most liberal educa-

tion reform efforts, including efforts to reform social studies in

schools. Many students'of schooling, including Bowles and Gintis (197)

and Rosenbaum (1976), have seriously questioned the validity of this

premise. Specifically, they have questioned the assumed compatibility

of the equalizing, developmental, and integrative functions o£. schooling

That if these critics are correct and these three societal functions. of
,

schooling-are in fact'not compatible? Does this fact about the culture

' of schooling help explain the fate of the new social studies in schools?

'I think that it does. ,

As Bowles and Gintis argue, the, integrative function of schooling

is the predominant fuction. Schools are primarily .people- processing

institutions that seek.to.integrate.individuals into the political

economy of the society. The society in-to which students are integrated

is characterized by extensive social stratification. Given this fact
.

schools serve, as Jencks (1972, p. 135) at,glies, "primarily as SelectiOn,:--

and certification agencies, whose job is to measure and to label people,,

and second only as socialization agencies, whose job is sto changd

peoplp." Following this line of analysis 4,t seems very likely that the

process of sorting and labeling students is the dominating process within

schools to which all other activities are more or less subordinate; that
2

is, activities acquire significance to the extent that they serve as

means or mechanisms in the process of sorting and labeling students.

If this is true, it explains a great deal of the findings emerging'

from the data used by Project.SPAN:- with,rit explains the domi7

nant role that socializing activities play in the culture of schools.

To socialize students into the cultureipf schools and specifically into

the role of. student i?-to socialize, them into a system in which students

are stratified ,by grades, by class, rank, and by track. Thus, formal as

well' as informal sorting and labeling of students dominate the teacher's

job. FOr this reason, as the case study data indicate, instructional

materials and' practices as well as subject matter itself become mechan-

isms for the process ofsocialization. Materials, practices,'and sub-
,

-'ject matter_are functional within the culture of schools to the txtent

that they are useful in the process of sorting and labeling students and

conversely dysfunctional to the extent that they complicate this process.
- _
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Thus, teaching organized around a single textbook is functional because

it presents students with a set of undifferentiated tasks to be completed

by all,'maklrig the task of sorting and labeling students much easier

than it would be if students worked on differentiated-tasks. "Objective

tests", Canto& for the recall of informition provide a systematic pro-
/

fedure
for identifying winners, losers, and runners-up in.the academic

"contest; this, procedure is much more easily applied to a classroom of 30

-) to 40 students than a more "subjective" .type of evaluation of students'

creative, analytical, or other such capacities. Scrupski, citing statis-

..'

tics on the usage of classroom time, notes that

The teacher in the Adams and,Biddle study was .a principal

actor 84 pe'rcen't of the time and an audience Xfor,'say,

student - student colloquy o.r. argumentation) only 7 percedt

of the time. Most of the students are watching the
teacher's performance and awaiting an opportunity to

participate Information dissemination, primarily pn

the part of the teacher; accounted for 65 percent of

classroom time with only 20 peYcent spent on intellec-

tualization (reasoning, opining, deducing, etc.): testi-

fying, it seems, to the significance of the evaluation

process, wherein the requisite oquantificationmand-----
1
r--'s

stratification of performance may mare easily be based

on information retention and. regurgitation than on the

process of reasoning, inference, deduction, etc.

*(Scrupski 1975, p. 151)..

In conclusion, much of,the new social studies rested on the assump-

tipn that the equalizing, developritenial, and integrative functions of

schooling were compatible or at least independent of one another. This

clearly does not seem to be the case. The integrative function is domi-

nant. Gillen the fact that students are being integrated into a socially

stratified society, the dominance of the integrative function leads to a

school culture in Which. the sorting and labeling of students is a pre-

dominating activity, Instructional materials, practices, and.subject

matter that facilitate the sorting and labeling process are valued.

Materials,'practices, and subject matter that are expetienced as circum-

venting orcomplicatine this process are not valqed. Many features of

the new social studies did, in fact, complicate this process because

.they were designed primarily to foster studedt intellectual growth and

only secondly as instruments in the sbrting and labeling rf students.

p
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--
--,---Tfila"line:Otcatgunient also:helps_explain he heavy hasis Placed,

,
upon.- readiftg,by many tescherS "and their attza.ctiOn. to -"back to_-the.

baSics."- =ii the,cuItute;of schooling-makes_ sort \the control task:Of
_

schools as if. Students are to'beeortedbasicall on their ability to, ..

mnnipulate syMbpl.systeMs, tuen_obvionilY-the teaching and learning of

read:ini,becomesCritical to the-teaching act:because reading is .critical

to the testing act. Teachers _judge. themselves-, and parents and others

also-judge-them- in terms: of hOw well students do in the "reading game."

Reasonshy the Culture-of Schools. Was Npt Changed -

Much aboUt the-inertia of the American school system can be inferred

_frpm-the_preceding discussion. Much more analysis_would be required for

a full understanding of this phenomenon; only soave Brief- comments are

appended here.

Despite initial incompatibility between the demands of the social
a

studies reformers and the culture of schools, the reform movement would

have nevertheless succeeded had it been ably to effect change in the

culture of schools. Why was this the case? Why, in short, was-the cul

t

.

ture of schools so resistant to the changes implicit in the new social

studies reform movementj

' The beginning of an answer,isato be found in the NSF case. study

data, which highlight the fact that teachers lave in two sociocultural

systems. One is the system of the school and the other is the system of

scholarship. Teachers "belong to both systems but they are much less at

the mercy,of the scholarship system. Scientists and other intelligen,tsia

have little effect; parents and other teachers have much. What teacher

do with subject matter . . . is determined by how ,it sustains and pro--

tects them in the social system [of the schools]" (Stake and Easley 1978,

16:23). .
\.

If this is the case, then onellust ask: From where do the powerful

lkinstitutional demands of the school derive? The sociology of education

literature suggest,two answers. Perhaps the schools' powerful hold on

teachers derives from the internal characteristics of schools as organ

izations and has little to do with the alleged social functions of
;

schools, If this is the case, then the behavior of teachers and hence

the learning of students are changeable if schOols as organizations can
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be changed. On the other hand, it is possible that the schools' power-

,fhl-hnld upon teachers relates directly to the functions that schools

and schooling 1)rform in theqpolitical economy of the societ For

example, what teachers do and do not:do may be determined in large

measure by: the fact that they are in the sorting and credentialing busi-

ness withih a society stratified by class, race, and sex. If this is

true, then changes ix-
the organizational structure of schools per se

will have !little impact uTh the realities of day-to-day life within

schools. Substantial educational change is thus dependent upon, substan-

till social change in'the larger society ,of which schools are a part.
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