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AN INTRODUCTION TO PROJECT SPAN - | - S

>
-
.
.

- Project SPAN undertook .the task of desciibing and assessing the
current and recent state of social studies/socfal science education, of
designating desired states to which social studies might or showld
aspire, and of Shaping recommendations as to how those desired states
might be approached. 'This has been a formidable task, increasing in
difficulty as the project moved ‘from describing the current state to
envisioning desired states to frahing recommendations. ) .

R ' ., A ’ — )
In *describing the cuf?én; state of social studies/social science
education, the project began with three coordinated studies of science
education supported by the National; Science. Foundation auring the her;od

© 1976-78: a series of ‘caser studies ‘conducted bysthe Center for’ Instruc-

.f£ional Research and Cu?;icﬁlum Evaluatior at- the U@ivérsiQy ot I1linois,”
-a national:suruey/condugted by the Reseafch Triangle’ Irdttitute,”and ‘a
survey of literature for the’peried.1935-25;.condupgéd by The Ohio State:

University with tlie. agsistance of the Social Science Education Consor-

. tium. Thesc three .Studies,, using-three very aifieient but cohgruent

methodologies,, prbvide a wealth of° imformation ahoat precollege educa-
tion:ih naturad science, mathematicg, and social stuydies/social science
edscation. In addition te‘these three fruitful sources, SPAN staff and
consultants reviewed 'hundreds of otKer .docugents bearing on social
studies and, through correspondence and at cohferences, sought the,advice
and comments of many _persons throggﬁout the nation. 2

With respect to the specification of desired Stgtes and, of recom- ‘
p R |

meridations for achjieving them, the basic “fact ot soc,al stydies. educa-
tion at present is that there is a great diversity qf] opinion, from which
it is impossible to .elicit consensus. Therc.are polar positions on the

most basic issues, and a range of opinion between the pole's. Some feel
that social studies is in need of drastic revision, others that there is
Y

- little or no need for concern. - . )

-
PR

The _great diversity of spinion Qbout‘desire states and recommenda-
tions that exists in the litefature and in t%;'opi ions ¥ sbcigl studies
educators throughout the ngtion, as eXpexienced by SPAN staff members in
berusing the literature, in numerots me&tings and conversations, and in
voluminous- correspondente, was aIélfteflected in the twelve consultants,’
who worked with -the -SPAN staff throughtout the project. The twelve con-
sultants were chosen for tHeir kown contributions td* social studies
literature and practice, also \foragheir representation of vaxious social
studies roles: elementary ox"secomndary‘teacher, ‘consultant or supervisor
at district or state lewel, professional association, university teacher.
They were indeed "rgpresentative®--fot only of social-studies-éducator
roles but also of a wide range of opinions about desired states and
recommendations! - - - Y. o ‘- ‘ T .

. - .. . ] . X
Giyen this diversity of opinion, both in- the 'social. studies
at large and within the group of ¢ seltants, the, SPAN ,staff (

-

©

t

which there were “also some differences’ of qRinionL)'hgdsto't e the ",
ultimate responsibility. for fofmulating/ the* statements co erning :
destred' states and recdmmehdaﬁions.,’Wq&wish‘tq give full £rédit for
information and ideas we have boerﬁbd and usgd--borrowed o;h,from‘the .
consultants and from'social studies’ eddcators at; large. But¢the staff -\,
must accept “final responsibility for the. gontent of, th QPQN ports. !
{ L - T ..*:'»k"" K : ’ ’-“'~' <o
‘ t oy, 11 - . ot . . . "' © R
¢ . L’;‘ ’ . y /
- & | ‘ N ",'/ . « ¢ »




The staff> members who worked with SPAN throughout, the praject are [rving
Morrissett, Project Director and Executive Director of the Social
, Science Education Consortium, Douglas Superka, Associate Project flirec-
s tor and Stdff Assdciate of 'SSEC, and Sharryli Hawke, Staff Associate of e
«SSEC. Bruce Tipple, a Staff Associate of S@EC; also served as a btaff
. member during the early part’of the| project; at did three Tedcher [Asso-
°- * ciates of SSEC, Maria Rydstedt; John Zola, and William Cléveland.

) ; .
Two 1nd1v1duals producedfbonm1531oned papers at the request , if the \ .
prOJect staff. Dana Kurfman reviewed the status of evalpation pro¢esses .
in‘social studies apd .made reconmendatlonc on needed changes. Hizel.
Hertzberg wrote an extensive review of soc1a1 studies reform effqrts
-from 1880 tb 1980 o : -

-
° . - e .

- . /
Ihe eonsyltants who worked with SPAN throughout the project ar

> . -
. -

. Lee nndemson T ’ Bob Beery -
. Proféégé: of” Political Science Socizl Studies Consultant 0
Nor thw ern Unlver51ty.. - .Rochestery (Mlnnesota) Public ,
° . . Co Coe Schools _ 7} LY
Mary Vann Eslinger : Verna Fapcett )
Social Studies Consultant - Social Studies Tedcher Emeritus
North Carolina State Department ~ Fayetteville, NYK%Q\\ o
’ of Education "o - ’
John D. Haasg . James G. Wengel °
Professor of Education . Social Sfudies Consultant
+ . . UniGersity‘of Colorado . Vermont State Department oi
o . Education Lt
Jarrell McCracken . * John U. ﬁichaelis SR )
Teacher of Social Studies Professor Emeritus of Education
Manual High School . University of California, Berkeiéy
Denver, CO . . \ . ) — :
‘. Fred M. Newmanh . John Patrick ; . R
Professor of Curriculum- ' Professor of Education -+ =
. and Instriaction .  Indiana University . LT
- University of Wisconsin . ' e, .
4 -
/ : Elizabeth A. Pellett Roosevelt Ratliff * T ///
Social Studies Consultant As$ociate Director-for
. Los Angeles ‘County *Schools . Affiliated Units . - | . .
+ ., e The Association for Superyision
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. g PREFACE ' . ]
' The papers collected in this: volume dld not fit neatly into the -
two maJor volumes produced by ?roJect SPAN——The Current State of Soc al’
Studies and The Future of Soc1al Studies, The papers vary consldera
\ i in terms of purposée, level- of detail, length, and topical focus.
I
A

papers were also prepared at varlous times durlng the course of Projec

SPAN, - with some belng written.a$ early as 1979, Whlle these papers .

1nfluenced the th1nk1ng of SPAN consultants and staff, they represe t,
to-a greater gxtent than other SPAN publications, the personal o

' N observatlons, 1nterpretat10ns, and opinions of particular. authors.

|

< T The papers are organlzed into two categorjes. The fl%;t grou .

deals with the current state of social stud1es, parallellng and |
elaboratlng the SPAN publlcatlon on that subasct. The second group

: conta1ns four d1‘};se and rather rad1cal ‘approaches to improvement of
T

soc1al stud1es.\ e third .and final section of: this volume contains a

\- complete bLbllography of references consulted durlng the course of the
\\ _prOJch. > o e
7‘\\° ., . Thé first paper in the volume is "Evaluation in Social Stud1es, in

] .

Lo which Dana‘ Kurfman presents a very broad _view of evaluatlon. The
purpose’ of evaluatlon, he states, is to he1p those involved in
education make sound decisions." He 1ncludes among educational dec1s1on

‘, makers teachers, adm1n1strators, students, ;wLents, school boards, and S
leglslators. Kurfman cites three types .of dec1s1ons as” being based in

varying degrees on social studies evaluation procedures——dec1s1ons i

related_to instnuction (spec1f1cally, decisions related to gradlng and

diagnos1s), dec1sions related to selectlon and placement' and decisions
related to programs and curriculum. Use.of.varlbus evaluatlon procedures
and practices 4n eratlon to these types of “decisjons 1s~rev1ewed

Included are a discussion of the advantages _and dlsadvantages of . \

: criterion—referenced and. norm-referenced tests and .a review of the
‘ characteristlcs of commercially produced social stud1es tests. Kurfman
4 indicates that in sp1te of the quant}ty and d1vers1ty oﬁ dvaluation )

procedures available to edficators, typ1cal ptagtices are rather narrow
( . ., . .

and unsophlsticated. e o . .
> B B - ‘;‘/‘ > e ’ - S \
- i , - 0
\ -y ) g . © i ‘:
. ,
¥ . . Py
@ N . S . -
o @ - 7 vit . °
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\ John atrick,jin-"J nior High School Students' Learning “in Social
.\ udies,” gives .4 succindt summatry ofrresearch findjings on junior high :
. ‘ . . (-]

stydents' perceptions of secial studies and their knowledge, skillé; and .

P . . . b
attitudesg. ome suggestigns for improvements are.made and some

< particuldr research needs Are identified. Mary Vann Eslinger's paper,

, "Senior High School Students' Attitudes Toward Social Studies," dwells

prlmannly on the 1nterest ttitudes, and mdtivation of students with
respect to socijal studles, s documented 1n the NSF studies. Her .
conc1u31ons are® ather negat1 e, but not entlrely so.
The next)tw papers addr ss vardous factors that affect social
studies teachers and teaching. \'In "Profession, School and Communlty,
. "\'Fred Newmann pointis to three 1m¥ortant factors affectlng the cllmate of L

\
sénoo}s. His mlajoy theme is wh

social studies ‘does not exhibit tHe

. ‘ bl

. Joo - . .
. characteristics of \professionalism to a greater extent. He also

describes how the exigencies of management and control in the schools

¢ , : . . , . . , |
| restrict  depth and diversity in the.teaching.of social studies and :
"t .o . , ! . . .
} explains how and why\ controversia] issues typically receive little
% attention. : T ., . '

Douglas Superka, \in "Money, Mindates, and Managers," describes

three addtional effect on social stndles. Federah~government funding,

. and,.'to a lesser extent| on soc1a1 sdudies teachers. State and local
laws and guigdelines hav had substanﬂlal and 'highly varied effects:
many states mandate.certain soc1a1 stu 1e§ topics and courses and many | )
states adopt texts gt thel state 1eve1’ Admln;strator§ and supervisors
at state and local levels @lso have varied influences on social studies '
négrograms: chairpersons "are usually quite influential,” building '

. principals may be, and loca and state s ervisors are generally seen as

having rather minor. influence.
" In the final paper in the flrst sectilon of the volume, Bruce Tipple
brlefly reviews "Educationa Change Processes in Social Studies,"

~describing ‘Fome models _of ‘\curriculum development, information

// " dissemination, and teacher tr ining and noting some of the sucCessful

artd unsuccessful aspects Qf these models.

IR .

The first paper in the 's cttsﬂ,on social studies futures is "A

Social Roles Approach to -Sociall Studies," by iDouglas Superka and Sharryl

Q ‘ L . ; ’ L Y 0 A " : ) -
. ERIC S R S I PR . .
>+ EEEEELE 7 4 - : . ‘_c , . . s “ . . . %
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Hiwke. It presents an organizing ,framework for cigl st dle\gthat

cojtld serve as an a1ternat1ve to the dominant palttern that $ existed
. <,

citlzen, worker, consumer, family membern friend, member of- gcial
groups, and self. Each of the rples i ribed in detail and the way
“in w;ich each role could contr1but9 to a11ev1at1ng the s1ix problems of
J social studies identified by Profect SPAN 1s\€xp1a1ned Flnallg
answenls are given to some of the obJectlons that might be raised to the

use -off the suggested framework Thlé/pj%er is a condensatlon of a

sepa ata report publlshed by Project SPAN Social Roles: A Focus for

.

. In 1he second paper of this section, "Concepts and Skills: Social
Studies iy 2002, " James Lengel presents .an imlaginative scenario dated in

« the year 3002. This report to a reviGEE education directorate of the

" National Stience Feundation describes how a-new approach solved many of

of social studies described in the 1982 SPAN reports. The

‘ new approack is a focus on-concepts and skills. Lengel d9scr*bes how
this ‘approa;h has affected curriculum, 1nstruct10nal practlces,
research, and the handling of problems and 1sques.4 -

In the third paper of fhls section, Fred Newmann descr1bes‘three
very sgeclflcichanges he feels are essential to/ ach1evement of good
social studieszprograms. One change involves students: ‘they should be \

: 1nv51ved in co vunltfebased problematic inquiry. Another focuses on
teacherss theya eed, circumstances conducive to development of their own
‘prizessionalism.l The third rccommendat{%n caliﬁ for ‘a reduct10n\1n the

size of large scMools as a necessary condltlonvfor/lmprov1ng school

climate., ° o )

4 The final papkr of this section, by John bﬁch;elis, is "Desirable
ébaracterlstics of \Social Studies/Social Science Education." 1In sharp
-contrast to Newmand's paper, Michaelis _Presents ‘a broad, ec]ectlc

checklist of 1tems hat planners of social studies programs ,should

consider, organized dnder the headings .of rationale, focus, goals and -

' v

) Despite the hete ogeneit of these paéers, wé\hope that readers '
A will find the volume td be both useful and stimulating. = ' :
' . Douglas P. Superka
] . ) ‘ ) Irving Morrissett

B A Fuiiext provided by ERIC
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Consensus among educagors-is gr
tépnal evaluation:
sions (Stufflebeam et al.
Sometimes the decisiop makers ate te
they are students, parents, school

makers determine the factors the

then sepk 1nformat10n about those f&actors.

decision maklng,‘evaluation is theyg

to be made,

s1ons,

- Problems of educational evaluatlbn ofuen arlse ‘because the dec1s10ns

J~

.

to help those in

-

~

w1ng regardIng the purposa ‘of educa-

olved 1n education make sound deci-

1971; TenBrink 1974; Superka etxgl. 1978).
chers or admlnrstrators. Sometimes
oards, or leglslators. Decision

y widl consider in making judgments and

?hu&, in the context Qg

ocess of clarifying the'decisions

1dent1fy1ng the factors to be considered .n maklhg the deci-

*and searchlng for 1nformat10n about those factors. ~

to be made are not clearly d1st1ngu1shed because the factors considerdd

in making decisions are not made explpc1t

a11 of the factors are not ava11ab1e\

dec1sio s 1mportanc er soplal stud1es\educatlon are d1st1ngu1shed

and because data related, to

In this paper, three ‘types of

Sstu-

»such dec s1ons are identified,

and sevi

tion ‘about student 1earn1ng\are describ

g sions of - Each of the three types of d

deeisions

(1) méklng instructlonal dec1sions,“ 2) maklng

decisions,

L)

lated to:

1] L‘

Ay

—

ral methods of obtaining 1nforma—

rd. Ph%n follow separate discus-

-

efisions .as they involve soc1aL

The paper concludes with a brief synopsis oi flndlngs from a

%
.

Three Types of Decisions .o

In soqial studies, @as in orher areas of legrqung, three krnds of

the’ process of evaluation €an be d1st1ngu1shed’

lohn u.
Substaptial

-

,,_,,J

'
-

"r‘

¢
[

Michaelie, Fred:iM. Newmann, and
?ssistance in the preparatlon of this paper.

seleetlon/plaCement

nd (3) maklng program/currlculum mod1f1cat10n dec1s1ons

oosevelt,Ratllff provided

-s) ) 13
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2
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Instructional deeisiéns tend #o be the' prerogative of teachers. ,
Selection/placement” decision makers are usually administrators or gudd— .
- ance couﬂ??lors, while progyam or furriculum modificatign decisions are .
* the responsibility of schooll adm1nlstrators and boards of eaucatlon vl
All three types of dec1s1ons depend on 1nput from students
Although teachers are involvéd in a var1ety of dec1s1ons durlng the ) .

; N . .

instructional process (Huntej 197K), two of their decisions in particular*
rs

l

!

| are based on evaluative factlors and data. One is 'assigning grades, » thiF
|

{

bther adapting instructional strqtegies to account for diagnostig infor-

ﬁatlon about students., | ' L . X
“

Dec1d1ng what grades to glvé students becomes more and more Slgnlfl-

.. capt as students move from primary school’. through senior hlgh school’. )
gdeg become dec1s1ons abou lelure,,acceptablllty and excellencg, as

, well as credit. The 1nereas n }mpertance‘or graorng is based on the
fact that  this teacher judém '

‘e whetherlstudcn%géare'retaine

i Grades also serv%_as data whi

t is used by administrators to deeide * .
s advanced and--ultimately-—graduated\‘
h students ‘and their parents cdn use in

mah&ng decisions about how sfudents'should /use the1r time, and evern-
, tually;‘about prospective sthdenn¢nareers

' _ The second 1nst\uctiona] decision is selection of* teaching proced- ‘
ures and/or materials \Eeded to correct 1earn1ng deficiencies. Teachers -
at alL levels make instructiopal decisions about the materlals and o
s Strategles most, useful in helping students learn. Much of-the informa- ‘

;1on obtained for such dec1s10ns can be cons1dered to have a d1agnost1c .i

functlon‘ "D1agnos1s . v . is needed if reasonable treatment decisions

.’ are to be made. The teacher will be\better able to recommend $pecific
types of remediation 1§‘he‘knows the specific skills in which the-child

| . :
is deficient" (Sax 1974, p{ 280). . v,

- . v~

-

e

- SeIection/placement dec1s10ns 1nc1ude’adm1tt1ng students togspecial

. b -

progrags, making retentlon or advancement decislons withir® a precollege
school setting, deciding who-will graduate frOm high schogl, and admit-
ting students to colleges or technical schools., éuch’dedisipns are .
usually made by guidance couns:iors and admfnistrators‘usiné'érﬁteria
unrelated to social studies. General academic aptltude is the major _

-

influence on most such decisions. However, high school graduation inm

-most states requires one or more socfal studies units. In addition,
- . [

H .
- -
» A . - -t
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agmlnlstrators 1ncrea51ng1y are asked to include the results of state-
competency measures in social §fﬁd1es or c1tlzensh1p as a condltlon for
. graduatlon Social studies achievement tests are also used as a source
. - of znfoxmatlon for college adm1551ons declslons. Moreover, the results
of spec1a1 examinatlons in Americah hlstory and modern European history

are used to make advanced placement declsions in many colleges and

un1ver51t1es

. -
: : S v 4 ¢

Program or curr1culum modification decisions 1ncorporate a.range of

such th1ngs as overall curr1culum plans, grade level fhemes or Secondary

schoel “courses, umits of study, and spéc1“ic learning activities.

. . Involved as declslon makers are adminlstrato s and policymakers at all
levels. Many such decisions’ are made w1th inpyut from the general publlc

and students, as well as teachers. State and atlonal éssessments of

citizenship and social studies learning can pro
. N

1) v

N useful for making prog;jm modification decisions.

‘

.

Two Major Factors Involved in Making Educational Decisions

|

ledrnings;

' : Student dispositions and behaviors, as well as studen
are considered in making .the three, types of educétional dedisibns

. dist1ngu1shed above. Stud#nts' w1lllngness to behave:in appfﬂqed ways

N may be as important to educatiohal decision makers as their .attainment

v of 1nstructional—obJectives.. Both’ the disposition to- follow school and

A teacher rules and attainment of 1nstruct10nal objectives are factors in

- ‘ makihg social stud1es evaluatlon declslons. ‘ !

¢
. .

/
HStudent dispﬁsitlonal fdctors. 1nfluence 1nstruct10nal decisions_

\when teachers base their grades, in part, on student willingness to

) ' willing to cooperate if teachers-are. to obtain accurate d1agnostic feed-

| T back and plan remedial programs. ﬂlgh school graduatlon depends in part

% ) < upon sucﬁ behavioral factors as‘school attendance and tardiness. More-

\ oY © over, college admissions deci51ons are usually influenced by students

N . . involvement in pub%ic or school sdrvlce actlvities. Program mod1f1cation

\t; ; decisions are’ also nfluenced by student feelings toward the program
;,‘ - being evaluated as well as by w at students learn from that part1cular

K i -
e, prograu? A < , o f -

. R I -"““}" (m( ; . B . ‘
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complete homework and part1cipate in class activities. Students must be
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.making 1§ recognition of the full scope and breadth of social studles

.

Student learning, ev1denced by t:he attainment of instructipnadl

1nstruct10na1, selectlon/plaCEQent, and curriculum/program modificat\ion

o

\
|
|
|
v A ‘
obJectlves, is, of course, an _equally important con51deratlon 1n m klng
dec151ons. Mpst often, social studies objectives deal with what studdnts

are supposed to know and understand such as the rights and responsibili-

ties of c1tlzens._ They also include considerable empha51u on social

studies sk11Is, such as map reading and graph 1nterpretat10n. Most,

stateménts of social studies objectives include devélopment of attLtudes
and values, such as respect for self and o?uers. Some statements also.
include part1c1patlon in publlc aff a1rs; such as organized attempts to
influence leglslatlon or resolve local\ﬁroblems ‘ v

One of the major condltlons for effectlve educational. decision

[y

objectives. As 1nd1cated above, four types ‘of objectives can usually be
identified. The NC?S Social Studies Curriculum G;\d ‘nes 1nd1cat2??hat)
"knowledge, abilities, valuing,- and social part1c1patlon\§\ou1d all be
represented in thga%téred objectives of social studies p\bgrams
("Revision of the NCSS Social Studies Guidelines" 1979, p. 269). The
social studies "methods of evaluation" checklist in the Evaluarive
Criteria of the National Study of School Evaluation recognlzes four

somewhat dlfferently stated types of objectives:

~

) -—-Evaluation procedures measure various levels of

- student cognition, such as knowledge, comprehen51on,
application, analysis, synthesis, and evaluation.

=—Procedures are undertaken to measure student growth
in skills appropriate, to,the social studdes. g

~ -—Procedures are undertgken to measure student growth
in the affective domain (i .., the development of
attitudes, values, and beliefs). .

-~Efforts gre ma®e to evaluate the students' abilities
in both group ~and individual activjities (Evaluative
Criteria 1978, p. 230). . - - c e

4

include all types of objectives. The NCSS guidel'nes also indicate that
"Evaluatlon should be based primarily on the schqol S own statements of :
obJectlgfs as the criteria for effectiveness" ("Rev1sion . :"'1979, .
p. 272). The point is that dec151ons should be based on ‘student attain~"

ment of the full range, of a school s stated social studies ObJeCtlgeS.
/

.) - AN - lf} . -



While 1nclud1ng a broad range ot obJectlves is 1mportant, each
\ obJectlve must be klearly formulated befor& relevant 1n£ormat10n cdn be
gathéred. Emphasis on behav1oral obJectlves focuses, attention on the
specific things students learn .to.do. Thus, social studies educators
are forced to thlnk about and identify expected studert outcomes. ’
._Attentlon to student outcomes red ces the tendency té write obJectlves
“ « statements that refer to what teachers and students W1ll be doing during
a learnlng experience rath than what students w1ll be\\ble to do as a
result of the learning ‘giirlence.“lMofe importan perhaps is the
emphasis on clarity and specifieity reguired by
N Simply s&ylng, for example, that students7w1 gaim increased "apprecia-
° tion" of European culture is not sufflcrent%l Instead, teachers must

/.
specify the: characterlstlcs of Eurppean cultures that students will be

ehav1oral obJettlves.
;‘\

able to describe. As a res lt,ﬁsoclal studles obJectlves become clear

enough to direct teabhers\ang_mthers to the overt indications of\g udent
attainment of the objectives.; >~ -
4 3 h ‘

[ SO »
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Obtaining Information.en Student Dispositions and Student Learning

)

obtained in a varlety of way
v student behavior. Another i
aware of what they do not say. A thgrd is examlnlng student respon e

to“assignments and questionsl .

Nlng stuaent behavior or not1ng the ‘lack of expected behaviors and by
- obtaining student reports about their interests. Grading decisions, £ r/
\ p, eXamplé, are based in part on observatlons of student behavior and mik
-behavior. Manyiteachers llke to rely on such "objective'" information a&
. records of tardiness, absence, and prompt completlon of assignmentsj—all
: of wh1ch can be recorded'in the "gradz book." However, more SUbJECthé
forms of data gather&ng are also at work in the inferences teachers draw
: about student d1sposit10ns from student behaviors. From certa1n kinds
of observed behayiors teachers make 1nferences about student 'effort
Other aesirable student d1sposht10ns ore inferred from partlcipation in -
s -

class discussion and acbommodadion to the teagher's rules and regula-

\ -y
. EMC . \ . ‘\ ' \ e v:J v
mﬂmwﬁﬁ‘ ) N\,gw -\ . . )
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tions Such ev1dence of student d1spos1t10ns bécomes important data in

v

maklng grading decisions. e
~ Examples of the ‘use of stndent reports about their interests are
avallabIe in collegé select1%n and program moolflcatlon decisions.
. C 'Student act1v1t1es and "interests provide a major sourcc of information v
for college selection decisions; students are asked to describe their
- participatiom in-activities as diverse as music, student government, and

- sports In evaluating'programs and c¢urricula students are asked to

~
1 . &

indicate what they like ano dislike about a partrcular program or curric-

ulum feature. What students feel and report about ‘programs thus becomes

an 1mportant source of 1nformat;on for program modlxrcatlon decisions. \

- Information about student learning is obta1ned through observations

of classroom performance, the review of homework, classroom discussions,

H\\\\ and tests. Teachers observe student attainment of several kinds ofi

" learning outcornfes. Especially in elementary school, behavior such as
pointing directions, desk work, and group interactions helps teachers
correct their instructional procedures ‘and make grading decisions.
Increasingly in secondary schools, homework becomes another source of

o information about student learning. . ~

. Teachers at all levels receive behavioral and spoken cues that lead
e to changes in 1nstruct1ona1 practice. Some such,cues are simply facial

7 e;press1ons. More often they are student responses to teacher questions,

°
as well as questions or comments miade by students. In fact, the recita-
. ~ . N .
tion mode of instructién serves both. an, instructional and a data-
. . 1)

gathering purpose, as the Illinfis case study investigators found: "Both
récitation and examinations had been designed to meesure student perform-

ance . . . Recitation stood for pefsonal involvement and judgment;
examination stodd for ouality control and impartiality" (Stake and Easley
1978, p. 15:14). This finding is conf1rmed by studies -in the 1950s and
1960s that show”"class d1scuss1on ds a major evaluatlon technigue used

by about 50 percent of social studies teachers (Wiley 1977 pP. 53-54j. )
R " As 1ndicated teachers seldom make instructional and particularly
grading decis1og§ without 1nformat10n derived from written examinations
or'tests. As og‘%SJSE site obser\:er commented, "Considet, for instance

__ the presence and rchrrence of these items . . . reviews before tgsts, .

tgking of quizzes and tests, returning and checking of “tests ... ."

.o M 4
K\\ Q : ' J .
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(Stake and Easley 1978, p. 15:13). Teacher-made tests, moréover, were
the ‘most prevalent type of formal testing used in the CSSE sites" .
(Stake and Easley 1978, p. 15: 4y, -//

Tests teachers make for grading and, less often,. for diagnostic

purposes 1nc1ude a variety of item types. Some social studies teachers

) ‘lean‘toward open-ended essay questions. Others rely .on true-false,

matching, fill—in—the—blank and multiple-choice questloms. Studies in

the 1950s and 1960s showed that teacher-made"objective tests were used
thlce as commonly as essay tests. .any more essay testskare used in

social studles classes with high- ability students (Wiley 1 Z7 pp. 53,

54 59). Which .types are used seems to depend more on time aVa11ab1e to

make ' the test and teacher 1nc11nat10n than Qn*approprlatenessvof item
types for the obJectlves belng measured. - * :
Externally developed tests seldom prav1de data to he1p teachers

make 1nstruct10na1 decisions, probably because such tests lack'suffi- -

. cient correspondence with the subJeCtlvely perce1ved obJect1ves of indi-"

vidual teachers. Jnformatlon for se1ect10n/p1acement and program modifi-

catlon decis1ons 15 more 11ke1y to come from externally developed rather

than teacher-made tests. Until recently, most such tests were norm-
referenced. Incréaslngly, however, criterion- -referenced tests are coming
into use. Some state competency tests used for graduation decisions are

criterion-referencdd, as are tests prOV1dIng information for program

.

modification dec1s1%?s.

L4

A Comparison of}Norm—Referenced and Criterion-Referenced Tests _

. . '
Disagreement ex1%ts regarding the d1st1ngu1sh1ng character1st1cs
and re1at1ve value of*norm—referenced and criterion-referenced tests.
Some educators find th “distinction in the emphasis of criterion—
referenced tests on 1nstt&ctiona1 objectiveg and student attainment of a
pre-specified level of thevement. Yet, "both' norm-referenced and
criterion-referenced tesé% are concerned Wlth the objectives of 1nstruc—

~tion ., . . Both compare the performance of the ‘student w1th some cr1—

terion" (Sax 1974, p. 257) They dlffer in the exp11citneij/3ith,wh1ch

instructional objectives are def1ned and the type of criteridn with which
student performance is comp?red

1
i
i
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The first major diffetence in the two types of tests is the scope
and definition of the objectives measured. Criterion-referenced tests
refer to a narrower domain of objeltives than nofm-reféerenced ests.

Criterion-referenced tests require hlghly speclflt obJectlves and a

're1at1ve1y large number of items measurlhg each obJthlve; at Yreast\two

authorities mention a minimum of ten items (Popham 1978, pp. 93-95; ax )
1974, p. 281).

in practice is “that either the universe of p0551b1e tasks is so harrodly

In developing criterion-referenced tests, "What happ p

défined and delimited in scope that many other 1mportant behav1ors a

unmeasured or the universe is so broadly defired that,cach behavior,can _

(Sax 1974, Norm~

on the other hand,

pp. 261-262).

often cover such, a broad set o
!

be measured by only a few items"

» Id
referenced tests,
ill-defined objectives that relating the results of the test to tﬁese

objectives with the intent of taking corrective measures is very diffi-

cult. . ) |
' The second major difference between the two types of tests is the
criterion with yhich student performance is compared. Traditional
standardized tests are noxp-referenced. Results on “such tests‘derive.
their meanlngggprough ref¥®rence to performance norms of a well defined
group of students. Thus, a studem§'s raw score of say 40 percent correct
may place hlmror her at the 60th percentlfe of the norming population, a
result bet ef than'agaut 60 pe;cent of comparable students ®and poorer

tﬂan 40 percent of. such st&hentﬁi
tests report student attainmentuof, or failure to attain, a part1cu1ar

In contrast, cr1terlon referenced

, A
obJectlve or compétency The results of such tests have meaning only
when referred to*the competencles or objectives measured. Cr1tef10n-ﬁt

"compare the student not in relation to others but

referenced measures

% performance he W111 be expected to achieve

(Sax 1974, p. 254). Thus, a

'student may be said to be competent in using map scales to determine the

dlstance between two points when he or she answers nine of ten such
— v
questions correctly. - o

L

Criterion- and norm-referented tests have conmon elements. Judg-

ments about the level of performance which constitutes atta1nment of ‘the

competency -or objective.are usually made in terms of ewpectatlons about

what a group of comparable students can attain. Thus, where is informal

reference .to other students in.criterion-referenced testing. On the
. : o I8

-
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other hand, responsjhly develone&\n’

careful specificationg which stipulat
d . - 3

. 5

the test. .
. A major problem in using éritekion—referenced tests in sbgial .
studies ii the‘difficulty of reducing. the domain of ss\ial stun::Z\tQ -a
manageagle number of highly specific competencies.. A glance at the
lengthy breakdown of objectives drafted for social studies by the
Natlonal Assessment of Educatlonal Progress (NAEP 1980) 1nd1cates the
enormousness of the task. However, for units or lessons deallng with a
specific skill (graph interpretation), a specific concept (supply and 7
demand), or a limited set of information - (the differences between
Hamilton® and Jefferson)3 crlterlon—teferepced tests can be of consider-
able help. A . "
Criterion-referenced tests are most often used with hierarchically
arranged domalns such as mathematlcs, where the attalnment of one skill —
is prerequlslte to other, more complex, skil{s. tIf the domain is
largely unsequenced, the teacher can as easily establish one criterion
as another" (Sax ,l 574 P. 262). Anyone who has attempted to set & mini-
mum performance J?vel on a social studies test——should‘lt be 50, 75, or -
90 percent of the‘ltems?-—knows how afﬂltrary this process is. Because

social studies objectives are generally nonsequential, one authority -

" concludes that norm-refeienced tests are more appropriate to its needs ..

than criterlon ~referenced teats”“ The social studies curriculum % .

is usually not hlghly .sequenced . ., . feedback regardlng student perform-*

ance should be norm-referenced since no one defensible critérion’ exists"

(Sax 1974, p. 265). - . / )
Although cr1ter10n—referenced tests are best suited to clearly

formulated informatlonal def1n1t10na1 or skill ob3ect1ve§l_”the/ ®

NN

criterion-refe:enceﬂ movement has prqba "been bgneficial, even for the
7
3

fons. They are also he}pful

') decigions, particularly when serving

. T
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as the ™final examination" for a cburse. Criterion-referenced tests can
be used in making all three kinds of decisions. When determihing whether
students have attained an objec&;v- such as identifying directions -

cbrrectly on a map, the results.can|be helpful in making grading deci-

sions. - When decisions are made about instructional strategies to facilil-

-

tate learning, test results which ideptify strengths and weaknesses in
attgining an objective need to- be cigighion—referenced. Many state
cohpetency measures used in placement decisions are criterion-referenced
in terms of competencies. Likewise, when decisions are made to modify

~ programs, criterion—referencedltest results which point to objectives
attained and objectives not attained are most helpful.l ' -

Social Studies Instructidhal Decisions

o 8

| .

Ahthough the two kinds of evaluative instructiohal decisions we
have.i entified take place from the primary classxézz through senior
high school, grading tends to increase in 1mpory/nce as:stud&nts move
into the high school years, while ﬁhe 1mportapce of modifylng tgaching

strategies on the basis of d1agnos c informétlon tends tp decrease.

‘\‘m R L f_/, ’ } /.
’ ot = N #. i ’
e g R e
Test1n to Grade s GRE . c - .
g "* fgt"& : /

Social studies teachers lse\a variety of personalized systems 1n e
determining grades. Major fahtors emphasized by teachers are student ‘
attalnment of instructional obJectlves,vqften vaguely Elrmulated and
student d1sposition to attend class, complete assigned work, ind partici-
'pate in class activities. While little information about actual grading
practlces 1s available, there is w1de agreement that grades in elementary
+ school are determ1ned not primarily by demonstrated competence or quality

of work, but by the amount of'work completed and by student attitude in

class. This {is particularly:gvident,in,grading systems which- rely on-

student "contracts" to do cgrtain designateﬂ'things: théomdre tasks
‘students accomplish, the mor} Itkely they are toQ earn. A's and B's rather'

than C'sy and D's. Emphasis appears to shift toward ,competence and -
. quality of- learning in the higher grades "an'd the more academ1c classes.

Exemination of the kinds of tests, homework assignments, and class

¢ -
2

tdiscussion tasks commdniy used 3nd1cat7s that teachers make grading deci-

x » A ]
. :
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sions ‘on the bas1s of a very narrew range- of learnlng outcomes. When
these outcomes are clear, they are dom1nated by low-level - cogn1t1ve
operatlons—-prlmarlly recall of information and some’ application of
concepts (Wlley 1977, PP- 69 -70). Surveys of evaluation practlces‘show
that social studies teachers\"tend to ignore all but content objectives,
in evaluation of studentg" (Wiley 1977, P: 79). Social studies skills
rece1ve-cons1derable attention in clementary and middle schools, but
' virtuallf.none|in senior high' schools. JWhlle\teachers make occasional
evaluative judgments on such‘"affective" obJectlves as sense of self- '
esteem, ‘democratic attitude, ahd sens1t1v1ty to others, thenefls,nd
. evidence that atta1nment of such obJectlves contribytes to lstudent
‘grades. Even when affective variables are 1ncluded 'n educat1onal goals,
teachers appear to devote ‘little time to their measurement “

Studies of ‘evaluation pract1ces ‘conducted from 1955 to 1975 1nd1cate

that teachers of social stud1es are not soph1st1catedlabout evaluation.

They do not like to engage 1n evaluation -and are uninventive 1n doing -
so0. Most teachers use a Jumlted number of assessment technrques—-tests,
class d1scuss1on, and examination of studenﬁ's work |\(Wiley 1977, pp. .

78-79). Nevertheless, te&dhers are confldent that they have adequaté .~

—
1nformatlon to,make accuratf judgments about ‘student ac mevement ThlS

v -

¢onfidence 1s/§o strong,that tehchers often oppbse efforts to introduce
|

more syStematlc ways of measuring student ach1evement (Stake and Easley
1978 , PP 15.: 17 15:21). To the extent~€had teachers have extensive -
contact with students, thEI% general assessments of students' success in
’;chool—ass1gned§tasks are probably accurate,, Lack of such contact in

higher. grades tends to cast doubt on this accuracy. Even 1n elementary

grades, teachers' conf1dence¢1ﬁ their assessments should be quallfled by

the blas1ng effects of labellng and of 1nterpersonal relatlons between

.
-

teachers’ and students. . U - . ™
‘ Little use of teacher—madé tests injevaluating social studies learn:‘ -
-ing is evident in grades K-3.\ Tests and quizzes are used at least once

a week in 20 percent of K-3 sbclal studles Classgs, compared w1th 45
percent of mathemat1cs classes and 7operCent of science classes (WelSS
1978, pp. B563 B60 B64). Use of tests or qulzzes at -least oncera @iﬁk

is found 1n 38 percent of grades 4-6 socxal studies classes, 64 percent

of 7-9 SOcial s~ud1es classes, and 60'p§;cent of 10- r2 classes (Weiss
1978, pp. B65- ~67). Cangran v U

I
|
! -
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Only occas&onafly do socia1 fétdies teachers use tests prepared by
textbook publis] 'S qf nationally standardized commercial tests “to obtain

are used~by réughn third of all\science, mathematic and- social

studies classes, exce@t for §k3 scienge and K-?» social studies classes, !

‘where such tests are used hy only apprgximater 5 percent of the claSSes

;

(Weiss 1978, p.  97). In a 1imitedgstudy “of *evaluative techniques used
by American history teachers,gonl? 8 percent reporteg using standardized

>

objective' tests ag_a maJor~tecHhaT2e (Wiley 1977, p. 53).° Nevertheless,

social studies teachers tend to %6 given the results of standardxzed
% .
test administrations. The mosf ‘commen’ use of such tests was described

>

by Weiss as reporting results to individual teachers (Weiss 1978, p.
30). Anoth less common use for 6tandardized test results was indicated”
to be "diagnosis/prescription for’ individual students." - It is unlikely

that social studies teachers woula use.these resu1ts-for grading purpoées

LY

because S“QP tests do not reflect the teaqhers own instru§tiona1 objec—-_

=1

tivei . <Y ' N )

A number o; careful%\vcgﬁceived standardized sociél studies tests Rk

exist; some deal with general social studies outcomes (such as the STEP

tests) and mgny more deal with such soc1a1-studies subJects as ecchomics,
Amérlcan government, and American history (Buros 1978 Superka et al,

1978). To the extent tests reflect a teacher s obJectives,lthey can be

used in deciding on formal grades. ;. ‘ ‘ , i~g
R o . - 4
. : . . o
-~ . * "‘ .
Diagnostic Bvaluation "‘, s -
- The second major klnd‘ofxxnstructiona¥ decision requifes use of . .
%

diagnostic information in mod1fY1ng instructiona} practices and materials
so students can be he1ped to remedy 1earning deficiendies In fact, an
excellent case can be made for involving students in identifying their

own strengths and weaknesses so subsequent stages in the learning process

»

can be planned to maximize leafning ’

Much of thendiagnostic information teachers obtain comes from the
oral and written work of students. Recitations help te;khers identify
the points that have gotten across . and those that ha e not. Written

work (when there is time tm read it') also prov1des aluable clues to

most teacher responses

student attainment of objectiyes. Unfortunately;
- - - } - y
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to student work——whether orgl or wr1tten——convey ‘no more 1nfprma§10n to
-thg ‘student than the Judgme t,. "this is good" or "bad." The judgment
"good" provides no clues as
'V'good." More-precise feedbadk would presumably guide students to what
they shbuld try to do to impréve their work. -
Standardized tests would seem to be a promising source of diagnostic
infofmation, but their actual se for diagnostic punposes appears to\be
limited. Weiss (1978L‘p. 30) deported that standard\zed tests were used
for "dia%nosis/prescfiption fory individual students"xinw§4 percent of
K-6- social studies classes and 0 percent of 7-12 social studies classes.
' A number of standardized sécial studies tests lend themselves to
diagnosticvuse. Test, manuals often prqvide 1nformat10n on the classifi-
skill® and understanding objehtives.

.1

When provided for a gpecified stullent population, item difficulty infor-

catidn of 1tems in terms of bot

mation is helpful in establishing expectation levels. A reviewer of the
"Sequential Tests of Educational rogress: Sacial Studies" underscored

1agnos1s of student soc1al studdies
2

the poténtial of these tests for

'skill'de&elopment: " "A well-organided and easy-to-use item class1f1cat10n

system is provided in the manual f each series. 1Iteps are class1f1ed
by skill level-—organlzlng, 1nterpr ting, or evaluation 1nformat10n . e
Percentages of the normative sample assing each 1te% are given, ‘so that
even though the test is not divided hﬂto 'subtests, users can reference
specific skills, even one as unique

(Mullis 1978, p. 1425). . .

% . . s .\"c ¥ . 0 ° LT
Even when itemdclass1ficatlon in ormation is lacking for @ standard-

s \the ability to interpmset cartoons"

- -

ized test, teachers™ can set up their Yown categories of objectives and
class1fy the test items accordlngly. tems unrelated to the ohiectives
considered 1mportant can be left but o theadiagnostic analysié.
. 625 of the readons teachers do no use diagnostic information in
making ' instructional decisions is the complexity of the task. For

example, a teacher could administer the| social studies sections (maps,
graphs,,and tables) of the "Iowa Tests pf Basic Skills," machine-score
‘the answer sheets, and provide the ‘resullts on each 1tem for every ‘stu-
dent. The results could be organized in} terms_ of such major subskills

as locatlons, directions, distance, symbolls, and graph interpretation.
" e . 4. "'4 - .
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o what,attributes of the work are considered °
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'But without cbnsiderabIe help, most teachers have neither the time nor

the patience- -£o cope w1th cqmputeé\prlntouts of such detailed d1agnost1c .
p)

.. information on 1nd1v1dua1 students. : ©, . oo
; .
k)
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° . . Social Studies Selection/Placement Qégisions .
. L4 | . ’
* . ’ N '?
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Placemen’t Decisions -

Admlnlstrators place students in special programs and spec1a1
sections of standard social studies courses, but seidbm do the criter1a
used in making these glacement decisions refléct performance on soc1a1
studies goals. Most commonly, such decisions are made’ pr1mar11y on the
basis of informatlon from reading tests or general 1nte111gence measures
and'Past academic performance. Such is also the case with decisions

to a Lesser extent, who

.

se of sécial studies information for placing students in special

s tends/to decrease in the upper grades. Use of standardized

reportéd to be "great" b§!31 percent of elementary sghools and by only

18 percent of secondary schools.
was reported at 28 ﬁercent for, grades K—6 and 8 percenu for ,
~12 ,(Weiss 1978 p. 30). ' \
. . . . . {
-Graduatipn Decisions L : )
Hig
‘ studies

— N L~

school'graduation decisions do depend to some degree onjsooial
riteria. Most states require one or more credits in §3E1a1
studies flor .high school graduation; 68 percent of the- states require
more than|one credit (Weiss 1978, p. 23). Most statesistipulate that

. one of thase credits be in Americ;n history and/or American government,.
23). social “studies

rading decisions provide one basis for subsequent gfaduatlon

cent Ameritan government (Weiss 1978..5. Thus,
- teachers'
decisions.
. a Demonstrated competency on\standardized tests'involving social.
studies goa s. is rapidly becoming a secdnd criterion for dec1ding WE////

. will and willl not graduate from high school. Thirty-seven states/h/;e
. "1 ) .

For placing students in gifted programs «

-
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mandated mifimum competency testing programs. Other states have test1ng

'programs without .explicit state {eglslatlve mandate (NAEP 1979). ‘'The

. in the early/years of‘§1gh school and proV1de several” oppo unities for
t

most commonly tested cOmpetencles, reading and arithmetic,.often include
N
measures of soclal studies outcomes.~\For example, Maryland functional

read1ng tests reflect four competencles. locat1ng information, under-

standing forms, gaining 1nformat10n? and following d1rect10ns (Declared

Competencies Index 1979) To do. well on. these tests, students must

demonstrate that they understand consumer and career reading mater1a1s,

can read maps, and .can 1nterpret graphs

*
.

It is not clear how many states have success on social studies or .
c1t12ensh1p competency‘{ests as a graduatlon requ1rement Weiss (1978,
P 31) reported thats 22 percent of the states were planning basic compe-
tency programs in the social studles Wiley (1977, pp. 73-74) reported
that in 1973 66 percent’ of the states either had or were consfderlng ,
testing programs in Social studies or citizenship. The position state-
ment of the NCSS on graduation competency test1ng refers to a 1978 study,
noting that "fifteeﬂ~statesvhave statew1de testing programs ;hat are
specifi¢ally related to one or more soc1a1 studies subjects, and in ]
twenty-three states the~competency testing program d1rect1y or collater- :
ally impinges in the content of the social studies curriculum" ?%a» et .
al 1979, p.. 369). Howaver, 1t is not clear how many or which _states

-

require SUccess on’ such tests as a prenequ1s1te for graduation. .

Ther# seém to be no commonly accepted grade levels at wh1ch compe— .
tency)tests are to be administered (Wlley 1977, pp. 224- 234),~*However,
when demonstrated competency is a-requirement for graduatlon, legal

opinion suggests that studéntsrmu‘.be %gposed in. the classroom to rele-

‘vant knowledge and skills before being tiested (NAEP 1979). Care must be

taken to give students opportunl%ies to demonstraLe competence more than

-

once and to provide rémedial 1earn1ng experiences afaer each succéssiul

students toédemonstra competence befofe'the date of graduation. .

ure of sod{al studles/cltizenshlp comp

: ency testing ds”a
requiremer/Sp for graduation is unsure.\\The fact that 37 states havE"”///
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form of "citizenship" or "life skills" minimum standards fo; graduatign
may be questionéble;'however. 'On the oHE‘ﬁhné; there appears to be as
S _much legal basis in state constitution clauses for requiring citizenship * .
competenéy as for requiring compeéency'iﬁ "basic skills" (ﬁAEP 1979, pf . . -
2). Moreover, the liftlekevﬁdence\avaifable sugge§ts that parents v
bel;eve sécoddany}éphooié'sﬂo@id do more competency testiné (Stake and
Easley 1978, p. 18:91)y o che 4

face difficult political problems‘when sc¢hool comparison scores ar¢é *
. . . - *

ther hand, some school administrators »e R

reported. Sogial studies teachers show little enthusiasm for, amd in

-

. many cases, considerable opposition to, competendy testing. The National {

. ' N ’ vre
or «the Social Studies, in adopting a position statement on

.ot Counci
ﬁ\\~graéuat;o )competéhcx t;scing;'feflects this uncertainty; "Despite ) -

re;efvaﬁions bout the exfent ﬁo‘which testing will in faé{ improv; the ,
qu&iit& b? sébdﬁnt 1earni$g and performaﬁce, we acknowlédge the expansion
“of statéimaqdated programs . . . ihé purpoges Qf testing must go bexonq ' 4
the“ceggification of ef%gibil}fy for graduation to'include the diagnﬂggs ,
. ’“\ of stﬁﬁen?udeficienqies)karly enough “to plan E%fecqiye instrucéioda}. o .n

Yo inte ;reyefo;"\’(l?o‘}rret-al 1975, p. 371).- . ¢

A . R
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Cdllege Entranee ﬁbcfsxpns/; ‘ : M , .
!1 ¢ : £ R
. Th%a;ole of social i;ji;af'in college admissions, and placement deci-

limited. The md§or/considerations, in college admissions appear -
. 3 .

+sions is

ta be hiéh school grades) scholastic aptitude test i3§u1ts, and extra-
i s k £

tede °
WO
Y

. . , N\ e . .
Vi “curricular interests. Aflthough achlevgyent test results appear to be )
P - . .
considered «seldom in such_decisions, social studies is included in two
* College, Board achiey?ﬁeqt tests: ‘"American History and Social Studies"

<y
of

3gi,¥§u;epean Hichfy and World Cultures.” Combined, these two tests

‘ feflec§$§he most commonpgoals of required 'social studies courses in trigh

g | i

4 . ~E
sthools. More significant, in that college credit ‘is _usually granted . .
. - e ' A
and colleges allowﬁadvanced placement in their history programs, are the . .
-.- "Advanced Placemeﬁg American History Examination" and the "Advanced ] -

' Both of these examinaticdhs- .

?iacemenf European History Examination.'
« require skills of hiSCG{ical'anélysis agﬁﬁell as knowledge of historical
content. Studenfq.are algb redquised to déﬁbnstrate wrig}né ability.
) Béth\of these examinations fésuTi.in grades %n a five-point scale, with
- *": a ff&e Ponsideﬁgé‘fengemelyvVell qualif&ed." Apnggimagelii?a}f of v

I8 . - . .
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American colleges(and univers1t1es 'grant -advahced placement and credit,
or one of these,‘to students presenting Advanced Placement Examination

grades of 3 Or/higher (College Entrance Examinations Board 1979, p. 19).

rY .
o . .
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o Soeial Studies Program Modification Decisions

~ . -

+
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»

Soc1a1 studies program mod1f1catlons have usually been prompteu by
one or more such 1nf1uences as (1) the passage of time ("It has been ten
years since-we looked at our social studies program'"), (2) a shift in

. local polltical priorities or. commuhi\? pressures (pressure to include
ethnic studies), (3) a change in decisio -making personnel (a new super—
'ﬁntendeqt), and (4) a new nat10na1 emphasis Qstructd%e of the d1sc1p11nes
in the 19605) Another.more recent 1nf1uence on Program modlﬁicatlon

decisions is the-use of results from locally developed. evaluatlon 1nstru—

ments,.natlonally normed tests, and state‘testlng programs.

° N d
.
o

Program Modification Based on Local Evaluatig

.

I
Loca1 curr1cu1um evaluatlon as a basis for program'moddflcatlon
dec1sions depends on an extensive pool of measures‘keyed to local objec-

tives. Use. of such riterlon—referenced measures ermits schools to
P

obtain information ablout.stu ntvattalnmewt of wvaried obJectlves. 25

Insufficient achievemdnt particular objectives %uggests program

inadequacies that mdy be‘c rrected by appropriate curriculum modifica-

tions. : . .
‘ [

More and more schboi districts are developing data bases for. soc1a1
stud1es program modification decisions by developing their own' 1nstru—
ments. Sources of such items include the sets ‘of &ercises released by

the National Assessment-of Eduh?Fional Progress. These.exerclses have

theé advantage of performance daZa on clearly détibed groups of students.

Hovever, the maJor source of items for local assessment instruments are

the tests made by social studies teachers. 1Items oh such tests bear a

_close re1ationship to, the teachexs'

Yequirement-‘for items in localLy developed measures,
“Pripce deorge°&»County, Marylané; for example, has initiated‘an
‘ extensive social Q&udies pro@ram evaluation,effort. Measures were.
(1) social, .

deweloped for four groups of social studies obJectIves..

~ Lo [
I~ '
Ao §

9.7 ‘

obJectives and thus meet the maJor :
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studies skills, (2) wonﬂd studies understandlngs, (3) American life

understandings, and (4)\att1tudes toward social studles and social
’

o
‘ science disciplines. These measures were administered to sixth-,

eighth-, and eleventh-griade students: More than 500 items, with some

test administration‘time.
. . Program‘evaluation megsures can be devised to cover a wide range of
obJectlves, 1nc1ud1ng attifudinal ones. Whereas using student attltudes
B as a ba51s for gradlng dec151ons is inappropriate, assgqsment of the
attitudes of groups of stucents with respect to global-mindedness, the
" law, or ethnic differences lcan be an essentlal.Source of ipformation
about program effectiveness Many instruments are available for this
kind of examination (Superki et al. :I978) Few such ‘instruments are :
directly telated to a schodl's partlcular obJectlves, but they do
suggest ways of assessing attitudes. Many of thgse use an agree—digagree
or multiple~-choice format syitable for assessing groups of students

(Carswell 1970). . ) . -

- " ' An attitudinal suryey, flor exémple, provided the basis for making

decisions on theieffectivéhess of a required.ninth—grade course called
\ . Decision—Makingﬁiﬁ Conted;Zracy'Ameriéa. ‘A part of the summary con-
clude&3 "The results indicate|that the students have.a very positive
~feeling about the four introductory topics, w;ED information about

. . careers receiving the highest jrating . . . Local and state government

o
’ rev1sion (Vetter 1976, p. 6) Thus, 1nformat10n about student attltudes

% . ¢

’
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76) \and in ci&izenship (1969-70 and 1975-76) .* Representbtive samples -

-~ - of 9-year- olds, li—year -olds,, 17-year- olds, nd young adults .(ages 25~26)

were tested in each assessmen . Results wer .?Epor{ed separately for

| o
each group. NAEP Bas also reported summaries o exerclses _on such top1cs
»,

NAEP~ NEﬁsletter 1979).
xerc1ses\and therr results have been made public and are
se by states and local school systems -Results are,
rizs of\the country and a number of other categories,

T but -never for states. Thus, Natlonal*xssessment results have. potential -

- as polrtlc 1 att1tudes and consumer education

Many of. the

<

.

~.

>

\\\\azailable for
reported for reg
usefulness for natlo al curr1culum dec1s1ons but are only 1nd1rectly
usable by state social studies currf%ulum makers, , “W '

‘The NAEP citizenship assessments included qu stions or test exer-

- cises for such objectives\ as concern fox others, 1nd1v1dual rights and

freedoms, law and order, pa t1c1pat10n in\ community mprovement, inter-
national relations, rationa ty 1n commu 1cation, angd respect for -

families. The first social st d1es*aSSessme t was based, on five general &

A

objectives in wh1ch students wene to:
!
! --Have curiosity about hu an affairs -
-~Use analytic-scientific ro edures eff ctively P
~-Be sensitive to |creative-inthitive meth ds of
explaining the Human condi io
~-Have knowledge
. concerns of so
--Have a reasore
a free society

s
ES

th values which sustai
(NAEP 1970, pp\ 9-27).

These objectives wére modifie somewhat for the secopd assessment,

9. \This revisivn combined

. X
citizenship and social‘studies (NAEP 1980) into q:e followin

--Demonstrates sk ~lls necessary to acquire \information
. . -~Demonstrates skills necessary to use 1mf$¥mation

: ' ° ——Demonstrates an understand1ng of ind1 1dua1

“development arfd the skills ngcesgary conmuricet

! - with others ’ , e
- --Demonstrates an unders ]
" : ways\human beings o
| — \ Y environments

-

. J - -—Demonstrates understanding of and, interest in the Y’
T ,\ : development 6f the ,United States (NAEP 1980 A C
- . PR- 5-25) \
i . . ,\\ ! ' . ) \
- iz T thi{i/éocial studies/citlzenship assessment was undey
' time this wolume was published

- TlC‘, . . 21.
Come ] : 2
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! i'These fivevobjeitives subsume 31 less general objectives. These, in
turn, subsume almost ZOd‘more*specific 9bjectives. Even these, however,
'arejguite general. For example, one'of\the most specific objectives;
« subsdmed under the first major objective above is "Recognizing errors in

logic}f A speeific obJective under the last objective above is "Under-

standlng factors that influence econom1c ‘behavior.”" A review of NAEP—

o

objectives provides some insight into the vast scope of social ,studies

>

and the enormousness of the task df obtaining 1nformatlon about student

achievement in social studies. ' -- K
- : /

v . i 24 - / |
R . \,'. . / - |
T o0 -y Ve . . |

Program Modification Bdsed on State Competency Testing s

i W1th this highlighting at the national level of Ehe extensive scope A
of soc1al studiés objectives, it is unfortunate that one/of the first )
effects of state competency testlng has been to decrease the instruc-
tional time provided for social 'studies. State compemency tests in
reading and arifhmetic appear ‘to have had .just this effect on social-
studies rogram§. Test results showing apparent school or school ‘system
quacies have been used to shlft school tlme from soc1al
studies‘objectives fo” the practice of reading skills. " There is cons1der—

able evidence that decisions have been made” to reduce social studies
time and increase the time devoted to reading, part1cularly in elementary

and middle schqols (Fox et al 1979 p. 369) . . .
Another 1nfluence of state competency test1ng derives from the
content of the.reading tests themselves, part1cularly'those consideted.
.to be functional reading’ teats. For example, many“of the readings in
the "Maryland Fundtional Reading” tests cons1st of either consumer eduea- .
» tion materials jsuch as product labels and store checkout slips) or
‘career educatidn materials (such as job applications) How natural,
therefore, fo social studies classes to be given a maJor responsibility
for developing competency in functional reading. One of the results of
this kind of reading emphasis is a~conscious or unconscious dec1s1on by
some, schopl authOrit}es to 1nclude more "functional” materidls in social
i studies classes,at the eﬁpensq'of more traditional history, government,
. *and geography cOntent. ' \ . ‘

Based on/this experience with reading tests, future social studies

.
LA . '

competency tésting can 'be expected to have a. comparable influence on .

Y T 2 |
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social studies program modification decisions. To the éxtcnt that "life\\

skills" or c1t12ensh1p obJectlves are measured in state competency tests
at the expense of other obJectlves, social stugdies program<mxhi1cat10n
decisiens will reflect thesé‘%mphases. Usually such competency tests
concentrate on political consumer, and career obJectlves at the expense
of history and geography.

Examples of the kinds of social studies objectives found in 'state

competency programs are those-developed: by Maryland (Declared Competen-

cies Index 1979) In addltlon to the "basic SklllS" of reading, writing, °
and mathematlcs, three areas w1th a heavy soc1a1 studies cmphasis are

1nc1uded~ syrv1va1, citizenship, and the world of work (Hornbeck 1977).

Almost all of the survival competencies are related to social

. -
studies:

( --Understandlng the 1nteract10n -of pevple w1th the
\ -natural enyironment
--Knowing communlty resources
--Knowing .conSumer rights and responsibilities
--Understanding the management of personal finances
~--Understanding consumer economics e
--Denfonstrating social awareness
~-Demonstrating effectlve parenting skllls

As might be expected, alk the citizenship competencies are related

.
.

to social stud;es:
--Knowing civic responsibilities in a democratic soc1ety '
--Understandlng the values, functions, and limitations

of a system of law A
~-Knowing and’ exerc151ng 1nd1v1dua1 group, and societal

rights I
--Demonstrating a knowledge of the organlzatlon

local,, state, and national" governments )
--Demonstrating an understanding of the processes of

government ' :
-:Demonstratln& an awareness of civic affairs and

processés

f

* !
At least half of the world of work competencies are related to

social studie9° LY
--Understanding the nature, structure, and requirehents
of work )
--Demonstrating career planning and development skills
(Hornbeck 1977, pp. 98- -101).

:(:. ,
V4
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! Testing for these competencies in Maryland was planned for‘l98i.

.

§Since the results of such competency tests will ‘be reportedﬂpubliS:y,for
- . © \

schools and school systems, these competencies are likely to be given -
more attention in decisions about social studies curricilummodifications
than objectives of American history and world understanding, for which
est results will not be available. Even ,less @ttentlon can be expected
to be directed toward such intangible obJectiv%s as respect for others,
group process skills, and critical thinking skills.
,As part of its "Project Basic" implementation plan, the Maryland
State Department of 'Education reqdires local school systems to ideg(ify
the specific points in their curriculum where the basic ccmpetenciéi are -
taught. If such points cannot be idenEified,'the cprriculum is to be
o " modified to assure student instruction on ‘all the basic competencies.
: This is a'direct example of the influence of a state competency testing

program on curriculum,modification decisions. v ’

Thus,'social studies program modification decisiohs made at local

lgvels are being influenced--for better or wérse——by efforts to obtain\

.objective information about“student achievement. Local data—gaﬂhéging

efforts are expanding, perhaps in response, to stateﬁand national assess-
ments, but also becausé such information is seen as helpful in making

. .

local curriculum revision decisions.

' oo The development'of teSt item pools to obtain information for program
. modification decisions holds promise for‘az’jéproved data base to make .

> ’ [ ] ’
~

instructional and p1acement/se1ection decisiong as well. The avail-
ability of items measuring a great variety of obJectlves should help
teachers make better decisions about grades and.remedlal teaching strate-
gies. It should also help adm1nistrators make better decisions in

selecting and placing students in programs of greatest beneflt for them.

An Analysis of Commercially -Prdduced Social Studies Tests

1. . ~ ",

- . 4

[ ‘% A recent NC Bul%gtin en 'tled Criterion—Referenced festigg for
: k\ ghe Social Studies (

ings and discussions rel

liams and Moore71980) ,contains many useful find-
te§ to evaluation in social studies. Chapter 2

) releVant to this paper.' That chapter con-

of that book is particula

tains a report of a study of commercially produced social studies tests

s .
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(Mogre 1980, pp. 9-25). The specific- purpose of this study, c nducted

by thxifommittee on Testlng of NCSS, was to. Acqulre a repres ntatlve

to this paper, its major findingsiarg quoted below: P

Ohservation 1:

" Observation 2: - Pervasive social issues were

- Observation 3;:

Observation 6:

‘Observation 7:

4

. ’/ﬁifij

\

ervation 4:

Observation 5:

Commercial tests of social studids
generally sample the traditional and . -
exXtant social studies éurriculum

offerings’ quite well. Special~

purpose state tests wete more likely
to include "related" sécial studies
content not found on nitlonal fsts.

eldom
the subject of test items on com
cial tests and were even less of
° included, on the various state teﬂts.

Whlle ethnlc tokenlsm was genexally
avoided on state and commercial |
' tests, hOllSth views of ethnlc !
groups were not adequately repre- \\
sented. ’

N
A

s . \

an appropriate balance between.simple
recall (knowledge) items and items

requlring skill applications. Skill /;/

items were considerably more pre- |
valent on commercial tests than on. T

State tegts, " . l

-~
Information-acquisition skllls-—usfng
tables, maps, graph 3-visuals, refer-
ences, and tlmellnejr-were adéquatdly
sampled and represented on commercial
tests and those state tests including .

B - gkill performances. - ot

Information-procegsing skills were
well represented on commercial tests
and state achievement tests., State
NAEP-type and competency tests

t generally ignored higher order -

skills., . R B’

While test publishe§ prévj.de' items ’
testing a range of skills, they do .
not réport subscores for skill catewr

.

2533

Lo

Commercial tests generally reflect S




 Buros, Oscar K., ed. (1978). The Eighth Mental Measﬂ’éments Yearbook

Y graphic Educatipn. Belmont, Calif.: Fearon.

T \ ’ ] . f
. g;§§§s, nor do they define thé skill
’ .categories (or sequences) used “for ‘

- ' test,development ' -
. \ -, N

-~ -

7 %  QObservation 8: - The rocess of valuing in particuler
: and he.affectlve domain in general
were' *noticeably absent from the

commercial tests and from mQ§£~i£i£i; - .

tests. .

16-19) =
b

(Moore 1980, op.

°

cate that commercially produced tests Mo ‘relate "quite well” to the !

existing social studies curriculum and do' include a substantial number

-

of items measuring social studies skills. These findings, while perhaps
needipg further confirmation and exploration, are useful data for curric-

° / . - i .
ulum planners, developers, and evaluators in social studies.
L

a
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‘ JUNIOR HIGH SCHOOL STUDENTE"LEABNING°IN SOCIAL STUDIES
- By John J. Patrick ‘

[

R -
’

Th1s discussion of student character1st1cs 1s organized around foﬁr
. quest10ns‘ (1) What do students know?
(skills)?

(2) Wh t can students do -
(3) What do ‘students believe (values and att1tudes)7 (4) what -

is the association bereen certain learner variables and.student. gghleve—’o

- ment? The paper concLudes with a call: fpr ‘more lata about part1cular

student character1sti¢s. T : N . )
\<~, ‘ ' . . - E L

* Studept Perceptions.of Social Sthdies

. ,
L - ? ¢

Social studies isgunpopularf 'Students are likely to view it as |

~dull, impractical, trivial, and 1rrelevant. They are more 11kely .to

believe that achievement in Engllsh and mathematlco_ls related to future

occupational success that ach1evement in social st d1es. Students comr-

< vpla1n ‘that recall of facts is overemphaélzed (Wile

1977, pp. 203-2045
. Stake _and Easley ‘1978, pp. 10:8, 13 27) ’

b4
A

Students who express satisfactlon and 1ntert £ in the social

,sstudies tend to be in electiue or advancedaclasses. -Students also tend

‘to rate social stud1es classes accord1ng to, their
teacher.

ercept10ns of the

Tf .the teacher can establlsh rapport with®them, get them

» and capture tbelr 1nterest, they see the class as satlsfactory
(Stake and Easley 1978, pp. 13:26-28).- '

involved

+
\

N Student interest probably cqntrlbutes to ach1ev ment. Both ohﬁbn
sense and research suggest that lackrof 1nterest inp des leanning_(wfléf'
1977, p. 204). - : ST o ' (

' o < . Studénts’ Knowledge T \\'/-

A P

Ve . . o
N N

What do junjor high schgol'students‘knoﬁ about’ g vernment and poli-

tics, geography, h1story, and econom1cs7 " The Nation

1 Assessment of
Educational Progress (NAEP) provides findings about the knowledge | of

nationally representatiue samples of 13-year-olds at

wo time perlobs——
1972 and 1976.

\
L ¢
In addition, -studies of the pOlitlcal and economic knowl-

edge of youngsters ages 12-14" provide additional findi gs. {c\

’

v

5 - ~

. . .~
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and government.

‘tain

e
LY

. ) . '
Preadolescents (saventh- and eighth~graderq) are aware of polltlcs
They seem to have a generar sense of the need to main-

o%der and social stability and apprégiate he” functions of rules

and government in ordering behavior and maintaihing social stability
. . %Y °

*(Patrick 1977,

American‘governmental institutions.

ment:

power of publie officials is limited by law, and
officials are- elected to office while others are
lé—year—olds recognize the need for government and
least one positive purpose served b§ law.

criminal rights, the po@er of the coéurts, and the

1
of in

politi

pp.. 196-197). ’ ~ L
\A maﬁority of 13-year-olds know about superficial features of‘
Théy know sof

for example, that Congress is composed of |two houses,

that the
that certain Qubl1c
appointed. Mést
laws and can state at
They jhave knowledge of
onstitutional r?ghts

21-25), ° o,

Unfortunately, preadolescents do not know much

dividuals (NAEP 19767 pp.
about government and

ics that they ought to know, - glven curricular ¢mphases and instruc-

e details abogt govern—

X processes and patterns of politgical behav1or.

tlonal objectives. For example, most 13-year—olds d

Alt

F
= the pres1dent and v1ce pres1dent, they are generally

of key publlc officials and political leaders.

senators,-congresspersons, or governor (NAEP 1978a, |

Most 13- year-oldb lack basic knowledge of the s

‘tions of American government. For example, only.16

pP.

tructure and func-

not knoy the names
ough most can’ name

unable to name their

37-38).

rcent gf a national

sample knew that Congress can refuse to provide morjey for military

action. Only 46 percent knew that the president can

" to Congress. ,Only 31 percent'knew that each state hg
the U.5: éenate. Most preadolescents also lack know]
tinct functions of local government (NAEP 1976, pp. 29
Early adolescents seem to be relatively lghorar
They |
how to' parclcipate in-politics, of soc1ocultural force

political behavior, and of the relat10nsh1p of the so

ot appoint*people

S two seuators in

ledge of the dis~~
=27).

t of polltlcal |
ack knowledge of

s associated with

v

ial class system

to differences in infldence and power of different grqups of citizens.

They also knéw little of the processes of govérnancc 1
groups as the Congress 'or city councils (Patr1ck 1977

The average scores of 13-year-olds on the NAEB po
items was 49 percent (1972) and 47.6° percent (1976) (NA

;here is much room for improvement,
. ow
Y :

o

n such important
pp. 197, 214),

Litlcal knowledge

EP 1978b, p. 10). =

-
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‘js . [ °
E§4p/3 Thrning 0 economic dnizritanding, we find that most earl
hY H -

cents have loy revels of "e nomic literacy'--the ability to
Y
~

pqﬁently with {the economic aspects of public issues and with$t e economic

aspects of declisfons in their daily lives. They do not know basic facts

that the U.S. efonomy is based on +a free-enterprise system.' Thls study
also revealed Hasic mlsunderstandlngs of cap1tallsm and the Amerlcan
1977 . 76). Studies coqiucted during he past 30

/years by the Joint Council on Economlc Education have als documented '

Varlous suryeys, including the NAEP”and state-level [assessments,

and }&76 respectlively, were 47.7 percent and 50.5 percent (NAEP 1978b,

p. 6) ™ ‘ .ot
.’ K owledge of geography and hlstory is also quite llhlted Thirteen-
year ol

Uude and longitude. The average scores pf 13-year olds on the NAEP”

@is ry itefis in 1972 and 1976, respecelve1y¢4were 63 percent and 64.1

‘iperc\ t (NAEP]1978 s> PP. 8-9). One espec1a11y glarlng gaP in knowledge

is 1g orance of th contributlon of mlnority gtoups to- American eulture

and history ( 11ey 9%7, p. 212).

facts and conc?pts n civics, history, geography, and ecohomics.

ignorance may, (in sdme cases, be due to lack of exposure tg certain sub-
ject matter. , in other cases, result from poor teaching, poor

! . . .
1ls, or inadequate learning envir?nments.

.Skills of Students

vy

s do with their“kdowledge? What cognitivg skills
roup partlcipa on shills do they demonsfrate?
involve using inf rmation and ideas rposefully.

1 tognitive skillg are f1nding 1nf fmation, classi-

li er 1 comprehen 1on of inform tion.. Examples




of higher~level cognitive skills are évaluating informatioh and ideas'
_and using knowledge to solve complex problems. )

Preadolescent students g;nd to think concretely. They have not yet
, .

developed cognitive maturity but may make. tentative and fleeting moves
into the reaim of complex cognition,’

The research of Jean Piaget and
assoc1ates'in%icates that the 12-year-old is beginning to show the.cogni-

. tive capac1ty necessary to use science as a way of knowing (Wiley 1977, .
PP 199 -202). ’ N

.

The 13—year—old is at the threshold of gaining the ability to deal

from what is known to what is probably true about the unknown, to specu-

s+ late and theoriie,\and to yse the hypothetico~deductive method of formu-
_\ lating and testing hypothesesn

%

Thirteen~year—-olds can benefit® from

rnstructlon aimed at developing hlgher cognitive capacity. * Most have
|
\ no however, begun to thlnk consistently at higher cogn1t1ve levels

| Patrick 1977, 200) . ..
‘ B .

Fafry adolescents demonsérate low—level cognitive capabillty when

th1nk1ng about leghl and morall:ssues (Patr1ck 1977, p. 199). However, L0

students who are exposed to systematic instruction about simple skills

of f1nd1ng, organizing, and 1nterpret1ng information may make significant ’
l gains in skill learning (Patrlck 977, p. 214). .

e average scores of 13—year olds on the NAEP cogn1t1ve skllls
l

itepfs for 1972 and 1976, respectively, were 63.4 percent and 6l.4 percent
‘l (WAEP 1978b; P 17) Early adolescents have large skill def1c1enc1es in

\ 1nterpret1ng maps, graphs, and tables. They also seem tovhave difficulty

\with such°h1gher—level cognitive tasks as 1dent1fy1ng reliable and
|

unreliable sources of 1nformation and making 1nfex§hces. In‘contrast,
P

| they seeth to perform adequately “when faced with such lower- level cogn1—
‘t1ve tasks as finding information (Wiley 1977, p. 249). =

\ ] s g . A

» © P
\
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Students' Attitudes -and,Values

. L 4
.. N

, ’ ¢ .

e

Sl

What attitudes and values associated?with the social studies do .

Ltudents express’ Attitudes and values associated with c1vic ‘education-

he practice of madority rule W1th protection of minority rights.

\ with social science abstractions, to reason'from premises, to extrapolate @

\_/\44
\re especially pertinent, as they, have tg do w1th support for democracy——

L4



N | B
L)

Early -adolescents express att1tudes supportive of" ma1nta1n1ng law
and ordér and of obedience to leg1t1mate authorities. They tend to .
accegt the right of duly-elected repfesentatives in’government to make
decisdions that reflect the will of the majority (Patrick 1977, p. 201).

Most early adolescents express general opposition to racial, reli-

‘gious, and sex discrimination in employment, They express general sup-,
port for equal housing opportunities as well as general social acceptance

’ of people of.other races or rellglons (NAEP 1976~ PP. 9-12; Wiley-.1977,
pP. 220) . - . ,

Students in junior. high school seem to accept general and abstract
statements about‘the civil rights of minorities. However, they appear

‘ to reject the applrcatlon of these principles to certa1n persons’ (Patrick

1977, p. 201; wlley 1977, P- 250). For example, most woudd deny
unpopular minorities the rlght of free speech (Patrlck 1977,, p. 201) ke
Only srightly more than half of 13—year~olds would allow a newspaper or’
magazine the right "to publish- sometﬁlng that cr1t1c1zes an eleéted -
government'official " Fewer than half wouid allow an athelst to hold

publlc office (NAEP 1978b, pp. 30-31).. . .

Youngsters between ages 11 and 13 do show a marked movemént aéay

—£rom the more absolutistic, elther/or style of thlnking associated with
- éhiIdhood Thus, Jthere is greater potential fortopen—mlndedness about
the beliefs of others (Patrdck ‘1977, p. 200). Given the above~cited
findlngs indicating some intplerance with values vé/y dlfferent from
. their own, teachers might well“Strive to take advantage of the preadol~
. escent's potential receptivity to alternative perspectives and attltudes.
In Summary, early: adolescents express general acceptance of demo—‘
“cratlc values and attitudes but they ares not ,always willing to app: T -
these values to specific” instances involv1ng wnpopular or desplsed
aminority' groups or individuals. Neverthelessjﬁtﬁe_ﬁ_e‘Eéfioa e~

is a prlme time to foster receptlvity‘%o alternative perspectives and

attitudes. N . ' . L

~ e .

-

) “

- éearner Variables and Student,AchiéVegﬁht
. - B ? ‘ . . . v ) ) =
-~ * Q a ® & / .

Student achie@ement of knowledge and skllls varies with socio—

econonIé status, ang race. Those of higher sgbioéconomlc status tend to -
. ¢ ,

e - 40\ Y
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’ findings about students knowled

1

¢ -

be higher athievers, and white' students tend to be higher achievers than
black students (Wiley 1927, pp. 292, 221- 222) . ‘
. Exposure to subJeca~latter in school is also related strong to

student achievement. " Those  who spend more time on tasks aré mote 1 ely

- .to~attain instructiohal obje:tives'(Wiley 1977, pp. 220, 224).

s » ¢ [
« <

o " -

—

o Néed for More Data
Several dimenSions of student achievement.in the social studies
have been»neglected in the resc arch. Data about cognitive skills are
scarce, and almost no data ab ut group\participation skille. are N
_available...We also need data a out concept learning; most of our
Qéﬁ relatesto specific pieces of

-

inforpation. 1In addition, we need to find out about studepts’ -

.
-

‘comprehension of basic ideas which structure major bodies of k7OWledge.
. w "

.
. . .

,
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SENIOR HIGH SCHOOL STUDENTS' ATTITUDFS TOWARD SOCIAL STUDIES
By M3ry Vann Esllnger
; .
‘t- More than 2 million high{ chool studenta:sit.in yearlong (58 per-
: cent) or semester—length (32 pe'cent) courses in American history, world
history, Amerlcan‘government 9r- sociology. Nearly three-fourths of
N soc1al%Btud1es students are in| homogeneously grouped classes; these®

, classes ‘are larger than mathematlics and science classes. .Students spend

°

. more than half'?héir time’in spcial studies classes in whole~group
4 activities (Weiss 1978, pp. 54-6y, 110-111).

Students are not likely to ©se any NSF-funded' curriculum materials
in social studies (Welss 1978,

'

the northeast (Welss 1978, p. 81)
‘ Students\have a 50 percent chance of being in.a social studies class
“ which ‘uses a Engle social studies text; only one-third of high ‘school
‘ f o . \sociai studigs students mill use more than one text (Welss 1978, PP.
\ ) 88-89). ;6§iats stand a 40 percent chance of listening to/the teacher
‘ lectuse at least once a week, and la quarter of them will hear a lecture

nearly every day (Weiss 1978, pp. 104- 106) : -

. This 1nformation provides the |context for the ESSX’ f this _paper--a
y . exploration of the attitudes.of high school students toward social
studies’ X / . ) '
- / T
‘ \ / - Student -Interest- and Motivation -~
:}: . . / R O . o

) // Four-fifths of the high school social studies” teachers in the RTI

urvey reported student'lack of intdrest in social studies as a U'serious

A

y ) -problem or ! somewhat a problem. " |Ninety percent of those teachers

what a“problem" (Weiss 1978, p. B130). Social. studies teac

’ rgported that lack of reading ability was a serious problem or "some-
4ers in the

- . lIllinois case studies indicated. that many students_are unmotivated:
R : . My Siggest corfplaint about-t aching is ‘the frustratil
A . oy thing, . It comesAfrom motivation, - I don't know if it's
_ , . me or them. I .don't’ understdnd why kids are fiot mor gy
o K:¢ motivated (Stake and Easley 1978, p. 4:24), ¢
';" \,‘l- 2 i; ) ." -. ’ ’ e - ’ ) 35 . ‘.42 T’ - .," 1)
- ERIE L5 e W Tl /': '
" N _‘i’,-\ *.: T\ * | b \\
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Lack of student motivatlon may have become the most cg;mon brofessiosal. ‘

topic in teachérs' lounges (Stake and Easley 1978; P- 2 8):
+ w2

\ They're dead now. Withdrawn. * \~ . \

\
\
N

A\ \ In the last two or three years, there s a"lot less/ < v
i . enthusiasm. | . \ N .
“You try to get- them involved in”the problem, and I can't - \

-+ ,get them involved anymore. They just sit there. ask ‘
A “them a question~-a very simple questlon——and I can't get
\{ . anybody to answeI‘(Stake and Easley 1978 p. 15: 23)
|

L

3

’ - And finally, this: ' s 3 ! Ce ///

1

—
» 3

Teacher: How many heard the Ford-Carter debates last . T ///{
' nig t? ”6 \ /

i
S .| - student: I w tched em come on and go off and slept
- during the rest. :

Student: Boring. . ] .
~ Student: The best part was when the sound went off . : ‘ /

“h Teacher: Don't you think-there's much to be said for
B { enlightened citizenry? - L
’ ~.Student: I donkt want to know that bad. % :
. Ce o . :

\

ER S B S

\i {Stake and Easley 1978, pi 4:46).
th

~

1
’ 3 ' ' ~

who complaip about us watching TV and liking it

] o liking school make me laugh I ‘mean, do they
ver really look at themsel

?} It's hard here——fqr
hem and us. \It (school) is no fun. .Tehtﬁers . -
qow it. Theyld have td be blind n o. I guéSs mostly i

é're talking aboyt a few teachelrs/who can't" see ‘social °

sltudies’ on. TV wggq it's thég very night . . . more c y

’ spcial studies than in any 00 ”they got (Stake and )

. E sley 1978, p.,l }18). " |

. ~ . ‘
' \ B

-

One~articullate student put it this way: The "school is clinging o a |
i ]

day- gone by, and we are'living one not quite here" (Stake and Easley .
7. 1978, p. 1:119). ' .

.
. . >

’ N - - o

+ - ] ) . \‘ e / L3
=, . Whatever their'{eelings ﬁbout.each other, teachers and students

L

,agree on the prima?y importanek of grades (Stake and- Easley 1978,

12:18; Fernandez, Masigy, and ﬂornbusch 1975, p. 53). 1If' a class is

perceived as an "easy

v . o R T

~

rade," leeg?motivated students enroll in it in

%

y ' . . . A . * [ o
P . o
B . . ] \ e " \ -
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disproportionate numbers (Stake and Easley 1978, p. 4:42). Some agree
_ that grades are more important than actual learning, though the "jury is
still out" on this point (Fernandez, Massey, and Dornbusc 1975, p. 53;
Wiley 1977, P. 204), '

"Students generally agree that social studieg/is less 1

their'occupational future than e1ther English or mathemat1cs (Fernandez,

Massey, and Dornbusch 1975, p. 53; Wiley 1977 p. 204; Stake and Easley
. 1978; p. 4: 4) Yet only 9 percent of the students in the CSSE survey of
"what's most'wrong with social studies” chose 'courses were impract1cal"
as their maJor criticism (compared to 7 percent for sc1ence and 12 per-
“cent for mathematics) (Stake and Easley 1978 p. 18: 27) . Educators'
c1a1ms of the need(:for '"relevance" may well be lost on Students:

pract1ca11ty is less important, apparently, than interest in assessing

the quality df courses in social studies, mathema?ics, and science (Stake

and Easley 1978,

dislike social stud_es, condemn1ng its "dullness, uselessness, excess1ve '
memorization o names, dates, events" (Wiley 1977, p. 203).. InAthe CSSE
surmey, 27 perceqt of the-students -believed social studies courses were
"boring" and 40 percent agreed that they "overemphasize facts and memori-
zation" (StaKe and Easley 1978 P 18:27), Yet when asked what is most
"right" with -social s udies) 50 percent of the students agreed/that

social studies courses are interesting, and 27 percent noted t at social

studies stressed basic facts (Stake and EasIey 1978, ». I8 27). ™~

v ) <

. = -, . \‘ . //‘ -
\?\\\Evaluations of Social Studies Programs

- -

’; . g :
A / 3
Studentsiwere asked the "What s/most right" and ."What's most wrohg"-

questions fOrfscienCe -and “mathe a/ics as well ,as for social stud1es.-

Comparisons of their respo s/s are instructive° . .
Ay - . ! . \\ l\

. response to the ""What's most -right" quﬂstions,
pércent said social studies courses are. "interesting."

‘percent said science courses are "interesting." at
perﬁent said mathematics courses, are "interesting."

|
I
}
!
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28 percent said social studies "stressed basic facts."
22 percent made:the same claim- for science courses.
40 percent chose this response for mathematics.

(Stake and Easley 1978, p. 18:27).

In response to the "What!s most wrong" questions,
. . <
27 percent said social studies courses were "boring."
- 31 percent chose "boring" for mathematics.
.29 percent marked "boring" for science.

40 percent said there was "overemphasis of facts angd

> memorization" in social studies. N ,
24 percent applied this criticism to scieénce.
QB percent chose this.response for mathematics.

. . (Stake dnd Easley 1978, P 18:27)

When asked to rate the Qverall quality of sc1ence, math, and soc1a1
LY
studies courses,.58 percent of high school seniors ranked the program in

soc1a1 studies as "excellent" or "very' good Nearly half gave the same

evaluatlon to science, while 68 percent gave .those” evaluaglons to the
mathematics program (Stake and Easley 1978, . Pp. 18:92- -93).
of parents and teachers are displayed 'in Table i.

The ratings

=
3

Table 1
PARENT AND TEACHER RATINGS OF SOCIAL STUDIES PROGRAMS

>

‘Percent Rating Program as "Ex¢ellent"| or "Very Good"

. Teachers / Parents . i
‘ . {n = x) (n = 120) '
~ * -
# ’ . § / . . A
- Science , ’ L 72 | 32 ’
Mathematics . - 68 43 N
Soc1a1 ‘Studies 52 . 43

(Stake and Easley 1978

PP.

18:92-93)

“education, responses of s

Interestingly, students' responses to this ques lOﬁ ppeare

nearly in agreement with their teachers

\\ ~ - ’

question ijoh ’ the _ove alﬁ uality of Fhelr////
4
thHeir teac eés, and their parents

their parents.
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Table 2 ) .
. _RATINGS OF OVERALL QUALITY OF EDUCATION TODAY

Teachers (%) Students (%) Parents (%)
{(n = 168) (n = 234) (n = 123)
Quite Satisfied 13 3 7 ) ‘
Mixed Feelings - 50 68 . 54
Quite Dissatisfied 33 28 39
I Don't Know 5 T 2 0 \
Other 0 ‘ 0 0

(Stake and Easley 1978, p. 18: 94)
Teachers and parents in th1s instance were apparently more nedrly in
agreement with each .other than with the students.” . ' toe

Perceptions and beliefs about the quality of social studies programs

may be affected by- attitudes toward ''the basics ' To illustrate, - '

teachers, parents, and’ students were asked to react to the following ' 1

R v

statement:
E " The schools have been ereating "new" courses and having .
students work on toffics of their own choosing. As a*
result of these and other circumstances, the schools
give too little emphasis to the baSic knowledge and
skills that every youngster should learn.

able 3 shogsfhhe reactions of the three groups.

. "~ Table'3 ~
o R%fPONSES TO STATEMENT ON BASICS S
' 'q‘ . :
° \ ‘Teachers (%) Students (%) Parents (%)
. \ (n = 146) -~ (n = 214) (n =129
., N . . . . T e
, \ .
) Agree that there is ',
too little emphasis \\ .
on basics . N 57 e 42 64 .
Do not agree that’ . . - K
there is too little ‘
emphasis on basics 23 35 30

»
- -

(Stake and Easley 1978 p. 18:96) °

V

The three grdups reactigns when asked if federal funds should be used
to create or disseminate controversial materials (Table 4) may be linked

., to their attitudes toward the .basics. ’ . ‘
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Table 4 I / s

R ATTITUDES IDWARD USE OF FEQ?RAL FUNDS \ y
TO CREATE .OR.DISSEMINATE CONTROVERSIAL MATERIALS.

Teachers (%) Students %) -

' ] , Parents (%)
; . (as 40) , (n =

"354) (n = 147)
Federal tunds should Y A i
never be spent on R ’ ‘ :
such development .9 ’ 21 . 33
~ It is all right to spend '
federal funds this way o
if it will not cause : " .
trouble 10 22. ) 12
) It is important:to' - R Tt :1,’ . .
* provide federal . o PG ,
\ suppoxt for such ' . - Lo
development 59 Y, 46 29
Other \ 22 ) ‘1}: L 21 L.
- (Stake‘and Easley 1978, p. 18:79)

Y @ @
Perceptions of the élue*‘of social studies programﬁhf their quality,

andoof what they are and should be doing may be mi Bellefs about

declining standasds in schools-génerally are‘wzdespread

congusing situation, what judgments can be made?’
(-4

From this .

"What .is the'reality? =

¥ .
~. P * o
Conclu&ion ™~

- v
a

Konnzr »

©

One teality is that evidenced in standardized and national tésting
programs such as the SAT and ITED tests, which focus on knowledge and
skillsp or the more recent NAEP and state assessment programs. Inter—
preting assessment tesults is difficult because there is llltle trend

data of the sort producedsby such tests as SAT.: Ach1evement test scores ~

'decllned markedly in the decade 1965-753..the deéline was most marked in

the“area of social studiesc Results of, assessment~ ~type tests (such as

NAEP) were less marked (Wiley 1977 PP- 249 -250). :

Given the attitudes toward the value and quallty of Bocﬁal studies
programs reported in the 0su, RII, and CSSE studies, and “the paucity of
evidence to support ‘or refute those attitudes from NAEP and other’ testing

programs, we are left with more questions than answerslé What social

studies knowledge do students have? What skill operatio s can‘they per—

; °
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form? , qé cannot answer with anything approaching certainty, hhat do
they believe? Neither can we answer this question, thiugh recent NAEP
findings indicate that im some areas (support for the }ights and freedoms.
of individuals, for instance), generai belief in a principlg may not be
butt?essed by support for specific, rea{—world applications of the

. principle (Wiley 1977, p.‘250)

By

. 3

So we are left with students sitting i classes% reading books,
listening mdre or less w111;ng1y to teachers talk. Perhaps more could

- J_be learned of students' characteristics by going outside:rather than

inside schools, by hear&ng their talk, sharing their recreations, and
observing their de-institutionalized movements, for it is inside schools

. that young people are governed by the same bureaucratic strlctures that o

set their teachers apart .from the ordInary run of human beings. -

. . ) s . N . 1 ) .
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THE PROFE%?ION, SCHOOL, AND COMMUNITY
By Fred M." Newmann

stud1es. This paper examines the effects of three important

’factors -the nature of the social studies profess1on, management ang
in the schools, and community and parental valueé——on social

The references cited indicate evidence of the influence (or

lack,of “influence) of each factor. The 1nterpretat10ns of - the effects

of these 1nfluences are those of the author.’, 3\ ! .
N ,
/o -~ 0. -
. A ]

' The Nature of the Social Studies Profession

i
>

* The social, studies profession appears to be plagued by a crisis of
glegitimacy.- students, parents, and other educators place relat1velx low
value on social stud1es education, compared to other subJects (Weiss
1978, pp. 158- 159 Wiley 1977, p. 204; Wright 1980; Gallup 1978 p. 44).

This low esteem results in social studies teachers' be1ng less sat1sfied

-

]

than other teachers (Wright 1980) and feeling they have a special’burden

to Justlfy their work (Stake and Easley 1978, p. 15:25), in low student
interest and motivation (Wiley 1977, pp. 203-204; Stake and Easley 1978,
p. 13:26-27, 15: 23 ‘Weiss 1978, p. B130; Wright 1979 pp-~7-10; Shaver,

Davis, and Helburn 1979 PP. 12-131, and in a relative lack of emphasis\

. %n social‘studies. R ! < . >

'! Th estionable legitimacy can be explained in at least three ways.
First, because so -many disciplines,-topics; and approaches tend to be
included in social studiesy there is a lack of consensus about the
éritical elements of th\\field (Wiley 1977, p. 47; Morrissett ‘and Haas
~l9821, and thus it has no clear ident1ty Second, in compar1son to
subjects like reading, math, and science, sociallstudies has little
apparent utilitarian value. .We can convincingly point to adverse

consequences in one's life if one can't read, write, or compute, but it.

is hard to imag}ne clear adverse consequenceS‘for the individual who

9

’.
49

¢

o




A

o

<

.

. =

S~

o

fails to understand history or 'government. Finally, [the kind of knowlzi

edge transmitted in socihl studieg 1is readily available through many
sources besides the trained -social stud1es afacher. Almost anyone is
considered qualified te teach social stud%es, frequently, coaches 4nd
teachers of. other subJects are assigned to do so. -One can learn social

intormation and aﬁalys1s from television, radig, mdgazines, books,

RN

family, and friend N The popularization of social stpdies knowledge has

* the effect of depriv ng the social studies teacher df special status
based on scarce expertise. In this sense socigl studies:teachers$ are

considered less professional than lawyers,adoc .» Or even science and
] :

’

math teachers. f L

-

A defining chara teristic: of a profe ional is |participation in

profesgional : organiiations. There is 1ittle evidence of this quality
be1ng exhibited by teachers of social studies. Few teachers read the
professional Journals or atteénd conferences régularly (Superka 1977,
. PP VlZO—l2§5 " Only QO,percent of high school social studies teachers

found meetings of professﬁonal organizations to be very useful sources

igmﬁ info mation. . These ‘activities are, however, seen as'more useful to

Egﬁ'ate

Even ;h é resgonsible*fOr soclal studies curriculum coordination ‘in

-

pervisqrs and’curriculum’coordinators (Weiss® 1978, ‘p. 152).

N Sk oy
. schodi d StIJCtlZ§% gkvgr, have little contact or involvement with‘NCSS
% .

A

F(Weiss 78, p¢ . 5 |
"Efforts by‘%wganiZatlons to provide profession 1 leadership have

not had widespread e&tﬁ?is’ A recent repo;t by NCSS, for 1nsta
indicates that f%s 1971 curriguluh guidelines have not been widfly| uged

as the basis for d%%%loping social‘studies philoso h1es, godls d

obJect1ves, curriculum. coritent, or tegting in the states or

districts (Moore 1980).

The‘various academie professional’ organizationsy’ such as AHA,| APSA,
and ASA, have also attempted to influence the sgcia studies curricula
in high schhols.. These organihations wvere particu #rly. active at the
height ~ef the new sog¢ial ‘studies era. Whi ome’|of that acti ity
involved direct work with teachers (e.gef/inliofzsh'ps), most foc sed on
developing‘new curriculum materials with a social clence orientation

(Haas 1977; Hertzberg 1981). The lewel of activity in these org néza—

-

o
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Organizatlons interestad in particufar topicg

\ engagem iw débeiopment of ‘guidelines (for example,

remains to be seen, however, whether any of these guidelines hay greager

impact on social studies classrooms-than thbse of NESS.

- Another defining characteristic of a professio

make autonomous, discretionary judgments in the conduc

Social studies teachers do enjoy considerable auton!

room, especially the academic freedom to teach w

most significant (Stake and hasley 1978, p. 1

ever,‘is in'part responsible for the lac

© PP 13:30-31, 14:24, and [%: :9).

authority on what to teach' there is relatively litg

Because’ each teac

nate and integrate teaching between grade levels,
autonomy but complain that other teachers have not
students for subsequent.courses (Stake and Easley 19

'1978 p. 141). The autonomy ethic also tends to is

al is’

organization of the social saudies curr1culum (StahL

of one's work.

within the class-
4 °

they consider to be

ihis autonomy, how-
|

of articulﬂtion Oor sequential

‘and Easley 1978,
r is considered an

le effort to codbrdi-

'eachers valué‘their

hdequately prepared

78, p. 14230; Walker

one another (Stake and' Easley 1978 ‘P 16 27),

mutual ‘analysis of teachrng style and cooperative e
,dévelopment. s o
?'The reward structure of public schﬁol,teaching

achers to strive. to, improve the quality of se

/t

)lategteaghers from

.

crjrting barriers to

forts in'curriculum

- &

)ffers flew ;ncentive

-Vice (this applies

to teaching in general, not just social studies“te

6ccupations outstanding achievement is rewarded by

q
gain° collective recognition among peers (through a ards and

of ‘merit); and inéreased status arising through- a

8,

clients for one's services, (2) promotion td 2 hig

ching) ' In other

ramatic financial

Ky

citatidns

ncreased démand of
£

er position which

usually*iﬁvolves greater responsibility for subordingtes, and (3) estab-

lishing a highly specialized form of expertise.'

. TheSe rewards are not’ available to teachers. §

".‘. . °

¢

alaries ave deter-

mined by standard schedules not based on merit, thege are.no effective

‘mechanisms for peer recognition of outstanding teach
ing does not result in increased client demand (scho
virtually no student choice of teachers and little

size or teacher-load). In order to be promoted§<one

;m‘

ing, and good teach-
1 scheduling,a:lows
rariation i: class

must leave teaching

1

S
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to .become an admin{strator, supervisor, or college professor Because ..
coun3e work is rather gtandardjzed, teachers rarely gain recogniti gkfbr

. A}
/ e developlng h}ghly specialized approaches to social studies. All/éi this .

# ’1 . R . . . r

3 tends to stifle ingenuilty, effort, and pride in improving one’s Flassroom
e performance (Lortie 1975). The Illinois case studies have found, for
. ‘example, /hat while tegchers tend to take pride in their worﬁ (Stake and
AN E%s ey 1978, p. 12:2§), there is little evidence of enthusiastic profes-

\\\\\\sional itment to- improve (Stake and Easley 1978, pp. 16:12, 12:19,

'aﬁq\39:18). t )

5 AN

Management and Cootrol°in the Schools

-

»

~

Much of whdt occuns in social studies c)assrooms derives nq

knowlédge of disciplined thought in the field, byt from manage

Ce Because teachers are usLally required to work with about 25 tudeﬁts in

+  .a class lgftlng about 5D minutes; because students within hat class are,
often rather diverse wiith regard to academic 1nterest and ablllty,

s socioeconoﬁT“”Bﬁckground, physical capab111t1es, ani/é&otlonal maturity;

. and because (for variou . reasons) most student

'not highly motlvated
to work hard at learning, the typical hlgh scho 1 teacher faces severe

. : management and control problems (Stake and Egsley 1978, pp 14:10-14,

' 17:7; Weiss 1978, pp. 6b-67).

. " this problem is to aVvoid. com-

A common techniqud for dealing wit
plexity, for complexity| exacerbates problems of management. Complexity

'is avoided ‘in three main ways: - . . .“ - .

, }. Instruction is standardized in the sense that all students

withdn a class sthdy the same texts,.do the same ass1gnments, and take
~ ©  .the same tests (Patrick with Hawke 1982; Fancett and Hawke 1982).°
- ——- . Individualizing instroction is tp%icomplicated anddifficult to manage.

o 2., Instruction is coﬁducte_ through a fewjieneral techniques, {
copfined to t%e classyoom: lectores, workshee%ﬁ, class discussion- ?

-

' recitation, films, and occa31onal special eventSSf;Re debates, reports,

‘and simulations (Fancett and Hawke 1982). Génerglly only one textbook
. is used (Patrick with Hawke 1982; Weiss 1978 p3%g§) " A more diverse
. .set of strategies (multiple texts, trips, éommunlfy suréeys, small—group

.
projects) increases" complexity and problems of qgnagement.‘

h
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3./ Intellectual activity is fconfined to relatively low—level
cognitive opefations such as information retr1eval, recall, and appllca-
tion of concepts. Because certainty, facilitates control these opera-
tions are easier to manage than those involv1ng generallzatlon, infer-
ence, synthes1s, or evaluation.” To the extent that the latter forms of

intellectual work offer the poss1b111ty of controversy or lack of

certa1nty, they are seen as more

ifficult to managa (Stake and Easley
J978, pp.12:7, 16:68). S | °

4
unity Values )
/ . e

Parental and C

[2

Considerable evidence indicates that parental.and community values
emphasize vocational preparation, 1nclud1ng preparatlon for college, as
the major purpose of education, (Stake and Easley 1978, pp. 12:24, 17:21);
parents and community believe that within the school the central task
of the teacher should,be “to prepare the student for the next step 1n the
ladder of preparatibn (Scaké and Easley 1978, pp. 1216-17)s

This emphasis probably has two kinds of effects on the teaching of

/

. social Studles. Fltst, because social studies is not’v1ewed as critical

s

: 7
to most occupations; students and parents u/;l see it ‘as not particularly

~

. important,“Ekcep for "thosge students yho»need to succeed in it in order

to _gaim college admission (Gallup/l/;B p. 44; Wright 1979, pp. 7-10).

-
Second to the exte;t/that’the subject is viewed prlmarily for its,
instrumental value as a ticket to something in .the future, but not as

having its own intrinsic 1ntegrity, it will be approached 1n a mechan—
ical, superflcial manner, soon to be forgotten. : -

One NSF study called part1cular attention’ to the lack of study and
discussion of contrOVersial issues in hlgh school .social studies class-
rooms (Stake and Easley 1978, .pp. 13:32; 17: 23) Teachers Weré asked
whether they felt that pressure from parents and_ communlty norms
“sinfringed on their freedom to study public. controversy ’ Generally,
teachers, believe that" parental and community, values’do not stifle in any

Serious way attention to cd%troversial issues (Stake and Easley 1978,

.; pp. 12: 28 13:32). ‘The study concluded thrat while teachers feel %a high

degrlee of academic freedom,“they tend not to arouse” community contro-,

‘ verﬁy; eibher because they subscrihe to" doniQant community norms or, if

>
.
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_(Stake and Easley 1978,,12 28—~ 30) There is wide support among te

,Shaver, Jamgs P., 0.Ls Davis, Jr., and Suzanne W. Helburi (1979). An

o / . s

they hold deviant normsj because they know how to 1ncorporate instructlon\
on, 1ssues/ralsed into their programs w1thoubT5§1tat1ng the commuﬁliy

achers,

\

students, and parents for dlscu551on of value issues.in the classroom
and for-the teacher's reveallng his or her personal opinions, providing

that alternative vdewpoints also receive fa1r consideration (Stake and. &\

Easley 1978, pp. 12:36-40).

d
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/ o w . ,MONEY, MANDATES, AND-MANAGERS °
. \By Douglas P. Superka

money, mandates, and managers. While these topics were not the ma1n
Ay

- focus of the NSF studies, the studies do provide some valuable data on

. /government funding, state and local laws, .and super 1sors and adminis-

y,/ trators. This paper reports the major “findings from the NSF studies and

/ a few other studies. . : .

! .
. »

r Government Funding

. .
-
-

<

~

. + , Significant federal funding has been used in attempts to change and
/ improve social studies. Major funding was devoted| to the development of

new sacial studies curriculum materials, especial y in the "neglected"

o

social sciences. Materials resulting from these fforts employed new
techniques-—fortexample, situlations--and a w1derLrange of media and - .
* student activ1t1es than traditional textbooks. Federal funding ‘has also

g " “been used to develop and implement new approaches to” inservice, teacher

education, particularly subject area 1nstitutes and’ dissemination and
o training workshops. - '
, / It is generally agreed that these efforts——development and . '
‘training--have. had some impact on the social studies cutriculum. Several
studieSrhave concluded-that current textbooks have. been- 1nfluenced by . ‘
sthe social science orieﬁtation and otHér aspects of the mew social . ‘
studies (Fetsko 1279 FitzGerald I979, p. 190). The RTI survey found ' c/
that most superintendents—hgree that "federal support for curriculum s ,
development and dissemination has improved -the quality of curricqum} t::f'klj

- élternatiVes ,available to the schools" and—that- the National’ “Science l

: 'Tff Foundation "should direct more attention toward disseminating the new
ﬁcurricula" and-"should coiitinue to sﬁhnsor programs to help téachers

'leain to 1mplement'NSF—funded Curricula" {Weiss 1978, p. 77). ' 1 -
3 B ; The' new social studies movement has had both direct and 1ndirect »
‘. N 'impact. The'direct impact is seen in changed behavior of teachers who
. \attended institutes or workshoﬁs or who are using materials developed by’
federally funded projects, This direct impact appears to be relatively

L . b4

. .
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minor. The survey of superintendents cited above shewed that only‘QS
' percent believe federally funded curr1cu1um efforts have greatly )
improved the quali}y of classroom instructi n'" (Weiss 1978, p. 77). “
This may be true in part because very few social 'Studies teachers have
attended NSF—sgonsored institutes and workshops (Stake and Easley 1978, —J
pps 9:22, 12:7; Weiss 1978, p.z69).~—in addition, the RTI survey found
that selected federally funded curriculum materials arfe used in only 18
percent of K-3 classes, 13 percent of 4-6 and 7-9 c1asses, and 23 percent
of 10-12 classes in schools surveyed (Weiss 1978, p. 80). In
FitzGerald's words, "the *New Social Studies did not sweep away the old,
as s6 many of its advocates confidently supposed that it would" (Fitz-
Gerald 1979, p. 189). ‘ : '

@et there appears to have been considerable-indirect impact of the

-

, social

new soc1a1 stud1es. Although a relatively small mercentage\of schools
currently use mater1a1s developed by federally funded progect \\

studies textbooks in general now draw more heavily on the '"neghected"
social 'sciences, and many‘incorporate at least some aspects of t
"inquiry approach.” . ‘

“ .

< -~

——

State and local district guidelirdes often affect social studies
programs by setting certain course or time requirements, particularly at
the secondary level. More than two-thirds of the states require more |
tnan one year of socia1 tudies instruction at the secondary level; only ‘
21 percent of the states have more than a one-year requ1rement for math
or science. Moreover, un11ke the other subJect areas, 83 percent of the
states actua11y ‘mandate ofe or moré specaflc soc1a1 stud1es course%,
such as American h1story, American government, or State hlstory (Weiss
1978, p. 23). Although districts ang teachers’ are still free 1n most
cases to determine what those ‘courses entail, the states are clearly
concerned with influéncing the social studies program, even while they
plan and mandate competency programs in reading, writing, and mathe—
matics. Most states do not have or plan to have specif1c competency

- programs in sdecial °tudies (Weiss 1978 p. 32; Moore[}gBO pp. 20- 25). )
“ ’ AN i
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A sim11ar Ppattern. of requ1remi?y/ emgnates from %chool districts.

Nearly three féurths of the school-fdistricts require more than one year

of social studies for graduation, while only one-third have similar math

and science requ1rements. Eighty-six -percent of districts require

specific courses in social studies compared to 40 percent in math and 49’

percent in science. " Eighty-one percent require U.S. history ,(Weiss 19 8
25‘-26) a

for theif K 4 programs. The amognt,ofﬂ;%m equ1red is als signifi_
cantly greater for math’ thap” for social studies grades“ 4;<wéi%s
1978, pp. 21 22) This inf¢rmation confirms the popular “tmpressioh that
social studies is not a manr concern in grades K-3, whilejmath

and writing are. The actual time teachers spend on thest subJect anéas,
supports this 1mpre551on and is cpnsistent with the guidelines. In~f\ct,
the dﬁscrepancy in. actual time spent ort‘math vs. social studies extends
through grade 6 (Weiss 1978 pp. 50-51). .

The practice of °tate'textbook adoption has been a powerful influ-
ence on social studies programs. Thirty-three states, including such
large states as California and. Texas, have state adoption_in social
studies at elementary or secondary levels. Thus, "[o]ver 40 percent of
the student’s in the country go to school in adoption territory'"
(Sikorski “et al. 1976, p. 23). This practice has the obvious effect of
either determining the specific materials to be used in social studie
classrooms of restricting the range of possible choices. * I additi n,
big.textbook adopgion states have had an enormqss impact on publis

strongly influencing the content and format of texts (FitzGerald 1979,

pP. 33-34).- . —

/States also have other laws that influence social studies in the

)/chools. In some instances, particular topics have been mandated by

’state law. Free enterprise and citizenship are two topics a number of

states are mandating. For many years, Florida mandated a course in
AmEricanism vs. Communism. Districts “are usually allowed to determine
“how they will "comply with these mandates. ..

-
-
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Certain state Bhd federal laws affect the schools generally and
thus indirectly affect_ social studles instruction, as the following

passages illustrate:
. 4
Federal leglslatlon, such as the sweeping new provisions
‘ for edudation of handicapped children (PL '94-142), and
Co state programs appeared to greatly increase the adminis-
trative burden in school districts. (We noted it par-
Q . ticularly in VORTEX and WESTERN CITY.) Public’opposition
to school costs fixed sometimes on the total salary costs
for administrators (as it did in FALL RIVER), but demands
created by new legislation pressed the district to con-
tinue to expand its staff. High management skills were
needed for properly interpreting the regulations. The
demands not only added to the expense, they redirect
attention of almost all ‘administrators from pedagogical
matters to management matters (Stake and Easley 1978,
p. 19:15). \

The Far West Laboratory school change report describés the influ-

ence of federal laws on science education, including social studies:

o ’ eq;;ai/i;ws affect the needs or resources of dis-
icts, while others directly affect curriculum develop-

ment and dissemination.

By bringing students with diversé cultural and
educational backgrounds into formerly homogeneous
' schools, desegregation has affected those schools' cur- .
Ticulum neds. Some districts have desegregated in :
response ?E federal court orders, while others have
taken voldntary action in the wake of. such decisions as
, Brown v. Board of Education. In either case, a consti-
. tutional issue ha%s. had indirect effects on the curric-
e ulum. For example, the problems of teaching children of
widely' ranging achievement levels in newly desegregated
classrooms have helped promote the reform of mat:§?atics

and curricula by increasing the tendercy to use igdi-
vidualized materials. And with an increased sengitivity
to the way’'minority groups are portrayed in’curriculum
materials,;many,districts are setting up new screening
procedures, -

.

While ghe,federal judiciary has been altering the
clientele of some® schools, the Congres$ has provided new
resources for many schools. Title I of the Elementary
HEN and Secondary Education Act, for instance, has -added
., considerably to the money districts can spend on "educa-
v \\\ tionally deprived" students in low income areas. The
availability of, Title I funds has stimulated something
. of a boom in compensatory-education materialss. Other .
y programs-of categorical funding have operated on a
\ smaller scale but have also contributed to various

WY
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specialized markets fok educatlonal materials. A prob-
lem that sometimes arises in districts with special-
purpose federal money is that only certain personnel can
Be trained with this money: thus a “broad program of
staff development to accompany a new curriculum m1ght e
have to be partly funded by the district itself (SiKorski
et al. 1976, pp. 26-27). - - .,
Another'problem is‘that districts, in order to ma1nfa1n the extra
level of furding obtaired through categorlcal Programs,- have committed
themselves to those areas which provide the funding rather than
address1ng other needs (Stake and Easley "1978, p. 19:15). Th1s problem
is not common to most districts, however; only 19 percent of the school
districts in the RTI survey receiveq ESEA Title I-VII funding for social

studies programs (Weiss 1978, p. 124).

Supervisors and Administrators

=
4 I'd

Various Persons on the local and state level attempt to influence °

social studies Programs w1th1n the schools. The bu1ld1ng pr1nc1pal mdy
play a crucial, if subtle, role in the development of social studies in
his or her school. Several recent 1nnovat10n stud1es point f”the prin-
cipal as a key to successful innovation (e.g., Superka 1977), By con-
trolling the building budkets, the principal certainly affects all

. t

instructional programs in ghe school.

More specifically, most principals feel'Hualified to supervise

‘social studies, and in about half of the districts and schools in the

RTI survey the principals were heavlly invglved in the textbook selec-
tion process. Often this 1nvolves Selecting and chairing the textbook
committee. District program respondents, however, indlcated cthat the
principal's heavy involvement in the social studléb text selectlon

process was more extensive ‘on the elementary (50 percent) than the\
gecondary level (29 percent) (Weiss i978 P. B54-55)f-—Moreover, it is
reasonable to assume that the pr1ncipal s role in social studies 1s

larger and more direct in the 52 percent of junior high schools and 20
percent of senior high schools with no department chairperson (Weiss
1978, p. 48).

While department, chairpersons may play a significant role in most

o »

senior high schools, other persons withln the district probably do nolt.

LY
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Most districts (63 percent in the TI.sample) do not have district-level
curriculum supervisors (Weiss 19a£i
place, their impact is mitigated by their heavy work%oads and ;eache{s':
distrust of them as central office paper-pushers (Stake agd Easley iQ?S,
pp. 16:40, 48;~18:16; 19:16) . Superintendents and schoot;hoards do not
appear to.play a strong, direct role in the social studies program. -
Certaf—f;, they are not 1nvolved extensimely in the textbook selection -
process (Welss 1978 P. B48 B49, B54~55). School boards may, however,
exercise veto power if one or more tgachers stir a community crisis over
some controversial issue like homose?ualiti. ,
Outside the school district, it{is the state social studies super- ' ’
visor who most frequently attempts to affect programs. More than half
of the states (56 percent) have a supervisor who spends more than 75
percent time on social studies (Weiss 1978, p. 34). Most other states
"have persons who$share that cooroinatipnntask with oéz or more other
curriculum areas. . A significant regional’ difference exists. While 80
; percent of the southern states have socjal studies specialjists, only 38 .
peroent‘of the northeastern and 18 percent of the western states do
(Weiss 1978, P 34) More than two-thirdg of the state superv1sors

o

report that they spend a moderate or large amount of their time planning

and developihg curricula, working with dlstrldt personnel, and prov1d1ng . .

N o

and coord1nating inservice programs (Weiss 1978 p. Bl).
The impact of this act1v1ty is difficult to assess. Very few 3
teachers, principals, and district program responderts in the RTI snrvey )
felt that state supervisors were verp useful sourcds of information
(Weiss 1978, pp. 150—153).-AThe case study data suppbrt—and extend this
negative impression‘of state supervisors by district personnel (Shaver, ,
Davis, and Helburn 1979 p. 16). While our professional experience ,f
indicates that some state supervisors Have véry active “and. positlve

influerices on district social studies programs, the NSF studies show ;

that this is the exception rather than the rule. _ ' )

p. 36). Where supervisprs are in »

°
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All tbeiforces attempting to afgect social studies.muét ultimapely be '
channeleff™ through the  social studies teachery-working alone in the

classroogi relatively free to do what he or she wishésu Thélstate or
district can develop all the generaloguidelineé and syllabi it wants, :
but ‘the specifics of instruction are .up to the teacher. Cufriculum
supervisors can~establisﬁ’inservice training programs or even encourage
teachers to adopt a certaip text. Even other teaéhe S, who are the most

= . - . » - - <& G *
important¥*source *of educational information for soci studies teachers,

can urge a particular course of action. But the ind vidual teacher will

in the classroom
(Stake and Easley 1978, »p. 13:37;‘16:27; Shavér, Davis, and Helburn
1979, p. 6). 7
As Stake concluded from the case studies: f‘
What [socidl] science education will be for any one
child for any one year "is most dependent dn| what that

child's teacher believes, knows, and does-+and dgesn't o —
{

decide-whac\actually occurs, with his or her student

believe, doesn't know, and doesn't do. For ssentially
/ all of ‘the [social] science learned in s;hoolg the
teacher is the gnabler, the inspiratio and the

constraint (Stake and ,Easley 1978, p. 19:2),
5
/ .
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EDUCATIONAL CHANGE ‘PROCESSES IN SOCIAL STUDIES
* By Bruce Tipple L. N

L

;

The process of changing educational programs is extfemely complex.

Many have ra1sed the issue of whether ind1v1dua1s or EBtire social sys—

tems undergo change. Although a great deal of reSearcg=has been done on

innovation and change in social institutions, the Illinois case stud1es

and other solrces in the SPAN data base 1nd1cate that‘indrvidual teachers

are very crucial elements in the 1mp1ementation of«curriculum change. '

&

The degree to which the teacher is 1n control. of cgrriculum-as it is '»

1mp1emented in the classroom is 111ustrated in the fpllowing excerpt

. A
from one of the Iilinois case studies: . K N

o #

' What takes place in' the classroom is the provinge ogdthe
individual teacher. The building adm1n1strato;¢£° ﬂ”'°
occasionally observe and evaluate, but teachers rarely
intrude on one another. If a teacher chooses to“lecture,
run discussion groups, or confine hihself to shOW1ﬁg
films, an unwritten rule ‘seems to hold that otherg’ Z}}L~5<
'say pothing about it. Curriculum--the coverage of,
single course or the relationship among' courses~-=is "dis~.
cussed and agreed upon in informal department meetings.
Incursion into this system by central administrafors or °
committees is likely to be resented, sabotage\l, or .
passively "Waited out” {(Stake and Easley~l97

Unfortunately, few, if any; of the processes employed to change~the

&

social stud1es have .stressed the central role of the, teacher in 1mp1e-

' v
‘

menting such change, . . .'\

.

°

' This paper addresses three major processes through wh&ch‘SOCial.

studies curriculum.change has .been promoted' "curriculum development,

information dissemination, and teacher tra1n1ng P
t . ‘ ¢ *:.‘ R \\ . )
Curriculum Development -
- - ' ' - 77\
LS 11 K ’ /

Y
-

The curriculum development movement began in the late 1950s and ~

"early 19605 and was marked by the w1despread use of federal funds. The

,/'

Far West Laboratory identified ‘two common )
76).

curriculun development (Sikorski, et al.

folIowed models employed in

The first model is the research-d velopmen g issem1nation—adopt10n

(RDDA) model shown in Figure 1. Thig/;as the mpfel most commonly

..\,, ~

=

-
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fdgi?wed by the major secial science curriculum
It is also used now by many ~commercial puhlisher
development»efforts. Its maJom drawback is the
attention to*implementatlon strategies. Later cu

were, however, developed to promote successful im

and school districts. These efforts are discus

resource—personnel workshops and coopgrative eff%e

section on teachef training.. -

. The centralized depelopmenz projegts were n
develbpment efforts undertaken with federal fu
approach was employed by such agencies as Title

IX Ethnic Heritage Studies, Environmental Educatj

1§

Hevelopment projects. 7

s in théir textbook
almost total lack of
riculum.project_effortsgf
)lementation% ineluding
brts between cdlleges .,

d more fully'in the |

bt the only curritulum

s. A "seed .money"

[IT (later IV-C), Title

on, Womeh's Educmtional

ribed in Figure 2,

Equity, ang Teéacher Corps.. This approach is des(

This approach tended to ignore implementat

ﬁon strategies as well.

gbably contributed to a

.

-~

FurtRermore, the emphasis on local invention pr

udies curricula.® One

growing trend toward fragmentation in social st

. major advaptage of the seed money approach is the sense of involvement

the local staff feels because of its participatifon in-development efforts

(Sikorski et al 1976, pp. 9-10).

Y ‘Another type of curriculum development dessg Many indi-

rves mention.

vidual classroom teachers feel the need to develop materials specially

for hse with their classes. Such development gay result in curriculum

units, student congracts, 1earn1ng packages, worksheets, and many other

elopment is common. It

materials. It appears that such small—scale dey

¢ is iﬁpossible, however, to clearly describe the impact of such develop-

13

‘ment.
« L Y ‘o

How have materials developed by projéects ﬁpd publishers worked their

ollowed is outlined in

way into the schOols7 The process generally £

c

Figure 3.°

) Figure 3
THE ADOPTION PROCESS
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" tices and guidelines vary greatly from state to state.

i

Committees and/or
sions.

"heavily i@volvedm\l

administrators most commonly make.adoption deci-

Teacher commitfees and 3ndiv}dual teachers are the groups most

n [the social studies textbook selection process.,
-

Based on the perceptiops of the district program respondents in the RTI

survey, these two groups are "heavily imvolved" in the text selection

process at the secondary level in two-thirds of the'dist}lcts.

elementary level, 83 p
were "heavily involve

elementary teachers w

At the

ercent of the districts had teacher committees who
6

"s in 61 percent of the districts, individual

bre "heav1ly }d;olved" in choosing their social

studies textg. Principals appear to be "heavily involved" in text selec—

tion in betteen one-third to one-half of districts and schools, with
elementary princip:T§ most commonly involved {(Weiss l978, pp. B48, B4Y,
AN

B54-55).

muni feelings. Community members sometimes serve on adoption comm1t—

tees, and parents fréquently challenge the committee's selections.
/
The textbook adoptlon process ensures continual change in curriculum
Adoption cycles dictate

Although only about half of

méterials produced by commercial publishers.
textbook-revision every four or five years.
the states have state adoption of eleméntary texts and slightly-%ewer
have secondary ‘adoption; publishers pay close attention to the‘:‘dé'I':tberp
tions of the adoption committees (Sfforski_et al.~1976, p. 23). Prac-
The system, in
FitzGerald's words, "is less than democratic, because it is biased toward
the large adoption units--the large adoptlon states and the big-city
school districts—-and particularly biased toward the ones that make a
narrow selection of books . ./{ Not only the largest states but combina-
tions of smaller ones have often exerted an influence d1sproportionate
to the size of their school population” (FitzGerald 1979, pp. 33-34).

i °y

* Information Dissemination C
. L}

Information dissemination is an important element in promoting

-

currlohlum change. Tts°® importance is \llustrated by the RTI survey's

finding that "obtaining information about instructional materials" is

e < - - N
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one-of the two areas in which half of - *the secondary social studies
teachers said they did not receive adeqﬁate assistance (Weiss 1978, _PP. .
B113, B116). . <Ll T -

. @ .

Dissemination mechanisms range from infermal conversations with -

colleagues to complex information systems sdch as ERIC. Personal contact ‘
w1th other teachers seems to. be the mosghﬁzzely used and preferredamode X'

’ of information dissemination among teachers, The RTI survey found that’

42 to 44'percent of social studies teachers in gradés 4-12 think other ) .

teachers are "very useful" sources of information about new developments.

]

in education; 58 percent of K-3 teachers rated other teachers as
usefdul” sources of information (Weiss 1978, pp.‘lSO }53)

hand, secondary social studies ‘teachers did not rate principals,

"very

On the other

district

"felt to have limited effectiveness for curgiculum change"

ERIC

.
} f A Fuirtext provided by enic

personnel .State supervisors, publishers, or sales represeﬁtatives as

N )

‘\'very useful" sources of. information.

-

Other dlssemination techniques include productS'such as the SSEC

Data Book of Social Studies Materials and Reso%rces, newsletters and

journals, and bibliggraphies. Journals and publishers' representatives

were seen as major sources of information on federally funded curriculum

*

~materiale by state and district supervisors, but not by classroom

teachers (Weiss 1978, pp. 72-73). ‘ .

"« - Supervisots, programs employing field agents, conferences, work-

shops, demonstration sites, textbook adoption panels, and teacher centers

v

also facilitate dissemination. - S .

) . Teacher Training

. N '

) Teacher- training programs seek to- affect the teacher's behavior
diggctly Such programs fall into the two general\categories ~of pre-~
service and inservice training. The Far West Lab report found that

"preservice education 'provides a broad training experiencde, but it is
(Sikorski et
al. 1976, p. 75).

the educational system have only minor influence.

Phis is true, in part, because new teachers entering
Furthermore, very
little is known about the-Quality of preservice teacher education. Just
as most social studies teachers are not active membegs of NCSS, most

teacher educators are not either. What do we kno& about how they view




'the cla:7%oom if teachers are—berng—trainedr{x»4uul_lt_gs _history, geog-

i

N 3

t ~ . -

- ‘/ RS
social stud/;s, how they prepare teachers, or what tiey consider to be

a good te?@her’ How can we expect to see a change in social studles-in

R S

raphy, /nd civics? Do those trajners, indeed, see it that way?

Inservice training appears to have:ra greater impact on social

studiés curricdlum change. Suchrxraining may be general in nature or
_curric ium-spécific General inserv1ce programs include graduate- -level

cou{ses, 1nsery1ce sessions focusing on techniques--for example, damuni-
cations "skills, human re1at10ns, and community 1nvolvement--and SubJeCt

matter institutes. Accordlng to a study by Perloff, early programs
(NDEA summer institutes) for updating or'expanding the &eachers' hnowl—
edge base in a broad subject area (e.g., history, math, French, or

produced minimal carry-over into,the
1976, p. 73).

however, be raised about‘how such ﬁarry—over is measured certainly,

political science) have . .
classroom (Sikorski et a1 ‘Several questlons may,
app11catlon of general knowledge and techniques 1s much more d1ff1cu1t
to measure than is the use of a part1cu1ar set of currlculum mater1a1s.
appears to be

A good deal of

Curriculum-specific training, on the other fand,
effective in 1 ading to changés in classroom behavior.
indicgtes that practical, concrete training is most: highly

rs, (Sikorski et al.; 1976, p. 735.

valued by teac Information from the.

w_i__l_lihois case studies shows that what ‘teachers want in the way'of help

is the chance to talk to other teachers to collect various ' glmmlcks to

incorporate \ﬁato their curren€ approaches (Stake and Easley° 1978,
p. 16:i5). v

§ -

Training designed to help teachers implement‘d particular curriculum

packdge fits into_this practical, concrefe categor?. Such training may

ogcur in school district inservice programs;‘cooperatdve proégrams between
schools and colleges, ‘summer workshops, and resource personnel workshops.
A prime questidn regarding cufriculum—specific-training is whether its
long-term effects are as beneficrﬂl as its .immediate effects. -
The impact -of, federally funded tra1ning efforts is very difflcdlt.
to judge. Studies of teachers who have attended NSF-sponsored workshops
seem to indicate that such workshops haVe b&en effective in changing
1976, p. 73)

.studies teachers who have atte ded such programs, however, is very Small
. . e .

teacher behavior (Sikorsk1 et a1 The number of social

’ !
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'0nly 5 percent. of 10a12 social stud1es teachers have attended NSF- oo -
C sponsoredhinstltutes & workshops, but nfore principals (25 percent,
grades'lo ~12) and distnict supervisors .(21 percent, grades 7-12) have

N part1ciﬁated in.such programs. The majority of state social studles
supervisors (60 percent) have attended at least one such progkam. Social
T studies teachers are much less llkely to have part1c1pated in federally
’ iunded_tralning programs than are science or math teachers (Weiss 1979
;ﬂlfi N> PP- 69- 70)lw f\ e . - :
) - Not only are social studies teachers unllkely to Have part1c1pated V2
~ im fede%ally,funded tra1n1ng,programs, they also tend to perceive inserv- .
. ice programs negatively. Only one-fifth to one- third of social studies
:” .teachers rated the follow1ng as-very useful college coup§es, 1ns§Fv1ce
. programs, federally sponsored workshops, and meetings of professional-
organlzatlons (Weiss 1978, p. B157. \i .

‘A maJor'reason for such negative attitudes may well be<that inserv-
_ice programs do" not focus on those problems»whlch teaehers see as most
acute. Teachers see the followxng problems as most serlous. student
apathy, student.zeading ab111t1es, and lack of mater1als -to 1nd1v1duallze o
’ A Iearn1ng §Weiss 1978, P- B129-131) . Yet social studies training programs

do notpgenerally focus on: such problems as dlsc1pllne or read1ng,

® ' 1instead, Ehey tend to concentrate on 1nqu1ry strategles and structures .
I - ¢ of the d1sc1p11nes.\ Less than half of teachers seé a.need for training
- ’ 1n these areas (Welss 1978, PP. Blb3, B146) rurthermore, teachers are -

generally susp1c10us of inquiry and other 1nnovations (Stake and Easley
o 1978, p. 12:7). ‘ / . . .

oo . ,.:E '._, ) “\. - : N \s - . N ) . \
o L o - * Conclusion. g : ' ~ .

.~ R - -, -

. Many people have concluded that nothing really changed as a result
iy L of the curriculum efforts of the 1960s and 19/0s. Th1s br1ef analys1s * A
« - of change strategies,,however, shows ‘that some'modest changes and . -

improvements did occur. "Two new: curr1culum deveiopment approaches were

T - ) developed ‘and utilized-~RDDA and seed mdney. These approaches, espe- * - ©

cially the first&_in tirn, -had some effect on commerclal publlshers and

' %

the pro¢esses they use in producing textbook programs. Inservice train-

e K ing specifically fotused on new materials and strdtegies also had some .
-’ - o ¢ . . B ~
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modest effect on-social studies teachers. These efforts, however, were

Fbt extensive and thelr #ationwide impact was m1n1mal Finally, 1nfor—

&
mation dissemination technlques such as Journals.and conferences have
Feyd
been important sources of 1nformat10n for state and local supervilsors,
~

even though they have not had a large impact on soc1§1 studies teachers.
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b ) A SOCIAL ROLES APPROACH TO .SOCIAL STUDIES -+

vnl

' By Douglas P, Superka 'and Sharryl Hawke .

Project SPAN has outlined gix major problems that social studies

educators need to address in the®1980s and a series of desired states
and recommendations for 1mprov1ng social-studies in the next decade. °

Since tHose statements are broad guidelines "for improv1ng the field, a

number of different approaches to.social studies could be advocated to

implement those recommendations and achieve those desired states. .

ThlS section offers one possible focus for soc1a1 ‘studies that we

" believé can $golve the-six problems and move social studies toward the *

¥
des1red sta;es. This focus, called "social roles,' is- described and
explained below. Also 1nc1uded is a brief j ustification for this focus
and En explanation of how it can help.alleJiate the six problems and '

’

ach1 ve the desired .States, In another volume, the social-roles apprqQach
has been elaborated further, with 111ustrat1ve applicatloﬁs to; the K,12
curficulum (Supfrka ‘and Hawke 1982) Whmle our ultlmate goal is the
improvement of social studies eddcation for students, our ‘more 1mmed1ate
obJect1ver1n .presenting thls approach is tdé stimulate profess10nal

Y . - %9 >

inquiry and debate. . - k . o o

‘ e e o , ) - \ ’ K
oo . Seven Social Roles '

. B A \ ©
]

[N ;7 ’} | \ ‘ )fj .

N

How can soc1a1}studies contr1bute moré fully to the development of
knowledgeable and effquive participants in our society’ One way would.:
be to focus content and instructlon more directly on how most people
partic1pate 1n that society—-how they spend their t1me and where they

put. their enetgy. Most people's- social\iives can[be described by seven

major roles. Fitizen, worker, consumer, family member, friend, member

! .

of various socia Broups, and self, I'studies can help young people
unde;stand Value, \and function - crea ively and competent1y in these

ﬁfve individuals and

social roles--thereby he1p1ng them bEcome
effective participants in .our soeiety. ' g . .
The term'"role" has’ beén defined by sociologists and psychologists )

in various ways.ﬁvThere is. general\\greement that the term refers to a
<

set of organized meanings and values that direct a.person's actions in a

B
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given situation or in the performance of a given function (Kitchens and

i

Muesszg 1980, p. 11; Rose 1965, p. 45). Most amthropologists and sociol-
oéists add that thﬁse roles are usually ascribed to people by their
ure Some emphasi?e the interactive' nature of this
process, stressing that individuals still can exercise choice in défining
and implementing their roles wlthin the society (e.g:, Blumer f970).
The term role is used here in roughly th}s manner. Particular attention
is directed to situations (especiallyasets‘of relatioﬂships)‘and func-

tions implied;by a role. .

Each of the seven roles defines anfimportant area of social life in
which nearly all persons participate and implies, a specific set of rela-

tionships and functions. While each role defines a distinct set of

relationships and functions, all seven roles are- interrelated. A method
of illustrating the interrelationships between and among the seven social

roles is*dgpicted in Figuiéll. Social studies programs can highlight

.

both the distinctiveness of and the interrelationships among the seven

social roles. : . ’ .

v

nd¢ illustrates the nature of these social

L

This “section explai
roles and- their interrelationships and clarifies the_valuable contribu-
tions thHat social studies can make to education for the social roleg.°

, Figure 1 . . |
) THE SEVEN SOCIAL ROLES

-

[

M1 MEBLR OF

«
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These social rolée can serve as a usefuf‘fgamewori for determining what
to teach in socifl studies and why. Social roles, in combination with
knowledge aboutl tudent development, can also provide a concrete basis
for organ121ng %urriculum content and 1earning activities “in social

" studies. [ ,
The idea pf a social-roles focus iss not completely new in education,

although these seyen roles are somewhat different froq previous formula-l
tions A-gimilar t eme can be found in the "seven cardinalopfinciples
of the 1918 National Education Association reéort, which'included worthy
home membership, vocation, citizenship, worthy use/of literature, and
ethical chanacter (Commission on the Reorganization of Secondary Educa- -
*tion 1918). More recently, two social studies educators have proposed.
an emphasis on 'lifelong roles" —-citizenship, family membership, occupa-
tion, avocation, and personal efficacy-—for elementary social studies
(Joyce and. Alleman -Brooks 1979, pp 5-6) . ‘
Citizen . ; .

Citizenship education has. been considered the_centralagoal of social
studies for at least the past'century (Hertzberg 1981). Within the
context of the! recent resurgence 06 interest in the ®opic, citizenship
has been called the "primary, overriding pu%pose" (Barr, .Rarth, and
Shermis 1977, pp. 67-68), the "centering concept" (Shaver 1977, p. 115),
and the‘"ultimate justif'_ t'on" (Remyﬂl978, P. 41) of social studies.h
The revised NCSShcurrfEulu ‘guidelines, state frameworks, district cur-
riculum guides, and textboo s reflect this orientation.

Despite hidespread agreement about citizenship' s~centra11ty and

v impartapck 5E?socia1 studies, there is IICS;E agreement about the meaning
bbf the térm, the na&ure and scﬁf ‘%ﬁ/the citizen role, or ‘the major. focus

of citizenship education efforts (Mey&r 1979, pp. 11-19). While some

educators have stresséd patriotism and loyalty, others have emphasized

problem solving andvwSocial criticism, Some definitions of citizenship




,~ The citizen role as defined in this paper is focused on the rela-

. tionships between individuals and poliéiCal entities (for examplé? the
state, gbvernmental‘agencies, and political-orgqnizations) and organized
efforts to inf déﬂééipﬁgzzc policy. ‘On the basis o this conception,
the citizen role\includes a wide range of. important activities: voting,.-
obeying just laws 'EBEIIEﬁgtng‘unjustrlaws, paying paxeé, serving in the

o 1Y
armed forces, pakticipating in political parties, studying public issues,

advocating positions on public policy questibné (either individually or
in groups), worRing fof_volunteer organizatiop52 anjwholding public
office. Citizens ‘engage in these,activities in a variety of settings
and at several levels,'lncludlng the nelghborhood community, city,

state, regden, he spec1f1c nature of the citi-

ati nt/and world with

zen's activitie

ties pefform§d

ﬁﬁifferlng dt, the diffefrent levels. Many of the.-activi-

at the city, state, and national levels are directly

related to gov romental institutions, while those at the neighborhood,

region, and woyld- levels are not.

o

~——

In relatign to all levels of the gitizen role, social studies has a

.

major and unique..contribution to make. Although other'5quect areas and

aspects of sch

.

studies is pri

ol share some responsilfility for citizen, education, social

arily responsible for rovid{ng opportunit%gs for students

to learn the asié knowledge, skills{ and values needed to understand

_32? participatje effectively in the U.§. politicai‘system and to analyze
T . B ) ..

[ v -t
and help resolve public issues.

Exactly yhat Is meant by edutatjon for the citizen r¢le? w%thin

history, poljtical science, economic ,,gnd'other subject disciplines, .

educators must not ofly identify topi¢s or concepts related.to the citi-
. L - . .
zen role but also “determine which of fhese are most directly related to - '

or essential.to\;hat role. Since history occupies a major place in the

* social studies curriculum, the contriButions of history to the role of
®

citizen as well aé other roles must b

examined. At the classrogy level,
”

for example, a high' school teacher maly have to decide what aspects of

the "Civil War and Réconstruction" arp most important for. senior-high

students to learn’ in d{i:r to be inf rmed citlzens. At the district

Jevel, administrators might need to d cide whether U.S. history is the

’
Y

best course for ten—Year—olds.
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\
unimportant

’

Such questions do not .mean that history should be consideréd

*

& AT

It does mean that history and the other disciplines hou1d~
be examined to determ1ne what knowledge and skllls can contrlbute most
to education for c1t12ensh1p

These kinds of decisions w1ll have to be

people and adults spend more than 9Q_ percent of their waklng time in
these other  roles;

butlon to these aspects of their lives.

made if room is to be found in the increasingly crowded soc1al $tudies
' Young
social studies in the 1980s must make a
Worker

curriculum for teaching about the other _important social roles

bigg\r contri-

The worker role, unlike the c1tizen role,

by soc1al studies educators as being central to their field.
some educator\1 have supported the "infusion"

1is not generally perceived
soc1al stud1es instruction (e.g
‘ for the Social Studies 1975),

Although
of Career awareness into

«» Taylor et al. 1977; National Council

many teachers have viewed career education
as“an encroachment on the legitimate domain of social studies.
),?

.Social studies educators cannot ignore the fact that productive
work is an 1mportant aspect of most people s 11ves.

of the various secondary education commissions of the 1970s was that

A cons1stent finding
educatlon had failed to establlsh a meaningful relationship between

school and work in our society (National Task Force for ngh School
1973; Panel on Youth,

Work is an important part of many students' lives,
high achool

Reform 1975; National Commission on the Reform of Secondary Educatlon
Pres1dent s Science Advisory Committee- 1974)

a recent study reportedathat Nat-

even before they 1eave
‘school Year, about 50 percent of all high school juniors and seniors and
about 30 bercent of all 9th- and 10th-graders -are
PP. 44—46)

some given ‘time durlng the
And,

'employed" (Cole 1980
of course, most students will spend the ha}orlty of
their &dult lives as paid employees. Thus,

the worker role has both

:
immediate and future relevance to elementary and secondary students.
What can social studies
studies>has an auxiliary, not primar

contribution be to this role? Soc1aL
ffw?::;onsibility in this area. The
majof respongibility must and should rest with career education special-
ists, guidanaé\counselors,,language arts, and mathematics teachers
' These areas are proper ones to focus
. & P :
Q
_?Jiﬁﬁﬂ.

oty knowledge about careers and on
N .
-
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‘occupation-related skills such- as identifying information relatéd to job

openings, preparing joo aijIEati ns, interviewing for jobs, and perform-
ing basic-computatioq,an“ commun cation skills. Social studies can -

. AN ’
reinforce these efforts. tudies afso shares with other areas of
N . AN

skills and constructive attit des toward work «’

In addition to these shared respons1b11it1es*”social studies has, .

the follow1ng spec1al functions: to provide studerts with awareness of

careers directly’ related to the social sciences (for example, urban

planner, sociologist, government administrator, and business econom1st),

to help students reflect on tﬂeir worker~related experiences . (for
example, analy21ng interpersonal relationships and conflicts on‘the job);
to provide students with k1owledge'that will place in historical and
social perspective the role of-the worker in U.S. society and the world
(for exampl:,‘knowledge about labor unions, immigrationtand employment,
women in the labor force, and the impact of war on jobs); and to help

students analyze and discuss the 1nterrelat10nsh1ps between the worker’

-

role and the other social roles (for example, the conflicts that often
arise between being a responsible member of the family and a conscien-
3

tious worker). ' v

\ Drawing on valid knowledge from economicsy nistory, sociolégy, and

other social sciences, social studies cdn make an impdrtant contribution

|
toleducation related to the role of the worker. L.
e ’
Consumer » . « .
While not all people are workers or active c1t12ens, everyone in

our society 1s,a.consumer. The role of consumer is to buy and use the

N B Thisa

gQods and sernices/produced by workers.. Fhese goods ané services, include

natural reSources (water, wood, oil, and gas), manufactured products
(food, drugs,\o;cycles, and cars;,.information (print and other media),
businéss services,(banking, insurance, and real estate), and ’social
services (education,,medicine, recreation, and welfare) The consumer
“role’ includes being a g%bd planner, shopper, and protector of these goods
and services and an effective money manager. Being a wise and competent
consumer in our modern complex society will continue to be a maJor chal-

lenge in the 1980s and beyond.

)




The consumer roie is sometimes perceived as'an economic act1vity in
which persons engage solely for their own individual benefit. The prob—
‘lems related to using energy and other environmental resources have
demonstrated that the consumer role also has significant collective and
societal dimensions.: Buying a small car 1nstead of a 1arge one, for
example, 'may be a long- term money saver for an 1nd1v1dua1 It may a1so'
' be a miore env1ronmenta11y sound and socially responslble dec1s1on.

Social studies' °maJor contribution to the role of consumer can be

~to help students understand this role in the context of our nationak
" economic, pglitlcal, and soc1a1 systems and to appreciate the global
interdependence of consumers. Meetlng these goals for consumer-role
educatlon suggests such topics as consumer law, supply and demand, con-
sumer protection, inflation, money .,and credit, boycotts, energy, the
‘ «environment,® multinational corporatlons, and international trade. It
v . o also calls for teachlng about interrelationships between therconsumer
. role and the cher s c1ai roles. { ,/ . :
Providing his or1ca1 economic, and polit{cal perspeﬁéi;es for *the
consumer role is another unique function of social studies. The emphasis
shou&d be on supplying students with the conceptual tools they can use *
- to gdapt to. future changes rather tharr on providing technrtar»skllls
that may\be obsolete in ten, years. A tennis’ instructor can help students
make a w1se’dec1s1on aboup which tenn1s racquet to buy. ' A dr1ver s
education ;msfructor ¢an tﬁdCh students what to look for in buying a
. ‘car. A home economics teacher can help students become .aware of, the i
adVantages and dlsadvantages of* generic groceries. While social\ studies .
/ can make som cbntributions .at that level it should focus prima on
'providing a Jarger viev. R ° S

\ o A .
?}. Social studies shares with othgr subJect areas responsibility for !

N - some aspects of’ chsumer education. Critical television viewing, for
le, is a topilc of interest in. both sociél&tudies and language arts. L

. ’ h As 1anguage arts concentrates on ana%yzlng programs foF.literary quality

.!*

edge and skills from psychology and socia1 psyc ology Simllarly, social

studies and science gjshare responsibility for/ elping students function

effectively and int ligently as consumers of natural resources, ‘espe~- .

. Q . . / h , b
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. time for families in the United States.
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c1ally in regard to such science-related issues as energy,
<§combinant DNA.

subje

acid rain,

and The partnership between social stud1es and other

t areas in prepar1ng students for the consumer role can be one of
R .

the most vital developments of the 1980s.
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Family Member . \ - ‘.

©

stible

Divorce rates will probably -

Wost demographers predict that the 1980s will not ‘be an easy,

continue to r1se, birth rates will remain low, more. women will j01n the

paid labor force, more children will llve with only one parent, and more

- ‘couples will deéide not to have children. Despite these stresses,

strains, and changes, most expefts believe that the American family will -

adapt and survive. Because of these stresses, strains, and changes,

young people will need all the help they can get to understapd and func—
tion in their roles as family membpers.

Trad1tionally, the family has been defined as a group of people
related by birth, marriage, or adoption who live together for the pr\ﬁary

purposes of procreation and child rearing. It can also include alterna—

*

tive family styles~-for example, a married*couple- 11v1ng\together without
chlldren——and such extended-family relat10nsh1ps as those between eman-
Family roles hnclude mother,

L

also grand—

cipated adults and their elderly parents.

father“;ﬁusband wife, son, daughter, brother, and 51ster

child grandparent, mother-in- law, and still others. Everyogge functlons

in twg or more family roles, often in:two Oor more s1multaneously‘ The,
“Thature of eaeh'of these roles changes dramatically over the tourse of a

N - person's life., Societal trends add another element of change. ' ‘
; *Social studies programs can and should make an important contribu-
z tion to. helping young people understand and function in their present ‘

1 and future roles as family members. Obviously, soc1al studies cannot

and should not be totally vesponsible for producing ' good family mem-

bers

)* However, by drawing on knowledge from sociology, psychology, dnthro—
>
.M? 'glogy, and history, socidl studies can help students better understand.

d deal with parent-child relationships, sibllng relatlonshlps, the

) rights and ¢ responsibilitles of/parents and children<{chang1ng family

e .

. a N

LAY
° ’ ; d ’

. . & ¢

s a young person's own famlly will certainly be the maJor influence. =

A A e g
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T goles;:the family as an institution, the future of the family, the

diverse 'types’ of families. in the United States and throughout the world,

and marriage°and courtship,

N
At prasent, the family is a. spec1f1c focus of social studiss only

Jm the primary grades (especially grade 1) and. in the 12th grade, as
par%rof a sociology or family life elective; in other grades it is

v1rtually~1gnored despite the importance of family to the lives of early

adolescents. The role of family membeg should have a more prominent

¢

place in K 12 social studies programs.
[N
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o
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Friend ’ ) \ /

( - -

No social stud1es teacher, especially at the Jjunior and senior h1gh

levels, has to be reminded that “friends" are oné of the most 1mportant

dimens1ons of students' lives.‘ A recen tudy of teenage sexuality con-
f1rmed the importance of fr1énd§h1ps in
("Sex Rated Below Friends, School, and S orts" 1979).

also value friendship, but they think about it differently.

e lives of 15- to 18-year olds
Younger students
According
to research conducted by Rober't L.. Selman and Anne P. Selman, children 'S

.

*thinking about friendship develops 1n stages in much the same way as

their reasoning about moral issues and other 1nterpers
(Selman and Selman-1979).

need | help 1n making and keeping friends and 1n dealing

al relationships.°

The Selmans also found that many youngsters

ith friendship-

related Conflicts.

|

The importance of friends does not appear to diminish as one grows

into adulthood although the nature, forms, and bases of- friendship

change dramatically.

While we lack extensive research data on friend-

ship, such popular culture indices as television shows (

"Laverne and |

Shirley") and singles—club membershi

ps suggest thesimportance of’friend—

ship in our society. The few studies which:do exist (e. g., Block 1980

EX 4

and ‘Parlee 1979) confirm that the experience of friendship is crucial to

the healthy social and emotional development of children and adults.,

Strained family relationships and alienation from the community undérline
the importance of friends as a source of trust, understanding, affection,-

-

and acceptance. . .

4FDpic is virtually nonexistent in social studies.

T TOMTYASE €6 the centrality of friendship in people's lives, the
A few primary-level

A} A : Y .
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textbooks toqﬁh on the subJect, and some supplementary materials contain

‘activities related to frlendship.__Of all .the’ social roles, however,

Social studies (along with language arts and counsellng) has -an
importayit and legitimate contrlbutlon to make in this area.® While a new
'oﬁalﬂmovement (suchyas "Education for Responsible Friendshipﬂlor
iénd Educationﬂ) is not being suggested here,"some vital aspects of
friendship can be a part of schoollng and social sLuaies. Many students
ézfall levels will’ respona to opportunities to examlne and discuss ques-
tions related to fr1endsh1p, ands the social sc1ences have important
knowledge ahd skills to offer'ln educating students for the role of .
»friend. ’Appropriate topics include forms&of friendship: rangfhg from
casual to intimate, responsibilities ana expectatipns associmted.with
friendship, q&alities of good. friends, processesq¢of making friends,
social mobility, same—sex/opposite—se§ friendships, conflicts betweem
family &nd friends, peerogreups4 cross-gultural friendships, and wartime.

, « AN
friendships.
v N

Member of Social Groups ’ _ - ‘ . ‘
sEverZ person is. a member of various sdcial groups. Broadly defined, °
these include 31) groups whose membership is determined at birth (being
male or female, a member of-a racial group, and & member of an age coliort
group), (2) sfich categories as religious groups, ethnic groups, and
Sociloeconomic classes, into which persang are born but from which they
may move, and (3) groups to which people choose to belong, such as bridge
clubs, baseball teams, and women}s consciousness—raising_gromps: S
Participation and membership in all;these groups.can&take”prape‘%e ‘
various levels of involvement; however, certain socially prescribed -
expectations and norms are associated with membership in ‘each group.
. Social studies efforts in regard to membership in the first two kinds of

groups: should be focused on teaching students to be aware of the exist-
. .

ence and nature of different kinds of groups, to analyze their particular

“affiliations with groups, to make conscious individual decisions_aBout
the extent of their participation in various groups,. and to understand

the nature and origins of group expectations--emphasizing that one does
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not» necessarily haVe'to limit his or her choices _because of traditional

//*
group expectations, Th1s has indeed been a math~thr9$% qflmany multi- -

~ . . cultural education, ethnic studfes, and women*éfequfty efg rts. . ) , AT
At the most intimate level, a person can choose to béfohg to-a small §
face ~to-~ face group whose primary goal is social or phllosop ical rather ]
than polltlcalnor whose organizing primciple may be ethnlzjldentlty, e

rellglon ,agey.or sex. Some examples,of groups in th1s cdtegory are =-
social club based mainly on ethnic affiliation, a youth athletic club, a *,‘ T

-

bridge club, and a local church or temple. A major eon ributlon ;,

= social studies at this level can be to help sttdents exanmine the n ture,
e ’ * purpose, and dynamics of such>groups——who belongs to these groups, whére ’ o S
they exist, why they form, and' how they are run——aé elk as.group = . > L
responsibilities, rules, and norms. ' . / R ¢ ° !

we .

At still another level a social group may be a large scale ’ S

(national or global) organlzatlon whose purpose is to help malntain and

improve the social condltions of a parkicular group—-for example, the

® Natlonal Organlzatlon For Women- (NOW) and the Natio 21 Association" for
the Advancement of Colored People (NAACP) The role- of social.studies -

< . 1n regard to such a groyp is to teach about -its nafure, purpose, func-

tion, and impact and to help students ‘make refl%c ive dec131on§’about s

P possible participation. | . g v .
’ o - Still another type of group is.i social aggregate lachin;;ghy\kind ‘

of "formal organization--males in the- United States, ‘children ih the °

1

world,*and Jews, for egample. This'category also includes members.of
geograplrically defined aggregdtes: people who live in the same, rives '
valley, mountain range, or' desert, who -have no political organlzatLon .
but share certain Values ‘and "behavior because of their 1nteract10n w1th
a common environment. Hete the major role of social studies.sis to teach
about the impact and contributidns of Such groups in the United States ‘
d and the world--with atte§%10n to the groups' cultural tradltions, R
> customs, and history and the effects of major.historical or contemporary.
forces on their social welfare. Examples of historical top1cs are the
. impact of the Civil War on blacks and the effect of economic recess1onwn_
and inflation’ on the r8es of women in the United States. A very curr?ht

. topic related tof tH%se issues is the recent inmigratlon to . the United ., .
. States of Wbodian refugees, Cubans, and other groups, resultfig from; .

. «
», ° * .
" - ' ) .
i . * .
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. Finally, social. stud1es -can con'tribute to students' understanding -

. . (I
. international political events. The impact of this immigration on the :
United States and on these people is a very significant top1c that social

studies can examine . . . N .

of the group-member role by focus1ng on the 1nterre1at10nships between" . -
. th1s role and the other soc1a1 rolts. Fam11y roles, for example, are “
: closely related to membershlp in ethnic groups. Another cruc1al topic '
- 1is the potent1a1 conf11ct between the c1t12en/role and membership in" |
- t social groups. Reeent mult1cu1tura1 education eftorts have helped to
empha51ze the plura11st1c nature of our society and therefore of citizen-
to shlp in the Un1ted States. Some, however, view th1s as fragmeﬂtatlon of
o the soc1ety and subordination of national c1v1c values tc ethnic and
cultural values. The .possible 1nterreldt10nsh1ps between the’ citiZen ,
ro}e and re11g10us group menber ro;Z have\ been dramatized by‘ihe direct

N .o g,
1nvolvemeht of some rellglous grou s in xecent political campzigns.

Teachlﬁg directly and honestlx about these kinds of conf11cts3and inter-- . -
woe relatlonshlps today. and in the past is a s1gn1f1cant respons1b111ty of ) ’ >

soc1al studies. T T . L A I Lo .

€ - . ) e *
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‘Self . . ’ .

As 1ndlcated in the prev1ous dlscuss1on of soc1a1 roles, U S.

» >

< soczety expects a person to be a®good’ c1tlzen, worker, consumer;@éamlly
o member, and to a 1esser exteat a good friend. 'In add1t10n, 53% .society ' . 3
> often conveys certain expectad ways a person should act based on the sex
cohort role, ethnlc group, and social class to.which he' or she belongs.A
" Our society places stilf another expectatlon on people because of the .
< high value it puts on°the individual{- people areg:also encouraged to be o
.\t emseLVes——to express their own unlqueness and to develop their full ) :
pqteng;alltles. < This striving for fulfillmenq and realization as a N
unique “and cpmpetent person occuis both*uithin the six social roleg
(e g., by be1ng a unique teaéher ox. tle best father you can poss1blf"5e) /\ ) .
'and\outslde those roles (e.g., by reading h1story to expand one s 1nte1—

lectp horizons %nwmunnlng ten mlles a day to develop and ma1nt31n a. o
2

LN
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. social roles. To accomplish this godl social studlcs can draw pn the

and develoﬁ his or her 1ntellecgual .capacity. ,This goal has two impor- ,
- ¢ 3

.
z - ~

%

%

healthy body).. %e have defined this function and the sets of Yelation-

ships, meanings, and values associated with it as the role of self,*
i

- The importance of including a focus on self has® been reoognlzed by

.

many educators w1th1n and outside the social studies f1eldu Goals of

increas1ng self awareness and enhanc1ng self-ésteem have been a centrai /
aspect of humanistic education and values clar1f1cat10n (e.g., Canfield

and Wells 1976; Raths, Harmln, and Simon 1978). ~ Many, soc1al stud1es

educators also 1nclude these goals (e g Fenton 1977) L

As do'the other ,roles, the role of self involves the person in
certain k1nds of activities. 1In additien to acting competently in the -
other roles, these self-development-oriented act1v1t1es include develop-
ing a positive and realistic self -conc¥pt, 1ncreas1ng ‘one's- self-
awareness, expandlng one's 1ntellectual capac1t1es, developing and main-
taining a healthy emotional and physical being, and clarifying and living

by a set of personal values that leads to 1nd1v1dual and soc1eta1 well
- .

being, - Y

: All aspects of school and soc1ety share some. respons1b111ty for '

-

.educatlon and development related to-the role of self. What is the

N I

unlque contrlbutlon of -social studies to this goal’ Prlmarlly providing
learn1ng experlences thdt will help students understand how the other R
social roles, including membership in social graups, 1nfluence 1dent1ty

and seLf development as well as how the latter can influende and»change‘

soclal~sc1ences—Jfrom psychology,;ghclology, social’ psychology, history,
anthropology, and cultural geograpny-—as well as on .>ources su h as
multlcultural-educatlon, sex—role awareness, llterature, and‘?hilosophy:

A f1nal contribution of social stud1es and other subJe areas to

-

the goal of educatiom for the role of self is to help each student expand

- . s
by - . . B °
[
o .
. v . . ‘

.. *While it may not be common to use the term self" as a "role," as
it. is -used here, we believe this is convenient terminology for our
presentfpurpose, empha51zing the lmportant relatlonship of the self to
‘the "other" six sécial roles. This usage is slmllar'to that of some

. sociologdsts and phllosophers who have focused,®n an interactiopist .

pesspective on self and socletydie g.; Bigge[1971; Blumer 1970)] A
Flar view of ‘the self role has also beérn taken by some social studies )
educaT:ors fe 8-> Haas.l9g'l). SEPEEE T Lo
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that did relate to this idea - is-supportive.
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tant aspects. One involves teacdhing content from soc1al studies that

students should know s1mply in order to be 1nformed persons—-even if
such knowledge does not lead to immediate payoffs in terms "of success i

other social roles.” The other is helplng students develop a sense of/

the joy of learning and knowing. While much social studies knowledge

can be justified on th& basis that an informed person should know it,
social studies teachers should emphasize demonstrating to students that’

learning can be sasﬂbfy1ng——even joyful--for its own sake. This aspect

of students 1ntellectual development should be str*hgthened

o

Why Social Roles?

- . g

A ~

The goal of refocus1ng social studies on soc1al "roles cannot be

easily attained, nor will it be a magical panacea for the problems of

social studies. The social-roles focus-is recommended in the belief

L
that it will help, more than some exiiting approaches, to alleviate the

s}x,problems described by Project S| and move social studies toward

the desired statescrecommended by SPAN. The basis for" making this state-

B

ment ?s expla}ned below in relation to each_problem area and desired

state. . : , : B

- {

Student Learning . ’ 3

The most important problem to be addressed in the 1980s, and by
implication the ultimate desired state~to be achievedj is related to =
student learning and valuing of social ‘studies. Sinmce sooial roles focus

on how children and adults spend time and act in the social world, this

orientation sheould help students appreclate the 1mporténce of social -

stud1es, increase student motlvatlon to learn sogcial stué}es, and, ult1—
mately, iprove students' learnlng of s1ghif1cant knowﬂedge and skills

in social studies.

~

While this hypothesis has not been tested empirfcallv, one study

A study of 772 high school

studénts' perceptions of the relatlonsth of soc#al studies to‘work
family,“and community concluded that: “"By developlng the llnkages of
their, subJect matter to future personal development, (sociai studies)q
teachers could increase the likelihood that students Hould congider the‘
)

. < <y,




" subject important, and would'work harder to learn it" (Farman, "Natriello,
v and Dornbusch 1978, p. 38).

The social-roles focug

.can help students see the value of social -

'studies. Can it also lead to increésed learning of important social

B studies knowledge and gkills? A case can be made for social roles haulng
. . more potential to do tha | than some other ap?’oach . First, the social
roles prgvide a framéwork ‘for asking what knowledgeda skills are most
. + important for living in|the social world. If helping' students become
. effective participants n the social world is the ultimate goal of social
studies, the social-roles focus might lead to a clarification of. knowl- ,/Z:
edge and skills that’ ire more directly related to thats goal and not .
" * entirely different from the knowledge and skills noqpbelng taught i
f Second, social réles is more likely than cher approaches to 1mprove
stu&ent learn1ng because it has a greater gotentlal for stimulating Stu+
. dent 1nterest and motlvatlon. A reaent meta—aanys1s of ' educational
research has demong rated a cons1stent and'g051t1ve relationship between
, Student motivation 4nd attltudes gnd stud@'ﬂfﬁ'learmhg\(Walbergz Schiller,
and Haertel 1979). | Common sense also suggests that students learn more
. when they are’Inte%ested and involved in a subject and when they believe

-

~ it is 1mportant.and Hsefﬁkfto them. . .

’ "
. * Third, a soc1al~roles framework has a greatr potential to 1ncorpo§ate

and use the knowl dge about student cogn1t1veq ‘moral, ahd social .deyglop~ .

ment that has been ga1ned in the past defade or two. Unlike approaches -

- , that focus on ogp aspect of social studles (such as 1nfluenc1ng pﬁbllc

policy, learnin the[basic facts and generallzatlons of the dlséipllne,
/

«

-Zor being a rESponslble cltlzen), she social- roles approach w1th its,. | s
: balanced emphaSls on personal ‘1nterpersonal and soc1eta1 issues w1ll'

e "lend itself readily to integratlng the 1mp11catlons of a w1de range of

— . "\

- child development %esearch . K é- N

Suggesting the potent1al for s0c1al roles to 'use knowledge ‘of !

. ¥4
T . student iteeds; and 1nterest is not to adyocate a ‘total focus’ on student ;
interest. Some.é%ructure, such as that df the social roles, is neede® - f

to prov1ﬂe a stable focus within which student concéerns can be cons1dered

, thhout crgaxing a curriculum whi is repetltlous or unduly concentraqed

on the egbcdntric orieLtations of ;tuden;s. ' f
ot ' - J -
. T . S o=
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" Teaching Practices

The central problem related to instruction that ProJect SPAN has
identlfled is that most teachers do not use a variety of 1nstrﬁctlonaiM\*\
practices in soc;al studies, despite the fact that ‘most “educators beli .
that this should, be' done. Previous reform etforts have attempted to
change this situation by focusing on single ‘instructional strategies
Ae.g., inquiry learning, student participation). A social-roles focus,
does not rely on aJy single instructional strategy, but calls for reco&’
nition of the value of different 1nstructxona1 practices and recommends
that they all be inteérated into a coherent’social studies program. Ay

A recent study indlcates that social studies teachers support inte-
grative approaches and mater1a1s that relate knowledge to their students'
lives (Fontana 1980, . pp. 70—73). The social-roles approach places a

major emphas1s on this factor, an additional advantage that many other

L

N reform efforts have not had. »

Curriculum | ) .

! The major probkem with the social studies curriculum today, as
iden if;ed by Project SP@N, is that it is not organized around or focused
on pprsonal and sgcietal goals that help students become effective par-
tiedi énts in fﬁe/iocial world. The social-ro%es focus is designed to
alleviate this problem by emphasizing the wide rangeqof roles in which
5éo,1e engage-—from mainly personal ones such as friend and family member

+ to societal ones such as.consumer and citiizen. The social-roles frame-

- work, moreover, provides an excellent wa} to integrate the many diverse
topie¢ areas such a$§ legal education, multicultural studies, consumer-
educéti » and career educatlona .The roles also provide am understand—

-ab E framéwork for 1ntegrat1ﬁg,know1edge from history and the social
scjence d1sc1p11nes and for explicating the major knowledge, skill,
value, and participatlon goals of social studies. . ' ;
i J These four types of goals can be considered in relation to the
‘ solial roles. - The following questlons, for exampke, can be ‘asked when

#* pldnning a social:studles program: . What knowledgé and sk111s are most

useful for helping students understand and function in the1r roles as

! ‘ . me bers of the family? What values and participatlon goals are partlcu-

' la ly’relevant to the\consumer and worker roles?

o Sk T on |
ERIC .. * . : 84 -
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Aruitoxt provided by Eic:

r -questions can be asked in relation‘;//ihe socia\ll scienae -

disg lin€} an special topics related to social ‘'studies. So 'questions

rela2€ the disciplines are: What knowledge from sociology and °

psychdd % is especially important to help students understand famlly
roles a{%frigndship? What knowledge from economics is most useful in
relationIEQ the worker” and consumer ‘rples? What political sc1ence con~_,
cepts and éin ralizations are most vital to help1ng students become
better c1t1a} s? The focus can also be turned'around to question tradi-
tional elementls of social stud1es programs: To what role or roles do
American h1§t ry'courses most contr1bute7 World history courses?
Psychology and socxology courses? .

.

x The sape kinds of queStions can\be asked, of the.various .special

R % .
topics, su as-legal education, environmental education, global educa—

tion, mujtPcultural educatlon, consumer educatiqn, career educatlon,
women s s ies, andBfuture studies. Most advocates of these special
topics pushgfor their inclusion in 3ll courses. sThu§, - for eXample,

proponents af global, perspectives say they should be stressed in all
Ccourses~~U.S  history, world history, civics, government, etc. Multi-

cultural pr onents want the same thing, as’ do the other Broups. But

teachers cangot do everyth1ng in every course. Sqme topics are more

appropriate go certain goals than others.a'The roles can help soc1al

b

studies educ rs make these curriculum decisions. = 5$',

The- xolegg,then have strong potent1al for developing a comprehen-
sive social studies curriculum based on personal and ch1etal issties.

Moreover, the rolés provide a curricilum focus that can 1ntegrate three

- .

previously competing.perspectives &f social studles——subl\gt, learner,
and siciety.

Actual‘implem fitation of ,the curriculum'approach described here in
a'schoél"distri;t, or state will, of course, depend upon-* ‘many other
factors, 1nclud1ng the availability of materials, the ability to "demon-.

strate that the 1ntellectual 1ntegt1ty of the didciplines can be ’main-

tained, and” the ability to convinée the public ‘that such a curriculum 1s

needed. THhe potential fOL_crossfng—thes’/barriers with the soc1al -roles
£

-

focus has great promise.,

- ~
m T
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One of the pr1mary needs 1dent1fied by Project SPAN for improving

£

»

Profession”
—_—

the profession is to develop a greater,unity of purpose and “direction
" for social, studies instruction. lIn the past,ZO years a number of
approaches and rationales for ial studies have been bosited, including
- reflectlve inquiry, social scignce d1sc1p11nes, citizenship transmission,
and student-centered (Morr1ssett and Haas 1982). The cr1t1¢a1 need now
‘ is to develop approaches to soc1a1 studies 'that synthesize the best,ele;
ments of each of tHese various perspectives and .point toward~he1ﬁing
~ . students understand|and act-effectively in their social lives. ’
One suclt apprdach.is the roles focus, which calls for prov1d1ng

- »

1earn1ng experiences and fos teaching knowledge, sk111s, ‘and values that

will help students understand and act effectively in the maJor roles in

which’ they engage in the: soclal wotld. This will require students to

{
learn facts,\conce ts, and generalizations from history and ‘the social

.

; it will 1nvolve developing reflectlve th1nk1ng and

science disciplines;

- ratlonal dec1s1on making sk111s, and it will “include deVeloplng some

- s “basic W@es and

1scpss1ng value issues. ,Instead of advocating these

things for their dwn sake and instead of competing for attention, pro-

ponents of these pproaches can see where and how each of their qiews

~X .
! fits into the overadll purpose of social studies. The roles, therefore,

’

to the profession.

Efforts to est bl}sh a social roles focus on a K-12 basis can also 7
da e

encourage 1nteractlon3among‘elementary, junior high, and senior hlgh ;

social studies teachéfs. This wowld, of course, he\true for any attempt
to provide a K-12 fpdus for social studies, but tke,soclal roles, more
than othe approache to soqial gtudies alsoiﬁrovide a strohg basis for
fostering communiéatfon between' social studies educators and, other ‘sub-
‘ject area teachers. ) . \ ; )
Finélly, the. L'les focus{can con}rlﬁzte to a11ev1at1ng facher dis-
satisfaction by propiding teachers with a com chensive and understand-
5' ‘able statement ofvthe central purposé oﬁ “Soetal studiee--a purpose which
can also be undel’ ood and supported by students. In addltion, tﬁe

al4éoles approgch rovides a " framework whereby teachers of . all grade

ing perspectives can contrlgyte,to achieving the-
. « Pad S
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i \ Public Awareness -

- N v

Culture of"the School )

«

v

*a major problem which 1nhib1ted most of the social studies reform
efforts in the past two decades was ignorance of the dominant school\
culture (Anderson 1982),. The social-roles framework takes this very
powerful 1nfluence 1nto account by prov1d1n&a structure which Yecognizes
and uses the fact that schools and s0c1ety have these complex cultures
w1th often -conflicting value orfentatlo s. Most schools will probably

_ never be labotratories for democracy Bome aspects\of schools may be
-t approprlate forflearning about democracy, while other asgpects may ‘more
- appropriately be sett1ngs to prepare sfudents for their roles as workers,

consumers, and friends. Thus, the,roles framework instead of clashlng

w1th the school culture, can use it t enhance 'social studies learn1ng

Ead A
" ¢
- - e

'

‘in the 1980s Th1s ‘will not be ehsily atta1n8d. The adult public,

accord1ng to a recent Gallup p’ll shares studentsw belief that their

!
j7 (Gallup 1978) Paradox1cally, they stlll rate U.S. history and .govern<
4

mént as essent1al subjects (Gallup 1979) Both views, howevery are

probably tied to the realities they experienced as students--those

» }v
courses‘Vere requ1red for them[but, were not perceived as belng very .
’ relcvant Personal and soc1et 1 relevancy is one important hspect of
the soc1al-roles approach ch1al stud.es eduCators can demonstrate

tep toward public understandlng and support
. . F
H

this to the public, agmajor
can be aohleved. '

T -Thus, efforts to educatef the, public must occur when we try to gain
involvement and support' T Ifoclal roles. have an important advantage

*over bther social stud1es reform approaches in these efforts. The roles

.\,
1, can‘be explained in simpleJ understandabte terms—-c1t1qen, consumer,

*

/

4 'worker, friend parept, chi d, and so on--to wh1ch the publlc can relate.
Previous reform,approaches had tqﬁovercome jargonistic terms such as

& hinterdiSciplinarylsocial cience concepts,.and 'reflective inquiry

processes” when communicatfng with laypeoplet N T,

. . ' . - 7
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‘preSent content could be kegt.

é

LIt is also important to ,recqgnize thatvthe public (despite ,our use
of this term) is not a monolithic, homogenedus group. The public really

cons1sts of many different groups of adults who are very pluralistic in

backgrounds, experiences, and values. While public opinion polls\reveal
some majority opinions, they also reveal many differences. A refent
Gallup poll, for instance, indicates that 'the public is ‘roughly split

in half over whether high schools should offer fewer courses or a.wider

variety  of coﬁrses (Gallup 1979). If pore differences such as this do

exist, 'some ségments of the public may be very receptive to the sogidl-

5

roles focts. Somé 6% this support\&ould probably come ‘from people who

"
have liberaihv1ews on education. The roles focus, however, also has
. !

N

some potential for appealing to ople with conservative views: i Those

who believe that productive work anyl a strong family are the bedrocks' of

American soc1ety, for example, may respond to tht emphasis placed on thea

"™

worker and family member roles.
I
A

-
T ) Some Questions About Social Roles

=
. ——
4 . . . v
i - - . e ] ‘
. - .

! . ' . ¥ .
) Some of the questions that might be raised about the focde on social

roles suggested here, and pgssiBle answers to these questions, ‘are given

here.

y

Would ad;ption of social roles as an organizing focus mean v1rtpal

T
abandonment -of the present social studies curriculum? No;

muph of the
Many ex1st1ng courses, current activi—
ties, and available materials contain valuable elements for teaching -
social roles.T Historical gmuspectlves and concepts, for example, are
valuable sources of knowledge to help.people ‘understand and function-
well as citizens, consumers, and family members in our rapidly changiné

‘ . -

society. . -

v

Would adoption of social roles as a foéus of social studies relegate

citizenship to a minor role in the curriculum7, No; citizenship could,

‘studies.

|
and proPably should, remain the s&ngle mo%t important role in social |
Citigenship would, however, give way to greater emphasis on

{ ‘
the other roles,. The' shift-in empha

2. (The."current emphasis in F ure 2 represents the: rhetoric of SOClal

stud?es rather than the® reality.

L . '

i o .

ile citize)shlp is widely proclaimed

) ' ! !

might be illustrated as “in Figure‘

e
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based on social copcerns which have come into the curriL

socialji studies teaching.)
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In a curricuf%m based on. social noleéi is there an
&

; A

H .
i .

BEST Copv 4y

¥ ow

i

Social roles can furnish a focus tha

q ™~ )

L
| .
% SUGGESTED CHANGE IN EMPHASIS ON V)
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as the only ogdﬁéminant goal of social studie®, the reality is that much
of soqial studies is.

goal.x
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Desired Em\ﬁhasis

t is now missing in much of

WAl N
.

ARIOUS  SOCIAL ROLES

plaée‘for topics

such as multiculté&al studies, women's studies, futuré

ulum recently--

]
global issyes?

selecti;E

.studies, and
”

Yes; social roles can provide a useful framework for

and organizing' subject matter related to these .concerns.

éfud}ing families of different ethnic groups or in diflfferent cultures,

v t )
~ for example, will not only enhance multicultural awareness but will help
"studentfs place Fheir own family roles and mempership inT

\etﬂnic‘groupSIin
persab'tive: Focusing on the po§sib1e Folé% of consume

the bl E century can add,addiéional relevance to

», L

A} ..

o

. 7
8 9n .

future

A

E and wo;kers in

Studies programs.

.\ ‘,

[

.
¢

.

unrelated to citizenshfip or to any other discernible
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Doesn't a focus on social roles imply that students are to be

1ndoctrinated into passive acceptance of the roles assigned to them by

soc1etz * No; using the roles as a focus and organlzer for soc1al studies
1nstruct10n does not necessarily 1mp1y indoetrination. Like any other

i focus, the roles provide a seﬂting within which students can and shoul/,)/
-deal with the interplay between individual goals and societal goalsy
social malnthance and social change, and self-actualization and social-
ization. Most of these soci/l roles have changed'dramatically in the
past 20 years; more changes‘in the future'are inevitabfg. Pxeparing
students for these and other, eperging roles in the futire will mean much
‘more than instilling a set of proper norms and behaviors. - '

Doesn t a"social- roles emphasis suggest a low level of intellectual

endavor--a "Mlckey Mousea type of curriculum? As with any other goal or

focus, it would -be easy to reduce social roles to tr1v1a11ty——w1th
courses such as "Your Fr1ends in History" and "One Hundred Ways to o
Enhance Your Self-ConceptrThrough Geography." This need not‘happem.
The examples given in the ﬁreceding pages should indicate that it is
possible to focus on social roles while’maintainigg the intellectual

. -

integrity of history_and the social sciences. 4

’

Doesn't an emphasis on socizl roles in social,.'studies imply that

social gtudies will bear solt respons1b111ty for developlng 1nformed

competent, and committed citizens, Workers, consumers, and so on? NO'
’ v .

\

other/subje:t areas and aspects of school life have important contribu-

tiops to those roles. Science teachers, for example, share at least an

i

eqhal ‘responsibility with social studies teachets for help;ng 3tudents

become wise consumers of energy and other environmental resources.

" Beyond the school, other social institutions (e.g., family, medla, busi~-

—

__ness,_and church) hav\\a_pnwerful influence in social roles development.
A young person s own family, for 1nstance, has an enormous impact on the
kind of parent or spouse he or-she will be. Social studies does, how-
ever, have a valuable contrlbutlon to make to educatlon rqlated to the .
social roles--within the ‘school, probably the greatest contribution.
. , [ . Conclusion r oy [
- - ooy 2 .
R . l' In i ! .
We have attempted to demonstirate how a soc1al—roles focus is con- .

sistent with Project SPAN's analysis of maJor problems a _statements of

- 00
\ { . ‘ oy ., O

-. ' Y90 « e
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desll egd- sbates fof soc1a1 studies 1n the 19803 and may be %?re effective

than. some ex1st1ng approaches in helplhg to achieve those desired states.
, We are not implying, however, that th£§ focus is the only way or thaf it
ig a proven way to a11ev1&te those problems and move toward.those deSired:

sStates. We welcome other viewpoints on how,to accomplish those improve- !

ments Meanwhile, we have submitted "soc1a1 roles” as One specific sug-

gestlon for helping to make soc1a1 stud1es morg, useful and worthwh11e -

.for elementary and sécondary students in the 1980s and bgyond

. - N - i . > Vs
Lo { N (
-

©

~ »
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. - has not galned widespread unde standing o
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CONCEPTS AND SKILLS:. SOCIAL STUDIES IN 2002

: . By James G- -Lenged

¢ o v )

" ‘ . . i
’
- 3 1 Y
Prologue D : .
. ”
. -

' This essay predictsnﬁﬁat a‘study'of the

K

"current state of soc1al

‘stidies" might report if a new framework for social studies education

vere to be developed and 1mp1emented in the next two decades. The frame-

work suggested in the essay uses a core of concepts and skills as the

organlzlng focus of social studies 1earn1ng The idea of focus1ng social

studies around major concepts and skills{ts not new, yet it 1is one wh;ch

use in this country.

kY
\
\
\
-
\
\
\

To examine What might happen if a concept/skills approach to social

. N
studies were implemented, the essay.has been written as if it were a N
L] ‘..‘
report submitted to. the @ational Sciente Foundation 1n;20024—a report
> requested by the education difectorate'of the foundation (which was

. rev1ved in 1985) as a research update of the 1982 SPAN study. As such

o

the "fln@ln%f" ip the 2002 SPAN Report" prov1de a brief analysis of the
potenéﬁﬂl strengths this approach offe;s social stud1es curniculum today.
The vision presented in the essay 1is not Progect SPAN's recommenda-

e

tion for what social studies should bel. It does not represent a consen-

[

sus of SPAN staff, members or consultants, nor is it .based on extensive.
‘opinion or experimental résearch among socidl stud1esAprofess1ona1s. It
is des1gned to provoke discussion.and'to "show how a more unified and
reasoned approach to social studies might strengthen the fie€Td.

So, let's move to 2002, and--astthey say in law-relatgd educatior

circles—--res ipsé'loquitor, let the thing speak.for itself,
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REPORT ON SOCIAL STU];))IES A

IN THE SCHOOLS OF THE UNLTED STATES OF. AMERICA |
¢ q - -

1 -

Submitted to the National Science Foundation » B

o ‘ '’ September 1, 2002

- -
. .

Introduction ’ . N
-_— . -

» ’

This section.of the 2002 SPANﬂreport summarizes the recent . NSQ
research on socidl studies education'in elemenﬁary and secondary schools.
In wr1t1ng this’ report, the authors have 7athered and synthesized 1n£or—
mation from several surveys and research reports conducted from 1998
through 2000.
and commun1t1es 1n a” representative sample of Amerlcan social studies

classrooms; questionnaires to the profession and to the public; and a

review of all s1gn1f1cant Titerature in the flpld over.the past 20 years. "

N\
This sectlon describes the currg?t'state,of social studies educauion as

reflected in these data sources. It is the ‘first such study done s1nce

-

the 1982 SPAN report. E . T .

« «
D)

The past 20 years have seen a resurgence of interest,.concern, and
research in thf field of educatlon. Most people, inciudlng the general
public as well as .the education profess1on,'?gree that the desized state
tudies education suggested in the 1982 SPAN &eport has been

» ‘e

Serious professional work,

for social

reached. coupled with enlightened publlc

concern and s hport, has résulted in qua11tative changes in, teacher R

tra1ning, in school operation, in.the publlshlng industry, in federal,

state, and ljcal government requirements, and in financial support for .

social stud1e

+ ~ “

' Purposes and Goals
,‘{.1‘ - ¢
[ _
There is general acceptance’ of the present boundaries and central

t ° . -

features of tﬁé -social- studies field, albeit with recognition of the

continuing nee% for modification as changes occur in the real world and

as research progresses in the social sciences.’ The.current boundaries

and, central features of »the social studies'have been made explicit

M - P -

-3 S r
. o 97, a

G0
W

These include ethnographic reports of c1a3sJooms, schools,.

,—




tg’!' 1 4
through a variety of medﬁa presentations,,conferences, and institutes

over ‘the past 20 years. Researchers, prqfessors of education and soc1;\

- - 7
scienge, supervisors, teschers, state boards and leg1slature§ pfgents,
A 2

- th1rd—grade teacher in Minneapolis said to our 1ntervieWer' & {A

~ ~

. It's clear to me what y kids are supposed to learn{‘ \
. - Not that. 1t s’éied to some specific ob3ect1ve or tes~ . °
* o rather it's that the board the parents, qand I seem;:‘.
agree what tth ideas and skills are, that the k%?é EY 2 )
o . come away w1th o . . g
RN T The purpOSe of SOClal stu&les a:ound the country 1q ave the °.
- l' . \ " 4 .
. A sthdenﬁs learn a commonly agreed qun set of‘concepts,, eag, about
M N 4 S0 -
T ) humans and their env1ronments and a. set of skills, op t;f; ES, for
- : 5. understanding and‘dealing w1th sdcietal‘data. ,The concev sr~im ortant
8 : 1deas -which help explain 3001alggc€1v1ty——were agreed"u- by ma ching

.

became thé cpﬁe concepts of -the social studies f1el¢

A_.____—-

N

“; oA few examples of the conceptsxwhich are now cohsi ered "core'

. . £ .
LA I L. . d
— % social studies learning are ~product:10n mmarket, ;Ei?s de, authorit
f& t_\l
¥

. 1dent1ty, alues, culture, groups, lan man, 1nsq@ﬁp pns, populatiagn,
. i i
. ecology, government,* rules and law,, interdependgnfwgﬁ éauSe/effect,
. . ,ﬁ g

change, cOnflict, emotions,'and continuity. Once\co epus were ident.

., fied, ‘educators and scientists worked together t

which defined “the developmental stages of each ¢
f.é‘y

2y
%

' . availableito teachers, textbook authors,\and the ﬁy ﬁﬁ%&Ahrough 2 now-
- p efﬁ ’
R , famous, five—year series of NCSS- sponsored inst t&saga d. educational

r

- . AL 5 DR
. campaigns. ?( . s ey %ﬁ %@ﬂgw <
' ' IR ¥ 1
‘The’ skills——actions that a student can pé%ﬁ?%?% ith data and
. , R t ot ¥ 5 S IEY
. experience——were decided . +upon by the social stﬁd%rgﬁﬁé fe°s1on after

\

>
P
W
mat

”ﬂ.

a3

- matching the. cognitive—developmental study disc }'
’ 4 1
study +of 6, 000 compeifnt Americans.,,The .cOmpet
;,’ ol

hese péople used in de.

above with another

m
B
..

f;uerican study

examined'what skills the world and

| making'decisions., The-study identified a set 0 hat are impor—

A tant tor people in all walks of life, from neuro e to mechanic to
) . j law professor to kéypunch operator, and which tf q ;%gused regularly.
. ‘ -Among the skills included in social studies ipstls are identifying '
N Q . - i . . )

A o ’ Y

N e
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- problenms, organizing data, distinguishing fact from opinion, drawing
\ conclusions, using research resources, reading map symbols, making maps
and creating solutions. The study also offered various schemes for k{

.

‘organizing skills in developmentally}soun*

and 1nstructionally practlcaﬁq
ways. From this study and its many repl'catlons, along with studies oﬁ
the naturalistic development of these sk Ils by children, the profession

commun1cated this set of skills to’ tﬁe public and teachers through” the *'
- NCSS program described. above. e - Lt . : . &' "
. Ihis def1n1tlon of the field has Himlted It. ’Togics‘are 1nqluded '_ -

1

in. the curriculum onlylif _they help to teadh these concepts and skills.

Such a llmitation i's not . overly restrictive, 31nCe the congepts and °

¥
skills can ‘be used to explain and'prédict in almoséyany topic or content

area; select1v1ty as to topips and/wontent is sti necessary, lending

variety to'the curr1culum. Also,’ new ways of. teafhing the concepts and

-« skills are constantly being eXpl?ged ’ !

-
.

Throughout the country in & 02 most social stud1es curricula are
built on the concepts/skills pproach This approach seryes as a

mutually understandable'and ac eptable standard to. Judge wha does and

. does not belong in: social studies instruction, *Qur surveys' found that

(13

than Qf percent answered in fterms of the concepts and skills d1scussed

above.! In more than 93 perkent of the local enrriculum guides sampled .

~

-in another study, some foym of these ooncepts was ev1dent as the main

A comnnfon report from ‘the ethnographers was:

*

.
[ o

[/focus of the curriculum.

The social studies lessons all seemed to, be orjented _ v ‘s
. toward getting the pupilg to see relationships in social .
phenomena, and toward having tHem learn and apply certain .
+ skills. In virtUally-every case, 1t was clear to us - '
which concept the teacher Was trylng to develop. - ‘
’
_ i . . 4 . . ) . . ¢
. e . ) . Curriculum - e . I o
. °on . . - ' \ S
In describing the status of the curriculum in 1982 the original .
> .\
SPAN report gave partlcular attention to three dimensions of curriculum.t sy
. *
organizational patterns, special tqpics, and curriculum materials. This. .
e report analyzes the same dimens10ns in assessang %he current state of s
the curriculum in “the early part of the'21st century. » : . - \‘l
: - n ,q, _,i . w’v o ‘ . s, . . o
’ . " SR ' N - ..%
B 100 X ey
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Organizgg};nal Patterns T ' |
' A though concepts “and skllls are generally accepted as the curr1c— j

ulum core, thére is great variety 1n the way.concepts and skillg.are ‘ -

.

learned and in_the patterns of courses and topics used to teach them.

Slnce curriculum decisions ere made by a variety of state and local

educatlonal units and s1nce tegchers are allowed considerable 1at1tude

in selecting and presenting material, there is~a healthy oiver51ty in
soc1al studies currlcula across the nation. The strength of the honcep—

‘tua foundatlon has made educators comfortable 1n exper1men¥1ng 1th new _

o and differgnt vays to .build upon it. ° Because all .contents and op1cs

14

-

\/-

.

’

cons1dered for’ 1ncIus1on in a curriculum can be judged against a‘common° 5 Lo

set of cr1ter1a, educators have little fear of "d01ng the wrong thlng

or mlss1ng some 1mportant tOplC. . s . ", ’ ’ «

. —

As of 2002, ‘almost all of the states have defined the1r soc1a1 . . -

studies currlculum laws and' regulatlons in terms Gf—cer—ain concepts and

K

skills to be 1earned by students. States allow local schools "the - B
authority to des1gn the colrses, and topics they w111 use té teach the -
requlred items. Over the past 20 years, using federal block-grant funds

to- support summey teacher work, more than 85 percant of school d1str1cts .
_in the country have developed a locil curr1cu1um plan for social stud1es.
Based solldly on the common Goncepts and skills, each of these plans

sets out the topics,,unlts, and courses to be taken by the students in.

¥

the district. Because funding has been contingent on involving parents

- and social scientists in summer work programs, most of these local plans ' ,

exhibit a healthy blend of scholarly findlngs, trad1t10na1 common\sense,

and community values. =~ : - ‘ ) T
A random-sample survey of .these plans conducted in“2000‘found that P

.97 pefcent of them had communlty study as a requlred topic, 98 percent

had Amerlcan history, 83 percent required iri~depth study of a non—Western L

" culture, 93 percent-used topics from.the 19th century or earlier, and 76 o “I-r
o ‘

percent included. .content from- the, 1960 to 2000 perlod Within these ,

general topic areas. spec1f1c topics were selected and qreated in 2 w1de -

variety of ways. ' - . . ?'. PR

Realizing that, _teachers need considerable professional 1eeway to }Zv S

Py

'effect1ve1y teach, concepts and skills to students, most p1ans do not

require that specific books or mater1a1s4be«used. Although post programs -« ‘ L
T L . \ . . o N ' T e
.y . . - R 100 ] B . J - Vo
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require each teacher to eﬁplaln«how topics contrlbute to learnlng core !

concepts, they usually allow the teachers to select what they th1nk isﬂ//,» .
H‘f'

the best content. Threeefourths of the plans allow, and many reguire, v

. ‘seach teacher to 1ntludewq§ch year an exper1mental" topic, one not < - :
included in the d1str1ct's guide. Because: most (80 peucent) of the ° , -
. teachers part1c1pated in nhe five-year NCSS campalgn and because many

. state and local certificJtion systems requ1re teachers to demonstrate
familiarity with both- thqcconceptual framework and the currently avail-

able materials, thjis freedom has resulted in some excellent 1nd1v1dually ‘
tailored curricula. f § . e ¢ .
: - As a result of the’shared conception -of soc1al studies and the ‘

7 strength of recent re§earch social stud1es enJoxs a premler place in

, the schools of Amerlc%; While it is not alwaysg easy to distinguish

il
: soc1al studies t1me; lotments from ongoing soc1al learn1ng in self-

contained elementary'§chool classrooms where muth "unified curriculum"

1 v .

‘exists, our surveyk show that about 60 minutes per day’ate spent in .

soc1al study, K-3, fohlnutes in 4-6, and 75 miputes in 7-12. V1rtually '//
) all students take a;ﬁﬁll year of social studies in ‘each year of elemen—

tary school (throughlthe eighth grade) as well as in grades 9, 10, and
All,~ Eighty perceé%‘of them take a full year in grade 12. As teachers

1n oth%r c&rrlculu? f;clds have become aware of social studies' strength,.

they have begunatogorlent their teaching toward the same set of concepts.

This is espec1alyw“5ﬁue of Engllsh literature teachers in ~secondary

schools. If- we w %e to count all of the social ~study wh1ch is being

done. by English Feachers, the average, Rime allotments for social stud1es o
~wou1d be even h%gher. A similar trend is evident for science teachers . /

in the enV1ronment studies area. 4

«

Because sogi studlesl&s now- so widely undefstood supgrmision of / .

°

« o 'the curriculum)has become Q351er and .more serious. Supervisors know %

= what to look f&% "when they superv1se, and ‘teachers know what superv1sors/
. . o )

-

v ' are'looking fo%“in the1r v1s1ts. The curriculum plans so carefully .

- . stated in guid§§ are easy éo 1mplement and observe.- Our observatlonal'
. s:udies confir@%d that d1str1et curriculum guidelines were being followed
v N .+ in 96 percent vf the classrooms‘visited. ] ‘s / .o

/

1. e ?
~ 4 . . "Articuléﬁion between grade -levels and schools, which was a majo .,
\ problem in the l960s aqd 1970s, 1is no longer an issue. The agreed-uponi\\y_/
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concepts.and skills form a thread that runs through the grades and ¢

courses, keeping everyone fpcused on the same goals. Content is not
. ¥

‘considered ‘as <ritical as concepts, But most teachers accept the topics

Vid

- ' outlined in curriculum guides because they helped selecﬁ them. Most
. districts have worked out a regular curriculum~update system for teachers

ot in the.district to share new ddeas and review the essential core. .

To ensure continuity, districts. commonly select two or three non-

-

American cultures and two or.three periods in American history for empha-

C)

sis in their curricula. .Students study these cultures and eras periodic-

ally during their school careers, along with a wide variety of other

e °topios. For example, a student might.study the work performed by each

member of a Chinese farm family in grade 2, the geagraphy of that same
& farm area 1n grade 4, its history in grade 73 the rites—of—passage“df%D '

the rural Chinese adolescent in grade 9, and the government and economic

structureggof he area in grade 12. The same aspects of a South American

AndesaMountain v1llage might also be studied in the same grades, along

; with s1milar aspects of Americans in the years 1760-1770 and 1920-1930.

Both the treatment of the topics anrd the level of, conceptualization are.
" carefully matched to students “developmental abilities. “ . .o
Interspersed in the K-12 program of each student, along with thé

. cultures and

{storical period studies, are seyeral surveys of tradi-

‘tional content” a eas which trace develepments of e American, European,

-

: African, and Asi n cultures.- These surveys usually come at- the 912
——ty

grade levels, after many examples of the cultures have already been
studied by the ‘students s1nce_kindergarten. The surveys are generally
' /T‘ one semester or less ih length, serving to«tie‘together bits of content
~ students have already learned, rather than presenting "large amounts .of
new material. Like all Gther social studies expertences, these surveys

are designed mainly to teach the core concepts and skills..

» . ~
1

. K s

Special Topics Lo .. v
o \

Although the set of ;}:e concepts and skills ‘includes most.of the

<

learnings,society feels a most important, topics that seem to need

- .special attention occasionally arise. These topics-aré included inm the

curriculumeas<need'(and‘often public pressure) demands, but they are

E]

> always used to teach the core concepts. A good example is ‘the néw empha- -

sis on ®voting' skills. g ' ' ) ;o

[ . . v
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The 1992 national election, an uninspiring race between cdldrless
candidates, produced a voter turnout of only 42 percent, including an
abystal 23 percent of the 18 to 25 age cohort. The social studies pro-
fession took upon itself the task of working on this problem; tdday most
schools include voting and elections as a major topic in 1llth and '12th
grades. ?he study of this topic is carefully designed to teach core
concepts such as "political power" and "social class" and to develop
student skills in surveying, interviewing, and decision making In this
way, this topic and others of current social concern are easily fit into
the socidl studies curriculum.

Considering that only a few states still specify social studies in.
terms of content, there is a.surprising'commonality among the topics .
being studied locally. However, our surveys of‘materials used and -
observations,of gample classrooms showed that the treatment of these
tdgics is 1n no way uniform. Depending on the school district and the
teacher, a student could study a topic like "Civil War" in a variety of
. ways. ‘It is fair to say, as a resu1t of our research, that while almost

every American student ends up learning a core of concepts and SklllS, .

\
few students in the countr study the same sequence of topics and activi-

ties. As a result, the ngjuates of our schools &m 2002 share a common

facility, for understadding o%}al pHenomena, but réflect a wide diversity

of socia& studies experiences. . :

Curriculum Materials . . . ' . .

B

In the 1982 SPAN'report, an article by Johd Patrick'and Sharry}
Hﬁghe analyzed how the social studies textbook developed from market
forces—-—the texts reflected what the buyers demandede~and how the‘market
changed in the 1950-1980 period. Today, Patrick's thesis gtill holds
truel' Publishing houses deyeiop printed teaching materials that suit
the:mainstream of the social'sfhdies.curriculum. ‘In the 1960s and 1970s,
that mainstream was judged by many as inadequate, tradition-bound and
unstudied Sogial studies professionals, especially those in colleges
,and universities, criticized and tried to reform it. Today's (ZOOZY‘—
- mainstream, however,'enqus’almost universal support "among the profes-
sion. Its tenets, its’ Drganizational scheme, and its purposes*are seen

by most as being ‘based on, sound, scientific principles that are ‘expli-
+ . EY
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Published materials, in book or booklet form, remain the moe

ular teaching tool in the sodcial studies curriculum. Within each of
* these texts are readings and activities that are appropriate’ for a wide.
variety of teachiné strategies. Other «materials used todé} are video
(about 10

contain artifacts and other items that cannot be published in book form),

and teacher-developed units' (about 17 percent). 'This ﬂiversity of teach-
. ing materials has been greatly fac111tated by the growth of budget.
support-—from less than ope percént of the typical school budget in 1982
to about three percent today. . _ .

An analysis .of the most popular’ publishedzfeg
\

~

ts rfeveals some very

1nterest1ng flndlngs. Texts are specialized; each focuses on a rather

narrow top1c and u§es'1t to teach the core concepts and skills. Few of

texts that try to,cover a wide range of content.

the texts are ''survey"

Authors and publishers have comé up with many creative ways ,to ‘“use

.

content to-."get at" ¢oncepts and skills; very seldom do two texts teq'h

.+ the same concept with the same topic in the same way. .

Because of the unifying power of the concepté%skills framewoFk,

it

‘is easier for-school systems an

y textbooks for a single progrig;Or

place for,a district to

"adop!:"

individual teachers to use a variety of

ngle course.

a single publisher's

It is no longer common-

"series" for all of

" its social studies program.
of publishers'

. Teachers'

Districts tend td'purchase and.use a variety
. \
works—-those that best fit their custoﬁfdesigned programs.

opinions of the materials they use tend to be pqsitive;

73 percent reported that they were

"satisfied" with the materials in’

their classrooms. But few are complacent or "fully satlsfled" (18 per-

cent); tea&hers are always looking for a better way to teach a certain -~ -

- --—concept using a favorlte topic. Thelr ratings of currlculum\geterlals

seem to be based mostly on the materials' ability to teach the coiicepts

Seldom is theit selection'or rating

‘e

and ‘ﬁkills sthey are ~emphasizing.
based on cosmetic fac

i;rs.
® N ’
- Examination of thHese three curriculum dimensions——organ;gational

patterns, special ,topics, and curxiculum materials--clearly indicates

that the focus of concepts and skills has been successful in bringing

~

ercent of class time), games and kits (about 12 percent--thése ¢

~

-~
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about a'curriculum with an effective mix ‘of unifbrnity anh diversity.
§ . By basing curricﬁlum decisions on the concepts/skills framework,’schools
. W across the country shcw remarkable similarity.in basic purposes, yet. J
each school's program is personalized by the range ofﬂtopics offered’and
~ by the way in which topics are taught. hpecial tqpics are now considered.
powerful vehicles for teaching core concepts and skills, Yather than
‘ . " add-ons to anlovercrowded curricn}un; Ver§fimportant1y, pubiishers have v -
been willing to offer a wide variety, of ﬁaterials to support the hew j .

o —/ concept/skill curriculum focus. These-factors have combined to produce
. { . v Y

« - both commitment to and enthusiasm for social studies-curriculum among

tegchers, students, administrators, and citizens.

- - N —— R 4 .

i ""IAistructional Ptactices - e,

. &

The 1982 SPAN reports 1nd1cated that most social. stud1es classrooms

exh1b1ted only a few dif rent teaching styles, centered around a ldose

i

lecture-discussion format, \dIn 2002 we still find the 1ecture—d1scuss1on .
. being used, but only about 15 percent of the time. The\\ast 20 years ' '

3 have-seen an- increase in the d1vers1ty of instructional pract1ces used
~ . 7
/ by teachers of social studies. .

A typ1ca1\student, over a two—week period of social studies classes,

,//’spends about two hours in lecture-discussion, one hour watching a media '
e presentatlon, ong hour part1c1pating in a simulation game, twvo hours
e.~' doing field work and writing it up, an hour studying for and taking tests

| _and,quizges, an hour in a small-group decisiqn-making act1v1ty, an hour . s

* .

listening to other students' reports, and-an hour working in the library T

with'original sources. . °

A typ1ca1 teacher uses, in the ‘same two-week. period a variety of

teach1ng strategies, with no two dags’ instruction being ‘exactly the .
- *
samé. Teacher training and superV1sion in soc¥al stud1es today prepares

and encourages teacfers to deVelop an extensive repert01re of techniques.
This is a major change from 1980, when teacherd were commonly allowed to
practice their favoriteftechniqu day id and‘day out. ' . .

Table 1 shows the percentage of classroom ;1me spent on\each of

* - several instructional practices. These percentages are averaged from'

the " Eeports of 15,000 teachers and from ethnographic studies of 400

classrooms

) ’ v . . [""!\ R ! ) '
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. - . Table 1 . . ) ’ N T
) INSTRUCTIONAL PRACTICES™MN. SOGIAL STUDEES CLASSROOMS o
S - L " S 2 < ; I ‘
. . A Percent of Class-Time N
oW ; :  ELEMENTARY . - SECONDARY
| e .. o *K~-6 ] - T812
Lo - ) . Lo -
2 Lecture-disoussior ‘ T < 102 ' . SR Co15%

| Audiovisual . -o12% R ¥

~» Field work - ' o sy ., 1%

, Siﬁhlations and games o \ 1%%"* N ~ o127 3
Drama/art\; . L . C15% . . iy LN
Reading/study - - 11% L. . © {4y
Sma%l group work - 154 r . 12%" . T
" Test/quiz . e . ’ 5% ‘ . A o8y

{ Otber : : | 16%/ ' ' 6%

Q y .
It is evident from ‘the table that no single strategy dominates in the.

————

social studies classroom, and that elementary teachers use a different .
- g
"mix" than secondary teachers. . £ ‘ ¢

®

—
Why thlS remarkable change in instructional practice in the past 20

years’ The authors of—tHis report believe that it results “from _two )
\ . > S\
factors ‘, / i . ‘ :

hd -

1. The ‘research.on learnlng styles that was done aleng with the

resear¢h on concept aevelopment in'children. This was disseminated at -

the NCSS institutes along with the conceptua& framework and becape part

\ -

o~ of most teacher-training programs. .

* 2. The change in published materials. Ai teachers styles changed-
. and older,‘"singlevmethod" teachers rbtired, publishers "found a>new ..
market in ‘social’ studies. Buyers began looking for hooks' that included

/

a variety jof teaching strategies within the student apd teacher materi-

__ als. .As jpublishers adapted to this market, the 1nstructlonal potential

‘ . - .
. . ’ -

of the pfoducts changed radically.

-* -
f .




' . . Research \ ‘ ) cL T
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et When ‘psychologists studied how ch11dren learn social conqepts, they

-

found that few chi1dren.1earn in one narrow style.' They found that chi%-
- dren learned concepts best, and were able to.apply concepts better, when -§
- 0 ) the ideas were presented in a varietx of. ways. No one, single strategy
resulted in greater concept learnlng than any other s1ngle strategy; for
.example, s1mu1ation-games alone wete no better in teaching the concept
of "politlcal power" ‘than ,was 1ecture-d1scuss10n alone. However, when a .
. child, was presented with® four or five different ways of learning the
same concept, the results were positlve. This was found to be true for.l
-~ y Rk very young children as we}l as for high school students. \

¢ / \ R | ‘ .

! The’results of this reselrch were explained to the profess1on and

PN

to the public in the five- year NGSS campa1gnvto improve soc1a1 studies

o that ‘took lace in the mid- 1980s. The campdign must have been success~

~

%ul, espec1a11y 1n;3re8erv1ce teacher education, because it has had the

\/“““ desired effect 1n-Amer1can classrooms. As one veteran.social studies
} : . N -

/. - teacher told the SPAN interviewer: L v .
* - . i ' : . : ..

! N \~ ¥ Yéh know, we sed to talk about whether AfV was a.better ™
~/ o teaching tool ¢ lecture/discussion, or which teaching
/ y Style was best: ~That Just got us to grguing,.and tended
- ) ~ , to divide teachers. When the mu1tip1e strategy research
R A o came out, it was c0nvincing, at the same* time, we all. .
,// N . found something we liked.in it. Now we _.drgue about what '
A ol " is the.proper "mix" 'of teaching strategies for a partic— .

/{ ular class or group of students. ) .

o i The mu1t1p1e—strategy research,also helped forge a stronger. link \.
. . . ~

*r

between instructional praatices and curriculum organization. In the ° .

-

research, each lesson was aimed at teaching one or two concepts, the

strategy used xo teach them was chosen to fit'the mu1tip1e—strategy
theory. 'The research f1nd1ngs demonstrated frow” .different concepts are
-~ . ' more effectively taught with some techniques than ‘with others. Teachers”
. now use these findings when decid1ng how to teach avparticular\goncept .
or skill When SPAN obsexvers" sat in on social- studies lessons,, it  was ’
- uSUally quite clear which concept or skill was being taught ‘and which
. method was being used

. > -

) v Teachers, trained to lise a wide and ‘varied- repégtoire, supported by

multi- strategy texts, and encouraged by research illustrating the

. .
- . . ‘ — . ’
. .-
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o ‘i . ) ~Problems and Issues\ ) ’ X

/‘\ ' .

strength of multiple strategies, now use a careful mix of 1nstruct10na1

practices in spcial studies. Strategies are chosen not fpr their own .

sake but to most effectively teach the concgpts and skills that form the

'

core of social studies. . .

L

A t ‘ 2>

-
o

Although the soc1al studies currigulum of 2002 is strong, unified

and successful it is not w1thout its problems. The diversity of topics

selected to 1llustrate the bas1c concept® and skills may result in repe-

. Yition of top1cs for students who mooe from one school or d19tr1ct to

v

apother. Pressures of special-interest- groups to add topics or special
n

. pleadings that are incompatible with the structure and goals of social

studies continue. Some teachers are restive under the structure of

continuall§ teaching "those. damned concepts and skills. Some legis-

lators and members of the.public complain that the behavior of Idgp
school graduates. as citizens, while much improved during recent years,

,still: léaves much to be desired Social scientists, while generally

pleased with the sc1entif1c sound?ess of social studies,.are. neverthg:.lS

less concerned about the lag in applying new, social science findings t

L . . -
social studies instruction; - - *'“”; B g
I 4

-
E
-

. These and other problems’are thelsubJects of cont1nu1ng dialogue
w1thin the profession. Curriculum revision is thie continuing task of

standlng committees within schools and districts. Numerous channels'of

"communlcation exist among t achers, school and district admin1strators,

un1versity teacher educators and social
T A

]
¢
o
.

scientists, and the public.

.‘ »

state department personnel k

. Suffice it to say that pn 2002, social stud1es is alive’ and well,
thriving after 20 yeatrs of ¢ birth and' reorganization. The concepts and
skills framework suggested 1n-the 1980s is now’ fully in place and seems’
to be functioning well It

its boundaries, and unified ts‘methods.

as brought the profession together, iimited
Let us hope that the next 20

years will show as much prog essgﬁ . ‘ * ‘
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. - +Epilogue . ‘ ¢
So much for the future. The preceding glimpse »f a 2002 report ‘
shows how concepts and skills cdn be used to structure the whole field’ T
of" socral studied--to - unify it and to 11m1t Ats goals. It shows how the
concepts and skills focus can, solve many of the.six proﬁlems outlined by
SPAN Th1s focus: was chosen because it has, ~{n the author s op1n10n, ‘
r the best chance of ‘taking' social studies out j}3the doldrums it is. 1n.
It is ne1ther revolutionary nor backward—looking It does not require
that we g1ve up our, central "citizenshlp" purpose. And it can 1ncorpor—
ate most of the spec1al 1hterests that clutter the field today. : ‘

Here are some of the features of a concept/skllls focus that make -

»

) it worthy of cons1derat‘;ongb =

- * .
. 1. It limits the boundaries of.social studies.- Social studies

v

N >~ .
- - needs to make its prom%iés and hopes realistic. Today we promise the
pubdic everything: good citizens,. intelligent voters, skilled social
< scientists, and respecters of tradition.- We cannot dellver on such

- promises; these outcomes are beyond our control and we should not guaran-

. tee to produce them. We should list these goaI among the things we
w1ll _gpg for, th1ngs we aim toward, things we would like to see happen. , .
' , We should promise to deliver a small subset of these hopes——a few out-
comes that we know we can produce. This is not to gdy that we should -’
_ promise and deliver trivial thingé, those most'easily measured, those at
% the lowest levels of knowledge. It is importanf to select as our. ’ ’
promises those understandings that are the most uéﬁful and powerful.
' e At th1; juncture, our best bet is to state ouf promises in terms of .
the concepts and skllls described in the 2002 report. We are presently
i equipped to .teach these things; they can be taught, and we can be held
+ accountable for them. By_ limiting ourselves, we can concentrate our
energies, unify our profession, and not WOTTry SO much about the vague-
ness of our¢purpose. A clear set of concepts and skills is a limit that
is neithér trivial nor out of step witl our mission. ) T

2. Tt lends itself to cumulative research. Because of social

studies' vagueness, research has been disparate and 1nconclusive. It is

not clear which methods work to teach .which ideas 'to which students,

- ¥ . ' Pl -
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mostly because nobody agrees on what we'are trying to. teach-in the first -
place. If the profession focused ‘on the teach1ng and learning of a
flélte sét—af"COncepts and skills, research in social studies would have
a natura1 aim and purgose, "one that would be shared among all of us. It
N could also make the research-m6re useful to c1assroom teachers, since
. they would ‘be conceptuallzlng the1r work in “the same terms as the
researchers. chumu}atlve body o esearch could be hullt to show how . .
various strategies can be used to teach.each of the .core concepts and
+ skills. ~\ . ™ \
3. It could be 1mp1emented gradually. Implementing a concept/sﬁill

approach would be an evolutionar) change in the f1eld rather than a
revolution. In the f1rst phase, the current pattern of top1cs would be
kept-. Instead of being taught for their own sake, topfcs would be used
, to teach the agreed-upon set of concept$- and_skills. In fact, most of . )

‘us are teaching many of these concepts and skills right now, using th1s

-

"51d" content; we are just not aware of it. The second phase would see

a change in topics, las a*few old ones are dropped or reordered and * new

" ones added each year. The third phase would happen as each school dis-

-

trlct settled on a coord1nated K-12 ser1es of topics.
7 \ In fact, the concepts/skllls focus is best thought of asc another"
" way to explaln‘what we are already doing in sogial studies. The essen-

tial change is that we would all explain it in the same way, u51ng the

same .terms. l"-< .

4, It 1s inclusive and unifying. Social studies today/is.influ—

- enced by special interests and pressure groups that tend to. divide the-
profession. Economie, law-related global community, moral, ant other
"educationsg" vie simultaneously for sqcial studies curriculum space.

Eachy in a sense, feelsﬁthat~it/is:nqt included in the mainstream of the

»
>

social studies curricplum. 3

A chctpts/skills framework would provide a natural avenue for

: including these kinds of concerns. Among the core concepts would be
, economic ozes like !"productivity” and "market"; law-related ones‘}ike

"justice" 'and "authority"; global .ones like "interdependence" and

ﬂpcwer";_and moral ones like "identity" and "values." Folks interested
in:each of, these could concentrate on how the teaching of their favorite

{ ) .
concepts could be improved, rather than on fighting to get a foothold in
. [ - \ T ° . -

' \ .
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thelclassroom. Each would find something in the list of core concepts ’

I ?nd‘skills that represents his oy her particular field of interest.

|
‘Speclal interest advocates would also be less inclined to focus on
. ' mandhted.courses. Under the concept/sklll framework, each course or )
unit! in the social studies curricdlum would be.expected to teach all-or

mostlof the ¢org list. So a course on "Ninete&nth Century America' would .

havel to focus on the teaching of productivity, justice, interdependence;
-[ ‘)
4 [

‘valués, and so on; a course on "African Culture‘" would also teach those

concepts. There would be an economic, a law-related, a global and a

] moral dimension to every course in the ‘curriculum. ’

b

. 5. It ig understandable. The public, the pro#mssion, our students, ’
. , . and fellow edﬁcators are not always sute what we are talking about when
we say soc1al studles. Everyone oI us seems to explaln the field differ-
ently" A common set of terms would improve understandlng, not only among

ourselves but ameng the public. . ' -

6. It is adaptable. The core .concepts and skills WOuld be' chosen:
to stand the test of time. They would be ideas that can be used to _.
explain the events of the past, deal w1th .the present, and predict the

future. To be chosen, a concept wouild have to go bewond a particular

/// °tlmq and‘place. A curriculum centered on these . 1de s could be easily
- i adapted——toplcs could be added or deleted to fit th imes or current

co?cerns without fouling up the centnal core. And concepts and skills, -

a/few at a time, could easily be added to and dropped from the list.

'.° ! Local specialty topics, regional concerns: special events, even

) :
, " -holidays, could be tailored into the concept/skill fabric. Rather than

watering it down or thinning it out, they would act’ to strengthen it,..

Individual teachers interests or spec1al school projects would be easier

g to fit in, as they would be forced to focus on the teaching of the core
: °/ ideas.. \ )
/J "The basic goal of social studies education,' say the NCSS curric-

ulum guidelines, "is to prepare young people to be humane, rational

"participating citizens . . ." Learning within a concepts/skills frame—

work, these citi‘ns would master a set of concepts that represent the -

" best-of humane'thought‘and a set of skills that allows them to approach

- the world rationally and participate in it.effectively The basic pur-
L . pese defined by the " NCSS guidelines would remain the same; & concept/

»

s _ skills framework would provide a common approach to accomplish this pur-

A

pose.

\) o ’ . " ’ . .
- , - » 111 ‘ / \
ERIC . 5 : 112 - . B

o




~
. 3

High school social studies can be improve nly through attention \*
to at least three levels. The first and most ob fous is the curriculumr\\\
how 'to enhance pro-

.“he third is schqol

what should‘fz taught. The second is the teac
fessional 1ntegr1ty and excitement on the job:i i
climate'l .the sense of miss&on or purpose and

relationships i“ the institution. The recommeﬂdg s

‘ paper derive from our conclusion that- ‘the, centri*;problem for social

o

studies education is an.attitudinal one: most:-ﬁ ii ts‘do_not care

.

.JA . '.' s N . "‘\

. ' Curriculum

"The ‘'social studies curriculum should involve Btudgnts in problematic ;;;_,.
inquiry--empirical, analytical, and ethical——which shoﬁld’be-tommunlty— )

based. ‘ , f@% £ o
- R
- - . One reason that some students care little for socéidl stud1es is the
. v feellng that much.of the material covered doed not reprjxent "real" prob- -
lems &hich they might use their intelligence to solve, The student is
) - placed largely in the passive role of" mastering information or concepts. °
which the teacher cliims will be "needed" or used" at some later -time
in life. This is pedagogically disastrous. S
We have chosen deliberately not to recBmmendJa'list of partjcular
AN - coulseg--two years of U.S. history, one year of non-Western culture, a -
é. year of government-—nor a menu"of knowledge~-~the Bill of Rights,’ the -
Depression, or the concepts of culture, power, and gqqality. The field
of. social studies does not have a structure defined. well enough tb indi-
cate what all persons should know in order to be competent as social R
. studies ‘thinkers or to be considered effective citizens. Many movements
within the field have attempted to define its most important knowledge;
some, have emphasized.the structure of‘disciplines as taught in universi-
ties while others have focused more directly on‘problems of rontemporary
P - . . \ \
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___:EEL;l,,_,iEESSEZ,_EE,yhég_sﬁnseuare—a%%*personS“" nterdependent"?

- tions, the ‘answers to which are either unknown or surrounded by contro-

\\advance. . Students - also need to learn how to interpret data, how to

" than "certain". resolutions. Inquiry must venture beyond factual or-

the world: dﬁat is racism, imperialism, social class, progress,.commu—

‘_‘yalue: Should mercy killing be permitted by the state? ‘Should the

significance~-global education,’law—related educatipn, cultural plural-
sm, etc. None of the efforts to specify curriculum‘are nécessarily )
appropriate for all students in all Places at all times, because oneé can
persuas1vely argue for the value of a1most ény form of generalizable
social knowledge. . DL . . !
Because of the dif}iculty of justifying any bddy of universal-con—

tent “and because of the pedagogic danger that curriculum seen as content

'usually evolves to place students in passive learning roles, the curric-
<

ulum‘must be grounded in something other than a body of content. A more
justifiable basis for the curriculum is problemat1c inquiry into social
questions. Problematic 1nquiry requires students to delve into ques-

. i 5
versy: Why did Lincoln advocate war to save the Union? What effect has )
the labor movement had on wages and prices? Why should people be pro- 3
tected against self- 1ncr1m1nation7 What does "equal protection of the

law'" mean? Should people be free to say anything they wish 1“_E_EEE}3£LL———ﬁ————*——“

To explore such questions students need to-learm specific facts and

pieces of 1nformation, but the exac!‘catalog cannot be spe01f1ed in
understand "probabilistic," tentative, and relative claims, in %tontrast

the ‘discovery of ambiguity and by working toward reasonable, rather

\
to absolute, definitive, true-false claims. They need to be stimulated
by(

.empi{ical\truth; that is, knowledge -of what happened or”predictions of =&
what 1is lf&ely to occur. ”

, Inquiry must also probe the meaning\of language used to describe
.nity, a value, an opinion7 Issues of definition must also be handled in
a problematic wa9\ .Dictionaries do not solve the, problem of ultimate
meaning or utility of words, they only summarize conventional usage. . . o
Students should be agsisted in\making the distinction between € conven- -1 .
.tional usage and "helpﬁ\l" definitions, ass1sted in discerning how con--
cepts shape our perceptions of reality itself —
R Finally, inquiry must extend to ethical questions and questions of o " \;

-

‘ ‘ Nowdly -




' - L 2, .
governmgnt nationallze the energy industty’ Should young peo ‘e be

) required to attend school? Rational inquify into problems of thils sort
is as significant as inquiry in other areas;rjﬁénce defensible solutlonsvw‘ ‘
to ethical and value questions require empivical gnd analytic knowledge,

;allsthree areas of 4nquiry can, in a sense, be related. f 4
" Our “emphasis on problematic inquiry is prompted in part by a glaring . .
finding in ,the "current states" portion of the SPAN repprts; nahely,3
- * that much of what occurs in classrooms is not seen as problematic, but
as truth-telling from teacher to student,.frop textbook to student.“For
students to show their competence, they must in turn tell the "truths" /,’
back to the teacher. We know that. such one-way transnissiqn of informa-
o tion is rarely used in nonschool life and 1s quickly forgotten. It is
taught primarily because it is easier and mofe& manageable for teachers

(and students) than problematic inquiry, in spite of the fact that many

students and parents claim they would prefer to learn -to "think for them-
. - . . >

selves."”
An 1mportant uay to breathe life into social studies inquiry is to
ground it in issues ;elévdht to .the immediaté community od%!éde of
school, Students should be‘encduraged to ;Znture into the community to . .
conduct research, to perform volunteer communlty service, and to partici-
pate in advocacy roles, ;rying to affect local institutions. There are
A some loglstical problems associated with community—based prograits  and
. some problems in persuading teachers of their educaﬂional valueq4 but an
impressive array of experience over the past ten years indicates that
almost without exception community—based 1earn1ng insp1res student inter-

Kg . est and commitment aﬁd is highly valued by them.

- -

S - - . ‘.-““\:{ . l*" 4
-, . . Teachers .
o 1 R e o]
} ° ’ . . M ‘

1 .
, : : 3 .
Teachers should haye periods of in-school time to devote to their

rg
-

[ »" -y~

. own professional’research;{ ' T . \ L

One factor contributing to teachers' attitudinal malaise is ‘the ) :
questionaéle 1egitimacy .of the social studies field itself. Students , ?
perceixe social studies teachers as having “no special expertise of )
demogstrabie value. We have no certain remedies for this problem, but
providing teachers with the formal opportunity to_practicelthe craft

le ., » ¢ -
y . —
\ .
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theylprESume to teach would help enhance their legitimacy. Sueh oppor- '
tunities would permit teachers-td cpgate prodncts of social inquiry so
that:‘like artists, musicians, craftsmen, and athletes,gsocial studies

. teachers would be seen as competent in a field independent of teaching.
By showing students that they can "do" something interesting besides
teach,fteachérs' research could increasexstudent motivation.. The
teachers' excitement in carrying;ggt/their—own research would'help vital-

ize teaching by introducing iﬁestions which they could seriously pursue

in their classes. . . r

- Earrying out meaningful research will, for most teachersi requixe-
the opportunity to withdraw from the constant pressure oi preparing for
the next class. There should be designated‘periods‘of time, perhaps
gour to six hours per wlek, reserved exclusively for professional
research, broadiy construed.

‘ During this time teachers should be expected-to engage in p1annedi
fesearch that would ideally involve the kimdof social-research for which
students are presumably being educated; for example, a. study of the
advantages and disadvantaées of a proposed public'policy, a journalistic
account of a local socia} probleﬁ% historical research on local individ- i
uals and institutionms, social science research -to clarify schoel or
community issues and 1iterature reviews of an issue~yithin a dlsc1pline.J
In carrying out such research, teachers hould read, COnduct surveys and
interviews, discuss their work with one'another, and prodgce written
documents summarizing-the work. Eventqally, the work‘mightfhe incorpor-
ated-into curtdiculum or specific lesson plans,‘but initially "it should'
be undertaken mainly tor a teacher's own edification about a social i
studies topic. .The! results .shéuld not remainaérivate, but be shared
within the, school and local community. This research time should not be
used primarily for taking univensitY'courses, nor for district—organlzed -
" inservice programs, nor for cdhventional efforts in curriculum develop—
ment (a new unit® on "inflation ' Rather, the point is.to establish

~independeng and structured reseafch as an‘important part of the social ~
-, ¢ ’
Studies, teacher's role. ' : . ",

Teachers might work alope or "organize themselves into seminars and

task forces. The 1atter seems particularly .appropriaté, given the°

general igolation of teachers from incenaction with adults on "adult"
- / . ' -
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-\ issues and teachers' ‘Aporté that they find their peeﬂs the most helpful \
¢ Ty SN P
E O soupces of professional advice. Y s

.
How to allocate teacher time and how. to assess and distribute the

* products of the research muét be considered 1n relation to local needs. ,

.

Some structure(s) must be devised to av01d the 1mpression that this is
. simply "free time. Perhaps a social studies department could develop a

, three-year plan for needed researqh in its own m1ssion. A department

3

might even sponsor a competition among - research projects, using other
teachers and students as Judges of quality Perhaps teachers could

become assoclated w1th local developm research centers, public -

~

interest organizations, or scholarly s6c1et1es and carry out projects .

useful to those organizations as well as the schools. A variety of
AR b - - \

formats is possible.

T .

. . - ’ - b
' ~ . M ‘ [ ‘ - °

_ School Climate : ~° . \
. ' ‘ " - - - .
The size of high schools should be reduced to fewer than 1,000

~ . w.. LM . -

studénts.

- . ‘ ~ Failute to care about, socialistudies is related in part to failur
. &x/@gie about schoolwork in'general? that;fAHAure can, in turn, be

traced to. allenatlng features of *large” instjtutions. While adults may .,
be able tqe learn’ 1n massive 1nstitutionsisuch aé .universitjes’ and -_'
corporatlons, it is less likely for youth. Youth of high school age’ . ' -
still require a degree of adult nurturance that iS’not poss1ble in large
corporate organizations. This nurturance can be prov1ded only through
, reasonably sustained relationships, “in communlties'whene it is possible Py )
to know almost everyone by name, and where people relate in generallzed
o ' rather than highly spec1alized roles. -1f a teacher 1nteracts w1th a .
. .student only to. téach a subject 50 minutes per day for one year, but

. N does not meet the student in athletics, drama, worship, social occasions,

%,

community servige; or spontaneous gossip and*play;, nurturance cannot s
/

Ed

IR develop"fﬁht is, the teacher-will not feél a gengfal commitment to the
’ student' 8 growth and the' student will not perceive the teaéher\as some- gﬁ#
»

. T et

) one toadepend updn. Large. schools make interactions between students and .
. : teachers on mqre than the s%ngle dimension oﬁfinstruction 1ncreasingly e 2]
- - ' r \‘:&v <t , - s o =
— ‘o'_' difficult. . » ,' .

S,
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. As indicated abmbgzﬁgptial studies educatfbn shiould focus primarily -
upon critical'thinkin \cpitical inqusry This _requirgs studying a
problem to eXpose ambiguity andato move toward resolution, often on

. . issues that do not have ;bthoritﬂtive, déTinitive ghswers but only more

) or less Justifiable positions~ Students can learn to handle such prob—

’ } lems "intelligently only id: sztuationshin which they of fer .ideas and
opinions to others orally and recgiVe reritical feedback“’ Such dialogue
involves risks to seff-esteem an& tﬁe;@ifficult challenge of listening

. ) ‘} to #nd helping others. Gritical inqhify cannot bé taught if a student .

J is isolated from constructive d1schss1on, ho matter how hard one might _

. study with books or think by oneself Such dialogue is most product1ve

when participants trust each other enough ‘to be honest and when they

e

have enough respect for one anbther _to. communicate mutual personal

- support in_ the midst of'toughbminded N cism. Such conditions are -
il - virtuall 1mpo§s1ble in- large schoqu;::{:hiﬁh teachers and »students
. know one another only briefly and for highly Speeialiaed tasks N
R This is not the place forﬁthe full debate '6f ‘small vs. large

scﬁools. Famillar cr1t1cisms contend that smal& ‘schools cannot prov1de
> the variety of course offerings or, thepsoclal aiverslty of large schools

at people can be Just as 1nhumane to ohe another in small * ==

9

.schools as in large on the other hand large schools have proven

. to be less eff1cient economicalLy thaﬁ‘many o assumed; their..
size has been ‘cited as-a maJor factor contr1buting to vandallsm,' |
quency, and drug abuse. Teacbers and adm1n1strators alike comﬁlain of
the’ problems of managing instructi$n 1n large iﬁstitutions. There is no

/// body of evidence to show that size algne differéntiates good and poor

. social studies teaching, but. impressfve soc1olog1cal and psychological
argumeﬁts on the nature of humantinteractio favor smaller 1nst1tutions
_ as a necessary, albeit 1nsufficientf eondition for attacklng the "don t,

P ‘. ] . P

FIR care" attitude. . - .

El

A sense of belonging in a school group can probably bé achieved

without eonstructing new buildrngs or tearing down existi plantsf

- o With declining enrollments, some high schooLs will- "natu allyt,become

' much smaller. Remaining students 2und surviving staf hould notwbe

P

dispersed’to centralized large schools., Parts of the building can bf
es

used for the school, w1th the excess spadecconverted to alternative u

- . -
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Or perhaps studtnts and staff could ‘move to a Vatant elementary school'
Schools of 2,000 ot more might even divide their student body and staff.
into two separate units, sharing a\building and/or using a double schea-
ule. Some propose maintaining large schools but creating special sup-
port groups for students- within them, but this strategy provides first

aid to the stress inherent in 1arge institutions rather - than Preventing

such stress in the first place. _Z e ’ :
These recommendations'should be seen as necessary but not sufficient
steps. Even if they were implemented there is no guarantee that atti-
tudes toward soci&l studies would change, attitudes are affected by many .
other factors that the recommendations do not address, including pres-.
sure on students to succeed just for the purpose of advanc1ng to a h&gher
status, general alienation. from work in the society at 1arge, ‘and psycho-~ ,
logical difficulties in handling ambiguity Unless steps such as those

suggested here are taken, however, progress in vitalizing the field is

uniikely - ) e
. a : a :
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= DESIRABI#E’CHAH‘KCTERISTICS OF ° S L
- o N SOCIAL STUDIES/SOCIAL SCIENCE EDUCATION . o
h . ' } ° By John U. Michaells . . :
» ) * e . . - * ) \ . -

. What are the’ desirable characteristics‘igeslred states) of social
studies/soc1al science education9 The answergzo -this question may be )
. .given ‘in.a Variety of ways. One way is to set fonth the characteristlcs
) of approaches based on different points of departure for'program des1gn
and development. For example, chara ter1stics of a program based on ‘
social studies as transmission of th cultural heritage or the social
studies as social. science may be noted, emphas1zing knowledge:- as the
point of départure. Or, characteristics of a program based of reflective
thinking‘and decisipn-making or part cipagion in ‘action designed to !
11mprove soc1ety may he given, emphasi21ng Social neeis as the'point of -
departure‘ Or, characteristics of a program designed to nurture'the
‘ development of ind1vidua1 students may be noted, emphasizing personal
* ' needs as the point of departure. Lo . - -

. The answer may be given in other ways. For exampIe,'one may take a
competency-based “approach and identify desired capabilities of teachers,
. . desired behaviors of//"udehts, and the character1st1cs of a program that

will develop them. Or, one may.Tdentify major dimens1ons of the program iy

,temporal. Another way is to list characteristics under such headings as

- . P .

oals, organizatien, materials, methods, and evaluation. e .
895 g \ e

such as perso;?l, social; and Knowledge; or eultural, spatial, "an

L

The approach taken in this paper brings together the abovelelements,
plus others, and includes characteristics related to the main componéﬁts
of a model for designing, analyzing, and evaluating a program of instruc—
tion. The main elements selected for consideration are presented in the

. v

. 'checklist that follows. = - . . -

L)
.

« An article similar to this paper written for Project SPAN appeared-
“in Social Studies Review 18 (Winter 1979), pP- 35<41.

120
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. : . ‘- DESIRABLE CHARACTERISTICS.OF . -
- g -t . SOCIAL STUDIES/SOCIAL SCIENCE EDUCATION . .

[4] “ . . N

Lo S : M_téerﬂg S
Il N 1, ) ’

ko design, explain, justify, and improve the program of instructlon
Point of view, beliefs, and assumptionS° ' ..

Social reality * Knowledga ¢ __ Learning ~ Development
. Core values Other' _A? . . .t

* Analysis of foundations: NN v

Socdial Psychological Discipllnary Historical
- Philosophical T .
' . . . " Focus , .
) < I «
. Human relationships . Soc1a1 interaction Social institutions "

"Relationships between people and their social and physital environments
___Social, economic, and political systems in the past, ‘present, and future °*
___Personal, social, and knowledge dimensr%ns N . . ,
Cultural1 spatial, and temporal di¥ensions '

’

Goals and Objectives

Y 2

. ~ Contr1butions to purposes~®f education: ' J
.. ___Sedf-realization ___Human relatlonshlps . Civic responsibility
. . Economlc competence ' Thinking ability Learn1ng how to learn
Other s, . !
Needs assessment and ident1f1cation oft contributions of subjects to '
the meeting of needs - .
___Contributions to purposes and needs noted for each subject: o
Understandings Attitudes and yalues .____Thinking processes.
"*4/ : " Learning skills = __ Pa%ticipation Skills - .
. ° Objectives stated for: - Coursesﬁ: ﬂnits ___Lessons ) .
\ N N A K-12 Program - ’
Genenﬁi educablonvfor all students and speciallzed offerings to meet -
. differing needs . R d
. __»Units and courses in a developmentaI‘Sequence . L -
- Content and procesges drawn from: . . S - ’
- .__Social sciences ___ Other disciplines as needed o Current aff!lrs

New developments and social conc@ps (such as career, mu1t1cu1turél
law-focused, global, and environmental education)

. Critical selegﬁion of ™\ i ' -t 1 .
__Learning materials ___Learning activities _ Teaching strategies
, ___pontinuing evaluation of: ~ -
__ Learning ___Teaching ___The program of 1nstrugt10n éu%$r3ision

1 Relationships to other subjects indicated
) Supervision.and coordination of 1nstructlon

.

S;pporting_Bleménts . ..

__A 1earni1ng environment anlconditit)ns that aid teachlng ‘
A staff development program that promotes continuing gsbwth ) ;__———;/,/.
An eccountabiiﬁty system that interprets performance constructively




A Functional Rationale -
o~ ‘- . - - . T \ . . s
ST *

A working rationale or frame of. reference is used to make curricular .

and instructional decisions and to interpret the social studies program. ’— ik
Included within a’rationale is thg point of view on such matters as the ;
central goals of education in gener 1 and the social studies in partic-
» ular;’ the nature of learning, knowledge,,and knowing; the nature of o
. social reality, the good life, and the ideal person; the roles of educa- )
tors, laypersons, and students in curriculum development relationsh1ps
.between, sc pols and other institutions with educational functions; and ° ‘.ﬁ;

: “\kfwcratit 1 eals and.values ! that underlie our way ‘of life. Also impor-

.tant are bel:r

. and’ assumptions ‘about various models of teaching, L -
approafhes Ep‘yjiues education, models of evaluation, the 1mpact of the ‘
hidden curriculum, ways of dealing w1th diversity in our .multiethnic
: society, and involvement iq\activities dei:gned to imprové human rela-
tionships. Rationale bgildjng is a never-ending task, essential to thed®. -
continuing 1mprqb’mqp; of the social studies and to staff development. o
P From he foundations of th‘\curriculum are drawm'content, processes,. / .
and !ﬂplications that are useful’ in program planning, dev/lopment, and R
evaluation. The social fundations are sources of values, beliefs,
changes, deménds, and lega \N:7‘ijiments that must be ‘considered in .
designing programs to deVel emopratic citizenship The psychological ‘
foundations are sources of" nfoﬂmation used to derive 1ﬂplications for ,
instructlon related to human developmentfgnd learning. The social .-
s¢ciences and Sther disciplines are sources of content and methods .of .
inquiry fd%xall levels- éf instruction. - The histordcal foundations are o
..'souncesfgg_ﬁngormatiom-on goals, patternsfof organization, content, M-
. proceduresf\and other featgres that have been most effeétive 1n the' past. , j;v
The philosoghival foundations are sources of the p:int of view, values, / .
poals, objectives, and logical processes that guide ‘teacheYs and others ) .
in planning, develop’ng,,and evaluating the pr%gram. |
‘ &N - .
“ Focus N - ' /

* - . .t L (’ ,
Interaction of people with their’ human.and physical enviromment is
- ’ o 5 ‘ ’ y vai / ¥
kept in focus as sfudents explore . human relationships®n our‘pluralistic
. . . A . A ‘

-
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society and in.other societies. . Social, ecanomic, and political activi-
ties of peopLe in our society and in other societies are examined.
Legal, governmental, value, and other systems are,investigated. Human

interaction is viewed from various perspectives, including-multicultural

and multiethnic; local, state, national, amd global and past, present,

and future. The richest possible content is selected from the social

-

sciences and other sources as needed to study topics ‘and issues and ‘to

participate in individual and group action designed to improve the human

condition. - . & . n ]
. ) . i . | S

Personal, Social, and‘Knowledge Dimensions

’Sized at a. particular,time.

°

These dimensions are kept in balance even though one may be empha-
The personal dimens1on 1ncludes the needs,”
questions, concerns, conceptions, learning styles, and backgrounds of
students in our multicultural society _ The social dimension 1ncludes
societal values, conditions Zhd changes,, processes of human 1nteraction,

interaction among,students, and participation in school and community

activities. The knowledge dimension includes the cancepts, themes, and

generalizations that are structured in various ways, and used as tools of

thinking. ) . .

- - .
$
’

n , -

Cultural, Spatial, and Temporal DimensiOns <,

These dimensions may be entw1ned in holistic studies or s1ngled out

at times’ for“emphas1s in dhalytic studies. The, cultural dimension )
includes the diverse ways of living and key aspects of 5he cultural
her1tage needed for the general education of studencs, The temporal

dimension includes‘the historical, contempdiary, and~alternative future

. aspects.of human relationships believed to be of importance in human

affairs. The spatial dimension includes the spatial distributions, areal

associations, and interactions of people id. ghe place with those in

another that are helpful in understanding human affairs. Distinctions

. are made betwqen widely applicable generalizations and those that are

culture-bound, time-bound, and space=bound. =~ ° e 'é'

T
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} . Goals and Objectives .

Goals and objectives of social studies/social science education are

. viewed in the context of theleducational enterprise. Contributions to

ythe central purposes of education are recognized. For example, self- -
realization is nurtured and human relationships are clarified through
learning experiences at all levels Qf instruction. Thinking, abiliity and °
learning how'to learn are developed .as students apply processes and
skllls to toplcs, issues, and problems. Civic responsibility and eco—.

“nomic competence are given speq1al attention throughout the program of

instruction. * ) ;g . .

"Needs® assessment is conducted to sharpen goals’and objectiées‘and .
to identify  aspects of the program to be improved. Assessment may be
done by identifying the discrepancy between goals and attainments or by
identifying needs and problems directly as expressed by school personnel,
laypersbns, and students. Needs assessment may be done in the context
of the overall educational program, followed hy implidations for various » .
’suhjects, or it may be focused on social studies/social science education

-

alone.

..

Goals-of Social Studies/Social ScienceoEducation -

Goals statements serve as overarchlng guides to planning, develop~

ment, and evaluation; they typically include knowledge, attitudes and
values, and skills. Some statements g1ve special attention to selected . ,Z'
concepts, values, and skllls. The following list of five basic social ¢
studies/soc1al science education goals singles out thinking processes | .,
and part1cipation skills, which may be included under skills, because of
their importance in program planning and development: -
. 1. Te develop the knowledge needed to function effectively in a
democratic society and in an increasingly interdependent global society.

‘A 2. To develop the basic skills needed for life~longvlearning about
human relationships. ‘ g
" . 3. T¢ develop and use models of thinking and declsiOn making and

JA .
the intellectuaf processes essential to their use.

4. To develop the® attitudes, values, valuing processes, and behav-

“or patterns that aré eSSential to responsible citizenship, <L -
. ' \ L : . . - . ) 3 h
P . . by
. . \ .
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5. To. develop the skills needed to participate in activities

designed to improve the human condition.

_‘jectives ’ a

14

-

Goals are translated into’ objectives for instructdion provided in -«
- lessons, units, %9d courses at vatious levels. Gare is taken to state
objectives that are consistent with goa%s and appropriate in terms of
such factors as educational needs of students, local conditions, and
.state and local reqtirements. It is recognized that obJectives are
interrelated <and that multiple outcomes flof® from learning activ1t1esa

- éven though a particular objective may be emphasized. e

LY

1
. >
\ ~
«

A K—li Curriculum

=

General education_for all students andJspecialized offerings are
included. Units and coutses are arranged in a developmeﬁtal'sequenée.
lnterdisciplinary, ‘multidisc1p11nary, and d1scip11nary patterns of
organization are used as appropriate in terms of objectives, backgroundsv
of students, and nature of the topic or issue. Instruction is provided -
on state-mandated topics and on other topics specified:by local boards
6f education. Those aspects of multicultural multiethnic, career, law-
focwsed, and environmental/energy education, and other spec1al programs
related to sodial concerns: are incorporated into instruction after

. critical- appraisal of their contribution to the attdinment of goals.
Relationships to other subjects are analyzed to provide for mutually
reinforcing and enriching instruction. Supervision and coordination of

instruction are provided at all levels.h . 9

o \\ ‘
The proper study of human relationships, att 1nﬁent of goals;, indi-

Learning;Materials

'vidual differences among students, and diversity withih and among commu-

;JI " nities call for the use of a variety of learning materials. Printed and‘

A

other media are critically selected from the following atid included in

N,
’ S

instruction.

+*
’

‘--Printed materials such as.z;xtbooKS,Freferences,‘and'source

-

materidls . P




LI

.
-

--Audiovisual materials such as sound and film media, ETV, .and

.graphic - . . ) -

L

¢ ——Community resources such as study trips, resource persons, and

S |

e R

events

- . °

Teaching Strategies and Learning Activities ~ .- '

«

. Strategies are selacted and orchestrated in terms of obJectives,
teaching and learning styles, available learning materials, and condi-~
tions of instruction.

Conceptual inquiry, ahd topical approaches are

unified in order'to obtain the advantages of each and to aid students in ._ e

Jy

., using concepts as tools. for applying interpretation, analysis, and other

processes® to topics under study. Models of teaching are 'used to, 1nquire

into topics and issues in an 1nvestigat1ve or scientific mode, to develop .
. - main ideas in a generalizing mode, to bring patticulars about selected
settings togedher in & holistic mode, and to make Judgmcnts and decisions

in*a decision—making or evaluative mode. Learning activittes are

selected and sequenqed to accommodate learning Styles, with attention to
' g

1nitiating, 1ntake, organizing, demonstrative, and expressive activities.

-

1 4

Continuing Evaluation

B
-

< - . -
Beginning with needs assessment and diagnosis of students' back-

"grounds and achievement, ongoing formative evaluation and periodic sum-

mative evaluation are conducted as an integral part, of instruction. "

Teacher observation, examination of samples of work, and other informal
&,
assessment procedures are used along with tests, inventories, and other

formal~assessment devices. _ Information obtaiged from evaluation is used

_to improve téaching and learning, make curricular changes, and service

- -,

the accountability syst m., ,° ;

» -~ @ -

— o - .
©

SupportingﬁElements

Environment for Teaching| and Learning

- ¥ .
The home, school, and community environments are condug¢ive to effec-

tive teaching and ‘learning. Cooperative. home/school relationships are.,

maintained. Both the fdrmal and hidden'curriculaware supported by

administrative pozicies ahd practices that place top priority on effec~




.
.

. w4

<

. ¥

o - °

tive teaching and learning. The community environment is analyzed to

capitalize on supporting - elements andgto remedy conditions that wo@ﬁ

against effective teaching and learning. Students' responsibilities for «

creating and maintaining a productive environment are c&arified, estab-
lished, and evaluated.

~ The classroom environment is marked by mutual trust and respect,

individualized and personalized learning, and high regard for the impor-

tance of social: studies/social science education. Extensions of -teaching

"and learning beyond the classroom, ‘the s&hool day, and the school year

.are viewed as part of the teaching and learning environment.

Patterns of organization such as graded and nongraded self- LT

contained classroom and departmehtal, early. childhood, middle and seconx
dary levels, and team teaching and- differentiated staffing are we1ghed
in light of such .criteria as contributions to attainment of goals,

improvement of teaching and learning, concerns of teachers, and ‘available
facilities and support services.

.
3

[

Instructional support services are provided; these include library .

ejvision, evaluatlon, gu1dance and
counselling, and special education ser

and- instructional media services, sup

ﬁces to facilitate mainstreaming.

.’ ) \ .
. 1

Staff Development - .. ‘ “ ) . : ’ "
A dynamic program of staff development is provided to sharpen the ' )
competencies that are essential to high-éfality 1nstruction. Both pre— )

service and inservice education include attention to such competencies
as the following:

, \ ~ . . -

‘ v
\ ' -
‘

and special prbgrams, after critical selection of those ele hts that
belong in the .sqcial studies |

e ‘« - 27 .

‘Goals and-objectivest ™ L. } ( ) ST
—-IXterpreting .goals and break%ng them down into objectives ‘ i R
" -—Preparing 1nstructional gbjectives %or lessons, units, and courses » l

Organization. - - . " " o ’ o
—-Using' interdisciplinary, mﬁltidisciplinary, and disciplinary )

patterns of organization as appropriate ‘H /‘ > ‘. N > Y~:

-

~-Incorporating new materials from the. disciplines, chrrent affairs;

q A

A \ |
& \ .
.
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‘ nstructional media:

: \ .
-—Se}ecting and using a variety of ;edia to achieve stated ohJec—
cives - \ o

--ldentifying bias and other deficiencies in instructional media
«~-~0Obtaining -and creating media for'students mainstreamed into
regular-classes and to meet individual needs.
Teaching strategies:

.. -—Using a variety of critically selected strategies to achieve -
knowledge, thinking process,, skill, and affective obJectives

--Providing group- -centered, indiv1dual centered

and teacher—<T o ’
centered instruction as appropriate to improve learn1ng

AN
-—Providing intake, organizing, applicative, and expressive activ1—

ties that lift thinking from first-level processes such as 1nterpret1ng

and classifying to higher—level processes, such as analyzing and evaluat-
: ~.ing © .

. r *
JNY S b
, ) . /
Evaluation: . :
Zva_uatcion
| A

—-Using a variety of informal ahd formal techniques to a seLs Tearn-
ing e o '

» ==Conducting needs ‘assessment and diagnostic, formative, and sum-
' mative evaluation )

.
»

——Using data from evaluation to improve teaching and learning,
" report students

progress, improve accountabllity, and‘rev1se the program
Professibnal growth

\
o %
- -
L4

NN o
~=Using current sgurces of information,‘inservice‘ggtivities, and
. professional meetings for continuing growth AN

-

. \
--Revising one's rationale for the social\studles and using it to )
make instructionak decisions

.

~-Working with others for continuing improvement of social studies
. education *

° l—-Keeping abreast of mew deve]

A

opments in the foundations of the
_soc:.al studies and drawing,%‘mplicat

lons for program improvement
»

. _ ' Accountability System )

L.

’
1

The’ acCountability system is éooperatively designed and operated

constructively-to interpret the performance of students, teachers, and

other school personne . All objectives,are‘assessed and a critical .
v o e

\)4' ‘ ) 'o °”

% ‘ | T . o - .lﬁ3é3 R .
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. “

selection 1s made of Ebth formal and informal techmiques of assessment,
4 Care is taken to,avoid sdch pitfalls as limiting assessment to easily
\measured ob3ectives, making tunwarranted comparlspns between classes and
between schools, failing to take account  of students backgrounds when
. interpreting data,.scapegoating of teachers, and neglecting individual
' differencee by emphasizing instruction designed to show imRrovement on )'

the average achievement of classes. - .

v .

- . Y
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