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’ Foreword

Bl

OUR SOGIETY'S FAULEL IN PROGRESS SERVES WELL MOST OF 1HE LIME. Tlis
coufidence wmotivates extiaordinary eftorts and brilliant achievements.
We assumie that progress is ditedted toward perfection and that perfec-
tion is ultimately aclneveable. Ou the other hand, ow concept generally
acknowledges that perfection s a promise, one never expeeted to be
fulfilled in the preseut day. We recognize, for example, that the path to
petfection may be long, but that we should not loiter as we proceed. As
we encounter the hrustiations of the journey, we seent to fodds mcreas-
ingly on the problems in owr path and 1ecognize less conmonly o
steeesses, the distance alieady tnaveled, and the problems alveady
overcome, Certainly, ander such conditions, we celebrae o successes
eluctantly, if at all. We know we should be doing mowe and achieving
worey faster. ,

This ASCD booklet 1eflects o notion of progress as it exaiines
contemporary sockal studies and proposes alteruative futwes for the
field. Ttmetits om attention because of its solid treatment of an aiea oo
long honoted by benign neglect. [t eans oitt spedial coneern because it
reminds us of ourselves, who we want to be as Americans, and how we
belieyve we want to lise, It insists that o ceremonial support of the social
sticlies las been empty b oo often. Andiit aalls us torealize tnat o
genet al sense of purpose tequires that the social stilies be revitalized in
our day.

We who hnow school programs well will 1ecognize the portiay ol of
suctal studies me thus teport. Fhe realities of classtooms are not obsawred,
they inelude content emphases, time allotments, pressares on teachers
and schools, prepatation for teaching, availability and choice of material,
the contnuing power of the testbook, and the sodalizing mnfluence of
the schouls ana the social stuclies in particular, We may wish we did not
hiow all these familian landmarks and contotns, they add up to an
impressive sense of the field’s stability, even lack of progress. Yet |
commend these portrayals becanse they can hielp us consider the
suggestions for change more appropriately.

Fundamentally, we must know traely, not just recognize, the natuie
of this field. For one thing, its scenmmg stability symbolically seryves notice
that it tesponds to opportunity, but cannot be jerhed into practices that

5}
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teachers belicve are bad. For anothier, knowing its nature calls for us to
know its strengths as well as it flaws, its achievements as well as its missed
chances. The social studies has exanples of all in abundance. Knowing
better and morz richly, however, is not suffident, images of future
dimensions of the social studics must be considered.

This report’s suggestions constitute one set of images to stimulate
our thought and work toward revitalization of the social studies. They
are not advanced to be put into practice this year. As we consider them, [
hope we will examine their relati nships to previous proposals in the
field, ponder afresh our basic assumptions and sense of puipose, aud
invent many possible futures for the social studies.

This task of revitalization, a. well as this report, is not for secidl
stuclies teachers and supervisors clone. It is for all of us. Of urse, our
colleagues whose specialty is the sodal stucdies will find it a special
clullenge. For the rest of us to bueideve the tasks are primarily theis is to
deny them encouragement and support and more. It is to deny the
schools” and our own specific responsibility to develop for childien aud
youth enriched and increasing!y viable social studies. My faith is that all
of us are worthy of the present needs ana opportunities.

Considering owr present pereeptions of reality and need and quality
in the social stucies may be v first step. Thinking and studying and
conversing, individually and o groups, will move us along. Our diree-
tion is toward revitalization—new life—in the social studties. This genetal
task partakes liberally of our society’s concept of progress.

We apprediate the work of Irving Morrissett and his colleagues in
summing up the voluwinous Giudings of Project SPAN, aud in attemypt-
ing to focus our efforts towand achieving desired states for the social
stuclies.

Many of the authors’ recommendations are directed to the National
Coundil for the Sodial Studies in particular. Because many  ASCD
members are dlso members of NCSS, it is necessary to emplasize that
these recommendations are not made with the intent to uswip the
interests of NCSS. ASCD has long worked dlosely with otaer profession-
dl associations of spedal interest groups within education, and it contin-
ues today to suppott the effutts to those groups who share ASCD's goal
of providing quality educaiion for American youtl. This booklet is
merely one more attempt to mahe that common goal a reality,

0. L. Davis, v,

President, 1982-83

Association for Supervesion and
Curriculum Development

v
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The Background of Project SPAN

In THE LATE 19705 THE NATIONAL SCIENGE FOUNDATION, which had long
supported curriculuin development projects, sponsored three coordi-
nated stuclies aimed at identifying the current state of sodal studies/
social suence education in the United States. These stuclies included a
series of case studies conducted by the Ceriter for Instructional Research
and Curticulum Evaluation & the University of Illinois, a national
survey conducted by the Research Triangle Institute, and a survey of
licrature for the period 1955-1975, conducted by “The Ohio State
University with the assistance of the Sodial Science Education Consor-
tinn. These studies, using three very different but congruent method-
ologies,’ prouded a wealth of information about precollege education in
natural science, mathematics, and social studies/sodial science education.

Beginning with those informative studies, SPAN? project members
set out to describe and assess the current and recent state of social
studiessocial science education, designate desirved states to which social
stuclies might o1 should aspire, and shape recommendations as to how
those desired states might be approached. In addition to the three NSF-
sponsoted stuclies. SPAN staft and consultants reviewed hundreds of
documents bearing on sodial studies and, through conespondence and
at conferences, sought the advice and comments of many persous
throughout the nation.

The basic fact of social studies education at present is that there is a
great diversity of opinion fiom which it is impossible to elicit consensus.
There are polar positions on the most basic issues, and a range of
opinion between the poles. Some feel that social studies is in need of
drastic revision, others that there is little or no need for concern.

The great diversity of opinion about desired states and recommen-
dations that exists in the literature and in the minds of sodal studies
educators thioughout the nativa was also reflected in the 12 consultants
who worked with the SPAN staff throughout the project. Those consul-
tants were chosen for theit contibutions to sodial studies literature and

1A brief description of the stncies 1s presented in the Appendix, page 131
2SPAN = social studies priorities, practices, and needs.
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practice and for the wange of sodial studies roles they represented.
elementary o1 secondary teacher, consultant or supervisor at the distiict
or state level, professional association staff member, university teacher.

Given this diversity of opinion, both in the sodial studies field at
large and mnong the consultants, the SPAN staft (who also held
divergent opinions!) must aceept ultinate 1esponsibility for the content
of the SPAN reports. »

SPAN’s Report for the 80s

This volume, Social Studies i the 1980s. A Report of Project SPAN, was
prepared at the request of ASCD. It consists of selected and condensed
portions of five reports prepared by SPAN staff members aud consul-
tants for submission to the National Science Foundation and distiibution
to the educational community,

The fust section is drawn mostly from the conclusion of an
extensive report written by Hazel Whitinan Hertzberg as historical
background for the project, desaibing efforts to 1eform social studies
during the period 1880-1980. That 1eportis drawn from a still longer
and more exhaustive work now in progress.

The secoud section focuses on the curent state of five critical
clements in sodial studies programming and instiuction, 1ationales,
goals, and objectives, curticulum patterns, aaticulum materials, teach-
ers; and instructional practices.

‘The third sectign, The Future of Social Studies, describes in some
detail the six major problems that SPAN staff and cousultants believe
need 1o be faced in the 1980s, the “desired states™ toward which social
studies educators might stiive, and recommendations flowing from a
comparison of current states and the problems associated with the
desired states.

"The fourth section describes one of the several mdajor alternatives to
the curtent pattern of social stuclies considered by the SPAN staft and
cousultants. Tt is the work primarily of Douglas Superha aud Shanyl
Hawke and is the alternative that was developed in the greatest detail. A
much more extensive version of the soddal roles approach, by Supetha
and Hawke, is also available as a SPAN publication.

Acknowledgments

SSEC Associate Project Director and Staff” Associate Douglas Su-
perka and Sharisl Hawke, SSEC Staft Assodiate, worked with SPAN
throughout the project. Bruee Tipple, anotlier SSECG Staft Associate,
participated duting the eatly stages of the project as did thiee SSEC
Teacher Assodiates, Matia Rydstedt, John Zola, and William Cleselaud.

Two individuals produced commissioned papers at the 1equest of
the project staff. Dana Kurfman reviewed the status of evaluaton
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processes in social studies and made recommendations on needed
changes. Hazel Hertzberg wiovte an eatensive review uf sotial studies
reform efforts.

The following consultants also worhed with SPAN throughout the
project. Lee Anderson, Professor of Political Stience, Northwestera
University, Mary .Vann Eslinger, Sodal Studies Consultant, North
Carolina State Department of Education, John D. Haas, Professor of
Education, University of Colorado, Jarrvell McCracken, Teacher of
Social Studies, Manual High School in Demver, Fred M. Newmann,
Professur of Cuniculum and Instiuction, University of Wisconsin,
Elizabeth A. Pellett, Sucial Studies Consultant, Los Angeles County
Schools, Bob Beary. Sodial Studies Consultant, Rochester (Minnesota)
Public Schools, Verna Fancett, Social Studies Teacher Emeritus, Fayette
ville, New York, James G. Lengel, Social Studies Consultant, Vermont
State Department uf Education, John U. Michaelis, Professor Emeritas
of Education, University of California at Berkeley, John Patrick, Profes-
sor of Education, Indiana University, and Roosevelt Rathiff, Assodiate
Director for Afliated Units, Assodiation for Supervision and Curriva-
lum Development.
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SPAN Droject Director and Executive Duector
Soctal Science Education Consortium
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Chapter One

Sccial Studies Reform:

- The Lessons of History
Hazel Whitman Herfzberg

Reformers® Neglect of School and Classroom Realities

FHE DOMINANT REFORM MOVEMENIS OF 1HE [O605 wn 19708 were
strangely oblivions w school aed chasstoom vealities, a circunstance thet
seriomby harmed thenn eftectiveness. The etotmers assaned  they
alveady: kuew what was going on and tended 1o anderestimate the
problems as well as the consequences of change. Lhiey were cettamly not
the fust wonld he reformers o make such an asamption, but they were
munnally msensitive, .

Lhie three pational effotts that had the most Listing unpact on the
sl studies— the reports of the National Eduation Assodation’s
Committee of Len (1893, the American Historieal Association’s Com-
mittee of Seven (18991 and the 1916 NEA report'—were mch moe
sensitive 1o realities of the schivols and «Lsstooms than were the “uew
soctalstudies™ or the sodal problaasselt readication social stucdies nne-
ments. fhe report of the NEX Committee of  Pen, whith was close
enough tocurient school practic e 1o be practical, aticalated the kinds of
changes man edncatons called for. fhe AHN Committee of Seven
began its dediberations with a studv of the schools in the Unitesd States
aned western Fuwrope, an mvestigation that included widespiead cotsal-
tation with te whens, The commitiee members had a tcasonably broad
base of infor oution that was buttiessed by their awn expericnces ui the
schook  The Seven tied to avoid making recotmnendations that had not
alieady heen tested in some schools, The members of the 1916 NFA
committee alwo had extensive expetiese i the schools ad knowledge
ob developments duting the previous quaater ceman. ihes soaglu
wodibtation of the caliar antviculum, not asharp break with .

«

Nanonal bducatien Noactalion, Repert of e Committoe o Spcmdiony Ses i Sl
Mantlgton, D O Governent Pt OHwe, 189%
PAmernoan Historoad Assocvation], Tre Steds of Hntonse Silaolu New Yon b MLl
Lin, 180
INanonmal Fdmation Asoaatien], T Seciad o o Sseondan Fouaation, Depatt-
ment ol the Inlelra, Buread of Fducaton Bualleln 2% aWaslanguen, D € Gang pament
Praanng Othee, 14l
-
1i
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Sl Mudus Refoom . 3

Al these commtiees had o fn deepa undentandig ot the
contnng soaalization function of the schools than lad retormens ot
the 19608 and 708, and they ware broadly concerned with the role of the
schools m @ demoaatic sociens ather than with navow o highls
speaahized merests. These were tot the onlv reasons Jor the succes ol
the catlier teports, bt they were essential icasons, “The Committees of
Tenand Sesen and the 1916 NEFA cowmittee established w tadition of
nestigation betore recommemdation that was followed by many ol the
uthey connuittees of the period. |

[he AHA Conmmssion on the Soual Sudies inthe 19308, while
shatmg a broad pospective wath the calier comumittees, did not propose
a cutteulm scope and sequence, and the commission’s influence s
theretore much more dithoult 1o assess, [ is certain, however that the
schwouls and war bers were wable and mwilling o asone the ole the
cotmmssson advocated, T he contlict o this watta setioushy divided the
comnnssion aned comsntated the chicd aitidsin ol s conchnsons aned
teconnmencdations. This is not to say that the wotk of the connission was
not anportant or mihiential, It does suggestc however, that when
tatonal retonmans lose towch with the schools and clastoons, thes laniy
the unpact ad the usebuliness ot their work,

Anuther example of aretonn cltort that ovetdooked the realities of
sthuols and dassione was the Catizemship Ldncation Pragor sponsoted
v Leachers College, Cobumbia U siversing in the 19108 ad 19504, The
CEP, ke the “iiew soaal stadies™ projeas, had prestige and suppot. Tt
was welbbinanced, wsed a weantpropet approach, condocted  many
teher sorhshops, and concentated onmataninbh producuon. the CEP
proposed to st s verson of sood stidies education meall Ameican
schosls witlin a1 penod, thus shaing wih the new sodial
stichies” an iuthted concepnion of s capaan o atea chae ge.

{he ¢ FP wanted all schoots o extemd dasstoon az inaties nto the
comunasts D the provions ludi-cont, stade ntcommunits puoj
eots had molved compatatnel few schools Toomduee ol whools o
eugape sl atnvites on o sustaned and sestanatie hasis would have
requit el Chamges w the conda tand oganzation o sl ol which sere
bevoud the capaans of asingle progeas and certamh bevoud one tha
ath brashal asede the dithodtes and Lagels ignorad the sitwaton ol
clastoom teachors, Whethet such massive change coule? have been
eftected at adhis dsentons quesion. But it s rcasonable wose pose that i
the CE L had been wallinng o coucentrate on bakling abase of supponin
arelatnely few schood ssstems and had not spreadatsedt sothimae conld
have, by attempiing less, accomplhshed more.

Reform attindes towatds the mguny and reananon meahods e
Classe examples of the grovamg distanee betweon nagonal reton arid
clastoom reahty 1t i somowhat chastening o considar how heguentls
vanons venstens of mgainy” have been advocated: daing ihe past
cennany, begmumg wath the fnst methads wextbook e the ISSOSC The

&
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H Sociar Srvmes N THE 1980s .2 |

Committee of Ten made some mild suggestions of this sort, and the
Committee of Seven turther developed advotacy of the inquiry method.
Both the Ten ard Seven also favored recitation as an altelnative to
lecture, while staunchly oppos'ng it in its rapid-fire question-and-
answer, rote-memorization versions. As in the case of the curriculum,
they took care’not to go too far beyond classroom practice. Since then
most-reformers have looked ask4nce at recitation and advocated some
version of inquiry. ; .

Despite its low esteem among reformers, the available evidence
suggests that recitation has been, and is at present, the ty pical mode of
instruction in the social studies (anid it other school subjects as well). Ihe
term “recitation™ i3 open to several interpretations, from o mechanical
catechisin to a more open and free-flowing discussion, but it is alw ays fed
and structured by the teacher. My own suspicion is that, while recitation .
has dominated, inquiry has been used in the schools more Frequently
than is generally admitted. 1 also suspect that the rapid-fue question-
and-answer method is much less common than it was a entury ago.
There can be little question, however, that social studies instr uction lias
been and i+ overwhelmingly teacher-daminated—for several T£asons.,

First, o is an excellent method of mastering factual informanon.
Second. it provides for student participation, which the lecture does not,
and Wost teachers believe in some type of student imyol ement, [, 1t
leaves the teacher in control of the classtoom and makes dear the roles
of students and teacher. Very few teachers do not wish to 1emaiin m
control of the classroom, whether or not that control is obvious.

The validity of these explanations notwithstanding, the persitence
of the recitation in the face of condemnation by 1eformers and the
failure of inquiry to win a commanding place in the dasstson m spite of
their support deserve serious thought. Does recitation have some
positive evolutionary value, as Hoetker and Ahlbiand stgrgest?? Sucly
questions can be answered only by amuch nm)-\(lunuugli analvsis of the
classroom itselt. both historically and at present, {hey agam pont to the
need tor a doser relationship betw een national 1eform and the schools
anel tor reform measures hased on a deeper aid more compehensive
understanding of schoaols and classrooms.

The Need for Historical Perspective

Phe sodial studies reform movements of the past two decades have
been cut oft trom ther own past more than s other Aol 1oy elents ‘
m the past century “There are many teasons for this unfor tunate case of .
historical amesta, One is o pervasive presentisin in American soaets,

Hames BoHoethes wd Willam Ablband, Jr. The Porastenee of the Re Hatton,
VERA [ownad 6iMandh 1ot | iv-)eT
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Social Studies Reform 5

greath aecentuated by the intense temporal focus on the present, which
1 charactetistic of television. [ he vise of the youth culture, characteristi-
cally focused on the present, is another, The powerful inpact of the
social sciences, wlnel tend to be alistorical, has played au important
role. So has the tetreat of professional historians from any formal
concern with the schools.

Many curtent wsues i socdal education, as well as other issues yet
unrecogmized, can be informed and illuminated by owr past experience
m deahng with them, by knowledge of theit histotical roots and of the
contrasersies and changes they entailed. The past can never be a perfect
or mfallible ghide to the present, but it can be much more of a guide
than we have allowed it to be.

Cutrent tetiospectives of social studies education tend to begin with
the nnd-1930s, when the “new™ curricular movements arose. That this )
ume frame cotresponds roughly with the adult life span of most of the
myestigators 15 probably pot coincidental. it is their personally experi-
enced lstorical 1eality. But the tendency is unfortunate, because taking
that decade as the base line cuts us off from myjor. avitical, and formative
parts ok ow history, when many of the forces now affecting us took
shape.

e he wpportunity to resuscitgte the neglected history of* the soc wal
studies hies before us, and the interestin doing so is growing. Histories of
the soual studies and of particular components, elements, or factors in
then deelopmient depend, like all Tstory ., ou the availability of sources.
While for the socal studies these soutces are by no means complete (and
aever ave), they are both numerous and tch. As new histories are
attempted, new sourees witl be found. The problem is not the lack ol
soutces but then muluplicity. What we need is not a few scattered studies
but a sigotous aud continuing body of historical writing that will offer a
variety of imformation about and interpretations of owr paste

xr ) " * s
The Need for a Comparative Perspective .

We need as well a comparative international perspective on social
studies education. The AHN Committee of Seven began its investigation
with a study of the teaching of lustory and allied subjects i Ewopean as
well as American schools, basing its 1ecommendations on prowising
uropeap as well as American practices. Perhaps they felt the need tora
ol tive approacdt partly because they were attempting to establish
lustory as a school subject. No doubt theit choice of approach was also
mfluenced by then own Ewtopean taining and by the theu-widespread
mterest m comparative lustory, Since that time, relatively few Americar
social studies educators, among them Henry Johnson, have written
about the social studies outside the United States. Perhaps the tact that
The soaal stiedies  are an Amencan imvention has discouraged us from
looking elsewhere,

ERIC
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§) Sociaz Stentes 1IN 1HE 1980s

For at least a century, Americans have been attempting an unprece-
dented tash—to bring into the educational system the wountiy’s entite
youth population. With the exception of a small private sector, this has
been an effort under public contiol, undertahen at public expense.
Today the clementary and secondary schools include virtually the entire
population of the ages served. Similarly, the number and pereentage of
people who go on to higher education have inteased enormously. The
many difficult problems inherent in this experiment in mass education
should not be allowed to detract from ous recognition of its profound
meaning and importance. .

All countries shape their schools in markedly idealized sersions of
their own iimages and according to theit own percened needs—or the
needs that theit ruling powers deem essential. Fhe social studies sﬁbjuta
are usually assigned an important rolg in this task. We should be much
more aware than we are that other countries moving toward mass
education are experiencing many of the problems that we face today and
faced in the past. When we call for a global perspective in other matters,
we should likewise apply this perspective to ow educational systemn,
especially the social studlies. Doing so would enable us to diaw on the
relevant experiences of other countries as well as give us more confi-
dence in,what we owselves are attempting o do and more pride and
commitient in doing it. That we do not see o own educational efforts
in o« broader intemational perspective has 1esulted, | believe, in a
preoccupation with our shottcomings, problems, and failines without o
balancing consideration of the vastiess of our effort and the extent to
which it has succeeded.

The Social Studies in the Education of Citizens

Nothing is earer in the history of sodial studies veform than the
central 1ole assigned to the sodial studies in the cducation of citizens.
This has been both a mainstay and a source of mam of owr problems.
The social studies camot take a nevtzal positiorcon the vaiie aised worth
of a democratic sodiety, which presents its dticens with the obligaion to
criticize itas well as to chierish it Nov can the social stuclies neglect either
the history of this wountiy o1 the knowledge and skills needed for
studentts to paiticipate effectively ina democratic political order. This »
mininwally the "knowledge of most worth™ cential to the sodial studies.
The fact that American history, world or European lustory, awd govern-
menttivics have continued to dominate the nation's secondary school
soddl studies canviculune in spite of the indifference o opposition of
many 1eformers and passing fashions and fads is due not simply to
inertia, as some have argued, but to a recognition by schools of their
ceatrality in the education of citizens.

The defmition of the appropriate education of vitizens has been one
ol the most vexing questions in sodial studies history, The opposing
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poles of this defuution were catls detineated between the Snedden® and
the Dewervtversions of sodial efficiency. The former envisioned a static,
letarchical sodety m which evervone had a preordained place. The
latter e sioted an open, changing society in which education enabled
everyonte to fmd thett own places. Dewev's model was the idealized
community, Snedden’s the juvenile 1eform school. Oun the whole, the
social studlies eformers have been doser to the Dewey pole than to the
Suedlden pole, but the argument has not ended, nov will it end. The
fragmentation of social studies reform has opened the wav, probably
more than at any time m ow history, to sozie of the contewmporan
serstons of Sueddenism, which tend to be particulaistic, vocational,
anti-hstoneal, vtltaran, and concerned with proceduse at the expense :
of content.

One aspect of the education of ditizens historically has been educe ]
tion about contemporary social problems, theit place i the cunicndum, I

andd thew elationslup to history. Some reformers have attempted to base
the soual stidhies entitels on sodial problems, an apptoach that has not
been widely accepted. Typically, we teach history with some reference to
present problems, while we teach government o1 dvics with some
reference to soaetal functions. We ensconee some form of Problems of
Detmoracy m the 12th vear (although aot necessarily mauder that Tibel)
o substitute for it one o1 mote of the sodal sciences. Neither the “news
social stuslies™ not the personal’social problems social studies have been
speatically mtegr ated into the auriculum scope and sequence, how 1o
do so reniains unresolved.

he question of advotacy o1 objectivity in the teatment of contio-
versid 1ssues has been debated time atter time by sodal studies veform-
ers. A few have advocated that the schiools and the sodal studies devote
themsely es to tecomtiucting the sodal order, a position that has been
largeh 1ejected by the schools and v most reformers. But reforniers
have also opposed maiy of the attempts at censorship of textbooks and
other attacks on academic freedom. Histotically, the most ty pical re-
former stance on the teaching of contioversy has been to teach “both”™
weeastonally ally siles of anissue in o tan and balanced manner. Today
teachiers 1epott an exttaordinuy freedom to deal with contioversial
issties, although they do not alwavs exerdise it -

Student Learning

Al the miggor connmittees and commissions dealt explicitly with how
students learn. Both the Lenand the Seven drew en facults psychology,
albett a loose version, m theit belief in the tansfer of learning. New

See Walter Drost, Hacad Sneddert and T dacation for Soaal I ffraena (Madisou: Universi-
t of Wincomm Press, 1967)
“John Des ey, Lhe Sehood and Socety 1Chicago Cisersaty of Chircago Press, 1899), and
Demeoracs and Feducattors tNew Yok Macnullan, 1916)
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8 S0C1AL STUDIES IN THE 1980s

theories about learning produced new curricular or methodological
emphases. The movement for spedific objectives was based on behavio -
ism. The 1916 NEA comunittee, basing its ideas on Dewey, asserted that
sodial studies topics should be selected o match the present life interests
of pupils o1 to assist them in theit future growth. Many of the <itizenship
and civics projects imolved “learning by doing.” Some curricula basect
on “the needs of adolescents,” as in some versions of “core,” threw the
discipline-based subjects overboard almost entirely. The “new social
stuclies” and the personal’sodial problems social studies had then own
conceptions of student learning, the first largely academic o1 “cogni-
tive,” the second largely affective—problem-oriented, persunal, o1 “cul-
tural.”

Despite their many differences, induding their brands of psycholo-
gy, reformers have agreed on two matters. The first is that students
learn better when they are actively involved in theit own fearning. The
second is that many students dislike or are indifferent to the sodal
studies subjects. There is substantial evidence supporting both by pothe-
ses. :

Why do students seem to like sodal studies better in elementary
school than in secondary school? The current neglect of the sodal
studies in the elementary school does not seem to be due o students.
Their dislike of ot indifference to the sodal studies scems to coindide
woughly with the onset of adolescence. This is « time when one stuggles
with and finds a new identity, as Erikson and Piaget contended. Tt is
characterized by $bime alienation from the past, by ambivalence toward
or rejection of history, and by the acquisition of new temporal coneep-
tions as an essential part of an evolving cognitive structune. I suggest that
the nature of adolescent growth and change has implications for the
teaching of history that have only begun o be explored. the study of
history should help adolescents in this fundamental life process. If
adulescent students are evolving a new relationship to socicty as partof @
redefinition of themselves, should we not seek to identify wavs m which
the sodial studies can help them do it—not in superficial terms of
“relevance,” but in fundamental ways??

The teaching of “toneepts” is a favorite concern of sodal studies
reformers, and “conceptual teaching™ is frequently advocated. T have
never been able to understand what nonconceptual teaching is, since 1
think it is impossible to teach the sodial studies without concepts.
Conceptual teaching seems often to mean teaching coneepts with
content used more o1 less illustratively. Whether o1 not one favors
“coneeptual teaching,” it is important to know whether students can

*See Hazel W. Herwberg, “Ahenation from the Past. Tine, Adolescence, and
History,” papet presented ai the Teachers College Conference un History an the Schouols,
1977, and “The [cachig of Histors ™ i The Past Before Us. Contemporars Hastoriead Wiiting
tn the United States, ed. Michacl Kammen (Ithaca and London, Gurnell Uninersity Press,
1980), pp 492-404.

17 J



3

Soctal Studies Reform 9

really leain the concepts that are plemtifully, presented in the sodal
studlies.

Uhe scope and sequence of the custicahum itself should be looked at
from developmental view points. The fragmentation and incoherence of
the soctal studies presents students with an impossible task. to synthesize
and make sense of this jumble at the very time in their lives when the
are bothi resisting and tryig 1o establish new connedtions and relations
with the world about which we teach.

The Social Studies and the Disciplines

[ he argnment over whether the sodal studies are a federation of
subjects or a unitary field has divided reformers since the 1916 NEA
report. In pradtice, federation has prevailed in the schools, The few
exceptions are Problems of Democtacy couses, sume versions of dvics,
and some of the fused courses, mostly in the junior high school. The fst
two and many of the latter were also supported by the federationists.
“Source study™ and the “new social studies™ are the clearest examples
of federationist attempts to transfer the concerns of university scholars
farrly intact to school classtooms, Essentially, these, movements involved
an atgument over the purposes of the social stuctles, Seen in historical
perspective, they were notut the main line of social stidies development.
Most fedetatomsts have argued for the basic ditizenship-education
praposes of the fickl while suppotting the maintenance of the integrity
of the mdividual subjects, In' practice, this nsually meant teaching
history.,

Ihere are good practical 1easons for the federationist position.
School subjects are derived from organized bodies of knowledge—the
dusaplines—which comptise cores of information, theory, interpreta-
uon, and methodologies that can be adapted for itistnctional purposes.
I he ynitary-held adsocates have no comparable basts on w luch to build
& annculun. Despite heroic attempts to do so, they have not been able
to detach the socal stadies frons theinr parent disciplines. The example of
Harold U. Rugg is instructive. Rugg made o determined, resowrcetul, .
atdd sustamed eftort to aeate an integrated curniculune Discarding the
disaplines, lie mstead based his carriculins on aseties of contemporary
problems, issues, generalizations, and principles that had been identibed
by “trontier thinkers.” What he ended up with, however, was essentially
a history curriculum, :

But o the unitatians have had their tronbles, the path of the
federationssts has not been casy. he disdiplines themselves change.
Orer the past centuny, they have shatpened thein ditferences even while
contmuting 16 botrow freeh across disciplinan boundaries, and they

“Studving history using prondrs sources, a movement m the kee el early 20th
centunies patterned attey the Geynan senina methad
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have also become internally much more fiagmented and specialized.
These changes Lave been reflected in the curriculum and in the
materials of mstruction. In history, for example, the process of spedial-
ization overwhelmed balancing efforts at synthesis. The fiagmentation

" of historical 1esearch has procuced much new kuow ledge, but its

components have not yet been integrated.

The nature of the disciplines and their velationships to each other
have constituted one of the most persistent problems in social studies
education. Oue of the contributions of the authors of the “new social
studies” was their attempt to delineate the nature of the disciplines,
athough they made the serivus mistahe of tieating them as eternal
rathier than changing entities. They did not, bowever, similarly considen

the telationships of the disciplines to each other. The last concerted.

attempt to examine with gemnine sophistication and depth both the
disciplines and thein mutual relationships was made by the AHA
Compission on the Social Studies in the 1930s.

Both the federationists aud the unitarians have a commonginterest
in theése matters. Because the federationists derive school subjects hlom
the disciplines, they need to examine the disciplines. 1f all, o1 moyt, of
the social sciences are to be induded in the cuniculum, their 1elation-
ships have to be delineated. Similarly, if the unitatians wish to c1eate a
unitary discipline, which will inevitably be diawn Lugely from the social
scicnces—and probably from the humanities as well—they also need w
exaine the natures and the relationships of the disciplines that will
contribute to the creation of the field they envision.

Svathesis does not happen autonmutically. It is much casier to take
things apart than to integrate them. Whether o1 not social studies
reformers addiess themselves to the problem of synthesis, classropm
teaciers must do so, and it is insufficiently recognized that they aie
making the attempt with few models aud litde help. The wiiters of
textbooks have asimila problem. Thus, there aie thiee issues i elation
to the disdplines to which social studies veformers should attend. (1) the
nature of the several disciplines, (2) the vatwe of thein 1elationships,
and (3) the problem of synthesis, all considered in the context of the
alue and purposes of sodial stuclies education.

The Social Studies and the Learned Societies

Opponents of the disciplines point to the unsuitability of tanster-
ring the coucerns of scholars vintually intact to the schools, though this
has tarely beeu advoutted by 1eformers—the “new sodial studies™ being
a partial exception. The opponents rightly contend that university
academics should not be encouraged or permitted o “tell the schools
what to do™ o1 to meddle where they have litde o1 no expetience,
information, o competence. Nevergheless, the sodal studies need the
disciplines. ‘

\
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For mam vears lustortans remained close to the schools; they were
eftectny e to the extent that they did so and to the extent that they did not
focus exclusively on historv. Their participation helped to allay or
presentsome of the worst abuses of - odial efficiency in the social studies.
I lus relationship gradually cooled and became increasingly distant atter
World War 11, Some of the social scicnce professional organizations
spomsored “tew social studies™ projects in the main disciplines. “Fheir
miterest seems subsequently to have faded, along with project funding
Among histortans there are a few mildly hopeful signs. A generation of
lustorians has emerged that is deeply interested in teaching. These
scholars have produced o literature that matches the sodal studies
reform literature of the 1970s inits exuberance as well as its fragmenta-
non. [hese teacher/historians, however, hase little power in the profes-
ston.?

1 he relationship of the social studies to the professional associations
of the parent disciplines requites our wrgent attention. We need the
professional assotiations as parters, but they are notinterested in the
partnerslup. They do not vaderstand the importance of the schools to
thenr own professional health, The most hopeful development may be
the growmyg niterest in general education in the colleges. which could
proviede a basis for cooperation.

Curricular Scope and Sequence

Not siice the beginming of the 1920s have sodial studies reformers
attempted to suggest a scope and sequence for the sodal studies
cutnrculin. 1 he secondary aiiculunm today is still based fundamental
Iv on the 1916 NEA report. No one teally likes it very well, subsequent
reformers lave generally attacked it but it endures.

Reformers have been reluctant to suggest an alternative, The wsual
reason gy e 1s that this should be left to the local districts. While 1do not
doubt the sincerity of these views, it is true that reformers have
otherwise felt quite free to urge their ideas and their products on the
schools, 1 suspect that an equally important reason is that no one wants
to take on so difficult a task. It's easier to leave it to the schools.

1 he sttuation has woisened inseveral respects in terms of the 1916
NEA pattern. During the past two decades that pattern: has been
attached in such a was as to vitiate the sense of purpose. the rationale,
fot the curneulam itself which the pattern onee possesscd. Ule social
saences are now mcluded in the carnculum much more extensively than
they have been mt the past. and the 1916 pattern caunot accommodate
them very well.

Despite the cliarges that have been leveled against the 1916 report
and eatlier seports, the carnculum committees did notseek to legislate o
curnieulwn for the schools, not did they have the power to impose one

flazel W Hertzberg, “The Teachg of Hutons " pp 1944-504
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by fiat. They made recommendations that were cear, brief, and sup-
ported by persuasive rationales. The l'en, the Seven, and the 1916
report all offered sowne alternative patterns. The many detailed syHabi,
courses, and textbooks that were based on the several reports were not
included in the reports themselves.

Since every school must have a curriculum scope and sequence and
many schools are currently revising their own, it would be useful if some
models were developed to aid them. These should be chatacterized by
statements of purpose and by clarity, brevity, and flexibility. Oue might
be based on the 1916 pattern itself, by examining it to see at least how its
rationale could be reformulated. But we need alternative models as well.
If they are to be genuinely useful to the schools, they cannot depart wo
far from ‘current school practice. The example of the invention of the
Problems of Democracy course and its widespread acceptance, however,
shows that it is possible for a “new” idea to evolve as part of a scope and
sequence, provicled that it corresponds to some important need in the
schocls.

Teachers today can often persuasively defend a course o1 unit they . -—

are teaching, but they find it very difficult to defend the social studies
curriculum as a whole o students, to school boards, 16 the general
public, or to themselves. This is one.of the iajor reasons why the social
studies are in trouble in the schools and so vulnerable to attack and
erosion,

Dealing with the problem of scope and sequence seems to me mueh
more important than contributing to the prolifetation of new curicu-
lum materials. We have a marvelous wealth of such materials already,
the problem is to choose among them and tw fit them into a coherent
curriculum structnre.

[ do notsee any alternative o history and civies/government as the
spine of the social studies curriculum. None of the other social studies
subjects has the synthesizing and integrating power of history, not can
any of them provide the links with the past that seemn to be so desperately
needed. It would be folly,” however, to ignove the mfluence and
importance of the other sodial sciences, as some cunrent advocates of a
“return to history” seem eager w do. The case for Civics/government 1s
self-evident if the historic role of the sodial studies in the education of
citizens is to be maintained and developed.

The 1980s?

The basic lesson to be drawn from a history of sotial studies 1etorm
is the lesson that applies 1o all history —unless we study it we are doomed
to repeat its mistakes. This maxim applies to sodial studies reform
particularly, for two strangely contradictory reasons. first, the enotmous
wealth of relevant material on past movements and, second, the stub-
born refusal of successive waves of reformens, even the historians damong
them, to come to terms with this history before tking oft on “new”

21
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reforms. Whatever the 1easons for this obtuseness, we can no longer
afford it.

At the opening of the 1980s, several trends were cutiously like those
of the 1950s. concern with “the basics,” attention to academntically
talented students, and demands for more and better mathematics,
stience, and foreign languages. Should these again coalesce into a
movement fur curricalum reform, the relationship of the social studies
to this development will depend not only ou social studies educators”
understanding of the past, but also on their ability to assess the new
conditions of the 1980s. o -

The 80s will see deep changes in the human condition, some of
thent emerging from the past, some of them the result of new scientifi,
technological, and sudial phenomena. All of them will affect the social
order and the kind of education it provides, including education in the
social studies. We cannot predict the state of sodial studies a decade
hence, We can ouly make inforued guesses and express brave hopes
bascd on known conditions to shich social stadies educators will have to
react, activelv or passively.

The first and most obvious condition is the aging of the American
population, which, based as it is on long-term demographic trends,
could be modified or 1eversed only slowly. The social studies were built
ou an expanding youug population and on the expansion of the schools.
We are alieady seeing the closing of schools on an unprecedented scale.
Among the consequences of the present downward o1 stable demo-
grapluc trend in the school population will be the necessity of justifying
the social studies to an aging taxpaying public. It will also probably mean
reduced educational support in general and fewer jobs and less mobility
for social studies teachiers, However, an aging population is likely to be
more historically mingled, just because they have themselves experi-
enced historical change. This may mean more support for history.

Ihe second condition is the chronic “stagflation™ tn the economy,
slinch shows fes signs of disappearing in the near futuie. This will mean
less money in school budgets for expensive “innovations™ and will
probably 1esult m greater 1eliance on textbouks as the major medium of
msttuction. Along with creating gireater pressunes for accountability,
economic constramnts will foree the social studies to fight havder to justify
their place in the curriculum,

The third condition is the pervasive influeuce of television and
electronic gadgetry. The miluence of TV has received only passing
atiention from socdal studies 1eformers, Few curricula deal analy tically
o cutically sath TVoats simply regarded as another usetul audiovisua
facility. We know sery little about TV's specific impact on sodial studlies
leatning n the secondary schools, including the models of citizenship
behavior that it offersidhe voung, We need to know more, and so do ow
students. A sunlar sitwation obtains with the growing use of computers
in tnstruction. .

«
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’ The fourth aed most basic condition is the coming transformation

___ of thé United States from an cconomy based on the expedtation of an

- endless supply of natunal cesources to one based on the 1ecognition of

limited resources, espedially energy. This implies a transfo.mation

compatable to the industvial 1evolution, The sodal studies shouald not

only deal with this histotically, they should help students examine how

this ttansformation will change thein own values and attitudes and thei
relationships with society.

Allof these rends— and vthers—are 1elated to ow taltering but still
living belief in progiess and its inevitability, The social studies and thei
parent (hsuphncs have histotically been based on this belief. It has been
held by both critics and defenders of the status quo. Reform itself is
based on belief in progress, for without coufidence in the futwae and in
the possibility of affecting cliange o the better, 1eformers would not be
in business at all.

Today owr belief in inevitable progiess is diminishing. People me
less confrdent that thein future o thei children’s futine will be better
than the present. Not do they have much confidence in then ability 10
do anything about it. They aie shaken in thenn nee overwhelming taith
in the blessings of sdence and techinology. And basic sodetal institu.
tipns—the family and the chwel, for example—no jonget offer assui-
ance of continuity,

Yet the idea of progress camnaet be extinguished. Even now it is
being 1eformulated in the light ot different expectations about the
future. Progress will be seen mote in tenns of niptoving the quality of
hie in a stable suciety, less in terms of piling up possessions in an ever
L\p(ux_dm,, ceonomy. Expectations of inanediate gains will be mmhhc(l

twaccomnodate continuing loug-tetm hopes. Such tvicw of progress is
not at aunusual in ow history, Inany case, the weaitself is so deepls
ingrajned in the American pt.()l)lt that we are much more likely o
whu)nul.n( what progiess means than to give up ow belief in it.

;U there is aay defite, identifiable tiend in social stuchies 1veform as
the F980s open, it is a search fo coherence. This is areflection of the
intense vearning i the largen sodiety for uandestandable explanations of
he perpleaities of the 1970s, In the colleges, it is taking the form of an
cteased intecest i genenal education for citizens as a netessany
fquudation for both m[ulmcd ¢ nu patticipation and further spedaliza-
tign. The L'\p(llmcnls i a “core” canticndum at Harvard and Stantoud
aré examples. So is the renewed consideration of the intoductony
supey courses, In the schools, mini-courses have been discan ded and
disfricts are reviewing theit anvicula with aview to gieater coherence.

It am ught in ay view that the search for coherence is the nend
moft evident in social studies teform today, we can fund madh gadane
in the past as to how 1o deal with it productively.

But the past will et be enough. It can guide but it cannot dictate,
This is also a1esson of hutory.

Q 2 3
ERIC

¢




' | \
N \

Part Two

The Current State
of Social Studies




O

ERIC

Aruitoxt provided by Eic:

Chapter Two

Rationales, Goals,
and Objectives

Iving Morrissett
John D. Haas

THERE IS GENERAL AGREEMENT AMONG SOLIAL STUDIES EDUCATORS vn the
meaning of “goals” and “ovbjectives,” but great diversity and confusion
about the meaning of “rationale.’

Goals and objectives are understood to mean statements of things w
be achieved—usually referring to achievements of students, but abo
sometunes referring to achiesements of teachers o1 other paticipants in
the educational endeavor, Guoals and objectives are sometimes listed
without significant videring o1 stincture, mote commonly, they ae
attanged hierarchically, from the very generatto the very spedifie. While
goals are nsually understoud to mean vather broad ains, vbjeuives 1ete
to narrower or more specific aims. There is no dear dividing line
between guals and objectives and the distinction is not always made, the
National Assessment of Educational Progiess (NAEP), for exauple, uses
the two terms interchangeably.

A goal or objective states what you wish to do, arationale states wh
you want to do it. In education, a rationale should deal with the basic
prurposes of education, it is sometimes identificd with a phdwaephy of
education. It mnst speak to the natue and needs of the individual, to the
nature and needs of sodety, and to the relationship between the
individual and society.

This chapter deals hrst with the subject of rationales, propusing a
detailed dist of questions that should be answered in comstiudting a
carriculum rationale. There follows a discussion of goals and objectives,
focusing mainly but not exclusively on the goals most commonly wsed
sucial studlies, ‘The final section discusses the nses that are nuade, and can
be made, of statements of rationales, goals, and objectives.

1

A Suggested Structure for a Curriculum Rationale

The Nature of the Individual
A

What e wae needs, desires, and goals of the idividual concerning
muatters that are physical (or inaterial), social, mtelledual, and aesthetc:

25 16




«

Rationales, Goabs, and Objectives 17

What are the actual o1 potential capabilities of the individual for
achicving these goals: Capabiliics mdnde physical, mental, and moral .
apects of potential accomplishment. Stated negativelv, what ae the
phivsical. mental, and moval lmitations ou the accomplishment of the
mdn idual’s goals?

How do the goals and the capabilities of the individual develop over
the hife span of the individual? What goals are most prominent at satious
ages ot stages of developent, What capabilities are present at vatious
ages or stages of development? ]

How mudch diversity is there amony individuals with espect to goals
and capabilities? Is there a luge common core of goals and capabilities,
or s divensity rather than conmonality the outstanding feature of |
groups of individuals? ‘

The individual and sodiety are dosely intevielated, The neat ele-
ment of wationale is the natvre of sodiety, which shonld neclude an
evplanation of how the individual and sodety me related.

|
\
|
\
|
|
|
\
|
|
|
|
|
\
|
l
|
|

The Nature of Socicty

What v oaen ™ There are many Kinds of sadieties. \re there
sutie come snahties to all sodieties What we the was in which societies
dilfer:

Is sodiets something apait from the group ol mdividuals that
compine it at  particular time? Does sociens have o life of itts own, more
than o1 difterent from the lives of the individnals in the sodets ?

What is the individual’s 1elationship to sodiet  Does themedividual
view sodiety as friendly o hostile, hedptulor hindeving? To shat extemt

can the indnidual nlllncnw sGaty ¥

What is sotiety's telationship to the individual? 1o what extem (luu
it mold o control the welividualz How mch freedon does sadiety atlos .
the wdnidual m the vatious domains of life- intedlectual, econonne,
maal, aesthetic, religions, and so forth? To what extent does it influence
or set the individual’s values and goalsz

lo what extent does 4 sodety maintain s contunuty aned to what
extent s it subject to change” What detevmine how me b continuin
will be mamtamed and how wmuch it can be changed: What ae the
processes or means by which soaeny changes: What o the aole of
welisiduals anel ol groups of wdividaals neinfluendang continuity and
chager

The Nature of Values

How dowmdmiduals acquire values: From within themnsebes: From
famuly, friends, school, religlon? v

[o what extent are valaes deternmed by subjective opmions, o
what extent by sonets

Can some values be demonsuated to hase umiversal validas <

~
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The Nature of Knowledge

Is there an objective realiey “out there,” such that investigations by
atel commumcmon amony indvirduals will aeate a commmon view of
realitv: O as reality a private thing, more o less different for eveny
ndnidual, with cach view of reality equally vadid?

How do people aeate on acquire knowledge: What are the process-
ex by which people gather, organize, test, accemulate, aud stoce hnow |-
cdyer

Are there different hinds of fnow ledge. o equivalently, is at useful
to classify knowledge tuto vanious categones? For example, s aclassifica:
ton such as physial science, sodal saaence, and humanities usetul? Is a
cassificanion into knmglml{gc (content), shills, and attitudes usctul?

What wie the institwtional arrangements for acquiting and storing
knowledye? Speahically, whatas the 1ole of indwadaals and orgamzations
m lorming and perpetnating “subjeats” op “disciphnes™ What is the 1ol
of such subjects qr disaphnes i acquiting aud storing knowledge o
inhibiiny the discovery of new knowledge?

The Nature of Learning

What charactersties ot learners, mdivideially aned m groups, e
1elevant o how students learn:

What motvates students to learns st asebul toadentdy “mnimsc”
aned “extimnme” motvanons—intnsie motivabions that come from within
the mdadual, such as cunearny o a conviction that the acquisition of
certain knosdedge unght be asetul, extimsee motncanon that wecdades
vattous hieds of rewards and punishments unposed by teachers o
utheis- &

Do the sester and anvonment vt wlnch learsimg takes place
support the goals of learning®

Are thare levels o stages of phvsial, mental, o cmational deselop-
went that wake certonn hinds of leatning aid methods more saitable a
sume tines than at others® If <o, what ate these levds on stages, how can
they he lennhed, and Wfiw can they be related to parncular hids of
learmng aned methods of learmmg®

By what processes do students lean® o whad extent do they leain
v capyving the bohavion of teachers anel other models, by readhing, s
histeng to verbal presentations, by senaarad or anstiactined exper
vnces, by attempting to solve problems that are ser for theman whach

Sthey wlennfy for themselses-

‘The Nature of the Curriculuin

Y : )

[The purpose of all these questions s 10 provide gurdanee for
selecnag woabs and objednes and conseructing canveula that take
account ot the essennal mgaedhents o soaal studbes leanmyg —tlic
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natute of the mdnadual, of society, of values, of knowledge, and of
tearning. All of these elements should gude cdudators in sttuctuning
bath content aigl methods, In tun, all that s doue in cancalum should
be compatible with the rationale onwhich the tunianhum is based.

Figure K wlich illustiates these relationships, indicates that we
beygmn with the mdividual and socdiety —with their nature, needs, and
telatonships. We ate then led w consider the nature of values and how
they mteract with the mdidual and sodcty, thenee to know ledge and its
relationship to the individual and societs, then 1o how individuals lea
and how sodety s related to the leaning of individuals. AH of this
knowledge of the mdividual, sodiety, values, knosledge, and leaning is
then focused on the goals aned objectives of o cuniculum, with the
requitement that they be consstent with the other pats of the system.
Godls and abjectives shonld then guide dedsions .|lmut curticulum
content and methods, P

Lhe tom tatonale™ way be used 1o indicate the basis for selecting
godls and objectives. as indicated by the left bracket in lgure 1.
Alternatisedy, the term may be unders sod to indude goals and objec-
tves, m which case it becomes & rationale for canicnlum content and
methods, « mchcated by theaight bracket in Figaie 1.

i

Figure 1

Interrelationships of Ingredients in Secial Studies Learning
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The Scarcity of Rationales

Rationales in the sense just described are virtually nonexistent. .\
great block to the constiuction of such 1ationales is the uemendous
amount of effort that would be required, SPAN staff and consultants, iu
extensive discussions of rationales, agreed that a complete rationale
would require a book of many hundieds of pages. Ideally, there should
be available to the professional a number of sodal studies 1ationales,
eflecting diffgrent views. Great confusion about the meaning of 1atio-
nale and a per{ciwd lack of need for then also account for the searcity
of rationales. Jack Fraenkel explains the dearth of rativnales as follows.

Coutrses in ecucational philusophy are seldo required as part of au educator’'s
professional traiming. Mauny social studies vaethods (01 other) professors do not
deal with questions of purpose in theur courses.in cut iculum and instiucaon,
Acordingly, rationale-building is sumethung that fes people iu educanon hase
been sotialized to do, although arguments to do so have been apptating more
frequently as of late (Fraenkel, 1980, p. 93).

Fracnkel goes on to note that “a few fairly well-developed state-
ments of rationale for values education do exist,” diting Oliver and
Shaver’s Teaching Public Issues wn the High School (1966) and Hunt and
Metcalf's Teaching High School Socal Studies (J968). These volumes give
extensive justifications for the curviculum approaches they advocate, as
dues Newmann, arguing for a aarriculum to produce “environmental
competence,” in Educatn for Cilizen Action (1973). But these examples,
far above the average canticulum approach with respect te a supporting
rationale, still fall far short of the complete rationale model desaibel
above, .

More frequently than “rationale,” the term “philusophy™ is used in
mtrodu ing a soctal stuclies guide. This is not tnappropiiate, since the
two terms are ddosely related. Shaver has noted that “rationale-building
is philosophy i its truest sense--the study of ideas and thenn inplica-
tions” (Shaver, 1977¢, p. 98). The following excerpts are typical of
curriculum guides that begin with a statement of “philosophy,” as well as

of many others that begin with similat statements labeled neithes
“philosophv” nor “rationale.”

-

We believe that the prunary goal of Soual Studies education s 1o prepare
stidents to be active, tespotsible paticpants nsoaets, endow ed withoa healds
respet for the nighits of others and nchon the self-confudence that grows vun of
an understanding of aud apprecation tor L Sargent and Sattetfield. 1978, p.
3

Flie putpose of the social studies s 1o help the mdiadual teakis . the potertal of
his autonoms and vet retan sengnvity s anindividual who exsts i the
community .. . (Starnee, nd., p. .

9 -
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Goals and Objectives

As indicated in Figure .1, goals aud objectives should flow from
rationales. In this section, the moust common goals and objectives i social
studies are described. The relationship of these to a statement of
tationale ot philosophy, if it exists, is usually implied vather than stated.

Citizenship as the Goal of Social Studies

=)

Citizenship or citizenship education, always wih the connotation of
good citizenship, is very frequently cited as the “central,” “primay,”
“overarching,” “basic,” or “major,” goal or “focus” of social studies. A
strong concern for citizenship education has been evident fiom the
earliest days of the American republic. Freeman Buts (1980) has

reviewed the history of the concerns, debates, and emphases of the .

advocates of ditizenship education in public schools from the 1770s o
the present. He demonstrates that there has been a strong and continu-
ing interest in developing civic values and respousible civic action
throughout our national history, albeit with considerable divegdity as to
the nieaning of citizenship education, This, he says, is illustiated by the
tendency

- .10 sadillae between didactic approaddies that ranged between two eatiemes.
those motivaied by strong mot.ad, national, or nauvist fervor that gave dve
education a wne of preaddty o1 pugnadious patriotism, and those that w ould at
all Losts avoid political controversy in the schools, and tius wrn asic education
inlo pedantic, pallid, plattudinous, or pusilanimous exercises (Buuts, 1980, ).
3.

When a single goal for social studies is proposed, it is most
frequently ditizenship. But whether or not a single goal is propused,
most statenients of goals and objectives soon move to some hierarchical
or taxonomic stiuctre of goals and objectives, In 1ecent years, these
statements have most commonly been headed by o fout-part division of
goals.

Four-Part Division of Goals

.

By far the most common general dassification of goals, in 1ecent

statements, is « division into knowledge, shills, attitudes o1 values, and

participation, “Knowledge” in some form has always been the staple of
social studies—mostly  factual knowledge—although thete has been
much controversy about what the content of that knowledge should be.
Skills or abilities have o long history as accompaniments to know ledge.
Values ot attitudes have meant quite different things at different tines,
varying from unquestioning patriotisi and docile dasstoom behavior to
fundamental questoning of personal and sodial values. Participation is «
telative newcomer, also with very different meanings, induding buth
classroom activities and social action outside the classroom.

O
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Knowledge - /

“The traditional and obvious sourees of knowledge for socidl studies
are the sodal scjence disciplines” (including history), sl.ntgs the 1979
NCSS Guidelines. According to the 1981 NCSS “Essentials”™ statement,
sodal studies “focuses on . .. history and culture of our, fration and the
world, geography, . . . gmunmcm . ELOTIOILS, . .« soualmsmutmns
-mtergroup and personal ncl.nmnalnp «» (and) worldwide relation-
slnps of all sorts between and among nations, taces, cultures, and
institutions.”
The statement from the Califoinia Framewonrk is somewhat broader
(1981, p. 6): .

[he ttaditional and obvious soutces of knosledge for soaal saence education
ate the soual dsaplines, mduding anthropolugy, econorics, geograply, poliu
il saience o1 government, psychology, and soaology . Equally important are the
humanistic disaplines. History is foremost among them. Literaune, languages,
las, ethucs, and the arts are also essential components of a balanced curricu
fum-—oge that s concerned sath knos ledge, skills, soaal patticipation, and value
chores \n the sodial, economic, political, and personal reahns.

A question that has occupied some social studies educators s
whether the soual studies are. following Wesley (1936), “the social
suicnces stmplifiedd for pedagogical putposes,” o1 whether social studies
cncompass something more than o1 difterent from the sodial scienees.
James Shaver (1967) has been a p.nnunl.nrh vocal proponent of the
latter view and has stated that Wesley's definition “ld perhaps done
more to stifle aeative carnculum work in the social studies than any
other *factor” (even though Wesley (1937, p. 6) adimonished that the
“mchsariniinate use of ‘social sciences’ and ‘sotial stirclies” as sy nowyins is
Yo be discoutaged™). Shaver feels that sodial studlies should be “con-
cerned with the plcp.n.mun of ditizens for Pt llup.lll(m in a democratie
souety"—citizens who “can intelligently perceive and reflect upon the
ctical ssues facmg the sodiety ... . Sodial studies curriculun builders

must . ... draw on souees of coneepts other than the sodial sciences if
the intellectual shills ldm.,llt e 10 be adequate to the demands of

political-ethical controversy™ (Shaver, 1967). Excessive 1eltance on the
soctal screnees tor sucial studies content "leads to inadequaate attention to
the fteeling, humanistic elements of citizenship, and to the ucc(la ol
ethical dediston-making that go beyond scientific empiricism.” What is
neecdled is "a shift in cmphasts from concern with sodal sdience data,
genetalizatious, and 1easoning to o concern with values and political-
cthical decision-making™ (Shaver, 1977Db).

¥

f

Skills

[ difhicalt to draw a sharp line between hnowledge and shills.
Defied as “all that has been perceived o grasped by the mind,”
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knowledge swallows up}./l\illx aund much more. But educators usually
mahe a distinction between knowledge, closely related to memorization,
and skills, referting to hnding. orgamzing, and making use of knowl-
edge.

The well-hknown Taxenomy of Educational Objectives. Handbook 1.
Cogmtive Domamn presents an extiemely usetul and well thought-out
distinetion between “kuowledge,” in this naitower sense, and othen
aspects of cognition:

Kunowledge as dehined hete indudes those behaviots and test situations which
emphasize the 1emembetng, ether by recognition on tecall, of ideas, matetial,
or phenomena (Bloow . 746, p. 62).

Knowledge in the Bloom tasomony does not refer only to hiowl-
edge of facts, as 1t 1s sometimes interpreted. 1t also indudes knowledge
of tenminology, methods of inquiry, dassification methods, methodolo-
v, prindples, generalizations, theoties, stiuctunes, and muchimore. But
it inddudes only 1récognition and recall of Miese elements, not finding,
organizing, and using them, which is encompassed in the other five
stages of the taxonomy —comprehension, application, analysis, synthe
sis, and evaluation.

The Bloom taxonomy enjoyved great popularity in the 1960s and
into the 1970s, in the hevday of the new sodial stucies, and has
unfortunately fallen into disuse in 1ecent years, the Connedticut Guide
{1981) makes one of the few current ieferences to the taxonomsy.
Novertheless, it has.had a lasting impact, in somew hat tuncated forn.
Ihe hrequent references to “higher levels™ of leaing often stem from
the distinction made in the Bloom tasonomy between huowledge
recoguition and 1ecally and the uses of knowledge desaibed n the
other e levels. Mud of what Bloom included in the “cognitive
domain” at levels two thiough six has slipped over into the “skills”
category in many listings of objectives.

Values

Values compiise the third common goal of sodial studies. Some
forn of values education has always been dosely related 1o sodal studies.
Lhe stundy of United States history—more so in the past thau e the
present—Dhas alwavs been assodiated with instilling patriotic values,
Perhaps to a lesser degiee, the study of United States government las
always been assoctated with the development of positive attitudes toward
o democratic government.

Citizenship education, unnversally accepted as a pat, il not the
whole, of sodial studies, alwavs weans good citizenship. In addition to
bemyg rational aud participatise, students should be “humane™ (NCSS,
1979, Cadtfor e, 198 1) and have *positise connitments in thought and
action to the demoaatie salues of the libeval political communits™ (Butts,
1980, p. 118). :
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Another type of values education, less explicitly proclaimed but
more consistently practiced than citizenship education, is the inculeation
of values that are condudive to the orderly operation of schools,
induding respect and consider ation fur teachers, school authorities, and
peers. The prevalence of suchiincuicadon is indicated by the [Hlinois case
studies.

We found a high level of covert motal instiuation. It was accomplished partly
through ritual, sume of whith 1s unique to the schoul {e.g., tesung, reporting
attendance, asking permission to leas e the roony and some of swhich s comnion
to the culture (€., saying plesse and thank you, waiting your warn in wafeterta
lines). o

We wonsidered an act ritaalistic if certain aspetts of ss performance had no
direct telationship s the recognized o1 stated goai of the acuviy (Stake and
Easley, 1978, p. 12:33).

The teaching of values related to citizenship and school behavior is
as old as education. More recently, particularly dating from the 1960s
and the new social studies, the exploration and teaching of values has
broadened substantially. Values are now an explicit part of ahmost every
statement of social studies goals and objectives:

The 1981 NCSS “Essentials” statement lists six “democratic beliefs
... rooted in the coneepts of justice, equality, responsibiidy, fieedom,
diversity, and privacy.”

In sharp contrast to the lists of values contained in many guides aie
the various highly structured approaches to values education that have
Leen developed inthe last two decades. Fivst among these is Taxvnomy of
Lducational Objectives. The Classification of Education Guals. Handbook 11,
Affective Domamn (Krathwohl and others, 196 1), This publication, parallel -
to the Bloom cognitive taxonomy, presents a hieramchy of values—
receiving, responding, valuing, organization, and charactetization by a
value or value complex—which culminates in “the peak of the internal-
ization process” of a set of values (Krathwohl and others, 1964).

Invention and discussion of values education approachies flownished
throughout the 1960s and 1970s, Superha (1976) wdentified and illus-
trated seven approaches. inculeation, moral development, analysis,
clarification, action learning, evocation, and union.

The values education system that has received the most attention in
recent years is that of Lawrence Kohlberg. Kohlberg explains that his
system is an eatension of thiee levels of moval development postulated
by John Dewey and thnee similar stages of moral development support-
ed by the cinpnical work of Piaget. Kohlberg (1975) elaborated the thiee
stages ino six:

L. Preconventional level
Stage 1. T'he punishment-and-obedience orientation,
Stage 2: Phe insteamemal-relativist orientation.
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IL. Conventional fevel
Stage 3. The mterpersonal concordance of “good bov—mce girl”
orientation.
Stage 4: The “law and order’ orientmion.

1. Postconventional, antonomous, or principled level
Stage 5: The social-contract, legalistic orientation.
Stage 6: The universal-cthical-principle orientation.

Despite the heavy intellectual investment made in the various

approaches to values education, social studies has not been gieatly
influenced by these highly structured approaches. There vere, however,
noticeable effects. Consideration of values became more explicit, explo-
ration of values was legitimized to a'certain exteut, and a wide, 1ange of
vilues found its way into many curriculum guides.

Participation .

“Participation” is a relative newcomer to the ranks of knowledge,
skills, and values as major goal clusters in sodial studlies. It has long
existed in the belief that “learning by doing™ is an effective way of
lear ning, and that participation is the duty of a good citizen, but this did
not formerly qualify it as a major goal. The addition of participation to
the list of major goals can be attributed primarily to the insistence of
some leading social studies educators that the taditional commitment of
sucial studies to citizenship be stengthened by more realistic prepara-
tion for and practice of active participation in public affairs.

In an arucle on *Goals for Political and Soaal Participation,” Gerald
Marker (1980a) shows that some kind of participation has long been on
the agenda of sodial studies and describes some of the forees that have
increased attention to it in recent years, He goes on to state that the
rationate fur education in dtizen participation has been strongly built (by
Newmann and others) and that adequate materials for such an eduea-
tional effint have been developed during the 1970s. The problem now
to be faced is one of implementativn, and on this he takes a pessinmistic
view regarding possible progress:

The type of curnalum desabed by Newmann et al. (1977) requires consnler-
dble investment of time and energy on the part of the teacher, Student
ivoliement it the community requtes numerous “artagements” by wadhers,
wmmunity agencies aeed o be contacted, mansportation ananged, cvenng
meetings monitoted, ete. 1Uis certanthy possible that such effurts ‘fall of theu
o weight”, teachiens find that they cannot keep up snch g pace sath the typreal
five-class dav {Marker 1980, pp. 78-79),

“Is it possible,” Marker asks, “that owr lack of success in this areais
partly a function of setting unrealistic goals for omselves?”
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The Neglected Goal: The Joy of Learning

While “joy of learuing™ might be subsuined under the genevat goal
of values and atticades, we believe it deserves spedial attention as an
impottant—and neglected—goal. Under the burden of endless lists of
goals and objectives, most of them unattained and possibly unattainable,
students and teachers alike nay forget that learning can be a joyful
experience. Most five- and six-year-olds go to schéol with a sense of
cager anticipation of new learuing expetiences, The elan lasts thiough
the primary grades, possibly longer, but eventually fades under the
burden of rontine and bureancracy. By the time the five-year-olds
Lecome teachers, administrators, and cunicalun deselopers, many have
furgotten thenr joytul antidipation of leavuing—ot perhaps they don't
dare to mention one more impossible ideal.

Somehow, some critics say, our educational institutions fail to
nurture the joy of leuning and the natral motivation to lean,

a <huld s born mots ated to learn .. .. Learnmg, in hamans, can readils be a
blocked, mipeded. discouraged, ot fustclul facihtated, emouraged .. But e
vne thing we don’t have to dois motwsate., ... We do not need towrge dul(lun to
e then biains, Our big t.n‘sk is 1o get ot of theit way (Hart, 14975).

Alfved Kulin, in discussing “self-actualization,” vefers to
. the sumple desite 1o ase oun alnlities and faculties. . . Hus olien means doing
(ul the sake of domg. making for the sake of making. . .. plasing for the sake of

plaving, learning for the sake of learning . .. (Kuhn 1973. p. 67)

Socialization or Social Change?

It has frequently been noted that “soctalization™ is a major goal of
sodal studies. The texnappears inthe literature, although not as suchiin
statemmients of goals and objectives, [t s often presented in o negative
sense, dat least m part—meaning society’s efforts to train voung people so
that they will fit iuto socrety and not mahe trouble -an approach that
may include egimentation, indoc trination, and avoidauce of education
al tasks that stimulate creative, critical. o1 original thinking.

Sutialization 1s cdosely related o “Citicenship Transiission,”™ a tegm
popularicec by Bart and others (1977), and to “Consersative Culunal
Continuity,” a coneept that has been elaborated by Haas (1979, 1980),

A certain amount of sodialization is warranted for every societs. A
cettam degree of orderly behavior, of adherence to behavioval novis,s
necessary for the preservation of sodiets. Fhe big question is, to what
extent should young people be fitted into existing behavioval patteins:

The Hlinus case studies, 1eferring to "soaalization as a precinptive
atm,” show the great conceriron the part of teachers and admiuistrators
for order in the schools:

Putting 1t m a sutshell, most teachers seein o tieat subjed matter Rnosledge as
evidence of, amd subject matenals as a means to, wulication of the dinadual in
school. . .

35
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Lhe imote stern socabizcrs promoted suburdinaion, disapline, o ‘plotes-
tnt work ethic,” cheetfulness, compentiveness, and heass tisestiuent i getting
students “prepaied” (Stake and Easley, 1978),

I'he tmmediate concern of teachers and admitiistiators, as indicated ‘
by tlns quotation, is for orderh behavior of students in school, "This is
velated to much that has been wiitten about the “hidden canicalum,”
desaribed as a covert efforts consciaus o1 unconscious, to tain students
to be docile, unquestioning, obedicnt participants m both school ife and
adult life (see especially Fielding, 1981).

Charles Beard pointed to tvo reasons for tempering socialization |
with encomagement of aitical and aeative thought. The fust is the
need for stwelents to be prepared to wmeet uncertaities and new ‘
situations i the future, the second is sodety's need to develop leader - |
ship (Beard, 1932). |

While the schools have placed little stiess on preparing students fo |
social change, advocates have continued o press for movement in that ‘
duection, mostly with little effect, Phe history of some of these eftons’to |
the mid-20th century has been well described by Mesle Curti (19549, |
incueling the etorts of such arities as Hemy George, Hemy D. Loy, |
Chatles Judd, and particularly George Counts and T heodore Brameld. |
Counts' Dare the Schouls Brdd @ New Svcial Order? (1932) 1s one of the most |
explicit pleas for the social mission of schools, Brameld, shose witings |
entended from the carly 19308 thiough the 1960« was aedited by Curti |
(19539 as “the most vigotous and otiginal exponent of the idea that |
education could and should improve the sodal order,” Among cunrent
writers, Fied Newmann (1975, 1977) stands out as an advae ate of
educating for social change.

~

The Multiplicity of New Topics

\
Ihe scope of sodal studies lias expanded throughout the 20th ‘
century—slowly at fust, then tapidly in ecent vears, The expasion |
took the form fust of indeasing indysion of more soaal saences and |
then, i recent vears the indusion of more spedal wpies and voblems, ‘
lu the late [9th centy, the field that was to become social stuelies
consisted maostly of history, much of i andent and western Laropean
history (Fledtzberg, 1981 As the concept of “social studies”™ deselaped,
lustony became more modern and less parochial, the place of govern-
nment m the curniculum grew, and over the decades somewlbat moe
attention was given to ccononies and geograpliv, Ta the last decacde o ‘
two, socology, psvchiology, and anthropology have made modest imtia-
stotls. ' ‘
Mudligreater than the growth of the sodal sciences in the social |
stuchies carriculun has becn the grosth of speaal topics ot problems of |
suctal concern, This growth can be atnibuted in part to our sodety™s |
mareased attention to the problans of war and the eivitoment in the }
|
|
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late 60s and carly 70s, but even more to the social thrusts of President
Johnsen’s “Great Sodiety,” which resulted in funding for nany new
programs of social adtion, paralleled by funds to bring these concerns
inte the schools. For these and other reasons, new prograins and
materials have been developed for implemeritation in the schools, many
of them f'allmg into the scope of sodial studies. Included are problems
related l‘f' minorities, women, internstional affurs, dtes, drugs, law,
environment, poverty, aging, onsumers, dearly, values and moral edu
cation, and the handicapped. '

The increase in the scope of social studies, due to a broadening of
the coverage of the social sciences and to the introduction of new topics
and problems, has contributed to a multiplicity of goals and objectives,
Goals and objectives are often added but seldom dropped.

Uses of Rationales, Goals, and Objectives

A Pessimistic View

Why does social studies education lack a clear. comprehensive,
consensus defnition and justification: A number of plausible 1easons
emerge from the data base for this study. One reason may be that
parents and teachers see the chief puipose of social studies education as
“socialization,” by which they mean both the subtle and vvertindocuina-
uon of students in the nation’s values o1 ethos and in its norms and
mores (Stake and Easley, 1978, Shaver and others, 1970 Tlis suggests
that sudial studies educaturs shuuld teach that which conveys the nataie
of American sodiety m owder 1o ensure the sodial adjustment of the
young. Or put anuther way, teach the young the accumulated cultnal
heritage of the saciety to assure cultural continaity. Sucl a “justification”
is by far the most popular (Haas, 1979, Fetsko, 1979, Stake and Easley,
1978),

A second possible reason is that few sodial studies educators (muainly
a few academicians) are coneerned about such seemingly esoteric issues,
Teachers of sodial stuches in the schooly are more concerned with
matters of dasstoom management, stiuctional matenals and stiate
gies, and very immediate vbjectives than they are witlurationales, goals,
general objectives, or scope and sequence (Shaver and others, 197%9a,
Stake and Easley, 1978).

\ third plansible explanation is that sucial studies educators tend to
be tather autonomous i making cducational decisions concernimg the
ficld. As such, they make practical eclectic choices in piecing togethe
units and courses, usu.lll) botrowing freely from a vartety of [)ulms ol
view and resoutces. Such an approach almost defies justification in’
ters of a consistent rationale (Wiley, 1977).

The Hlinois case studies confirm that sodial studies teachers have
mute pressing mattets to think about tharissues of rationales, goals, and
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In a stern address in 1976, James Shaver, then President of NCSS,
lectured the sodal stuclies profession on "o mindlessness.”™ He quoted
Charles Silberman’s Criais i the Classroom:

“(Wihat is wrong with clememary aud secondary edacation ... has less to do
with incomperence o indifference or venality than with mmdlesnes”
Silberman goes on 10 define “mmndlessness,” by uniplication, «s Lk of
thougln about “putpuse, atd abowt the wavs in which wedimigues, content, and
orgatzation fulfill ov aher purpose” (Shaver, 1977b. pp. 30102, nalics added).

An Optimistic View; or What To Do

A case can be made for viewing social studies as o mindless,
disjomted movass, inew hich the vatious players are engaged nexcicises
that e largely unielated to each other and have a negligible and’';n
utiknown cftect on what students learn, But, while there may be truth i
that position, it is much o extreme. Many resowmees are at hand.
wisdomn old aud new that can be mined from a centiny of aitical and
creative thought and literatn ¢ about social studies, aud many dedicated
people, at all levels of education, who have hope aned energy fon
continued improsement in social studies including, pert oo, the com
age to strike vut in new civections. T this section we suggest sume of the
resources and ditections that educators should consider as they thivk
about the rationales, goals, and objectives of social stucdlies.

Rationales, Goals, and Obgectives . 29
vbjectives., and other matters that concern social studies theotists, suchas
scope and sequence and the relationship of social studies to the sodial
sciences.

Recognition of realities. 'The bartiets to thoughtful, cooperative,
and coutinuing work on ationales, goals, and objectives as a part of
curricalum planing are formidable. evervday duties, comuunty pres
stres, lack of conunuy in planning efforts, organizational and acadenii
jealousies, and much mote. A positive approach requites o tccognition
of these 1ealities, so that the modest progress than i be wade will not
he subverted by the realities. [talso tequites that the scarce 1esouces for
thinking and planuing be wsed judiciously. The Hlinois case stuclies
dlustiate one kind of poor usage of resowmees- =setting teachers to work
on tasks i which they do not believe, in this case, writing belwavioral
objectives and consttucting accountability procadunes (Stahe and Easley,
1978). While participation is an important part of cavvicalam planning
ctlortsait can be worse than wseless af participants lack the requited tune,
mterest, or ability.

Communication. Although theie may be a regirettable lack of
communication and integration among the different acts and actors on |
the social studies scene, there are many oppottunities for communica-
ton. and there conld be more, with better use of the oppor tunities that
do exist. There s comnmunication within schools minscivice programs,
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in professional mectings, i wany informal conteats, and thiough
journals and books. The participants in these many forms of conmuni-
cation collectively have a great deal of academic le.nning, experience,
folk knowledge, and common sense, all of which could be better
mobilized for a continued effort to improve ow thinking about 1atio-
nales, goals, and objectives as sueans to better caniculum planning and
implementation,

Use of history. Mauy cflorts to improse education go forth withont
suffidient knpuwledge of previous simila efforts that might be usetul
Hazel Hertzberg (1981) has prepared for Project SPAN an overview of
sotial studies 1etorm effotts that goes tar toward enlightening us about
previous change efforts. Readets can learn much about the work of
reformers who could have profited from knowledge of the failures asd
suceesses of previous work.,

Use of guides to curriculum design. We are not lacking in well-
thouglit guides for designing cmiicula not i advice on the place of
tationales, goals. and objectives in such designs, Referenee to these
should be a part of any anviculum improvement ctfort. Usetul contti-
butions to cunticnium design have been made by Tyler (19505, Taba
(1962), Doll (1970), Daris and Haley (1977), and Pratt (1980),

Work with rationales. Despite the difficulties and seemingly esoter-
i nature of tationales, they should not be neglected. Much is known tha
iv not being wsed about the nature of students, sotiety, knowledge,
values, and learning, Whether sporadic and piccemeal o integrated and
holistic, efforts to mprove and use 1ationales shoukd continue at all
tevels of social stadies education,

Conceptual structures I'lhe concepts and stiuctes of howledge
are sontetinies pictimed s a fad that came and went with the uew sociaf
stuches, But concepts, stiwctures, generalizations, aud theoties aie the
organizational bases for all know ledge—aof histors, of the social scienices,
of soddal studies, of education itself. They are the basis for both the
arganization of all knowledge into meanmgtul patterns and the el
gent selection of those small portions of all knowledge that can be
incorporated into a particular curriculinm,

Alternative patterns of scope and sequence. | he proliferation of
new subjects and topics in socdial studies has brought about a renewed
concern tor the whole pattern of social studies —its scope and sequenee.
Although some changes in scope aud sequence have occunted over the
decades, as desaribed by Wiley (1977) and Gross (1977), the basic pattein
has remained mnuch the same since the 19208 (Superha, Hawke, and
Mourissett, 1980, Jarolimek, 198 1), Mucliof the current distiess with the
state of sodial studies s attibutable to the pressures exerted by the
process of addung new matetials and objectives without tamoving others
to mnake 1oom, But the problem also stetns from the antiquity of the

33




ERI!

Aruitoxt provided by Eic:

Ratimales, Goals, and Obpectroes 31

dominant pattern of the social studhes carricalun, which probably 1s not
as appropriate for the 1980s as it mavy have been tor the 1920s. Recent
walls for o reexamination of scope and sequence indude those from
Schneider (1980) and Mehlinger (1981), and NCSS las established a
committee to cansider the problem of scope and sequence, fn such an
undertaking. it is cssential that careful consideration be given te ¢h
tevisions of the canrent, domninant pattern, (25 an alternative pattenn o
patterns, indluding radically different patterns, and (3) the possibilits ol
co-existence of two ot more patterns that differ substantially trom one
another,

Thiy is an extensive and demanding agenda. but one that can be
weful i bringing work o rationales, goals, and objeaives into .
teasontdhle relationship with educational practice, Pethaps the most
important considerations are to heep in view the whole process of
educational change, to work for continuty and cumulation in whateva
eff sres e made, to bt realistic, and to take satisfaction in siall bits of
PLOZTESS. -
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Chapter Three f
Curriculum Patlerns

James G. Lengel '
Douglas P. Superka

A MULIIPLICITY OF TOPICS 15 141 GHT under the rubtic of soual studies.
In local and state curriculum guides, National Ce uncil of Sodial Studies
position papers, and school course offerings, one can find just about
every topic there is From the three NSF studies alone, one can conclude
that seaial studies curriculum content indudes. school, community,
home, selt. families, neighborhoods, communities, state listory, woild
geography, Amencan history, world cultures, civics, world history,
problems of democracy, sex education, home living, mtergroup educa-
tion, dniver education, guidance, ethics, philosophy, huinanities, student
development, free enterprnse, communism and totalitanamsm, and
consuiner education

Even though a convindng argument can be made trom this ev-
dence that the sodial studies curziculum s charactenized by extieme
diversitv, lack of focus, and few 1f any commonlv-held stiuctuies, other
hndings of the studies show a remarkable unmiformitv m the way sodal
studies topics and conrse ntles are orgamezed o a K- 12 basis throughout
the nation

Elementary Social Studies, Curriculum

Lhe doeimmnant pattern of carnculum organezation for elementan
socal studies (K-6) is the "expandimy environments™ framework

Kndergarien Selt, Honwe, School, and Commumt

Grade T Famihes

Grade 2 Newghborheods

Grade 3 Conmmumities

Grade 1: State History and Geographue Regions

Grade 5 US Hiory

Grade 8. Would Cultures (Western or Fastern Hemusphere
© 7 Ths Pexpandimg environments” pattein s based on the uotion tha
soval stadies content shonld begin with the immediate enviromuent of
the ¢ huld (sell, home, schoaly and move owasard 1o the conunuty, state
nation, and bevond In the pas several decades, changes have taken
place withm this o weworkh Most ranncudum gades wd westbooks ne

a2
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longer restrict mstiuction to @ single ared. Rather, comparative studies
are inducled so that students have opportunities to go beyoud thein
commuaity, state, and nation to get a view of wayvs of living in other
places m the US. and the world. Tu addition. concepts from the social
suences have been inttoduced in the primary grades as well as the
ukermediate grades, thus adding o new dunension o the cuniculum
(Wilev. 1977). But “topics.” usually detined in terms of places, 1emain
the dominant o1gamizers of elementary school sodal studies cunicula.

In the primary grades (K-3). perhaps the most significant current
trend s the decreased attention being given to the social studies
cariculum  About two-thirds of the K-3 teachers in the RIT sunvey
indicated that inadequate time to teach socal studies was a significant
problem (Weiss, 1978) Primany teachers in that stucly also reported that
they averaged ouly 20 minutes per day of sodal studies instiug tion
compared with 1 minutes for math and 93 minutes for reading (Wes,
1978y, Field'observers in the Case Studtes in Saence Educatton and many
dintrict people todav 1eport even less time (20 mmutes per das, two or
three davs per week) Inomany distrets sdence and social studies
compete with plivsical edacation, art, and music for a daily period. 1
sume schools, the two subjects are pot even tanght at the pomary grades
(Stake and Fasley, 1978) .

Sodal studies courses i the intermediate grades (1-b) extend the
“expanding ey itonments” sequence begun at the primary level to state,
uation, and world. But there are sgveral imporrant differences between
mtermediate and primary sodal studies. Fust, mogrades 1-6 social
studies does not appear o be an endangered species. 1t still does not
tecerve the amount of attention that reading and math do, but the
dipar l\.l('\\ =31 muures per day for soefal studies compgred with 51
munutes for matleand 66 tor veadmyg (Weiss, 1978), Lhe dedine in socal
stuches textbook sales appears 1o end aronnd the tiird or tomeh grade
and reachess and adnunstators seeqn to view soadl studies espeaally at
the frfth and sixtle grades as @ stable part of the elementans curncalum,
Secottd, begmaung i fourth grade, the wopio become more detimed so
that most students are studving the same geograplie regrons (Ganada,
Latnn A\menca, and Japan and cevtam aspects of U8 histony iexploza-
ton, calond vz, and westward sxpanaomn) Finallv, lustory and
geography tceone w mudh strongcr conpliasis these grades than at the
prmary level )

Secondary Social Studies Curriculum

In 916 the Commuttee on Secad Stadies of the Comussion on the
Reorganizanon of Scoomdars Fduacanon secommended generally the
tullowmy sequence ob sonal stiihies coutses. Grade 7. Geograpln
Futopean Histon Grade 8, Amenican Thistony, Grade 9. Ciovwes, Grade
10, buropean Histony, Grade T \mencan Histonv, and Grade 12,

O

RIC

Aruitoxt provided by Eic:

Y



ERIC

Aruitoxt provided by Eic:

31 Sorst S1enees 1N THE 1980

Problems of Democracy (social, £conomniic, and politicaly, This secondary
pattern might be charactetized as two ¢yeles of “contracting environ-
ments. I‘he mdjor justification of the Conmittee for this pattern of
organization is revealed i the following quotation from thei 1eport.

{TIhe course of soual studies proposed for the vears 7-9 constitates « cydde to be
followed by « sumlar ¢vele in the vears 1012, and presumably preceded In
another similar cvile in the six elementary grades. This groupmg . . . 15 based
thiefly upon the fact that latge nambers of childien complete ther schooling
with the sixth grade and .umthcr large contingent with the etghth and mineh
gracles (Dunn, 1916, p 12y

This two-cvele pattert.. then, was conceived at and for « time when
few people graduated from high school, when lage numbers of
immigr.mts had come to Amera, when the countny was ddose 1o
entering the first wotld war, and when histotians had a very suong
influence on the social studies profession. This pattern is believed to
have been faitly common already in 1916, By 1924 one-thind of the lugh
schools followed this course structure, It soon became the donunant
pattern for secondary sodial studies cunviculum organization in the
country (Hertzberg, 1981),

Recent data from the NSEF studies and elsewhete mndicate that,
althougl some changes i this curticulum pattern have occnned i the
List 60 rears, and despite ttemendous dhanges i sodiety, the dommant
structtine of secondary social studies courses today s vematkably similan
to that 1916 patteri. Considering m offe breath what states 1equine, what
students entoll m, what teachers teach, what schools offer, and what.
state atd local guides say, the following pattern of social stadies coutses
(with somne 1evarsals in ovder and some differences) predommates
todlav:

Grade 7 Warld Historv/Cultures/Geography

Grade 8 1S Fhistoty

Grade 9: Cnacv'Government or World Cultunes Tistors

Grade 10: World Caltures Histors

Grade 112 U5, Histon

Grade 12, Nmercan Goverminent and Sociology. Psychology

Lins pattern reflects several changes bron the 1916 scheme. Laropean
history has been broadened o world history, which indudes the stedy of
lhc history and cultire of Afnca, Asia, and other areas. Ninth-grade
dvics has given some ground o world lustory, and at the twelfth grade
Froblems of Democtacy has become Ametcan government, with nians
schouls also ofleting sodial science electives sl as sodiology and
psvehology. . .

There are some ex (-pmms to this by picd pattern—vatations i the
uniformity of these dommant courses, U.S, history conrses i the eighth
and eleveuth grades are dlearly the most pervasive coutses thioughout
the coumtiy Since testbooks are used widely to teach these conses and
since the most widely wsed tests e chronologieal suivess of US,
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history. the glc.lt fmajouty of U.S. history courses are probably sunvey
couses, Wiley (1977), however, notes a tend toward inddusion of more
socidl, cwm)nm..mdu:luu.llumtcmlnthcsc courses. She alsu observes
that "some states angl districts have made the junior year course into
Ametican Studlies, unplmsmm, certain themes and topics with less
focus on chronology™ (Wiley, 1977, p. 33).

¢ &

Elementary-Second@ry Articulation

We have just described, analy zed, and discussed the elementary and
secondary sodal studies Curricula separately. This reflects fainly aeeu-
ratel how they are treated inthe s hools. as indicated by the following
lm(lm;,s from the NSK'studies.

“The articulatign of the sodal studies curticulum was found 1o be
wc.nk at all grade levels” (Stake and Easley. 1978, p. 13:30).

o Anticulation of cunviculum across grade levels is seen as a problen:
by more than one-half of sodal studies teachers (Weiss, 1978).

o Onhy ened(of 11 sites) had made “some attempt. . . to develop aud
lmplcmcnt a-cohierent sodal studies conviculum i the clementary
schools™ (Smﬁc and Easley, 1978, p. 13:29).

® in only one (of 11 sites) “did we find indication of o sustained
attempt o cffect wticulation hom elementary to jumor Ingle school
sacial studies™ (Stake and Easlev, 1978, p. 13:29).

® “Little concern was expiessed by secondary teachers regarding
the teaching of sodal studies i the clementary schools™ (Stake and

Easles, 1978, p. 13:29),

Lo be sure, mants states and school districts have developed sodal
studies corncntum guides that do outline (at least on papery plans for K
12 wnculation based on cither sodial science concepts. social studies

shills. o1 both. The NS¥ studies. however, indicate that most teachers

ignote these gudes, Articulation ‘on paper has not generally led o
articulation in the clsstooms.

Ihere are many veasons for this lach of artculation between
clementary and secondary social studies One factor certatly is the fact
that i most cases they uecur e separate schools, Phis explains why the
Hinors case study tesearchiers also observed littde aticelation hetween
these levels mosdience and math (Stake and Easles, 1978). This physical
antd cultural se paration of the schools accounts for much of the ditficulty
it communication. But there are qualitatise differences between ele-
mentary and sccondary sodial studies that intensify ths difficulty.

\s mdicated carhier, sodial studies is not considered an mpotant
part of the elementary curticulum, espediali. o the primany level. Toas
comsidered atd treated as an mmpor tant part of secondary schools (Stahe
and Fasles, 1978) Morceovar, socal stidies at the two levels s hased on
different orgamzational schemes, The “expandimg hotizous™ concept of
clementary soaal stidies s based, prestunably. on some theory of child
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development, while the sequence of secondary offerings is based on the
“exit points" prevalent in 1916.

The major difference, however, and perhaps the one that detei-
mines many of the others, is the difference between those who teach
social studies at elementary and secondary levels. Most secondary
teachers of social studies teach oply that. They are required by the state
to be certified as social studies teachers, and to prepare accordingly.
Elementary teachers, on the other hand, are predomindntly working in
“self-contained classrooms™ where they teach reading, math, writing,
good manners, recess. lunch, nap time, social studies, science, and
ceverything else. And it's often in that order of priority. Elementary
teachers teach children, secondary teachers teach history, geography, ot
government. Their self-percept .ns, professional twif, and raisons
d'etre can only be very differe  from one another. Since a common
finding of the NSF studies was L.at the teacher s a primary deternunant
of social studies education (along with the textbook}, it is fair to conddude
that these qualitative teacher differences account for much of the
elementary-secondary “dis-articulation.” )

The textbook is another significant factor affecting articulation.
Since textbooks are developed separately for the vaious secondary
social studies courses, they tend to reinforce “disarticulation™ at that
level. At the elementary level, however, the social studies texts usually
are developed as part of a series—usually K-6, sometimes K-7, K-8
(Patrick with Hawke, 1982). Frequently, the series are based on some
plan for the sequential development vf woneepts and skills organized
within the expanding environments framewotk. Since this fiamewo. k
has an appatently logical basis for sequential teaching (hom immecdate
to distant settings) and since textbooks arve written to fit in within this
overall framewoik, there is probably more 1eal atticulation withm the
elementary social studies curricnlum than within the secondary. This
level of articulation, however, is probably not as high as in 1cading and
math in the elementary schools.

We are led ta one final comment about articulation- -both between
and within the clementary and secondary cutricula. Some educators
beliese that, unlike math and reading, the content of sodial studies does
not lend itself to sequential development and careful aticulation, Soue
even question the logic of the sequentially -oriented “expanding e non-
ments” pattern (see Welton and Mallan, 1976, Jovee and Allman-
Brooks. 1979; and Egan, 1978, cited in Schueider, 1980, p. 14). This
then could be o fmal reason for little avticulation in sodial studies—there
may be little basis or 1ationale for it. As this discussion inic ates, there is
disagreement among sodial studies educators as to whether o1 not K-12
curriculum articulation can or should be done. Based on the data
anabyzed by Project SPAN, however, there can be no disagieement that
there is in actual practuce little K12 curriculuin auGeulation in socal
stuclies,
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Conclusion

The social studies curriculum in elementry and secondary schools
wday 1s orgamzed around topres of study (places, conunents, events, and
subjectsy that were established more than 60 vears ago. Some changes in
the content of that carnculum have occaired. Some vatiations and
exceptions to spedific courses at particular grades exist throughout the
country. Generally, however, the topics and courses and the order i
which they are taught are remarkably similar across the nation. At the
elementary level “expanding emvironments” continues to be the major
organizer for soaal studies. At the secondary level cveles of world
history, U.S. history, and government ot dvies predominate There is
little artcglation between elementary and secondary sodal studies
programs. There is httle evidence of sodial studies programs being
organized around and actually taught on the basis of other possible
thenes, sucl as the socal science coneepts, sodal studies skalls, student
developmental needs, or social issues.

Even though there is uno central legal o1 professional authority
dhctating the anriculune organization for the schiools (as there is inmany
other countries), the effect is as though there were one. While the
dommant elementany and seconeddary patterns today have their toots
natonal cornmssions at the turn of the cenury, no ageney of the federal
government has ever mandated them. In the U.S. authority for public
eduration rests with the states. The states issue some carticulum
requiemnments and many suggested recommmendations, but few states
dictate acomplete and binding K-12 scope and sequence. Tu most states
the operation ol the schools, mdduding curticnlume dedsions, rests
primarils with the local authorities—school boards, administiatons,

supervisors, and teachers. Local authorities m over 16,000 school’

distizcts with some gudelines and suggestions from 50 different states
have managed to establish a pattern of social studies curricalum organt-
cation that is extremely similar throughout the countiy.

This common pattern may be attributed to several factors workimg
together, First, there o tadition. We have had tins dominant K-12
parternt for 20 vears, 10 vears, 60 years, or mote. Sodial stuches teachers
themselves were tun tnough™ thus pattern as students, Parents and
admmistiators also expertenced wand expect it to continae. Elements of
thus pattern hase been remforced e state and local curriculant guides
for many veas

Secod, few have offered a compelling case for an altermative
patternt or patterns. Most of the canricalum projects of the “new soal
stuthes™ focused on developing a specific new course or working wathin
the exssting framework rather than aeating o new K-12 curriculum
olganization. A number of states and districts today have, of course,
written k=12 socral stadies bameworks, Most of these, however, use the
(luunmu\( pattern even b they also empliasize concepts and shills Phose
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that propuse another pattern may have a difficult tne implementing it
because appropriate materials are unavailable.

This is the third factor explaining the existence of a nationwide
curriculum. . Most social studies programs are based on published
textbooks. Most teatbouks have been written to fit into the dominant
pattern in oider to ensure a market. It is difficudt for an individual
teacher, school, or even state to implement, for example, a uinth-giade
course in psychology if the only materials available for that age level ae
civics and world history texts. Likewise, it is difticult to convinee a
publisher to develop a new psychology text for the ninth grade when
most of the countiy is teaching civies o1 world history at that level. Paul
Goldstein, who has made a critical study of textbook development by
publishers, writes, “The surest, least costly way to succeed with new
materials is to follow the pattein successfully established by materials
already in use™ (Patrick with Hawke, 1982). As a result, individual
teachers, schools, and districts in different parts of the countty and in
different geographic settings are confronted with a connmon uationwide
tradition, a setol teatbooks that 1einforees that taditon thr oughout the
nation, and few if any feasible o1 better alternatives. Not swprisingly,
the prinapalinvestigators of the Ilinois case studies condduded, the end
result s “local acceptance of a nationwide cunriculum™ (Stake and Lasley,
FO78).




E

O

Chapter Four

Curriculum Materials

John J. Patrick
Sharryl Davis Hawke

CURRIGULL M MA 1ERIALS ARE 1ANGIBLE EDUCATIONAL GOODS that embody
day-to-clay mstructional activities. Various kiuds of curviculum materials
are used in schools. Printed matertals, however, are traditional class-
rooin staples. They include hardback basal textbooks, supplementary
books of various kinds, softcover workbooks, study prints, programmed
instructional materials, and wall maps and charts.

Significance of Curriculum Materials

Gurnculum matetials, especially basal textbooks, are the foundation
or insttuction and learning in most social studies classrooms. "The most
important curticulum decision that most teachers make is the choice of
textbook. Addhtional curriculum planning and lesson planning tends to
be determined by textbook selection. In the majority of cases, the social
studies curriculum comprises the coneepts, facts, attituces, and shills
presented in the basal textbook used in a particular course.

Influence of Textbooks on the Curriculum

About 90 percent of dassroom tine, in both elementary and
secondary schools, involves the use of carricalum materials. About two-
thids of this time is spent on printed materials, nainly textbooks (EPIE,
1977,

Cuttent practices seem to be a continuation of past methods of
teaching. In 1969, for example, the Texas Governor’s Committe + on
Pubiic Fdueation 1eported that about 75 percent of students” classroom
ume and 90 pereent of their homework time was spent using textbooks

(Wirt and Kirst, 1972). Looking back even further, we find that when”
8

the very young National Council tor the Sodial Studies commissioned a
sutvey of selected junior and seniot high school sodial studies programs,
the report condluded that *Schools weve still ‘in bondage’ to the textbook
with only modest improvements in the use of other instructional
materials” (Hertsberg, 1981, p. 38).

In most elementary and secondary schools, textbooks are important
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bases of curriculum planning, particulaily in dedisions about the scope
and sequence of course content. Observers in the case study research
project found that although state education departments and local
school districts produce curriculum guides for various conrses, teachers
tend to disregard them. Instead of such guides, teachers depend on
textbooks to guide course organization and day-to-day lesson plans
(Stake and Easley, 1978).

A somewhat different view of curriculum influence was found by
investigators in a study directed by John Goodlad. Teachers were asked
to respond to a question about potential sources of influence on what
they teach within a given subject area. Most teachers (over 75 percent),
regardless of subject area taught o level or schooling, 1esponded that
two sources significantly influence what they teach. *(1) their own
background, interests, and experiences, and (2) student mterests and
abilities” (Klein and others 1979).

It js clear from each of the studies that teachers do not regard state
and district curriculum guides to be important influences, The evidence
is not as clear cut on the influence of materials, particulaily textbooks.
on curriculum planning. It appears that teachers, viewing available
materials as appropriate for stiudents, do use them in their cuniculum
planning However, their choice of patticular matetials is influenced by
their personal backgrounds and the interests and abilities of theit
students. Having used these personal criteria in selecting materals,
teachers apparently feel confident in using the matetials to help stiue-
ture their day-to-day teaching.

Budget cuts in school districts and the high inflation 1ate must be
part of any explanation for teachers heavy reliance ou a single havdback
basal textbook. Of all curriculnm matevials, the basal textbook is the
most cost-efficient; it is the best bargain available in the educational
products marketplace (Rasinussen, 1979). As one publisher explained,
"We are moving away from AV materials because of budget cuthacks™
(Schneider and Van Sickle, 1979, p. 465).

From data in the Research Iriangle Institute stuivey, it appears that
many teachers are not using (or do not have access to) the most cuirent
textbook ofterings Approximately one-third of the elementary teachers
used books that were more than seven years old, fewer secondary
teachers were using books more than seven years old. Howevet, less than
one-fourth of teachers at any grade level had books that were less than
three years old (Weiss, 1978). In attempting to distinguish diftereuces m
use of current textbooks as related to variables suck as 1egion, type of
comnumity, size of district. and size of schools, the suivey found no laige
differences and no consistent pattern of differences (Weiss, 1978).

Publishers expect heavy emphasis on printed matetials, especially
textbooks, to continue. Schneider and Van Sickle conduded, on the basis
of a comprehensive suivey of major publishers, “The traditional text-
book will continue to dominate .. ." (1979, p. 465).
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Use of Published Supplementary Materials

Publishers report « contimnng aud substantial demand for certain
Ands of supplementary printed materials. They projecta “compatative-
Iy steady demand for supplementary ooks, wor kbooks, and, increasing-
ly, spm't masters. ... (Sdmewder and Nan Sickle, 1979, . 463). Howes-
e, publishers emphasize that demiand far these supplementary printed
watetials is slight, compaied o the huge ivarket for their hardbaek basal
texts.

[n addition to the materials that accmpany spedfic textbooks,
vatious hids of published supplementany cuniculut matetials may be
used m sodal studhes instteetion. The most widely used supplementany
matetials in clementary and secondany school, dasstoons are maps,
globes, and charts followed by filmstrips and 16mu blurs (Weiss, 1978).
According to o study by the Agendy for Insttuctional Television,
approannatel 60 pereent of secondary teachers us¢ il at least once
every two weeks (Fontana, 1980a).

Elementary  teachers occasionatly use "hands-ony™ materialy, but
semon lugh teachers hardly ever use them, Elementary teachers also ae
wote hkely than the secondary school instinctors to use photograpls,
posters, and study punts. Nether the elomentary noy secondaty student
s exposed sery much to televised o1 programmed insttuction (Wess,
1978).

lu general, most teachers make slight use of vanous publishied
supplementany matetiab, A nationwide study reported that the lagest
uumber of 1espundents saidd they “neither have used, nov plan to use”
supplementary matetialy (EPLE, 1977, p 8). Another 1eport suggests
that only about a quarter of sodial stuclies teachers use a vatiety of
materiils to supplement the text (Wiley, 1977).

Locally Developed Materials

Some teachens develop then owne materials 1ather than use pub-
bshed msttncuonal products, When LPIE surveved eachas, the ve-
searchiers found that locally developed materials accomued for 304
pereent of all the matenals teachers reported wsing. Suwee the EPLE
tesearchers consdered it nuplausible that one-thitd of all matetiaks
would be teacher produced, they ehcited a fusther breakhdown fron the
LLO91R teachers respondmy to their second surves. T this breakdown
they found that 32 percent of the locally developed materiabs were
wotksheers o1 exerases” and another 27 percent were tests o1 progiress
evaluanions. [n addition, 72 pereent of all locally developed materials
danmedd to be muse were repotted by elementany teachers. Secondany
teachers deseloped a lugher percentage of tests, but elementars teachars
deseloped a lugher percentage of sorksheets ot exetcises (BPTE, 1977)

Leachers teport that they lack ume to develop their own materials.
other than worksheens and tests that stem o textbook conteut. For
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example, a case stucy 1eport of o faculty that attempted to develop
materials conduded that, "The packets (teacher aeated materialsy ap-
parently were created at great personal time-cost to the teachers™ (Stake
and Easley, 1978, p. 1.52). While these matetials were viewed by some as
“anew approach to teaching sodial stuclies,” vthers saw them as “stutf we
have been using for years, but now redesigned into packets™ (Stake and
Easley, 1978, p. 1:52).

Lack of time, coupled with lack of district fmancial support for local
development and the “comfort™ teachers seem o derive fronetextbooks,
has prevented local development from becoming a siguificant cutticu-
lum materials force in sodial studies instruction. Given the heavy
demands on teachers” time, it is not swprising that most of them
welcome textbooks, which are, in effect, packaged curricula.

Effect of Materials on Student Learning

A recent study by Mullis (1979) substantiates assuptions about the
positise effeets of cunticulnm materials on student learuing. Mullis
worked with data from a nationally-representative sample of 17 vear-
olds who were part of the National Assessment of Educational Progress
testing program in the spring ot 1976. She found that cunvicular and
insiructional variables—in particular, the amount of time spent asing
materials such as textbooks- -had asignificant effect on student learnming
of palitical knowledge aud mathematios, he eftect was more powartul
than the students’ ts pe of school or home enviroument.

Numerous siall-seale studies have indicated that the ase of specifi
textbooks and other materials in school can lead to cartam know ledge.
The materials that have made a difference in student leanning were
dstinguished by clearly-stated objectives and lessons that were connect-
ed to the speahed ends of imsttuction (Martoretla, 197700 Fane onsash.,
as the task is presented thiough particular matevials, makes a defference
in student learning.

Reactions of Teachers and Students to Curriculum Materials

What do teachers think of then textbooks? e gencral, they seem to
be satished. According to an EPLE surves (1977) 83 percent of teacken
respondents beheved that then teatbooks are “for the most part well
suited to most of then students.” They believed textbooks tadilitate
leanmg. According to another national study, most teachers believe
thenn matenals are appropriate for about thiee fourths of their studonts
(Klein and others, 1979), :

Not only do teachiens use insttuetional natenals awd feel conbident
about them, they considar them aruaal in instiuction. Inthe R1L study,
socil stuches teachars tated obtanmg mioimation about st uctional
unterials™ as oue of then wp two greatest “ummet needs for assistanee”

o
3%
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{Weiss, 1978). The head of social stndies at one high school nnvolved in
the case study research project stated fmly, "Our teachers do not need
staff development. We need better matenials . .. ideas (are) good but
nnts aud bolts help is viceded” (Stake and Easley, 1978, p. 13.64).

Many teachers who were interviewed as part of the school case study
project expressed strong faith in their textbooksa Teachers 4nade state
ments such as. “Ahnost every teacher needs a good setof naterials from
wlich to start sodal studies instruction” (Stake and Easley, 1978, .
3.33), and "The sodal studies canriculum at Eastlangd s a textbook
curriculum—because parents want it and the distiiet philosophy sup
ports it” (Stake and Easley, 1978, p. 1.74). The dassroom observers who
helped conduct the case studies made numerous simary statements
suchi as this one. “Teachers felt surely“that all their colleagu. s could
provide fust-rate education if you gave them ... the text and demon-
stration materials they needed” (Stake and Easley, 1978, p. 5.2:4-25).

FHow do students feel about textbooks as compat ed with other kinds
of materials: Lhe ouly systematically collected data reporteed on student
preterence were inthe Goodlad stady (Wriglit, 1980), About 7¢ pereent
of the elementary stuclents 1eported that they liked using books, about
the same pereentage as those who like to nse tecords o tapes, maps and
globes, and television. They liked books more than newspapers, work
shicets, learning machines, and Kits, but not as much as games, filins, o1
Ailmstrips.

Among middle schoael students, about 72 percent said they liked
textbooks very much o1 “somewhat,” slightly mote than said they liked
usmg other books and worksheets, .\ somewhat smaller parcentage of
semor high students liked textbooks (68 percent), they had a slightly
gieater preference for worksheets. Neither middle school ot senio
high students hked teatbooks as much as other learnimg mades such as
television, games. hilims, hlinstrips, and new spapers.

Textbook Content

Duting the past 20 vears, numerous anahitical and evalnative
sticlies of the content uf sodial stuadies textbooks have been published. n
her veview, Wiley (1977) tonnd more than 50 such stndies, A recem
seatth ot ERIC documents, edncation jornnals, and dissertation ab
stacts 1evealed 35 more such studies completed smee 19735,

Following are major general indings about the charactenisties of
textbooks and how textbooks ot taday compane to those of 20 vears ago

Connection to Curriculum Patterns

Mot sacal studies texthooks v swrveys of particndar informeation linked to
currze nhom patterns found acns the United  States. Publshets produce

O
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materials that fit the subject matter expectations of this curriculum, 1

pattern, thercby aiding significantly in its perpetuation. |
Within the current generation of elementary text series, there are |

some variations on the expanding environments pattern, but they are 1

minot rather than dramatic. For example, some publishers. such as

Allyn and Bacon and Houghton Mifftin, focus less exclusively on the

neighborhood in second grade and add nore content on community,

which would formerly have been 1eserved for the third grade. Fouth

grade has long posed a problem for publishers because many States

require or encourage state history at this level and, of course, national

publishers cannot produce a separate history for each state. Consequent-

ly. series published for the last ten years or so have used the fourth-

grade text as an introduction to gevgraphic 1egions of the woild. Some

of the most recent series, however, have centered fourth-giade study vn

geographic regions of the United States or on a sodial history of the U.S.

(Scholastic, Ginn, Macamillan). Fifth-grade books have 1emained quite

constant as U.S. history texts, but sixth-grade texts 1eflect some variety. |

For example, Rand McNally and Follett offer alternate texts for the sinth l

grade. Rand’s offerings are contemporary world study and world history

texts, Follett offers castern hemisphere and Latin America. Canada teats.
Textbooks are provided as separate entities for grades 7-12. Most

focus on a single discipline such as history o1 geographs, 1ather than

taking the interdiscinlinuy approach wsed in the elementary texts. |

Although there is some variety in what is taught in social studies at ‘

secondary grade levels in schools acioss the nation, a major fnding of

Project SPAN is that there is more consisteney than diversity. As a1esalt.

at cach grade level one o1 two subject areas tend to damipate textbuok

offerings from publishers. ‘

Widely wed textbooks are alike tn furmat and snle. Textbooks o0 the same
subject present sumlar information and mter pretations (EPLE, T977). Frances

Format and Style ‘
L PR . . |
FitzGerald noted the basie similanities of high school history texthooks.

Since the public schouls across the conntry now spend less ihan one pricent of
therr budgzets on busing books prblshers cannot afturd 0 have mote than
one or o basic histones vn the market at the same e, Conseguentls, all of
them 1ny to compete 1ot the center of the tharket, desygmng theit boeks notw
please anvone m pattwular but to be acceptable 10 o @any people as possible |
(BiteGerald. 1979, p. 46). |

Fhe same basie similarities can be found inelementary social stndies |
texthook sets. The difterences m these books are more a mater of |
degree than ol 1adical departmes n content, format, o1 wstiuctional |
procedures. |

Aostriking change an texthooks as thew slick use of graphic and thea goneral |
aitractiveness. Textbooks of todav ate sophisticated and eve-catching. |

O ‘ (:3 .\}
|
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I'wenty years ago. texts tended to look dreary and foroidding, with print
extending from margin to margin, bioken only occasionally with “hle”
photos. Today. textbooks are produced with concern for aesthetic
appeal as well as academic value, American texts are probably the nost
beautiful in the world. -

But textbooks tend to be difficulut to read, Perhaps the most common
complaint of teachers about textbooks today is 1eadability, which corre
sponds with their persistent concern that students don't read as well as
they should. This coneern has plagued textbook publishers, who strive
to demonstrate the readability-of their books.

Pedagogical Characteristics

Elementary textbooks melude lessors skl development much more
frequéntly than do secondary materals. The most typical skills have to do
with reading maps, globes, charts. diagrams, and graphs. Other com
mon skills have to do with critical thinking. decision making, reseaich,
commmunication, and sodial skills. Nevertheless, textbook content has
been largely factual. Most books have not been designed to develop
analytc abiliy. Very little content helps students think aitically (Wiles,
1977).

Secondary textbooks incddude activities that call for more advanced
or complex performance of the skills treated in ‘the lower grades
However, there is a telatively geater emphasis in the high school grades
on content coverage 1ather than on skills in dealing with information
Studlents may be ashed to practice vasious thinking skills, but the authors
seem to presume that these skills have heen taught in elementary o
auddle school grades. Thus, high schoot teats indlude litte direct shill
instruction.

There 1 wmore diversity m the pedagugy of textbooks Some texthooks do
mclude lessons that require students to apply information and ideas- to
perform systematically at higher cogmtive levels 71 extbooks of the past
tended to foster a “1ead-redite” stvle ol teaching and learnmy. They
consisted of nartatve chapters with end-of-chapter questions to guide
reataton. Today's texts often indude primary source matenal and
tabular and graphic data in combination with natrative text, avies and
government textbooks indlude case studies. Leaning activities are
mcduded withm and at the end ot chapters. These activities ate moie
varied than formerly m stvle and i the responses they ehat hom
students (Fetsko, 1979 FitvGerald, 1979 Patrick, 1977).

Treatments of Particular Subjects

Texthooks avord controvenial or sensitie oy When conttov eraal
senes are indduded, they are usually teated supethaally: Soaal dass
vaniatons, differences i soaoeconome status, awd then consequences,

O
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‘have not been discussed substantiaddhy o accurates (Wiley 1957
Coverageof contices between imdiadnals and gronps s avorded as well,
texts tend 1o cmphasize harmons, socoal stabnbiny, and consensus i then
poritanabs of soaets (hizGerald, 1970 However, teday's tests 1end to
present sote accutate mtormation than did tests i the past, and the
mndnde greater conctage of issues that were once consdered controser -
sl Abee—compated o redbooks mothe 1ecent past—they are mote
ikelv o discass wocrenn s problems and shottcommes iFetsho, 1979,
FroGerald L 7wy
Focthouds todas defut the sun othr ool sondd dicorats of the Vasyican
prepbe Th s marked change ttom the tests of the 19505, which
shosed anly peoplt who deoked ke Anglo-Savan Protestanty (k-
Coraded 1979 p S Nncrous studies of testhook content an thie 9t
dacunentod the weloquate teament ol athie and caoad tinetites
fosty thane P70 S and Patnck, 1967 Remy and Anderson, 1971
Fader pressune trommmonn and women s groups publinhers nom pa
et ulous aftention o the sy an whals peopic are porttaved throwygh
thastr ations and parradion
fowt s e Breated gt oF seaed scamce and biston Gondent s
wate s S sarntings hanve anazed tests tor s on presennng then
anaphn. s woaraeds N stads sporsoted by the Nmencan Pohie
St Mg tion o A LI doarrony dissatstacnon with the tre stime i
ot pohtic] v content i dasontany and sceondary schieol o
book~ tRery ond Vnederson 1971, I pvtwnbee the APNA 1epont
cutgatcd Bproad onecs snd Ymccan s ernmens textbooks tor Larduge
tete et up tecdaae scholansdup i sehing el oo
Studie s ot cconomne and eogtaphy content in tovbooks bune alo
Pecen ontie b Waler 19770 Cnmostns ot socntt sese e content o the
Pokatoarchvontant medementay tevthoohsh e boen e sprecdly Bash
Oince nonn hesesar thones ayre hetter than thoy ware o the st
Prownt dn toathoob s more ottern inddude Buasie socid scietiee oo Dl
wener shy v oo e e tiphions ol soe nnibic mecthoeds ot gy 1he,
dhoraddder toxtranas s S sorcree contont s ey to b tee giv il thone
et Yottt tenthood v b 2 soane s these thist de the mont
ot ooy

s it PR
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Fiteots of Innovatnve Projects
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Canded preccors dharoee thie TOnos g THT00 W vestznod as e
fvest o padimion htesthioone They were tneant vo b ey ctise gl fo
ot o gt ot chooges an nnterisds rsed i s ool

Vot studios Boove docnmented thie oo d e o 1o Prrevics
ety Werss P~ Wi 19T T boa the et Pyt they sere vy
by adoptedt e B thie stooadd thie test o tae Moo e nchie s e
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coportod that progea titate tials basad on the uguany mcthod of teadhimg
have been dithonlt to ase wath the magons of students

Howeser o sty of schoaols that abandoned nes socral sadbes
matetals attar sy used then for a pornond of vears suggesis that the
teasons tor abandonnent e mpac complen, tor nntance, loss of a
majer advocate, mntodistc expectations o the pat of the users, and
probloms tesulnng trom misapphoation OMarkarn, 19800 Materabl wee
mot abandoned hooause they ware no longar seen In teachers and
adinistpdon as new o because there were too few meentnes for
conttinhy to use them

In contiast o thar hired duect mpadt, some project matersals
hove P ad agmtant and extensie mdnecr difeas on publishers and
then products For mstance Wikey (19770 eportad that econommes and
covarnment s show apdated and smproved coment that refieos
carrent resedrch and standards Stalaih Fetsho (1979 b5 H conclud-
af that he todand govanments citors o mprove socal stndies
untrnction bymtlucoang texthook publishers to upgrade the qualiny ol
then matertabs has achieved some success

e abie meost part the progeas did not deveop hest sellme cinveon-
b mratcvads The s than ditect mmpact onthe school carncaduin was
Bieht i mosc antances athoueh thon imdiect cfects have boon mone
stienfuant Soinc o the nnprovaments e carrent texthooks seam to
have ~stemnrned trom the wleas and dacores of the vanons canne alum
BIRY) h-imu t progets of the v aned T0s

-

Summary of Texthook Content

Toosunen sy e Qo scwnd sindie s tosthaoks taed tao bie comve ntional
The cmphivas s on tresmunng mfotmation about sade epres s
noncontrove tsal rexthonh s are bhedy 1o be acceprable and saleable

Fhe best ot the rosthaoks can bo meabs to carbaan nnportast
ohecrves i the ool stadics such as acgqustion of base knowlede
art skl o o antonimateon Cornan othior obpecnives such as the
dourng of oy antudes o social shdis b be ot thironghe the

e o arhor edac o d mcdiy aud preteees

Textbook Development, Adoption, and Change

The comterts of o thooks ot the conreeats they mthienoe o
denunate wre etcte Darrongly By procoses of product devdlopmcn
et dhianhanon Lesxihood public mon s bustoess that mst vckd o
profee Ehs thie prossaros of the makaphwe mas control sabstantin
Coarons of pabishons dbont then prodhaces T addinon the n NI
s et gy corntraned bocrn Teos and b v pohime d e res
Stonpes ahio e ont o deear shog hoppens e e pabhe schoals
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Textbook Development and Curriculum Change
(4

There are about 30 publishing companies the: produce and sell
textbooks to elementary and secondary schools. The wop ten compames
account for approximately 50 pereent of annual product safes.

The cost of developmg a new basal textbook tor the secondary
school is asery big investment. A publisher needs to sell a large numbe 1
of coptes.of the new product to break even. It may take two to thiee
vears to reach the break-even pomt, unless the book quickly becomes a
best-seller.

Some decisions to launci a textbook development project ndicate a ™
publishers destre to mnovate—to meet new needs and tends that
market aualysis 1eveals. For example, Magruder's American Government 1
was published i 1917 in response to the prescoption i 1915 of a brand
new twelfth grade conrse by a Natwonal Fdutational Association cutticu-
lum reform commission.

Usually, however, publishers do not strav far from the tied and

true. Fhey know that textbook consumicts tend to be very coservamne.
School admimstiators and teachers generallv have hetde to gam by
waking mmovative choices—and they may have much o tose 1t thes
atonse the wrath of pressure groups who conside s themselves guardians
of the curricilum. ,

textbook development s a caneful and conservause process, filled
with chedhpomts amed at 1educng publsher vish moa very asky ‘
busiess §t often takes amvwhere fron thiee o bve veans to develop o
new texthbooh—from product conceptaalizanon to shiny new book.
Duning this tme, market conditions mav change Publishing compam ‘
executses st be contnually alert to new needs and tends and seads |
o adjust product development plans Attempts to balance all of the ‘
variows market forces are bikely o lead. more often than not, to “safe” |
deasions and conservatsse products :

Textbook Adoption and Curriculum Chaage

|

Lexthook publistang compaties putsuc tso basic imarheting strate- 1
gies—one for adoption stares and the other for "open tenenes ™ n |
adoption states, Lins tegulate procedures for seletung a bst of approsed |
textbooks. The «un s o centtalize contiol over the use of matertals m |
local school systems Tnostates that are open tcnatones, there ate no sadh |
rcgulaions Howover, local schiool disticts may have then own regala- ‘
tons lor adopting textbooks

There are 23 adopuan states, located mamly in the soutberu and |
westarn regions of the county. Whitle the adoption provess laws vany 1
hom state o state, the core ot dll the regulanons are anenia that set |
boundaries for selecnon Publishers must produce teathooks that, at a |
i, Bt the aenaat they want then produces to be considered fo ‘
state adoption :
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In 17 ot the adoption states, the state government pays for bouks
that local adoption committees select from the approved list. In New
York, the state provides a dollar amount per student for text purchase.
‘T six adoption states, the funds me provided wholly ot partialiy from
local monies. In the two dual selection states, local distiicts must choose
from a state adopuon, list if they use state funds, but they can make
nonadoption choices it they use lowal funds. Twenty cities also have
regulated adoption processes.

The adoption states account for about 16 percent ot the national
textbook market (Rasmussen, 1978). Thiee Targe adoption states
Texas, Florida, and Calfornta—represent 17 pet ent of that market.

) Thus, these thiee states (and to alesser extent the otaer adoption states)
have a stiong influence on the coutent of books sold thhoughout the
United States (Rasmussen, 1478; Bowler, 1976).

Kev target states in the “open tenitories” are those with the lurgest
populations. New York, Pennsvlvama, Hlinois, Ohio, Michigan, New
Jersey, and Massachusetts, Major caty distiicts within open territories
include Chicago, Detront, Philadelphia, Washmgton, D.C.. New Yok
Caty, Pittsburgh, Minneapolis'St. Paul, and Denver. Ma ket strategies
i the open tentories tend o focus on these big state’big city markets.

Onver the pastseveral veats, the staff of the Sodal Sdence Education
Consortium has worhed with many school districts in the process of
selecting soutal stuchies nmaterials. Fypically, o committee of six to 12
members, mosthy dlasstoom teachers. s appointed especially for the task
of selecton. At the hust meeting the leader gives the committee the
ground tules, such as budget figures, deadlines, and special adnmstia
tive deasions, This person also ¢htans free sample textbook copies from
publishers.

[ he comnuttee then works i a rather disorganized fashion, with
members prcking up books, thumbing through thenn, and asking i othiar
matertals are avatlable. At some point the group or the leader may
deternnne some selection crterta to be used e making final selections
The entre process s often completed m two meetings, although some
commuttees meet periodicalls for several weeks or months before
artsving at decsions

How does the selecuon process affect the content and design of
texthooks™ According to Robert Rasmussen, who sepresents the School
Division of the Assoaanion of American Pubhishers

The disersgy of the culture resnlis wmoa diversis of desands There are
dethands for recogmuon of hibetal cauwses  Thete we demands tor more
patriotisti ot less patnotsne and fag-waning Such ceses as the nghits of
minonties, the nghes of women, wsersation, mptosed emviolment, ses
education, lamuly plamnng. ethuie dootas, ding cducation, cotsamca educa
ton, are onby 4 few of the many causes which cotne forth o testbook hearmgs
held i vanous adopuon states

Fhose who speak on textbook conte ng frequenthy ofter completely opposing
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puints of view  Thus, ats olien difficalt for the adoption committee o reaci o
final selection which satisfies all poties of view. Ultunately, the cntiasms ot
suggestionds) teadi texthook authors, cditors and publishiers, and deasions must
be made to resst or respond fasorably. Whale it s not pussible to satsfy the
dentatuds of all prople, publishers make a professional effore withun the houts of
tesponsible schioluship o deal with potenalls controsersial topies i a wav
which establishes some acceptable norm (Rasmussen, 1978, p. 17).

Paul Goldstem, an academician who has made £ aitical suivey of
textbook development, provides a somewlat different viewpoint, 1le
savs the “adoption commttees respord to conflicting pressases by
selecting “matetials that they believe aie least bikely to offend the holders
of amv particular view. L Schools select, and producers produce,
materials that e not likel to apset the delicate balance reached among
contending interests™ (Goldstein, 1978, p. ).

Prospects for Change in Curriculum Materials

What does the current state of materials development and adoption
mean for the future of textbooks: Primarily it weans that radical change
incmateriay s unhkels Carrendum producs that veac today's € achiers
and studouts must go thoaglea svanens of administrative levels whichm
tnn respond to communty anput. The sstem tends to buttress the
status guo. Prodacts that tend not 1o ncite—-that wre more bland than
sproy—seen to be areasonable publisher response to the mult-lavered
toad that must be tahen o teacher/student users.,

Only e local development does the conservatisim of the process
seetnffo be shore arcuited, since teachens esennally wiite for themselves
msucha procedare. However, the unpact of locally descloped materals
v generalls imed to the distict e which they ae prodaced When
good generaizable wleas wre generated local developers hase no estab-
hshed dissenmation svstem of then own, nor do they have a normal
toute to publishers o share then work,

Tis walssis s not imtended as an mdicticnt ot the present svstem
ot of what it portends for the futare los merely an esplanation of why
Change o matenals wnds 1o be slow and mcremental, and why that
condion yeets kel to contmue as long as the cutrent processes of
textbook dexgclopment and adoption are mantained
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Chapter Five

Teachers

Mary Vann Eslinger
Douglas P. Superka

THE TEACHER PLAYS THE CENTRAL Tole it science, math, and social studies
education. The Hinots case studies concluded with perhaps the defim-
tive statement of the importance of the teacher i saence education,
which induded math and social studies:

What saience educanon will be for anv one child for any one vear s most
dependent on wha the dndd's 1eacher beheves, knows, and does—and doesn't
believe, doesn’t know, and doesn’t do. For essentially all of the saience learnied in
sthool, the teache r s the enabler. the iuspriation, and the consaant (Stake ad
Easler, 1978, p 19D

The centrality of the teacher takes on spedial significance e social
stuclies. Many school observers noted that sodal studies teachers ap-
peared to be a paticularly diverse lot who have « considerable anount
of freedom, At vhe secondary level, this canresult invasthy different wavs
of teaching the same conrse (Stake and Easlev. 1978). At the elementary
level, where the status of sodial studies is on very shaky ground. the
mtesest and indmation of the individual teacher can determine whethien
o1 not sodal studies 15 even taught on a regular basis (Steke and Laskes
1978)

“Demographic Characteristics

The overwhehning majonty of elementany soctal studies eachors
ate female, while the vast majority of secondary socal studhes teachers
are male Mccording to the RUT sty over 93 percent of the promany
{K-3) soaal studies teachers and nearls 80 percent of the mtermediate
level (1-6) sodal studies teachers are female By contast, 62 percent of
the junior high and 75 percent of the samor hagh school studics eachiers
are mdale (Wenss, 1978). Social stadhes treachers at all lesels have hael
considerable teaching expetience, i 1978 thes had taughn for an
average of about 11 vears

In comparison to other secondary teachers, large proporions of
socidl studies teachers desabed thenselves as “hberal™ or “suongls
hberal” and small propottons elasstbied themselves as “moderate ™
\bout the same propoition of social stidies teachers and other weachas
viewed themselves as couservative ™ Flementary seaal studies teachers
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tendéd to be less liberal and more conservative {Wiight, 1979). Regard-
less of their political orientations, the overwhelmiug impression from
the [Hinois case studies is that most souial studies (and math and-sucence)

teachers share the mores and values of their communities (Stake and
Easley, 1978).

Academic Preparation

Ninets five percent of the elementary teachers m the RTI sunvey
felt "adequately qualified” or “very well qualified” to teach reading and
math. Only 39 percent considered thermselves “very well qualified” to
teach sodial studies. Weiss noted that “elementary teachers” pereeptions
about thein qualifications for teack...g the vatious subjects are consistent
with the amount of time that is generally spent in insttuction in these
areas” (1978, p. 138) Consistent with these findings, Wiley condluded n
the Ohio State literature review that “it would appear that elementany
teachers were not well prepared in history and the sodal saences™ (1977,
p 143 )

From an examination of numetous studies from the 19508 and 60y
and a few after 1970, Wiley (1977) concluded that history sull appears to
be the dommant areq of prepatation for sovial studies teachers, A recent
studv by the Agenoy for Insttuctional Television suppotts Wilev's
judgment History was the primary aiea of preparanon tor about halt of
the secondary soctal studies teachers mthen survey. Sinteen percent
were tramed m general sodal studies™ and the 1est were distuibuted
among varnous social sdences—pohitieal saence, geography, sociology,
psychology. and economics (Fontana, 1980).,

While speafic mtormation on the natwre of this tamng 1 not
extensive, one can reasottabhy hypothesize that the unversity education
ot secondary social studies teachers has concentrated mamh on the
mastery of knowledge withim histors and the sodal saence disaphines
with onh superfical attention to the plifosophy and methods of
teaching these fields to secondary school students (Newnann, 1977,
Fraenkel, 1980, "Wilev, 1977) At the unveraty, lugh school teachers
have probably encountered one prumary model of teaching the profos-
sot passuz information about a disapline on o students, @ model whicly
pooth equipped them a the shills of aitwal mgrasy (Waley, 1977, Stake
and kaslev, 1978) Thev are unlikeh o have been exposed o an
nterdisaphinany comse, @ synthesis o1 capstone course, @ soval ssues
cotrse o1 a course gy them practice in the methods of mquiny of the
various socal saences (Wiley, 1978)

Atter observing numerous istances of wachers falure w handhng
critical questions i the dassroom, the prmapal mvesugators of the
[Thnows case stuches suggested

Most teachiers had not had the vammge that sould make thom tospond
mstactnel 7 to the bnuttal obsenvanon o the penenanng quonon of o
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thoughtful student. Fhey were tramed i the same undergraduate courses that
prepare students in umversities for gradaate siudies T hese wete seldom research
seminars of the sort reserved for doctoral swudies—to explote areas of doubt or
igr}nmnce {Stake and Easlev, 1978, p. 16:8)

The great majority of secondary social studies teachers feel ade-
quately qualified. About 80 percent of the jumor high and 80 percent of
the senior high sodal studies teachers in the RT1 surves felt that way, as
did science teactiers at these levels, Siateen percent of the high school
sodal studies teacliers felt “madequagely qualified to teach one o1 more
of their counes,” the largest percentage for the thiee subject areas
examined in the RTT survey (Weiss, 1978). %,

Despite teachers” reports that they felt positive about theu qualifica-
tions and training in theu subject areas, many 1esearchers and commen-
tators have contended for vears that the subject-matter preparation of
social studies teachers has been madequate (Wiley, 1977). Usually,
however, their aiteria for adequacy have not been darified. Further-
more, littde ot no relationship has been demonstiated between sodial
studies teachers” subject matter preparation and thenn knowledge of thie
subject or thewr students’ achievements in the subjed (Wiley, 1977).
Grannis (1979), who 1eviewed a number of studies over a 30-vear
period. suggested that “the main function of knowledge of subject
matter was to sanction the teacher’s wole as an anthonty, a giver of
knowledge.”

Professional Activities

[ he most useful source of informanon for sodal studies teachers is
other teachers, as mdicated m Figure | Their influence as a source of
mformation about new developments i clear, particudaly for prunaes
grade teachers who also valy /uxli(gt coutses, journab and othes
professional pubhcations, andTocal inservice programs Fewer interme-
diate and secondary soaal studies teachers rated other teachers, college
courses, and local msersice programs as very useful, but more of them
saw jouttials and other professional publications as very useful sources
of mformation

Few soaal studies teachers belong to thenn nanonal professional
organizatton, the National Connal for the Soaal Studies The 17000
members of NCSS comprise only a small porwon of the estimated
150,000 10 200,000 teachers of soddl studies Fven among district
supeivisons tesponistble tor coordinatmg soaal studies, less than 20
percent belong to NCSS (Wess, 1978) Xccordimg to the Gouodlad stady,
fewer soual stndies 1eachiers belong to thenr professional orgamzation
than do teachers ol other subject areas (Wnght, 1979)

Whate NCSS may not be a sigtnfrcant teabity for most soaal studies
reachers, then professional umens - NF A AR T and thew local affih
ates —are Lhe protossional lves of socal studies (and othery weachers

O

RIC

1]
b ,3




54 SOC I SIUDIES 1IN THE JOR0S

e direaly affected by these assocrations e such areas as salaries. ielease
time, contracts, time schedules, and class size.

Sodial Stadies teachers are little anware of or influenced by the results
ol cducationalvesearch (Shaver and others, 1979a). This may be because
thev do not find vesearch useful inresolbving the problems with which
they must cope ona daily basis (Shaver and others, 1979b). It may be
because the fimdings have not been organized ina way that 1s efficient
tor them to study, o that no real attcaapt has been made to communi-
cate the results to them. Iomay also be because they see the rescarcher as
‘one of those people from the universin™ who is far distant hrom the
action and who realls has no idea of what teachmg is all about (Waley,

1977). )
Figure 1
Sources of Information for Teachers
Percentage of teachers rating
edch source as “very useful”
Sour( e K3 4--6 79 10 12 :

Other tearhers 58°, 44°, 45°% 42°%
Cotlege courses 46 kY 34 34
Journals and other

protessional publicatiops 34 a7 42 4%
Local insewvice programs, a4 38 26 14 '
Local subgect speciabists Re: 17 22 11
Principats ) ’8 19 15
Federaily sponsored .

workshops . 16 Rie’ 16 13
Meetings of professional

organzations 16 13 R 20
Pubhcations and sa't -+

representatives 1 10 11 12
State departrment personne! 2 k) A o]
Teacher unon meetings 6 5 /s 9

Sonrce s B Weiss Natinngl Sarvey of Scence Matherpatie s and Soc st Studies Fducation
ANashington OO Natianal Sorence Foundation 19783 p B 119

Sevents thiee percent of the 79 socual studies teachers and 12
porcentol the 100 P2 teachers mthe CSSE suvey reported that they huad
attctdedan s e conrse satlun the three vears preceding the Himors
stihv Stake and Faslev, 1978) Talf of the k-3 and 7-9 social studies
teachers and over 10 percent of the 1-6 and 10- 12 teachers wthe R1
suivey satd they took o college cotrse for aedu m the school vear when
the study was conducted (Wess, 1978)

Fhe Goodlad results confim thus ngh lesed of partiapation m
tnsers e cotitses, but also shed some lght on teachers” motivations

Q
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Atall levels, petsonal growth monvated compatatively few soual studies teach
ers, and salary maeases muonvated relansels many of them, Moreover, even
though they had attended imsenvice programs about social sciences, cross-
citural, and (russ-national education as consistently as then peers attended
progtains m othet disaphines, the secordansy socal stadies teachets had atterndead
reliveh few msenvice programs about other professional topus such as
currculum devefopment, teadutyg methods, dasstoom manggetnont, or chidd
growth (Wright, 1979, pp. 6-7) \

Teachers’ Views of the Purpose of Social Studies

What do soaal studies teachers see as the basic purpose and
essential nature of soaal stadies: This is a difficult question to answer.
fust, while universit, professors spend a good deal of time thitking
abont these matters, elementary social studies teachers, like then coun-
tetpatts m other subject areas, do not, Social studies teachers, like
othetrs, are more concerned and preoccupied with dasstoom realities--
with makm 1t thinough the week, month, and vear —than with defonng
then hield ot dandfsving then goals, Few teachiers want to focus on the
“big idea” of soaal studies As one observer noted:

Most teachers questioned about thon plidosopls of stors s hstonographs
fad little to sav Then conce i was sttuccared by the arcanistances of theit owne
clsstoom. Many seemed content tosee 1ot that students ke w the textbook and
could dicass current events e the hght of the assigned readingy Stake ad
Fadev, 1978, p 16 12

Accordmyg to the Hhmors case studies, the “precmpuve ai ot soaal
studhes teachers (as well as saence and mah teachersy s soaahzation

Fach teacher had o ditferent setof parposes, butd most common aied vigoroashy
detennded purpuse swas that of soviabizaton 1t was mtmatels telated o obser
sabce uf the motes of the comtnanis, subnutting personal nchinations w the
needs of the commumits, conformmg to the 1ole of the good student.” and
peiany 1eads for the nest tung o the educational ladder Seakc and Faslos,
7N, pp 162h

Preparanon”™ s an equally imporat goal ot sociel studies and of
education m general At eserny level weachears prepare studeuts fou the
uent step. Preparation s, e actualitn s merely anextension of the majon
goal of socutheation

Lhe teachers’ views that soaalizanon and work prepatatnon are
primaty anms of social studies 1s ughly consstent with the views of then
communties Many teachears secmed o shove s teadhier’s conception
of the imenelatioustup
Teachers are an exstension of the parent and as such shoald teadi tic salae
sestertn that s comntont with the comtaumty - The conunmty has o vestad
interest i the schoots wod has @ gl 1o demand that ceren salacs showldd be
taught and certam others not be ranght (Seake and Fasley 1978, p 21}
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Figure 2 summarizes these findings from the Al'T studies on
teachers’ views of the specilic purposes of sodial studies.

Figure 2
Teachers' Views of the Purpose of the Social Studies

Purpose ot the Socral Studies Disagree Unsure Agree N
Teach knowledge of the past 9 6% 37 3% 37 3% 552
Cope with hfe 20 105 875 550
Think cntically 04 43 95 3 556
Teach knowledge and meth

ods of the social science 14 7 417 46 6 554
Promote activity in social and

political organizations 154 312 536 555
Prepare for altérmative futures 94 291 615 549

Source Lynn Fontana. Perspectives un the Socral Stucies, Research Repert No 78 (Bloom:
inglon Ind  Agency for Instructional Television, 1980), p 8

Vhhough vélamvels fewet teachers saw teaclmg the knosledge and
methods of the socal saences as o putpose of social studies, ey
overw helmngly agiced that coprg sith bte and thughug cnnealls were.
Lhere was i less agreement that teaching hnowledge of the Past sas
A purpose s dearly conthas with the widespread mipression that
tustory v a magos aspect of soctal studies mteachers” mmeds

Teachers’ Perceptions of Their Problems and Needs

[ he follow g factors appear to be the most senons and sdespread
problems for dlementars soctal stuehies teachers. be bttt ths subyecr s
fess maportanr than other subjecs, wisathiaent fands tor purdiasing
cquipruent atd supplies. Lk of materals tor mdn rdualizmg msoec-
o, out ot date teaching matenabs, imadeguate student teading abnl-
tes. and lack ot plannmg tne

Most elementary teachers wdicated the tollowmng were not “sigh-
cant” problems  low cntollments, linge class sizes, complance sith
federal regulations, lack of teacher interest, teaclier prepatation, and
dithculty i mamtamng deaphne Mote 1-6 than K-3 wachers see

lack of student interest™ e soctal studies as « problem

Lhe case stadies provide ample evidence of the relavels ow
prionty of soval studics atthe elementans level—a both the schools and
the teachers” value svstems Stake and Fasles, 1978) Saence shar— thas
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low prioney aud i a fow nstances twas oven lower than soctal studies in
teachers” minds (Stake and Fasley, 1978)

Primary teacliets appear to aceept this low priionts and see 1eading
and math as were suwale They mav need more tme 1o tover socal
studies, but not at the expense of these hasies. " Overall, social studies at
this lesel s seen as “alow-problent no ttonble aspect of the catnealum”
(Stake and Faslev, 1978)

Junion high teachiers percene thie magor probles. lick of stndent
reading ability, lack of matertals o ndnedualize leanmg, and stuedeut
apathy They tended to share these concerns v itk jumon lngle ponapals
ane both clementary and high sehnol soaal studies teachers (Weass,
1978 Other pre? las mcluded Lnge laeses, msofhaent tunds for
putdiasing equpinent aied supplies.” and “ont-of date teachung maten
als 7 Byt the most wadespread problem for uiior Ingh teachens,
however, was the madegquacy of studens’ veadwry abnhin Over 40
pereent of the 7 9 sodalstudies teachers methe RUTsimves saw thisas o
serions prtoblem™ o1 “somewhat of & problem.”

Jinonr high social stucdses teachers also vank the Lk of mateals fop
el idualizng msiacton as @ senons problem They are concernad
wath “what to deosath the slow learnet ™ Fhes tend tosee thie wostbook as
too ditheult even tor the average student and umpossible for one walh
lowe abiities (Stake nud Faslev, 1978 In adehiton, they do ot have
suthaent fnnds to parchase matetals that nnght help The problon of
readimg and mate als go hoaoed i Tead and canse double frastianon ton
the socal studies weacher

Ihe problem of stdent apathy ar how 1o rrotvate stadonts
well be tieed o both reading and mdwaduabizanon flow 1o spak’
stivents, captute then mterest, ane at the same e hold then tespea
are magt lmnddles oStake aned Fasles . 197%)

Sennt lugh scliool sontal stidies 1eachars pocesed probloms aid
needs wore sianlar tohose of then piot lngh counterpats Thow top
thiee problems were adequuate student readmyg alulines. Lk of
stuedent mtere st the subject,” aned Lack of mate ngls tor imdisiduadizmg
mstruction Dadence trom the case staddies tontoaeicd these findstigs
istahe aed Tastes. 197% Other pred o that seem 0 he farh
widespncad thongh not as senous mciude madegquare Crohiies Lok of
tutds, ont-of-date s and laonge class sizes

Tiee problems appear to he more vdespread as the high school
fevel than at the pamon Tngh bevcd Neuts swo-tlnds of the sengor bugh
soctal studhies teachors shw madeguate o toalation acoross grade lovels
as asettans problom while only 50 percent viesed tlis as o problom a
the jutnor Ingh evel More Tugly sohond teacliets abso percoised Lok of
plavmg v o e a prablem than ded umon fugh wachers Tialh
wlile et punor ugle socnad stadies teachos fede dian lack of naporiane
of then subject was no siginficant padblom, mose fugh school reachors
did Fewer gl school saence teachers amd consderably tower mah
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teachers vegarded this as a problem. despite the Lact that socal studies
requirements at the high school levelare still among the most stimgent,

Teachers’ Level of Satisfaction

Popular magazines have recentls published atticles about teachers”
problems m schools and why “geod™ teachers are leavng the Prolession,
Fhe most extendve teatment was a covel story m Time on june 16,
TR0, entitled “lelp: Feacher Can’t Teach!™

Feachers leaving the profession dte the lack of student wotivation
and mierest as a major frustiation (Walket, 1978). So dhid the teachiets in
the NSF studies, one claiming that students’ lack of motivation was so
greata problem that she lelt she had o jusufy her nght to teach tStake
and Faslev, 1978) Other teachers (aimed that students songht out
classes requuing a nemimum amonst ol work and wssted that gettmg a
good grade m order to be admitted to college was a prinai motn ating
Lacton lon students (Stake and Easley, 1973) In general, more secondary
than elementany teachens ate motvation as a problem (Stake and Fasley.,
1978)

*Teacher bumnow™ wa content term and concern—and an ol t-aed
teason tor teacher Trusttations The v nad deniands placed on teachers
aiked 1o then toasnanon:

Teachers we at tmes expeated tbe suttogate parenis, grandpatents, sibhugs,
puests. therapnis, sardens biographers, babvantets, and trends They aie
mrenmedianies for the school fin which they arey expected to feed the hunery,
testare the deprved. tedirect ihe ahietiated energize the Tahar g and calin the
hperrtne as wells of warse, as educate the wnorant, tam the wave, and
mspure the dowanhcarted Many cngos the challenge Others me trastrated (Stake
and Basles, 1975 pp B 15

His tistiation s ditlusedt not locusing on i one aspeet of the
schiool day - For sonie, the trustianon vesalts from the sestigeted life ol
teae liers m schools

Seme teachers leave the sostem bocause they bogan to gar g hosedan techug
e dont bile knowinyg that aveny day o the samdc time, they will be g .
thivvtenm lockad i tor 30 wmutes vnnd the eangieg Bl ngs, with no nme
tr o up ol vottee 1o go to the batsoom of jast to shake the cabache ot of
thent heads 'Walker 1978 p 11 hH

o dithieuht o deternnne from the case stadies how widespread
hvatstacion s amony socil studies teachiens The mdivadual case
sudies contam some ovamples ol socal studies teadhens who expiess
comseienable satslecuon with thicn jobs (Stake and Pasles, 1978 They
tho contam, however nncrows examples of staleniess, foustiation, ad
dissamsfacion evens wmong the “star” teachers (Stake and Fasdor, 1978)
there were abo dear imduations that elementany tew hers were more
satshied than secondany teachers (Stake and Faslev, 197%)

While teacher bunour and - professional  dissatisfacnion enast
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thioughout the profession, there s some evadence m the Goodlad study
that these teehngs ate more sadespread among soaal studies weachers,
espeaatly at the secondary levels Soaal studies teaciers’ mtal caseer
expedations had beew fulhilled fess consistenth than wete those of other
teachers™ tWnght. 1979, po b This was most prevalent at the nnddle
sciwool level

Freedom and Diversity

Flementarsy and secondary teachers we 1emarkably free o do what
thes want in then dasstooms, aliliough some forces workto testicr that
freedom o1 to standardhize sty uction, such as the textbook aned cunca-
han guides But (cachers tetatn consdarable astonoms, latgels because
they work alone. The punapal mvesngators of the Bhnos case sordies
mahe a sttong pownt about this aspett of teachers” professional bves

We tound the 1leacher worthing one Duting miost of il day the dasloot was
flled with soungstens Many helped the teachr, ofien the ik sas posat o

pessun Somenines an aide was there, o g patent or o cadet techer Otha

wachers influened what the wachier did, bat the weacher worked very mach
done Fven those tew teachers who wele team waching” wete trading-off

tather thoa shabig teaching toponsdalits The teacher was hrde depesdonton
ans athel wdult, and the depetndence ot vthor professional cducatais on et o

e sas tote thetoswal thate sppatone T soubd be alitealisyge 1o san that the

teachens we san sore suboninate o bead of wde partment o1 sdetaietiator o

part of animstw lenal team Thes vorhed done Stake and Basles, 19750 p

In 2%

What goes ol uside the tour walls of the dasstoonn s preay wach
up to teachers For most. the lasstoom o7 peasonal space ™ Here thes
have constderable freedom o be theume bhos toresclim the nnamer thes
decms best ton learume anel o decide swhat onght to be leamed L hes
tecoginze and act upon the beliet thi this condittion wall hold s Loty as
thes do not cross the statecd o utnstated hines diawn by the adumnstiag-
vol, the boad of educanon, or e commuines Personal space alo

. axr ity o e extent they are able 1o command conperatine stadon
hehavior amb respea tor then anthont

Lhe second quality duersainy - seams panonbaly chatactenste of
socnl studies toachers Mamy of the case study obsetsvers wotad the
temendous diversin foutel e whers at both e domentary ad
secordany lovels Whale thete were some referances genersiv to s
et easiatig stvless soveral obserr s commenited  specfically thae
there sas more disorsiny aned sanaeon anong socal studhes teachers than
among et aed saence teachers oSnihe and Fasles 195580 T
diversity was edledcted m then vews ot the g wdeas of socnal sidaecs
how they tanght soaal studhies, aned what they aghe iStake and Tasles
1978 Iowas abvo refleaed m how obtcn teachers, patents adimnstea
tors, atel stndents talked abow stong woechos and weak s hers,
or oldinany teachers and  glow  weachens
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Conclusion

Rescach bas contirmod sshat o people msotved i schools hne
hnown tor adong e the toachar oo the kay toowbar Bppens mosonad
s cand orhiosccdasstoanns Preaseh Bos thies koy ser ks and 1o vhoa
citect Bowevers s s been canshied T he SoSE studies demonmtiare
thiat tetboks are abso an anpottant ey o what happo ns o seadd
stuehies s bss o

We hoow sone nupoitan tongs about those who ach ool
stidres The onershodunng o o chomientans teacheys gt teanale
while the vt magents ot secondany teachors are rode Sond shahies
teachiess at ol dosr b e qurte cvperoncod Hlone neg s techons e
tmore quabihed o foach seading sod anal then seoad shiede s and
saesiee b hes alvo spong mare tme tewchang thene sab oo Juton and
g b ool studicos te cohiory oo quedibed o tcaon thar sabyedrs
st g ned most ot thenr tme doang o O tes s tew b othies
subiects Sl stucdios teachie o e Gl vy i tine e the i profossinnd
tvartpafterts bt they vdne other teanhers o8 weogroes of ntorm don
abent pew dovalopinents o then bdd Teachor vwnons are ot g
sttt ant bu o this sovpee U Hud thos are oot atlue 800 o5 soosal
stodies and ot re rhers potossenad hoos patcala b i athan o

AR pruits ot thie sew b sasters ol the s ootmmurite s ated s fioods
et s tde s teachons soe sonab geon G propairation fon the tatare o
tnen paaney wrs MMoreoser rher be b mochissioons 1 baed
the vorent banstractne o e chassronne ey gorceIne s s o fosnden
wrrh thesy cogn Moy teachiies oo and aso subpoct oy s el ton
vhesang thos oo conis werh st s

Moo prabiders s oad s ce S T e vt oy b clotaent i sos 4 st s
pre tebatodd toony e and ploanoine tiee For secnnd oy sanoad s s
togchie s Lok of sTuriend pate vt el um.hr;u e reach  ddapties aae thie
tte cotnarns N oo cbindie s Teacher espeoraiv arthe oo by deadd
it ososat e e d ot e o ote sk that st orboer e e oy el Flas s
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Chapter Six

-~ Instructional Practices

Verna S. Fancett
Sharryl Davis Hawke

SOV STUDEES CEASSES ARE NOT TDENTICATL aross the nation, o1 even
within . school The diversin seems to sprng not trom what s taught.
but rather from how o taught Case stuedy obgenvers sae evidence of
this widivadualits i the socal stedies chasses they obsernved One wiote,
Fhe approaches s the subjecr matter, the methods used, the content of
the coutse, ae blended together by the vinons weachers g mam
ditterent wans Hsttacnon appedrs to cover the full gamut of
approashes and methodologies " (Stake and Fasley, 19785 p 7 19
stategies tange from lecure and doll” o free wheehng disas

“ won and rap sesstonrall dependmy on how the teacher judges
patticulan station i a patticalyr dass at . pattcalas time
Feachers have great treedom o deade Tnother moatters shes mas
have lintde chowe but dedsions related to mstiacnondl technguos are
Aent entredy then wdradual and very perona domoam
Winat takes placc in the dlasstoom s the provnce of thomdiadud teacior The
hasdding eloppnstrators cocmonalb obnarve amd evalinete ot 1o hons ek
ity et and atesthor T crcachos choosestobeotiic tunsdiscossmsn gromps o
conbine e Hotoshowsoane s ancnowntien tude secms to hold thee oty wild )
’ sy nothing about st o Steke et Fasbes 1978

Sorne teas bers would ke even more trecdom othoes e 1 need bn
mote dircatpon fom the tocad or stare Teved Most ave content st the
was thtings ate s oo resnle they blend content and e b stales e a
. vt ab s toteach the particalan studenns they Bave e bestan
thes hnos how hascd anedndaal proterences
i
|
|
|
|

Student Grouping Practices

o

O charatorstn of s b studics tosniucnion o x mmed an the R
vy w s stide B croupTng practiees From the surves daty o preture
ot rhe e stent of Loge wroup st ton siall wioap word mdiadad
pedb st non ned i groupmg s Larle dear Toss dear e e

/ retvms v these praatices aae cmplosed .
1
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Iarge-Group Instruction

Meven grade level, socal studios teachiens spend at least half thei
mstractond! tme working with the entne dass as o gronp, T
wouping practice is obten tound e grades 1012, where st occars more
than two-thuds of the tune (Wass, 1978) But large-group instruction s
ot lumted o the semor lugh levd Even ue grades K=3, 39 percent ot
class me isspent i la ge-group mstincon 1

[he inadence of large-group mistiuction takes on more gportance
when dass size v also considered  \mong sacnce, matle\and social
stuclies dlasses, the largest wie found m sodal studies at nda e evens
gradt: level Mverage class size vaned i the aational sutve from 2
students mgrades K300 28 m grades -6 10 30 m 7-9, and A7 m 10-
12 (Wens, 1078 °

Small-Group Instruction

Ao grade lesebdo teachers use small-group wisttuction more than
3 percent of tho nmc tWans, 19781 The amount of tte spent i small
groups v neat v the satc across the grade lesels, despue the coammmon
asutiption that elementary teachans do more simall-group work than
secondary teachers There s hrde s the date 1o explune the small
pereentage of tnne given to stall-group mstticuon Onc factor that
appatertly nofr an esplanstion s Clack of asstance” thom a resowrce
peison o soutccr Motre than b percent of soc . studies teachers tepornt
that thay “do met pecd assistance”™ (that 1s, -C1vce (LN or 1esouce
matetials mosmall-group mstiuctnon (Wess, T978) Two tactons tiat do
seett restienn e are the lack ot paraprotessional help in the dsstoom
atd the lack of adequate plivsical space e wlnch to work wath simall
groups tWens, 1975,

Small-gronp practices ave thwarted not by the weacher’s lack ol
knowledyge bur rahor by the ditficalne of managing a Lage group of
students withoat hedp e confinmg spaces To avord the confuson,
teachors opt bor Lugc-gronp more casbe conttolled arnrangomens

A
Individualized Instruction

Lo spate od the emiphasis on large-group usancton and the almost
castial ude of stuadl groups soaal studies teachers do spend o conmder -
hle amonit ot tune workmg mdnodualbs wath stwdenis Towever there
ono Guderdce o condade that das e meets the corerta of what
gencpathy desonbed as mdoodualized ustracnon Workimg one-to-ong
mavy o1 masy not bt the pettetn

Onc nnpediment o mdmduddized maruonon s the bohict of socal
studics rachors that matoriads to mdivadadhze ve notasalable \mony
I tactons Laek ob matenals tor indinoadualizing mestacnon s consid-
cred the sevond most seqons problem by socal stadies teachicrs T
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problen s also consdered sctious by ponapals and state and dismia
soctal studies supersiors (Wenss, T978)

While teachers 1y o mdnaduehize ond seem 1o want 1o do even
more, there s little i the canrent rosearch base o guide them Wreinmg
about this stuation e a teview of 1esearch Mattorella states,

There s evidence from the iield of cognne snde cfecs) that indivoduads vany
wthe wavs i which thes confiont process asd ulumatels resolve thinking
tasks What speatic tmphications s face bas tor Jearing acvanets of ditterent
kb sashies tasks actoss vanie ts o istraeiona designs remaiis, among other
tictors o b esablnhed  Trom imvestgations mio thiy area should come
dirconons on how o begins matchimg stadents with appropuare nettucuon for
sinven objectves om Hunkees and othens 1977 po 1D

Ability Grouping

Grouping accordimg 1o abihity exists i soaar studies mstraction
though much low frequenths than i miathe mancs and saence (Wess,
197%) Inthe elementans grades these groups are often hased orteading
abality and the dithiculty of the matenal 1o be tead - About 15 percent of
clementary social studtes dasses are groaped accotding 10 some abiliny
tebated 1o skl Abilits grouping s twost common e the junop haghs
with almost « thitd of the dasses groaped and somes hat s common n
the semor high, where about 21 pacent ot dasses e greuped Overall,
about thrcc-toutths ot socal stidies teachets waork with heterogeneous
chasses (W e 1978,

When studonts are goouped, it appears that high- and low-abihty
classes are oftered wabout equal numbets At the K3 levell 7 peteent
of the chsses surveved by R were for high-abiin studews and 7
pereent fot low-abshiy At the jumior Ingh levels the frgures wete 1
percent for hugh-abihn studene and 17 percent for low abinc s Frgures
were simlar for grades Toooand 1012 (Wess 1O7TY

Revatdless o Libels - tracks, levels dlusters peer groups, pacings--
groupiig does cxt and at exists e whers sav o help students Temay
not alwavs be done wisev o1 equutably: hut s s donc out of a comviction
that tor studenis to e ddfeanels and tor teacners to teadh cdtects el
stiredents st be ncarcdan different wans somcinues venanegial
vavs Sake and Fadoy o7

Teaching Arrangements

Thoye s vy Bde ntormanon e the stvey and hitoradare toview
concernng the use and cttecmaness of vanons eachyig arangements
i ool stadiecs mstracuon Thes ok s cunons consideting the advoc
v of team e hine ad opon space conce pta g the 197040 The ot
msighttad doat abont the use of sich g mgamants comes fronyobserva
tons made by ate obsarvers i the ©one studies of school sosems that

ertepdoned s b prcnees
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Single Teacher

From the case studlies it s dear thatsocwal studies teachers, like other
teachers, generally work alone The dassroom is a teacher's personal
space, his o1 her termtors, o turf. This attivude is common to most
teachers and is often dosely 1elated 1o then sense of individuality . 1e iy
abo ved to then feelings of responsibility toward then students, the
need to control what happens so that students will learn. So stiong s the
feeling that the only “outsudc 3" most soctal studhes students see m then
dassrooms are a very occastonal guest speaker. a siting digmtary i the
district. o1 the principat o1 department chairperson who s requued o
fle an observanon report.

Cluster and Team Teaching

Cluster o1 team teaching and cross-disapline teadhing occug 1 are
intances Fyen when mvobed o team situation, teachers sull work
done, rotatmy rosponsibilties tather than shatmng (Stake and Lasles.
1978) 1S a case of “vou teach today and T'H teach tomorrow.” T he nme
made avatlable modus evenv-other-day antangement s used to do the
housckeepmg tasks, o1 1o prepare tor the next dav's tesponstinhiies, The
use of team teaching for such purposes i part explaits win teachers
cemphasize admmstranve and teacher benetits more than student bene-
fits when disaissing team teaclung (Wiles, 1977),

Activity Centers/Open Space

The term acvany center”™ embraces a vanety of mstrucnon and
wes Inoone school 1t may be a completely free and open arca where
students chiose optional activines duting @ scheduled o unscheduled
pertod In the clementary school, tus spe of actvins center may be a
converted dassroom filled with “goodies™ and sapersised by aeacher,
In other s hools, the actovity 1oom may take the tonn of a socal studies
lab where students work on speaal projects, trome map-making to the
cnsttaction of acastle o the pamntng of a mural Such centers ae
probably not common o most schools

Ao mdudedan this categors s the center constiacted pat posels o
uuplement the open space”™ concept Here, both formal teachmy and
speatdl actnviies canbe accommodated The msttuctonal edimigues of
the souad studies teachier nsuch an atrangement are often dictated by
such tdungs ws none lovell miovement of students from area to area. and
pethaaps most unportant, the abiluy of the teacdhior to cope swath the lack
of walls and stincun e

Reactions 1o open space. wlicre it existed m the case study schools,
wore nused  An observer mwone school sutmimanzed his obsersanons,

Open space s g tolerared rather than an enjoved featwe of soaal studies
istruction The provaling vies s that the disincr adunnisteanon decded onthe

-
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open-space archiieciure and the s hado plan situn that conce pt Battso souny
teachers sard that open space micans no discussion i dass When dass discusion
s ted, the anm-waving, leaghter, and oral deagrecment us o dic potenial 1o
divtract over 200 other students tot unolved  The good news about oper space
is thiat the students can see that all the othicr tachiens cover the sane content that
thens does Hoshows them we e notbemy Galate (Stake and Faskos 1978 p
152y

Gnen then dhowe of walls or no walls, soaal stichies teachers
probably opt tor walbs—the sedt-contamed dassioom Whae open space
st 1t seens to be tolerated, at best The bvored wend tor the socal
studies teacher s the dasstoom, certandy at the Tugh school kyvel, and
maost probablv elsewhere

Time Allotments
Administrivia

I we can assumc that most begmning socud studhes teachers chose
theit protession out of a desne to teach it s no saprse that they are
otten shoched and disdlusioned by the amount of tine thoy mase spened
ott clerical tashs, what the bitter ones Label “adonmstinga 7 And they are
not done Lhe so called “seteran teachers” contimue to tate this pait of
thenr jobs as most atmovig and hosttaung, As one sad, 1 oadwans
thought that the man goal of education was waching keds, now 1 hind
out that the mamn goal v management™ (Stake and Lasley, 1978, p
i6 55, He was reternmyge to the vecords B had o keep moorder to
supportan mdadualized program Tnhes noand, this sortot bookkedp
myg might well be done by a derh His job was to teach

I he amount of tme tehen from teacdhung toy deneal duties depeands
i part on the secretanial sttt adistrict s able to support, the number of
ardes avalible, and the number of reports requned by someone from
aborve—-the punapal, the state. the tedoral government: Reportirequire-
ments have moashroomed over the past fow veans, requiinmg niore and
morc precse daty onnore and more subjeas How mudh actad time
durmg a das, o wore ikedy after schooll s speit on this tope o activim
o dhthicult to estgmate. even by teachers thensehve s becanuso it ssporadi
e There are peaks and toughs, depending on the mne of the
veas when teports are due

While o substantad porton of “adnonstinaa’ s necessitated by the
bureancranc tegorcments of the ustitution. the Goodlad study stroug iy
stggrests that we tall “wasted e’ s unposed by external torees Much
wasted timne mvolves acositie s over which teachers do have control,

tecesses that tutrtoo long Tesarely tanch potod. and dasses that wind
ap carlv (Denes Postc October THTOSE 2000 The vesult accordimg
o Goudlad. s that sowe elementay schools spend as hule as 1R and

O
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half hours a week oninstruction, while others spend as muclias 27 and a
half hours. He also reported that some schools frter away the final ten
davs of the school year, throwing away two of their 36 weeks.,

Schools that devote mote time to insaucdon use the day more
cfhicientls, but they do not have longer hiouts, repor ted Goodlad, “They
get down to business. A 1Saninute 1ecess basts 13 minates, not 30
minutes, and lunch is 30 niinutes, not an hiour. Phey don’t spend the last
halt-hour of the dav deamng up, becanse theyvve foand that it can be
done in five or six mmutes™ (Denver Pt October 11, 1981, p. 204).

Discipline

Disapline is a word kuown to all teacliers. Most agree that disapline
ts necessary to leatning, but their defminons of “discdpline™ vany
comsiderably. Discipline may be used i a narrow sense to deseribe a
teachet’s behavior with o stuadent wlio breaks a stated 1ule o1 1equire-

ment. It may also be used iu a mudi broader sense to deseribe the whole

process of “sotialization,” or prepating students to funcuon eftectively w
the “school world,” on the assumption that effective funcunoning there
will fead to effective adult participation in other social instutions,

Putting w1 @ nutshedl, most teache s seemed o treat subjea maner huosledge
as esudence of, and subjett matetials as ¢ means to, the swcahzaton of the
wdimidual i school Soaahized discipline sas the e franca or “medium ol
exchange,” witlun o school, ttanscending subject matter bavers (Stake and
Faslew, 1978, p 1624

No data were found on the amount of time teache, . Jdevote to
disaphme —eather 1 sts narrow or inits broad sewse. However, the
wational surves does provide some indication of how great a problem
teachers percene disapline to be. Interestingly, when compared with 17
other factors, mamtaining discipline was considered by fewer than 8
pricent of socal studies teachiers as a “senous™ problem. Less than a
tlnd considered 1t “somewhat a problem.”

[he velatively mmor unportanee of dsapline seems toconflics with
the e reasing amount o} attention given to stolence mthe schools methe
part ten vears W\ posstble explanation oftered by the sunvey authors is
that the question to shicli teachers tesponded it the suves retated only
to mstiuction in a spedibie subject wrea, not to school disaplme m
general

Preparation Time

Lack of prepatation tume is seen as g senons problem w the
clementany schools u the secondary schools, about a thind of the
teache rs expressed g great need for more tine bl into then work das
to plen mstiuction It s peiiment to note that there were signfeant
dhfferences m the munber of sabjects those teachiers teach (Weiss, 1978,
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For some. the five-class load consists entirely of one subject, say
Anterican history. For others, it may be three dasses of American

history, one of economies, and one of anthropology. The amount of

prepatation time requited by o soual studies teacher vaties with those
differences in respounsibilities, but those in the luter category are not
given extra preparation time.

Teaching

With the amount of time given to preparation, discipline, and
Adminstrivia, how much time do teachens have left for actual teaching:

g Acording o the teachers who 1esponded in the RTT suivey, sodial

studies teachers ue K3 spend an average of 21 minutes per day on sodial
studies. In grades 1-6, they spend 31 minutes (Weiss, 1978). Because
these are averages, the higures indude those teachers who “do™ sodal
studies i whatever ume s left over after 1eading, math, and other
thigs. It abo mdlades those who have o spedial mterest in soddal studies
and give it a lugh prorin - Phe averages show time spent on social
studies to be sub\ldnll.lﬁ\ less than time spent onwath but more than on
science. .

No higures wie provided in the survey data on the average number
of mutes spent at secondary levels i sodal studies classes, but class
periods seem o range fron 15 mmutes to 55 minutes. he standad
teaching load for junior and semor high social studies teachens s five
clsses inan eight-period day.

Another set of data collected by the national surveyv concerns the
wimmuie nwmbar of mintues per day that distvicts spedity should be
spent on patticular subjects at the clementary grades. The sodal studies
percentages are about the same as for science, but somewhat less than
for math. The werage numba of mintues speafied ranged from 15
mingtes for hindergarten ta 39 minutes for grade sis, The number of
mmates for soctal studies s comparable to sdience but bve to ten minutes
less than for math (Weiss, 1978).

.

Use of Instru-.donal Technology, Strategies, and
Practices

Technology

If there s one commor, denominator of soaal studies dasstooms
tlnoughout the natou, at s the contalie of canicabion matetials in
unsttucuon. The Bducational Prodacs nfonmation Eachange lustitute
(EPIE) reports that about 90 percem of dasstoom time, i both
clementary and secondarny schools, wvolves the use of anriculum

" materials Most of this tme s sponton commerdially printed materials,

manly textbooks (LPLE, 1977) Lessume wsspeat with teacher-prepated

O
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materials. T the initial EPIE suivey, teachets veported that 30 percent
of all the materials they used were locally produced. But a further
breakdown showed that of this 30 percent, 52 percent were worksheets
or exercises and another 27 percent were tests or progress evaluations
(EPIE, 1977). It is in the production and use of these teacher-made
materials thgt much of the use of educational machmery witto machines
and overhead projectors, in particular) occurs.

Printed Material. Nearly all sodial stuclies teachers use at least oge
textbook. Even in grades K-3, where they are found least often, two-
thirds of the teachers use them. The predominence of the textbook
increases from gradeMour to grade 12, where only one teacher in ten
uses no textbook at all. About half of all K-12 sodal stadies teachers use
asingle published textbook or program, about a thivd use multiple texts
(Weiss, 1978). Although size, region, wealth, and type of conmmunny
seem to have little effect on the age of textbooks used, there i some
indlication that stucdents in small schools are more likely than others to
study from "old” texts (Weiss, 1978). Overall, about half the classes in
the stndy were using books five years or older (Weiss, 1978).

Teachers are heavily involyed in the selection of the textbuoks they
use, etther individually o1 thiough committees of their peers, Only 3
percent of the schools responding repotted no mdivedaal teache
imvolvement (Weiss, 1978). And most are satishred with the teat they e
using, :

While teachers like and use textbooks, theit use of commerdal
printed supplomentary materials is cousidetably less, EPIES nationw ide
study reported tut the lagest number of respondents saitl they
"neither have used, nor plan to use,” any supplementay matetials
(EPIE, 1977). In summarizing vatious research studies, Wiley (1977)
suggests that only about @ quazter of sodial studies teadhiers use a variety
of matetials to supplement the teats Patrich and Hawke (1978, p. 9)
condude that "in gencral, most teachers make slight mse of various
published supplementary materials.” . * "

Machinery/Equipment/Instructional Aids. Althouglt teachers vely
eavily on printed materials to plan and implemond theds instructiou,
machmes influence what s done and how, Intae sodal studies casstoom
“the ditto machine™ has made the chalkboard almost obsolete,

Fhe most reluble means of insttuction was dependence on the spoken sotd of 4
teacher equpped with o dito machine. Even ashatage of wxtbouks could I
beuer conolled 1t one had o divo machue, ditts flad, and aceess 1o a
thermotax machine (Stake and Fasdev, 1978, p. 9:23),
*

Students in the Goodlad studdy also give evidence of the heavy use of
worksheets. From upper elementary thiough lugh schools wote than
three-fouiths of students reported using worksheets (Wright, 1980).

When ashed e national survey what needed improvementan the
wav of supplies, a thind of the sodial studies teachors asked for a bette

77
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supply of dupheatiug mastors tWenss, 10785 There are tew data on the
content ot the worksheets, but an EPIE suives iudicated that most
woksheets are review exerases o tesis (BPLE, 19770,

I wo other machmes tend to ponneate socal studes insnncion, the
film projedaor and s relaise, the fillustp progecon. Both are consud-
cred mdispensable and are wsad breguendy by some teachers, although
the film projector mav be “a frusttation, more bother thanae's worth, in
need ob repait, or constautly breakimy down i the unddle ot the film
past when the veal pomtis about to be made. ™ The call fos help to the AV
1oom v a fnistating but aceepted pat of the mstinction process, A
sty by the Agency for Tosttachional Televsion found that 60 percene
of secondany socal studies teachers wye bl at least once every two
weeks (Fontana, 1980).

After the tilm projecor and  the filmstip machine, the most
commonly wsed msuuctional ade, accordmg o the RIT data, s the
ovethead projector, wlneh s wsed by almost halt of the teachiers at feast
once o month (Weiss, 1973y,

Do machimes, projecors, and ovetheads have been avalable m
schools for quite some time. Fhev are staples, and they are nsed. But
1eachiers do not niahe use of moresophsticated and new machines, They
seldom wse records or tape tecarders, and one ot ol tso sees no need
tor the il loop, television set, or svideotape recorder plaver  The 1978
Wenss tepott showed ahmost no wse of compnters (Weiss, 1978),

Sumbarly, the compata s not a techimological inmnosanon towand
which soaal stadies wachors are gravitating, althongh there may have
been unportant cianges e the last several vears, sinee the stadhes
reported here warc made. Tn the R ETsads, more thén thiec quanters
of k=12 sonal stuchies teachers sael compuiers were "nat necded™ foy
then ustiucttion (Woss, 19780 A Nattonal Counal tan the Soaal Studies
repuit on cotputcts ur socal stidies dasstoots stated that while 74
percent ol 97 Ediimas suncved reported wsig computers for mstine-
uonal purposes, social studies courses nsed them far less than dud
mathematics, natatal socenees, bustmess, and language ants couses
Dicw, 19510 The author sugeests one ayplaaason s socal stadies
whens Lk of anum i the ase o computens .

Commonly Used Instructional Practices

honowmg with e teachers teach, we move now o exammne /o
they teach Bothothie REE sunsvoy and Goodlad's tescarch osploved tas
questot From those tcounces data amcrge o shows the predominame
of thee ustuctnonal strategies and 4 smattening of several otha
pracices Wo wall deal Besewatl the iuost commonls used practices

Lecture, In the R suiven, tcachers were ashed to descnbe the
frequency with wluc thes wsed vanons msticnonal actisities, “leee
tnre “headea the st Althongh not defmed mthe swvey e s undihels
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that teachers mterpreted the word lecre methe collegiate sense, that i,
teacher exposition with little o1 no oppottunity for stndent questions ol
challenges. Instead, it is like!y that the word was interpreted as teachern
“talk and demonstiation,” the terminology used in the Goodlad te-
search.

Feachers repotted using “leciure” frequénty trom the earliest
grades throughsenion higlh, its frequency nsug sharply from kindega -
ten to grade 12 Even m grades K-3, almost half ot the teachers lectue
“daily™ to "at least once a week,” and one out of five lectures daily. Ouly
27 percent ot K-3 teachers never lecture (Weiss, 1978).

Dependence on lecaning iaeases steadily thiough the upper
grades Over a thind of 4-6 teachers lecture at least onee a week, @
quartet ledure dails. Inthe puwor ligh over half lecna e at least onee a
week, a fitth daly Atthe lagh school Level the daily use 1ises to a thad of
the teachers. About two-thirds of sodal studies students Iisten to a
lecune atleast once aweek, aquarter of thendaily (Wass, 19785 1n the
Goodlad study, stadents were ashed 1o report on the instiuctional
strategies they expenenced. Ninetv-three percent of upper elementany
studens tepotted we of lecture in their dasses, the hgure 1ose 10 94
percent among secondary students (Wright, 1980

Actarding 1o the Goodlad stuads, the majority of students like the
nse of lecture o1 “teacher alk”™ (Wright, 198,

Discussion-Recitation. Rualiug lecinie as the most frequentls nsed
trstiuctional pracice s disciission. Agam, s impossible o the data
to hnow exactly what discussion means to teachers who weport using it
trequently i thenr dasses. Does the tenm mdicate a ttue exchange of
uleas ot smply teatatton with the teacher asking the quastons and the
shidents gang the answers?

Whatever it eaning, disausston s a popular strategs. Over halt
the K-3 tcachers urthe RUL sarves and two-thids ot -12 teachers
reported holding dncassions on a daily bass (Wens, 1978). In the
Goodlad study of upper ddementary and secondary students, about 80
peieent aeported that they experienced the pracnce e then soaal
studies classes (Wright, 1980y, »

How do snudents feel abount dass disctisston® In the Goodlade
toscatcht about 60 pacent of uppear elonentarsy stadents sard they hike
the piactice At the hugh sehool Tovel, 83 percent of studonts sad thes
ke distnsaton very much” or somewhat” Only 4 percent saud the
dihked it “very imnch

Individual Assignments. Stndents spend a great deal of tme
completing indnwdoal asstgnnents—most often, wiiting amwers o
questions (Woght, 1980), Some of thoe asaignments are completed
chass, isaially follosang a teacher leante or dass discussion. However,
other assigninents are the basis of homework, In pait, mdindual
assignite iis ate nsed to Cable stude nis o lcarn new wtovmation, 1 hes
alser serve o ramforce previons learning op give addinonal pracice i

ray
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skill development Howeosar . atlun ! funcion s to hielp the teachien assess
stident learmng

Less Commonly Used Instructional Practices

Inquiry Discovery Learning. [nthe 19605, the "new social studies”
moverment. mmcdn touted by acadenies and heavily supported by federal
funding, attenyy ed 1o engage teadhers w the use of mguiny ot mdudtive
teachung methods From the RTL smves, e case studiese and the
htetature teview, we have evidence of the extenr to which this instrue
tonal pracice s used some By vears atter the magor pishiio establish
1 Jassroonns actoss the ndation

Onb 5 percent of umor lugh and 20 percent of seniot lugh socul
witdies teachens vegulathy iy 1o teach the sdentific anabvsis of social
problems (Stake and Faslev, 1978). Strategies and tecimgues wsed by
soctal stushies tachers at the secondary level are nat commonldy devived
lom the mquas -orented, saenibic approgches nsed by soaal scientrsts
s fudhing supports eather weporis that the extent of teacher aware
fess about new soctal stadied matcnials was faitly igh, but the use of the
materials was low (Wiles, 1977,

A majot condhson drawn by site reseatrchers s that teachers do not
tend to e namal mquaers thensehves. They ginve small place i tlein
teachmy strateszies to the desclopent of systematic modes of reasoning
Where such practice s found, 1 may be mote a part ot the teacher’s
martre than the resnlt of recont nends and canncelum development

Values Education. Folluwmyg on the heels of the “uew soaal studies™
mosement was the enplasts mothe late 19808 and ey 70 onvalies
the soaal stadies dasstootn. Although a vather amorplions wea kg
ditferent nsttacnonal fonns, thie mrent of most salaes educgnon was to
help students dlants then owitand others value postions, From the case
ey tesearcl emerges the wost insight mto the use ob valies edncation
1w socal stndies classes

It appeats that the most penasine teasatt for not udng sotne toum
ot valiues educanon s the fean of negative teacion from the commmuniin
1 eachers and adimgustiators wor s that the encoutagement of question
myg can stumulate conttoversies, wh@® may not be wise 1t iy sater, mos
believe, to stk with the faces aud leave values danticanon to those whe
wish 1o take the gamble

s restlt, where values teacling does exist 1t s mote apt 1o be
montcaton than danbcanon yen thus s not common, teachers snph
day awny from the wsne (Stahe and Fasley, 19780 Theretore, the
handlng of conttoversial ssues, meducing calues, s appaenth not a
utagor probleat i the sooal stucdhes Howsever, some oy wlence sugzess
it soceal stadies teachicns actially have more freedom me deabing with
connoverstal ssues than they realize ad nse :

O
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Community 'E ;f{rieucc-Based Instruction. .\t no grade level s
there hrequentaisd of fied tps as an mstuctional practice. bighteen
percent ot K=3 Teachers ke a held toap ar least once a month, 33
petcent take some trips, and 19 percent neser go on fiekl nps, Afier the
thirel grade, the use of fidd tps diops conmmoushy through the tweltih
prade (Weiss, 1978),

Fhe mbrequent use of field wips may be the resalt of increasing
pressute to spend  mote tine on what some teachers call the 3 Cv—
course, contont, aned dovetage the problems of supersisig large groups
ol students, disapproval of weachers inuther disciplines who rese ni then
students “missing class™, and Lk of funds. Althongh the NSF sue
tesearchers did hnd cxamples ot concerted, well-planned expenence-
based st ucnon it was tare, where it did exist w licked the suppott of
most teachers,

Fle wotk of Newmann (1975) and others mndicates the mam
possibilies offered by expencnced-based mstinetion. " or example,
wictships i a maltaude of gosanment and avig agencaes, perforned
by setious stadots who want 1o combine the knopledge of the past with
the wenay to ne the present e a producive wav, have become
comton e wamy schools and many socnal studies programs, Lhese
wtcsinlups cnable socal studies students thieughout the countiy 1o
combuie setvice with learmng o the most practcai and powarfal wav—
un the job T some aases they carn soaal studies agedins towand
gachitanion, meathors, theys smply becomne unobed wapplang wha
they have alteads learned morder 1o legin moe

Unit or Course Projects. Social stidhies stiddents are apt 1o bhe
mvolved i a project or the propatatien of ccportat leastonee amotsth,
exveept i grades K3 where progedts and vepors are used aboat hait s
olten. and 2% percant of the teachers there never wse them (Wens,
1475}

Simulations. Sunulatons, induding vole play, debates, and pancs
are ansed by omiest 1o hers less tha once a month, with one e fne
teachers inshoanng that they are never msed (W gis, 1978

Modules, LAP, and Programmed Instruc/{on. Poss tha thed ot
ottentsonalsidics o hers ever use progtange d msttocnon, g ceeost
atthese wse cnceomenth ot oy OV ens, PIFERWhere packages’ ate
torwd, the v e asaally pane ab the schoolwadeAlon o upplement an
obicenne based catncalim Winle sotnc teadirs find packages to be o
hoon for sondepts who Lk selt-ditec aon, ull|§~ furl thamn ancreanne,
restncing abtlite 1o swach apptoaches as the need anes, o o (:\Sv
advantage ot cal “teachuble moment.” Some complan that sach
st netion s antsocal, plaang stielents i solatwon, awas hrom the
socl mretacion that should be o neaper chmractensne of socal sidies
teac g and Teanmugg. Proponcnts of these technguds cnncee the sy
trachers use pachages, not the packages themselwes

Y




Fontvvae fromudd Prese i on 3

’ Contract Learning, 1 he nse ol contiadts s not common m socl
stusdies at and grade level When ashed towank 16 msttucnonal tech-

myues according to ther frequency of wse, eachers placed contracts

net to the botrom, jostshightly abiead of computers (Wess, [H78)

Evaluation Practices

Whatever mstiactional tedhimgues teachiens use 1o cansey ey
stonnateen and build undastandimgs amony stadeits, wost 1eachicrs
regard some sott of evaluation of student progress as essental. Exalua
non helps the teachar toassess stude nt progress and students o evaluate
themsehes, The RTD smivey and Goodlad™ tescard gne s some
wdications of how prevalent evaluation s d what tedhinques of
evaliion are most commonhy practiced.

Teacher-Made Tests. Acconding to RIT data, students trequentls
rahe tests of teacher-made quizees, Fory towr percent of teachers give a
test at least ence a week (Weiss, 1978) Fertn pacent obf k=3 weachers

onby 1 percent never e them. More than halt ot secoadary 1eachers test
1 sotne forw at least once a week (Wess, 1H78) o

. Mot of the s aaad anthe Chasstongn e opposod veowotkbooks canl oxdiose
heet—were developed bothe i het, olten vsing guostions from another o
ot o the ioabuok on i her gade that aoompawest the gesthoak These
teacker maede fon e mach more desely atuned e wdiat woteally ogouried o
Lo and as part ot the laborators sorh o homessak dan distin 37 objecioes
haed tests, the pablishea o, die cntonon tetetamesd wots o statidardhsedd
testv—.atitd 1o e sare, thore sere veny few ob thoe mote fortesd st ame nis o
b seen e atn of the schools Stake and fasdey, 198 0 1 T

Pregqueent tesung v seen s an mapottant way o teaching and
makingt ertnn thar students ave learned. T s abso viened as agoed
way 1o acfomplish one of the mago yoals of teadung the socabeanon
ol students OF 1eshing and sedshzaton, Stahe and Tasles wate,

Ahthough fonmad westing shid ot seom toosatists sk ot the tcachcs s secd o
ey what the s adens hivcow, 1o dad seoi teo assesd an socuadie g studens
and sntarnnng conirod ovon tho Festinyg soas iehed v o oo et ate the
sudens The adoimation provsded by e seend e o me tie
pastihicaton of pust decswonscand the alloctem of futhor opporio B Stake
wed Fanley 10785 p 10

Sturdee saielicge that seachets hase vens et osperose wthe fickd
of evaduwatesr Then wchngues tond 1o be confined 1o objeane and
Caaan teats, ooy dise s, sl student papers, il basad oncontent
ahermves Aales, 1977

Recitation, Homework, and Exercise Sheets. \thunoh tewhen
raele et represent the most common fotmal” moms of student
tanng, shdent esabiaton socommen ditmy ceataos pogeds Stake
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anted pasdes s o thont saenmnany o Bindies toeon the case sradies, e
dopmnant tosm of st oner the bt Sl e ~ sl beend reomae g,
atc mtormal hind of 1esima tahe s thon cvanreaon, a omore tormal
hnd cB9T5 o p 1Y 0 h - '

Assigning Grades. 1The ticguen o wah sohacbotosts wie admmstercd
wierened Taprdiy atter sinah graoed o Jone neserd Pl s cpatible
aith the i reasing use of Gonpe oD o one moso fron nderganten
o grube 12 Stadents oy be graded oo nusesing of things — ko 1-
ede atitades, pertormanes ot whirch Iz o1 nuny nof be o sesalt ot
watal sindies rewchmy Wkt the eoent emphuasis on bosies and
LIt socnak promouon b ot deappeatmg. sost east conpng
undder serumm Yon getwhatvonccarn sbaesaming more ared moss the
bkt e meerading Hos o patosbacds sepra tane o buhit of paseonts
vosmorr abwent gyosdes

NOHE PR v staprowa ol e nhiers g e peractie ey N foo 5 Tross oba
ared clie v wche sy were ke by s prave st taonabila tety eatine ot ihe
s her wwreahibty and paparnalitn The trachier ansnalice ooidd nun o 1o
[N ST TS SR TTTTIY x,uu*;hw for sl o the ;.(!\/l" ot oot atppndde 1 the
boehe s antes prctmon vem goed sondeas Stabe and Basloy 19T 10

Cantun s toshot sendenss thironghont the sees snon e thonphi
stachay o probablie nor g Lk thist socral stodies e b s velinh Mo
racndat gy the et anpdeasant and detrsbing part ot thon obs 1eos
costnen fobear soachers sy Do o teach hut Phote e ¢ ades
Phos votdon then dedi otion 1o ther stidenss thenr devire 1o o tha
teht ffung tos each of thea chong ~ ad thar Ten ot domne Lo ee
with ¢ upehe o da pen :

Standardized Tests, Stardardized tests vie use J inoge to vpurothy
erados Beotrhay e pnehes ToE Dnothe RET swnven bt ot the ~rdned
distsntapedd themoa b bolaaes andbondh arhnd ot dhe distrpcts e 7 10
chessty 1 ¥ 0w 197N

Moo Qran bodd ot thie cdeme nany scheaborepontesdt sy e nad
wed ey teadts st ad stiehes oroport s teachiers o pravenis place
studdena poveme diad cheoe s and reviee o abarn Aot s tay nee
the pisuits 1o place stde pts i cbse s o thie i o1 60 disrnose
s e oy mdveadoad sadorosy T e condam ol s thie v agdts tog
s sty e et D smone tha Badt b hg sobeads e iopeat 1

¥
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Fac(nrflnﬂuencing Teachers’” Choices of Instructional
Practices

i
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tagu BT probabds s vhes themsdlses weore noaght Fhey e 1(’({\‘131\: i
thertge bt wianded sheprical aned cantens

Inthe eur < of sonnd studios teachers, mopovations come anud go w un
verdbanny techiolegs tears s veby head withomore and snore maechunes
tonnaste e and e sleas How ke tountans trom edicatons molated
troms the day tosbay teghinn of the chestoogn dipeainas come rom
sottge vme s othoe sotne where il nwee u!(k;_: what shead be done
the lasatewan But teachors 'h!'m,huul ioall seone rhar thes wall
ompnne o the omes she doode 1o 0a®p 1 Togpan 1o Gacourage o
Blow b o1 sptaplhy to todorate

Personval Competence and Behefs

Prrsonal Beliefs. Probabiv the rmost prsabul of all intluepoes st
oie that s s anposed baihie natioe ot the reachor as o sdindid
Too b e cand ddepana o thet pe ssond stremghs, sedeonng thse
wrin s b wche bothos e g soantortable and cfoornve Bloosons
e sl stucdtes 16 hcrs ttnehe abod Bow 1o twach are based on s b
the v teed i beot ton ther stadents atd on bios those stade nis feagn most
ety

Preservice Education, Prow iviee edincaion v o kel sinace of
teas bors posonsl bohicfs aboat st fronnad o Hectn g Apprarentho
bos o nftuence Abot aotbird ot reachers ot grasde fesels V-1 2 and o
sora shat higles proporon ot wtades KO3 conmder than vobloge
Pontses o fane bren very nsctul o sonoes o mtoronnetione Vhout it of
toschiens ar ol wrraede fead s copspder the conses 1o have boon s leass
sornOndnt use ful cWens 1aTs,

o U e s v by Sk e tnd Othiers 9T e et e goneral
. ih»vuuf.:m rebatiantnp botween clasroom tee hers apd anneran
mtw ctodater speordints stggest that ths oo cbubness feachors asontbee 1o
prese e cdooaner st corne Brom subgect matta not ansty v oyl
fvonne Eennments fromn e whers otter sugge st tha thon preservae
vontse s canph eazed the the ot sl w hale 1he o l.n;_r:;mm de pands the
h

TR AT - .

Admupstratooe Influences

B arane Toachie s o o wipienes ol Browt cistr et 1t i te eneenyable
thot stheast wane v chosee ob st ucooaad methods would depondd
o e ashe s ot et st boond and dmidration Stake and sl
s observers caosed that chastonnn teachiers aned adisimstngors e
polated bron o wchiather st conse gt e teas ey do b e suenn
oot naated dhstrn e sonme i mtormed o suthiaenth oot e
dooat ot bmons oo the hescon sk and Fasles 19750 Neverthe
CRSEEEEE T TRCRN PN AU ST TR R b these naderuateh mtornad
adreansty deas Mot o b e telt powerles o ke acion tha
aot b b e the boandarres oSstabe d Fadey 19T o 0T
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The other side of the comns that admmstran e boundasies do not
wepinge much on teachers i the own dasstooms "At most sites e
reacher had a great deal of leeway as to what would be covered w the
(\ coutse of study and as to how time would be spent in class ... (Stake
and Baslev, W75, p 19 17y Thus, adunnstiative restiaings and expeeta-
tons are set, but tor the most pat the sandainy of the dasstoom 18

protected and readiers do not teel gieatly constamed., ’

&

\ School Climate .

Whatever a teacher’s preseryice education, presions msen e expe-
Fences, or ditriet pohiaes, he o1 she works m an ndis ielual school with
2. ambiengs of 1ts own In the words of one site obsetver.,

The achook haye i es of their ow i exisung as ovganisnis exit. 1o 'heon with i
perpemanng themsehes gnd proweanny agamst assaalt rom withour ¢ 1 he
philosoplis and stvle of the punapal ane the nadiions and ool stideute
withii . single school probably have miost 1o do gith the educaronal program
. there (ke amd Faskey, 1978, pp 2,23, 2 20 ) 3
What hgppens to the teacher mn these AHEONOIMOUS Ol TN
Accordmg 164 Stake and Faslev! they become mstitntionalized o at least
soctalized int the school's chmare
+ Althongh difhcult 1o dehne aned quannfs. it appeats that the
pretahing schodl dinate. as exemplibied by admmnstrators, students,
teachers and the phyacal plant, v o poserful mtuence on teachers
choves ob mstrinonal practices Any movement 1o reform’ ol change
teachers stne nonal precices must take mto account the tacus of
school dimaie and recogmze me 1estanmg and suppovine potennal

U

* a

Community Influence

Becanse schoods are jocalhy supported institutions, cenmungs es-
o peee ymnn\ argl wisiies have alwass wenrhed prommenthy i edacational
devivion mabbing The mtlnence of commumty expedctations on teadhens
chorwes of unsttacnonal pracices takes place earls on ~m the g of
teachers bromadl the case study obseryations, Stake and Fasles coneluel-
e that

. Teackers bad been caetulls seleced @ it commumny and that tear heis
werd arecs not to put chaldret i parents o agnish=-s0 sote occastonally
went o bar ont A the comnmants, the patents and the vootuesiens sould e
thenndus seldom turthet (Stake and Fasles 19758, I 2% '

-

This s norto sas that all 1eachers were alike What seemed 1o cme e in
cach comigbmn was 4 comforable s of “relatvely stern: socralizers
sl relatnely hberal soaahizers” (Stake and Fasles, 197K, Pl 25

Withm the seidomw detimed but generalld andestood expectanons
ad the commumy, teachers choose then istincnonal methods Aosg
parents seem to agree with the heasy dependence on the textbook,

-
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~—Jdetmnrecand teataton Phes Jearned sath sudime thods when they wont
« 1w school They did not wse smiubations, wole plas, and open-ended
discussion, theretore pacents sic ikely o tegand such mmovations as
Hunand games T Leadiers can avord questions about then teadung
pracices by spuph avording the nontiaditional practices.

[ he back-to-basies movement b helped demonstrate hénw dosely
teachers and L persons tend 3 dunk alike o migtters of mdfuction,
Winle some teachers hane protested back-ta basies as aorestramt ou then

L-l»mllc ot ustiuctional practices, most have no complant and mdeed
support the movement Stahe and LS er tound that in discussing back
ta-hastes. @ huge number of teachers said something hke the siseh-
grade teacher m Rnver Acres who wiswered, Backr We never left”™ ™
istahe and Fastev, 1978 p 135

Research Findingq'

[heotetcalls . one mfluence on teadiens” dhotees of mstiudaional
watenals wonkd be budigs from tesearch on cogpition and teaclung
methodology Nowhiore mthe soutees tevicwed was there dinectan? a-
wanon on how mwuch o hers use such mtotanon o make deasfons,
In the nanonal suives, 10 1o 15 percent of socal studies teachers
constdered profosional joutnals a very usefud” sorrce ot anformaton,
but 1t s undden how mach, it ans, of the percened usetulness iselated
to 1eseaich frndings

One himtation on ¢ teachor’s use of rosearch findmes i makmg
st tional decmons is the natinc of such indings For tho most pant,
teseaieh related o mstincnonal effectneness has nctted few conaete

Canswers aswets that are detimtine and that saggest nmnedrate apph-
cabihs by teachars Tiosummarizimg the reseatady ravrewed fora 20-vean
penod, Wilev wittes
{ Lurge propottion ob the cfectnoness tescarche conductcd i the soced studies
tals ander the heading of 1gyeardh obmstincbona methods and mach ot this
foCunes Gl Ll tous 1 nu.d\(ﬁm led cnncal unkie anguas . and the hike

, Mot bt toseatch shows no siginhicast ditferencos bepsean cotwal thinkimg

»  mothods and soallod readhinonal v thods MWalew 1977 p oty
L
. Martorella moanother summary of fesearch on cogmuoen, teaches
the sane conduston but abso addiesses the question,” Does eseaich ell
v am thine about the effeats of sostircion on cognnne vartables®
L Resew chcanabwas e assomething The ssuc s bow isetud the anwe s And
srach of the potanttl wsebdness of the answa depends uponhow soe peree ¢
w o Hundkns and ot 1977 po i
. Martorella goes on torsay that there e some dear-cat fiindims
concerntg it hona vonbles NMuadh s alicadsy known about se-
quencng and orgazang st uchion © favhitatc 4 natrow range of
counune ounomes  There are a num[:u ol speabe models and guade-
O ' @
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lines suggested by research for teaching facts and concepts™ (Hunkins
and others, 1977, p. -16).

In summarw of the fictors that influence teachers’ choices of
instructional practces., the most powerful are the dimate of the school in
which the teacher works and the expedations of the comnmanity in which
the school is located. The influence of these sources in large measute
shapes the thinking of teachers and ultimately forms their personal
beliefs about which pracuces are most effective and pracucal. Pre- and
inservice training. behavioral objectives, and research may play a role in
shaping choices. but the messages from these sources are hltered
througlh community expectations and school climate. Those practices
that prove compatible with dimate and community are the ones most
likely to enjov long-term use.

Conclusion

We know imuch about how social studies is bemng taiight i the .S,
today We Know, for example.. that mosi sodial studies mstruction,
regantless of grade level, is conducted in large-group arrangements, led
b. a single teacher rather than by teams or in clusters. Aside fiom
mstruction, much of teachers” time is oecupiced b gdnnnstrivia, dinar-
pine. and preparation.

[he most common tols of the teacher™s tade are texthooks. dittoed
worksheets, and hlms, which are used in lecuning, leaehng reditation,
and making assignments. Teachers do not make much use of * mnova-
tive™ practices. They evaluate throngh teacher-made tests, teditation,
and homework assignments. L

In'inaKing instructional decisions, *eachers 1ely most heavily on tlie
expectations of their school and community. Because of tlus, the public
and the school administration support the traditional methods the
majoriy of teachers use most of the time. .

. ~—
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Chép’réféevén» N
Six Problems for
Social Studies in the 1980s

SPAN Consultants and Staff |

MUCH OF A POSIEIVE NAIURE CAN BE satD about the schooling of
Americams. We have a high level of literaoy, a high and increasing
average number of vears of schovling, students who show a zest for
growth mn certain aspects of their lives, many fine educational materials,
4 broad base of public support for education, and many aeative and
dedicated educational persennel at all levels of education.

Nevertheless, there s widespreed aticasn of the state of education
m the Unded States --on the part +f (he public and many educators, as
well as SPAN consultants and staft. The tocus of SPAN, as of many other
recent studies of Amienican education, has been on the shortcomings and
on the potential for improvement of education. While the heralding of
positne accomplishments might be good for our collective ego, andd
pethaps has been neglected mrecent years, onby an analvsis of shoit-
conmngs and a vision of potential are likels to bring about improve-
ments.

in 1ts broad review of the state of social stuelies, Project SPAN has
wlenohed sing magor problors, which serve to focus s formaulation of
desned states and 1ecommendations for social studies. :

Problem 1: Student Learning

Many students leave school without the knowledge, skills, and attitudes that
are mportant and desirable outcomes of social studies programs n addition,
many students do not hike or value social studies as much as other subjects

It appears that the knowledge, skills, ana values of sodial studies
stidents are wadequate, and that there has been httle or no improve-
mentm recent sears. With few exceptions, a comparson of NALRP scores
from 1969 to 1976 and 1972 to 1976 and MAT (Metropohtan Achjeve-
ment Test sccres from 1970 10 1978 qeveal the following resalts for
soctdl studies knowledge, shills, and attitudes. little o no improverent
for elementary students, no improveasent and shight dedhines for junion
ligh students, signibcant dedines tor high school students (NAEP,
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19784, NAEP, 1978b, Coppernan, 1979) Relerence to a different data
base—seview of rescarch—leads o similatly discoaraging news related
to attitudes and salues. Programs designed to improve students’ poligical
attitudes, values chuiheation abilites. and levels of moral reasoning have
not demonsirated substantial success (Ehman, 1977, 1979, Leming,
1979: Lockwood, 1978). - i

Finally, students do not like soaal stuches vers mueh and do not
believe the subject is very important to thea lives after school. While
there are exceptions, most of the tescach evidence from questionnaines
and obsciy ations pmnts to widespread lack of student interest and
motation (Wiley, 1977, Stake and Easlev, 1978, Weiss, 1978, Whight,
1979). Student lack of intetest. indiftercuce, and boredom seem to be
provalent i sodial studies classes, espedally at the secondary level (Stake
and Easley, 1978; Shaver and others, 1979a),

Clearly, lack of stndent mterest and leaming i soddal studies »
mapor problem o be addiessed m the 19808, Why does this problem
exity Eaplanattons mav lie m descriptions of the fonve other problems
tacing sodal stadies education.

Problem 2: The Culture of the School

The culture and srganization of schools, especially at the secondary level.
focus much of the energy of teachers and administrators o matters of
management and control rather than on the teaching and learning of souvial
studies particularly the teaching and learning of higher-level thinking skills,
participation skills, and democratic values.

his problem s not anique o socal studies. The power, stobihity,
and complexitv of the school and classtoom (nltme were largely
underestimated ot ignored by canticelam retormers in the 19608 qud
705 This 1eahty, howeser, penvades, influences, and often hindess
academic pursiits—-patticulatly efforts to bring about change—m the
elementary, junion, and semor high schools, This mportant condlusion
from lhml.mu stuches of the lastdecade (Satason, 971, Jackson, 1968,
Caisuk, 1979 Lottie, 1963, Goedlad and Klem, 1970) has been con-
himed by recentstudies (Stahe and Lasley, T978, Serow aud Sthe  1978)
anrl analvses (Hohnan, 1980, Grannis, 1980, Anderson, 1982),
Schools, espeaally at the secondary level are characterized by a
high degree of speciahzation, herarchy, tansient relationshaps, work
based on cociaon or exttmsic vewands, atd major emphasts ou msttu-
tonal mamitenance, wlich often conflice with lagh qualinn seavice for
“chents.” The central force underlving the school calture s ats comant-
ment to woouhization  proparing vouny, people to be good students (to
catn good graded) awvl good auzans madnlt s ety with emphasis on
existing notms and practices (Shaver and others, 1979q). Wahin the
school, this wmeans teaching students o 1espond prompthy to bells, to

O
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| tespect school properts, and to obey school tales. Within the dasstooni,

this includes teachig students to pav attention to dinections, w be quict
| cduring lass preseutations, o get assyzumients 1w on time, to respect the
t nghts of other students, and to obey the teacher's rules. v

Comsistent watke these efforss at sodializauon, teachers and adminis

trators devote considetable time and energy o mantaning ovder and
disapline aud wanaging groups of students. Often, the teaching of
subject matter eithen is sacnficed—to take attendance, 1o issue Lite slips,
ol to stop o student from daydieaming —or ity wsed as a mwanagement
device o example. by using class time to have students wiite answets to
the questons at“the end of a chapter (Stake and Easley, 1978). In
addition to sackeosart cfforts atsodiaization, most aspects of the “hideen
. cericalum”™ cotves simglar messages—the physical setup of the dass-, :
roont, the teacher’s benevolent authontanan posture, and the authorin
structune of the school, Teacher-to-student interactton s the dommiag
mode of commuuication wather than o combination that ndudes, for
cranple, student wo-student o1 stndent-to-teacher mteraction (Markea,
1980; Frelding, 1981).

Moy otlier aspects of the school cultute that affect students do not
necessatth cohance acadenue learuing. These mdlude the sheet size of
mans schools, fragmented tme schedules, and the nature of tests and
gradiug svstems While icachers, administiatons, and comumuanty me-
bers glay share a connuitment o the effertive soaalization of studens
(Stahe aud, Lasley, 19781 aud the manmtenance of « beuevolent authons
tanan sttacture alien diverse positions inthe ssswe sotetines vesult e
conflicts: m unmediate goals. These contlictss suiface dlearh in the
plamung of ficld mps, for example. A teacher would like to have
students engage ma communny-based actisuv, bt the prindpal s :
worned about tramsportation and Llawsuts, the assistaut prmapal about
acainate attendance tecords, al the counsclor ot other teachers about
stidlents missing other classes

In additon w the problems related 10 the orgainzation of the
sthool, many eleent 1¢ studdent saboultnne trn attention awa
from organzed leavnkg effores mclading frcndships, sexcosponts, and
other exttacutiicular adgaaties USex Rated Below Foends,” 1979), The
franmuentation of cftort may_be mtensibhicl ma lnge school wherd ies
tmpossible to relate to and knowgervone persoundly (Panel on Youth,
197H Development of a humane Nggate awd sense of comumty iy
Luge schools tay also be more difficufd, therehy hindening idenafcation
with the school. tmning atteny@n awav hiom the cential goal of
schooling, and possibly encowragitig vandalisim and violence.

While all cutncudar areds feelthe vestvictions and demands of the
culture of the school, social studies ¥y unique m the degree to which it
fids ws learnng objecives m couflict s the ¢ ultare, Although social
stuthies s charged sthteacung the fundamentals of detocracy, schouls
ate a thortanan ssstems e lnghest level skill and value gbjecunes in
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sucial studies call for stidents to hocome adtive, particpating decision

makeiv—et there s lutle opportamty withun the school setting for these

shills to be pracuced amd evaluated. Consequently, while teachers ot |
uther subject areas may find then teaching objectives limited by the

school calare, sovial stidies 1eachiers mgst confront with then studens

the eser-present disaepancy between what they preadh (democatic

prinaplesy and what thes are vequured to pracice.

Problem 3: Teaching Practices

instryction wn social studies is generally charactenized by lack of vanety in
teaching methods and evaluation practices, by himited kinds of tearning
expeniences, and by natteption to the mplications of edu.ationai research

The domumant methods ot mstieaton i soaal studies are lectne
anel discuss:on reatatton based on texthooks (Weiss, 1978, Stake and J
Fasley, 1978, Shaser, Davis and Hetburn, 1979b, p. 1531, Patrick with
Hawke, 1982, Fancew, 1982). In a tvpical sodal stadies lesson, the
teacher assigns stdents a section of the text o read, follows with a
reatation based on the teadmg, nforually leaianes onthe topic, angages |
students e a discussion that mvalves students” amswering questions, o1 ‘
has students comiplete st worksheets indass o as homework. While |
sutne of these materiads mdude decision making and s aluing questions, |
lttle sociad studies mstructon engages students me using o vatiety of |
matenals o1 partapating mactive experiences such as tole plass, action |
projecs, o mquiny acivities, either m o ont of the dasstoonm. Maost |
nistruction iy socal studies eccuts e lage-group setnngs with little wse l
of small-gronp ot mdivadunal approaches (Weiss, 197R).

The evaluaton practces most commonly wsed e soaal studies ‘
dassteonns tend o remforce the dominant insttuctional practices The ‘
predommant evaluation procodures aie objective and essay tests, assess-
ment of partapation i cass discassion, and grading of student papers “
(Wiley 1977 Au esannnation of the kinds of tests, homework assign- i
wents, and ¢ lass discussion tasks comtmonly used indicates that teachers |
cialtate students ononly avery narfon wamge of variables, prismauly |
lows -level cogmtne opcrations sucas tecall of mionmarion and applica
ton of concepts (Rappaport, 1978). Generally avarded in evaluation are
ssthesis and cvalumon, reosomng shalls, and crtical and aeatinve
tnnking  Althoagls papecand-panal tests can measare higher-level
thinking opetstions, most teacher-made tests mefact do not (Stake and
Fasles, 978y ' |

[ recent weats, thetre has been constderable research on learmung |
and stndent desclopment, bt fon socal studies teachers are awaie ofor |
' whuenced I the vesalts of such sesearch dWaley, 1977). While Shaver |

o749 and athers have compddhinghy pomted out the dangers mnving to ‘
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apply the results of educational tosearch to dasstoom practice, some
recent reseatch svutheses suggest useful prindiples for justiuctional
improvement. One such example is anvartele by Peter Movwetla (1979)
that offers several research implications for instiuction, for example.
“The use of questions organized insome logwal sequence inteaching has
Asignificantly positive effect on leaniuny compared o alternative ap-
proaches. ... In addition, macasing the amount of time given for
students 0 1espond o quesions tends o nproyg the qualiy of
response” (pp. 5399-602; see also Rowe, 1978).

Responsibility ' or the failure to make use of sudh research lics in
part with tescarchers who do not effecively communicate the esulis
and implicatiousof thenr work to teachers, m part with teachers who ape
unreceptive to the work of “those people in ivory towers.” and in pat
with the lack of oppottunities for 1esearchers and teachers 1o interact
with each other, Whateser the teasons, mostinstruction in social studies
(and other areas) is ot based un or tesponsive to students’ cognitive and
soadl developmental needs and abilities. as these are reveated by
research,

[here are many reasons for teachers” heave rehauce onteatbooks,
for the lack of vanety i theiv imstructional pracices, and for then
wattention to new 1esearch. Athough sone teachers complam about the
reading levels of tests, most teachers generally like to use teatbooks
(EPLE, 1976, Klein and others, 1979, Textbooks help teackers ovganize
the vations bodies of kuow ledge they teach, partwculany af they muost
teach disciplines other than those mowhich they have formal taining. Ty
an eta of concern about "hack-to-basics™ and proficiency testng, the teat
s an acteptable, concrete resource for stadent learning. While mam
matetials incorporating vaticd leavmng acuvities have beon descloped,
few preservice o mservice traning prograns have cphasized practical
wavs to use these tedungues, Teadhiers toled case-studs mvestigatons that
then 1esoutce people “lagelt del not know the ealities of thei
lassroom sttuations™ (Shaser ancl others, 1979a, p- 16).

[eachers who know about and are predisposed™o use a vaniety of
untiuctonal practices may hnd it difficalt to do so- Seldom do teachers
have role maoddds to cmulate, having stadied undar college profossors
wha prmantly lecie. New teachers” models are geneally restucted to
othet teadhiers on theit school faculty, most of whom have a vers small
repertoire of strategies. Difhaulties are abo posed becaase many of the
ustiuctional practices that oy e students nr acove learning requine a
substanttial amount of preparation tme (Wilev, 1977y, Leachers also
exptess concerns about the frustrations of students who caunot deal with
the tasks mvoled mactive learning (Stahe and Fasley, 1978).

Perhaps the most impottant teason for teachers use of o lhimted
tatge of activities s fear that meguay and action-ovented pracuces will
niahe the mane ment and control of students oo difficult. Teachery
prmary concerns center on dasstoom managewent and soaahization—
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. .
‘the matters that muast be handled tosursive cach day amd jto] gain aned
maintam respect i asocal svsicm miade up of other teachers, admings-
trators, parents. and students™ (Shaver and others, 1979h, p. 152, In
general, the stategies teachers use are “those that are considered o be
safe e the dassroonm, the school, and the communits. e more
nnovative teachers seent to sense how far ont they can go aped do not
eross that Ime”™ (Fancett and flawke, 1982),

Problem 4: The Curriculum

The social studies curriculum - courses, matenals, and content s focused
primardy on specific facts and broad conclusions fram hislory and other sovial
scignce disciphines rather than on cntical thinking skills, social science
concepts, values and attitudes, and social participation The curniwulum,
maoreover, is not based on student *developmental needs and does not
emphasize important socCietal issues and effective participation in the suuial
world

-~

the socal stnchies cimculun todas 1y based ona pattern of opics
and subjears that was establishied more than 50 vears agp (Lengel and
Superka, 1982, Hertzberg, 1981 1 he content and otgaization of these
contses are not kel o encompass ideas and shills focused on the
curtent and fntie needs ol stdents and soccts (Wiles, 1977, Shaves
and others, 19749D). lustead, they focus on topies, facts, places, time
perods, and broad concusions of histors, gvng hule emplass o
scence concepts, cntcal-thinking skills, and see tal participanion Perpet-
natmg these curncadnm chaactersties are conumercalls publislied
curniculum mateniabs that preseat infonmation w bt nadivenal expeaa-
trors (Pattch and Hawke, 1932

The tadmonal corocadum gaves hutle recognmon o e develop-
mental charactens s and needs of sadents, Subject matter s paced at
vartons grade lescls with httle regard w0 what s kiown of duldien's
cogrtive and soual development. Courses m world histors o1 workl
geography, for example, are tanght to seventh-graders, who we en-
gaged wean mtense peniod of wlf-discovery

Over the vears, partculanls the past 15 vears, the canocdham has
been challenged by many atempts to brag soval sccnce, cutont issnes,
and socal concerns o the canncndum The Wiles Ieratme teview
(19571 contams mue stgle spaced pages of wpies and sebjects that hase
been adopted by one o mote schools, mcnding legal education,
multrcubutal educatton, reert edwcation, amd consumer education
These topies have been thought by twans 1o be worthy, legitunate
additions 1o socab srndes, and consuderable attention has been yoen o,
mansmg then messages mto extstigg conrses However, with sane
exceptons - attention to cthow diversity e partiatdar-—-schools have
made onk temporarsy comnntments o such topies, replaony tham afra
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a tial penod witht tadittonal conrses o gradaally teduang the ume
devoted to them The carmwnbun bas not Lialtated the induston of
the se courses

From a pracucal standpont, there are tew meentises ta change the
cuf notum patiern and mars forcos weghing agaimst change Laws sn

AL states qequue that \menean and or state history be wmghe e

clementary or secondarny kevels, or both, Gives o govermment s
requited m 3 states at one ar both levels dHenmmg and othas, 1979
Perhaps the strongest totce supporung the statis quoas tadimon. Witlia
tthvear histars belund . the present curni slum patterics comteting
to soctal studhies teachers, admimstrators, and parents. most of whom
espenenced the patsern themsehes as students {Lengel and Snperka,
1482

Asare of easting laws, examnations, amd tradmions, publishers
produce conmeraal materels that support the status quo Paal Gold
stem, who made a cneal study o textbuok development. panes, The
snrest, feast costh sy to succeed with nes materials s 1o fellow the
patterns succestully establishied by matenals abeady o use ™ wquotedin
Patte k with Fls ke, 19821 The result s linated alternanves for teach-
erso b they wish to break the curtonlar pantern, they must wise then
own materials Few choose to do so (FPIE . 1976) - .

What we have. thegy, gs not ananonalhy lmpnwdunmulmn bt "a
locally accepted o, tronwid®en odun Shaver atd others, 1974, P
21 Despite numetous calls W reorganize the sactal studdie s carocatum,
tew comprehensive k- 12 cutgp ulum onganzational s)chemes have been
ahvanced, and gone has beepdgdopted sadely ischieaer, 8

\

Problem 5: The Profession

Parts of the sods3 studies profession, i vaning degrees, an aractenzed by
considerabte disagreement on the most important geals and abjedlees o
~ocial studies ard by a decided tack of drecy on, alintaction oppuflurtes
tor protessional groath  and construchive oeraction among e gdrous
participants

Precollege teaching s an sobimng actny Feachers wenetadiy wonk
Mone with then students, oniv rarely dos they sork together o feam
teading antangemenis of on coonperatine. educaton related teks Al
though about hatt of the socab soadies teachers mrhe R T stdy e thae
Lek of arteulainon vetween teachers of <hiterent grade feveds was a
prodlem (Wens, TR tew atiempis v achieve coordimation were
reporterd o the case studies (hengel and Superka, 1982

At teac b e b other than elementans and secoradans thore b
htle mtetacnon | he selationshisp between teachea edueators aud viha
college professors o chatacenized by hionted comsnunmcations some
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v, and bk of suanal aeedibthing, o sl rclanonshep essis
hetween college professors and precollege towhers Althongh pablish
ers of soepal stncdes atcnuals commanscare satdy some teachers most
teachers never hunve an opportume wosorh with onnculum dosedaper s
Not docthes come mato conrat with cdacanional tescarchiers eseept
prssthlv as subjects i studies, seldo e they asked 10 consalt on
decnions about what pacsions to rescarch consaltatien that nughe
mprove resedredt and mako 0w redesant o teachas antests andd
needs amd 1o whool realiies Shaver, 1970
At bacton contnbating to the Lick of constiucine commang s
o o the extence of polated subculies wethin the profession -
groups o clemenraty teachers, secondany listons racheor s teaches
educators, and cutwulaar developers, 1o nage o tew Bueraonon
aineng the wenony syfsultines s wtubied by dilterences me siceds,
viues, and reterence gronps, woselb as by the well established peching
order among ditferent Jeads of edaconea, shadt places graduare
teacdnng at the top el demcatany eaching at the bottom Meombers of
the savioes sabx altares are mest ofwen brought ogether, i seinsg s tha
*rantorac the pedhing order”, tor example, precoliege reachers take
wollewe chasses to dearn frona oudlege protessoss, wiale s ollege piodessors
seblom patncapate mestoom teachers sowstons at podesional et
mps  The diterenoes momterest aned alues among meagdo s of e
vartones subeabtures and the peching ooder phenomenon danls oo
Aladow the vommon somcern tor eBedne socal stdies cdis atosy,
devrdine the protession imto speotal prerest dignes
For teacheis, bk of oppotiauty for comstiasive andens on o
aggrasated by hunted oppotinmtes tor personal grosth wlvals oment,
sl tenewad The prolderation of antides i both prodessund an:d
popnla mateanes coteerpig acher hostnnetand o scachor barn
st potnts up the acotcness of this problem tor alb wache iv Yavahies
weasots dor innon thy aaenced tromm the NSE Gase stadies s
nerned demands placesd o ko tomeot diserse stadens neeads and
burgeonmg tequsrcinents o heeps icconds and wate repenis
At fevels oof the protesaon there cortimnes to by contuson about
the Baste prorpreose of sonsal stedies whin o seflecad o the contmeenyg
debate abworgt what vl studhies o e shioubkd b N1 the sane e
presssies rom the back-so-hasacs srovement and diectnes for aoooan
bl cge torang s ad sshacatoas o debine the i goeals st obigeatin s o
sl stachies Meanshile new opnc geas continue o bombard the fickd
eadditng 1o st suschoas the e descobed e i NSE e stoady
Pttt b s sos e s ioecodten seene oo sonemem det s odles v, oo

caalat s cottn Tk oequeented dosedepimend s oouae hne wed a conn
there Stake nud Fasbes 1972 po Lo

MWeare fedt wah the angmoson of g protesasandttused s gouds
aned diecroms, Lo by constructne Channds of conunune Ween ansd
prest i Jitde wene of predession unong i s aons b altares
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_Problem 6: Public Support

There is insufficient public support for and understanding of social studies
programs that are balanced, judicious in responding to special interests,
supportive of democratic values, sctentifically and educationally sound, and
relevant to the present and future lives of students.

Sodial studies suffers from a variety of conflicting attitudes and
responses on the part of the public. On thie one hand, there is strong
public support for the teaching of certain social science and history
subjects. On the other hand, there is evidence that social studies is not
seen as very useful—for example, as being less useful for later life than
Euglish, mathematics, conunercial courses, shop, and extracurricular
actvities (Gallup, 1978):

Still another aspect of the public’s low esteem for social studies is the
decline in attention aud suppott given to social studies in the acu{cm.n)
grades. Much of this neglectis attributable to public concern for reading
and computation skills. Substantially less time is devoted to social studlies
thatt to readmg o1 math in the elementary grades, patticularly in grades
K-3 (Weiss, 1978, Lengel and Superka, 1981). Infornal reports indicate
that in sonie distiicts elementary social studies programs are fighting for
their very existence. - .

Like today’s students, adults do not recall that social studies was
uscful to their lives after school. While people may lend verbal support
to ditizenship goals, the overwhehning majority of the public spends lietle
time in citizenship pursuits (Marker, 1980).

When strong public interest in sodial studies is shown, it is often
manifested by a small group focused on a particular topic o1 subject.
Special-interest groups have made intensive efforts to seeure more space
in the anriculum for certain topics o1 subjects and to inject certain
views—often without consideration for how those topics and views fit
inw the total sodial studies curticulum. Sonie spedial-interest pressures
on the curriculum are directed wward censorship. While sex education
and evolution controversies have sometinies been directed toward social
studies instruction, censorship battles in social studies lave been staged
mote commonly over values education, pattiotisni, aid teaching about
religion. . .

Thus, the sodal studies profession has failed to commmumnicate
effectively the chatacteristics of @ bread and balanced social studies
program and why it is of crucial importance at all levels of education.
This failure has resulted in the gartow view of sodal studies held by
many people. Social studies profegsionals have seldom made clear to the
public the importance of sodial studies in helping students examine
political and sodial issaes, understand the influence of such problems as
classisi, vadism, and sexistn on their lives, value diversity in an interdle-
pendent wotld, 1esolve personal prablems, and make 1ational dedisions
about thieir prisate and public lives. Thus, social studies retains public
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support for only  small purtion of the kind of program most educators
agree is desirable.

Potential For Future Progress in Social Studies Education

SPAN consultants aud staff, like many other observers of the
educational landscape, believe there is great potential for the improve-
ment of education in general and of sacial studies in particular.

Despite the shortcomings of many schools and programs, many
othets ate demonstrably better. Throughout the nation are compelling
examples of ontstanding teachers teaching in creative and effective ways
Some model curticulum programs have been designed to keep social
studies vital and effective. These programs have been implemented in
ways that please teachers, students, and parents. Scattered across the
country ate schools that have found practical ways to decrease manage-
ment and control functions so that students can experience more
flexible class and out-ofsclass learning. If some teachers and schools are
accomplishing these goals, we have good reason to believe other schools
can make comparable improvements.

-In addition, a significant number of students today ave excelling
beyond the achievements of their predecessors, althongh student
achier ement in social studies is not uniformly as great as we would like.
Stulatly, even though student valuation of and interest in social studies
fall short of the ideal, some students do like social studies and find it
worthw hile. Students also show gieat zest for learning and participating
m other aspects of their lives—spotts, music, friends. Thus, we are not
struggling with a “defective” input—we simply need to nse students’
natural enthusiasms in their social studies learning.

We also take hope fiom the fact that public education still retains
considerable public support. Since 1930, per-pupil expenditure, in real
terms (adjusted for inflation), has tnpled (Histdtical Statistics, 1975;
Statistical Abstract, 1980). Admittedly the public, particularly officials,
are more carcfully sautinizing public expenditures for education, an
schools are being held inaeasingly accountable. But public supportis
still there and will probably continue for the foreseeable futnre.

Finally, despite what initially appears to be great 1esistance to
change, education as an institution is capable of change. Whereas 100
yeats ago less than 3 pereent of the high school age population attended
school (with all the rest already out of the system and at work), now
nearly all—90 percent—stay in school long enough to earna high school
diploma (Coleman and others, 197 1). This has required many acconuno-
dations in the operation of public schools. Students with acaclernic or
behavioral problems, who Tormerly would have dropped out, now stay
in school, For the most part, schools have been successful (though not
always eagen) in fmdg effective programs to deal with such students.
Mote recently and more swiftly, withthe passage of HB 9 4-112, millions
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of handicapped students who once would have been placed in special
schools or allowed to stay out of school are now being provided
educational opportunities in regular classrooms. The fact that education
has been able to move from an institution for the elite to an institution
for the masses helps allay fears that no change is possible.

Progress in education seems not to come in the 1apid, dramatic
mannei that we see in scietice and technology. Yet the potential is as real.
By learning from the experiences of past refon: efforts and squarely
facing our current problems, we can utilize the unrealized potential of
students, teachers, schools, and the institution of education itself to
bring about not just change, but indeed progress.




Chapter Eight

Desired States for Social
Studies

SPAN Consultants and Staff

IN UNDERTAKING TO SPECIFY “DESIRED STATES” for social studies, Project
SPAN does not intend to picture a state of affairs that, once achieved,
will remain forever perfect-—and static. Paradoxically, desired states
should be viewed as achievable goals and, at the same time, directions for
moving toward gaals that are forever changing and receding. Human
thought and imagination can never perceive the ultimate ends of human
endeavor. )

The desired states are described in the present tense, as thougl. they
might exist in the near future—w hen the fragile wisdom of the present
has already interacted with the uncertainties and realities of the futue
to create conditions that reflect progress while pointing to still better
states to be accomplished.

The pictmie presented here is based on certain assumptions that
could turn out to be erroncous. For instance, we assune that, for some
time in the future, there will continue to be in the United States a ty pical
setting in which most students advance from kindergarten thiough the
twelfth grade, that the configuration of elementary, middle, juniot high,
and senior high schools will be similar to that of the past few decades,
that most education will take place in public school classiooms in which
student-teacher ratios vary between 20:1 and 30:1; and that school
curricula will continue o offer reading, writing, matheumatics, natural
sdience, socal studies/sodial science, and other familiar subjects. Any o1

+ all of these assumptions might be overturned in the next 10 o1 20 yeats,
by electronic technology or other technical or social metamor phoses.
The desicderata described here assume no such raclical changes, within
the existing framework, they are radical enough.

Desired State: Student Learning

= JStudents in elementary and secondary schools throughout the country are

. actively, enthusiastically, and successfully engaged in learning social studies.
Appropriate to their respective grade levels and developmental abilities, the

vast majority of students are learning the central concepts and relationships in

social studies and the factua! knowledge needed to develop those concepts

»
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and relationships, They are applying this knowledge as they examine social
issues and develop the critical thinking, valuing, and social participation
skills needed to be effective participants in society.

. Students in elementary and sccondary schools are learning funda-
mental knowledge in sodial studlies. This knowledge includes major facts,
concepts, generalizations, and theories from history, political science,
geography, econonjics, sociology, psychology, and anthropology, in
addition to well-selected and closely-related knowledge from humanities
and philosophy. Students also display a keen and deep awareness of
cross-cultural and global perspectives as they, learn about many social
issues. In addition, students display ability to reflect historical perspec-
uves, understand current i;sllés, and onsider future orientations, Then
levels of understancling depend on and relate to their particular levels of
coguitive development: their learning of social studies, in tarn, facilitates
their cognitive development from concrete to more abstract forms of
thinkiny ) -

Students are able to examine historical and current sodal issues
critically, displaying such thinking skills as critical questioning, locating
and analy zing information, making comparisons, and interpreting and
evaluating data. Students can deal with written, oral, visual, and graphic
data. As they.progress through their social studies classes from kinder-
garten through grade 12, they learn inore complex applications of these
skills. They are also learning decision-making skills, such as defining a
problem or dilemma, tonsidering alternatives, and chousing and justify -
ing dedisions, and interpersonal and valuiig skills, such as identifying
the values of others, becoming aware of their own values, seeing things
from other people’s points of view, and vorking effectively with others.

Social studies programs are enhancing students’ understanding of
and commitment to the basic democratic values of oun society, such as

. justice, freedom, equal rights, diversity, and 1esponsibility . Students use

tne critical thinking and valuing skills leamed in social studies to
translate these values into vecifie definitions and policies and to 1esolve
value conflis in their personal and public lives. Students actively
participate in the community and sotiety and show the desite and the
abilitics needed to continue that participation after leaving school, In the
development of democratic values, social studies shares responsibilities
with other subjecc areas, the school administration, the wmedia, the
family, and other agencies of society. Paratleling these shaied 1esponsi-
bilities, sotial studies educators take initiative mn communicating with
other agendes about these goals and the methods of achieving them,
As a result of the appealing and dearly stated goals of social studlies
and the varied and effective means of accomplishing the goals, students
consicler their social studies classes to be interesting, important, and
useful bothin their lives as students and in thei future lives and careers.
Elementary students and teachers consider social studies enjoyable and
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important parts of then school life. At the secondary level, the populari-
.ty of sodial studies is evident, students enjoy theit social studies comses
and believe they are relevant.

Desired State: The Culture Of The School

The culture and organization of elementary and secondary schools reinforce
and enhance the goals of quality social studies programs. The rules, decision
making processes, interpersonal relationships, management procedures, and
physical settings Jf the schools reflect a positive, humane climate, but less
positive realities of the political, economic, and social world are also
examined, thereby providing students with a context and experiences that
help them deve:op into effective and responsible participants in society.

Social stuches is taught in schools that are large enoygh to afford
good services and fadilities, yet small enongh to foster a sense of
comnmaity. Flementary schools have up to 300 students, secondary
schools from 500 16 1,200 stadents. These schools have a good deal of
staft and patent consensus about the wajor goals of schooling, so that
stucdents 1ecun e cousistent messages about their obligations and rights,
Rules are consistently enforced, and high expettations are held for the
pertormance of all stndents.

Positive 1elationships between staff and students“me developed as
teac hiers of different subjects work inteams with responsibility for a
given group of students, as teachers spend time with students in
activities in addition to instiuction—in spotts, music, counseling, wips,
and dining wgether—and as teacliers and students cooperate in main-
wining the school and improving its facilities.

Conmmunication amtl tooperation among students are ensured
through ciphasis o1 conperative learning activities gor example, teanr-
work i acadentic leaning and group 1esearch projects), service to
uthers (peer witoting, peer wnnseling, seivice to community agendes .
and group-hased service to the school itself teams of students respon -
ble for cate of the school's equipment, for hosting visitors, for produne-
ton of asserublies, avd for maintaining bulletin boards and displays of
At urconnmon dateas), Hexible scheduling and grouping patterns enable
stuclents 1o spend loug petiods of time working on projects such as
tenovation vf a home, oral history of the focal community, production of
video tapes, 1esearch, service, and adsocacy outside of school. "Teams of
wachers working with separate student gronps each have enough
autonomy to puisue their studies, withont frequentaaternuptions due to
acdiministrative concerns, ]

Stuclents at the sccondary leved participate in the governanee of the
school through a variety of activities designed to elicit serions stucent ‘
mput. Jass stucly aindd discussion of issues facing the staft and achninis- |
nation, assemblies highlighting issues of school policy, surveys of |
stucddent opinion, and spoutancous cdiscussions with staff regarding
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school policies. Phese activities supplement and give substance to formal
mechanisims such as stucdent councils.

Teachers are accountable for enhancing student learning. They are
also expected to participate in the communal aspects of school, such as
assemblies, dlean-up, extra-corricular programs, and stuclent counsel-
ing. Teachers are aware of how the school’s organizational features and
“hidden™ curriculum can be modified to improve school climate.

There aie frequent opportunities to publicly confirm a sense of
conmunity within the school. for example, inregular assemblies, clisplay
of dlass pictures, school songs, public recognition of outstanding achieve-
ments of students and staff mmembers, attemipts o help school members
facing difficult personal issues, and celebration of events of special

. significance to ethnic groups in the school.

The school’s sense of community, unity, and caring ainong students
and staff does not suggest that standards of excellence in learning
ocapy a low priority. On the contrary, standards of excellence for
everyone doing one’s best are a fundamental unifying factor, pursued
within a supportive and cooperative dimate, in which teachers and
students learn to deal with the tension they may perceive between
attempts to build coliesion and attempts to achieve individnal compe-
tence. Similatly, the ethic of cooperation and anity is notallowed to stfle
cntical inquiry and criticism of the school itself, an area in which social
studies classes have a special responsibility.

Desired State: Teaching Practices

Sacial studies teachers use a variety of instructional practices and instruction
al materials to achieve the various objectives of their social studies programs.
Enlightened by up-to date findings of educational research and learning
theory, they strive tc make instructional practices and materials compatible
with the needs and capacities of indwvidual students and with the particular
learning tasks at hand. While not all teachers are equally skilled in using a
wide vanety ¢ instructional.practices, very few rely pnmarily on lectures,
recitations, and a single textbook. Social studies teachers use a variety of
evaluation methods, designed to assess the progress of students, to diagnose
the learning problems of individuals, and to assess and improve the social
studies program,

Social stuclies teachers use the most appropriate strategies ar!
practices to deselop important coneepts, critical thinking skills. valuing
shills, anw social participation, To the extent possible, teachers also select
and use the practices and strategies most appropriate to the learning
styles and development levels of the students and to their own teaching
styles, With young students, for example, sodial studies teachers make
extensive use of pictures and hands-on materials becanse of students’
need to lean from conerete experiences. Many social studies teachers |
incorporate peer learning activities into their instrudional practices,
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thereby giving students opportunines to learn from oue another. These
practices daire consitent with research fidings on cognitive learning and
student development.

Teachers commonly use a variety of didactic strategies to help
stndents 1etain cognitive content. Advaned organizers are frequently
used to help students stiucture thein knowledge. Deductive and indue -
tive stiategies are used o teach concepts and generalizations. Opportu-
nities for practice and eaperimentation with coneepts are provided to
help students internalize these coneepts. Periodic practice and reinforce-
ment ativities are used in both coneept ad skill development. luforma-
ton fiom o variety of media are used in all these activities, incduding
written nartatives, graphs and tables, photogiaphs, filns, filustiips, TV,
and tapes. Teatbooks are still commonly useed as an important souree of
organized information aud knowledge, but we rarely ueated as the
ultimate and sole source of tuth, Primary-souree and case-study mateni-
als are used extensively to teach critical-thinking and  value-analysis
shills. Roleplays and small-group discussions are frequently used in
teachaig value issues. To develop partidpation shills, teachers have
students work individually and in groups in the classtoom, school, and
community on vatious projects, These activities indude conducting
surveys, conducting interviews, observing everyday experiences, work-
mg in businesses, and engaging in dvie activities, While many teachers
meotporate these out-ot-school eaperiences into their 1egulan classes,
somie schools have spedial courses in which students” primary experi-
ences are in the comnuunity.

Teac hiets use a variety of evaluation practices to determine student
progress and achievement of the major objectives of sodial studies
programs, With the help and support of administiators s supervisors,
needs assessments, diaguoses, ongoing formative evaluations, and peri-
adic suminative evaluations are conducted as an integral part of instiue-
tion in sudid studies. Valid and eliable tests—short answer and essay
tpes—ar e wedd widely but not exclusively. Analysis of student work and
systematic observation ate also wsed to pinpointstrengths and weakness-
es irhstucdent knosledge and skills, [nterviews and attitude sunveys are
amoug the methods used to assess program streugths and weaknesses
and to determine areas in need of improvement, While there is a
wnsider able amount of evaluation adtivity, noue is done without careful
andl priot thought as to how the results will contribute to student
learning and to mprovement of the sodal studies program.

-

Desired State: The Curriculum

The social studies curncutum in elementary and secondary schou's enables
students to understand and function in the real social world. Although
specific programs and organizational patterns vary throughout the nation,
each school's curnculum i1s based on a substantial amount of attention to
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each of the generally agreed upon major goals of social studies. knowledge
from history and the social science disciplines, critical thinking and interper
sonal skills, values and valuing skills, and social participation. Moreover, the
social studies curriculum attends to each of these dimensions. the needs and
ab:littes of students, the concerns of society, and the nature of the disciplines
{subject matter), past, present, and.fiture perspectives, and individual,
soctetal, and global aspects. Each curriculum rests on a clearly defined
rationale, with explicit objectives, a nonrepetitive pattern of topics and
courses, and appropriate matertals and activities. Local needs and resources
are considered as indwidual curricula are developed, revised, and implement
ed on a K-12 basis, and there is congruence between a school's stated soc:a!
studies curriculum and its actual practice.

The social studies curricidum throughout the nation reflects a
healthy balance of unity of purpose and diversity of approaches. The
ultimate purpose of sodal studies is to help students undeistand and
function n the real social world—to be effective as individuals in society
and to be thonghtful, respousible, and active participants in owr demo-
cratic sodiety. Fhe major goals of sodial studies flow directly from that
purpose and incinde an integration of the key elements of geod sodal
stuclies curticula. Detailed goal statements direct substantial attention to
the major goals of knowledge, skills, values, and participation. Social
studies progams throughout the country reflect a synthesis of the best
elements of the long-standing tiaditions of citizenship transmissien,
sucial science, and inquiry into social issues, A balance and integration of
goals and approaches is not necessatily reflected in each unit, teatbook,
or even course, but it is achieted on a K-12 basis in different ways by

" different districts.

At the heart of cach school's social studies curriculum is an
operative statemerene of the program’s goals and objectives. Written in a
manner and level of spedificity appropriate for that school’s needs, this
statement of program goals and instructional objectives is directly
related to the major goals of social studlies which guide the profession
and provide a framework for program courses, materials, and activities
within the disuict. Preceding the development of the goals and objec-
tives statement, or derived from it later, is a statement of sodial studies
rationale which provides the philosophical underpinning for the goals
and objectives and relates duectly to the ultimate purpose of sodial
studies—to help students understand and function in the 1eal sodal
world. These rationale statements contain positions about the natwne of
the individual, the natute of society. the natine of values, the nature of
knowledge, and the nature of leirning. | :

Based on statements of rationale, goils, and objectives, the curricu-
lum provides balanced attention to the areas of knowledge, skills,
affective development, and socal participation. Kuowledge is diawn
from the major facts. coneepts, géneralizations, and theories of all the
social sciences and history, «aul is presented to students through topics
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that interest stndents and allow them to sense the complexities of the
social world. Contiming attention is gnen to analyzing current sodial
issues aid trends that 1etlect the 1ealities of sodial injustice as well as
justice, conllict as weil as havmony, diversity as well as unity. Skills,
particulaly those leading to higher level aitical thinking. are specified
aned stated in terrus of ontcomes which are measurable by a variety of
tednmques. From kindergarten thiongh the twellth grade, attention is
placed on e developruent of attitudes of stdents which will help them
become more effecive social patticipants. Inchuded in the carriculum
ate opportunities for students to actually participate in thei social world
as well as to study about it.

[ ke pattemn of topics and coutses that the social studies curricalum
[ollows is based on the logic of the social seience disciplines from which
content is diawn, the developmental needs and abilities of students, the
cental concenns ol sotiety, and the resonrces awailable to the local
school, The places, events, periods, and situations that students stuchy
are Ciosen and placed inthe anriathun according to their contribution
to the teaching ot esential skills and concepts ol sucial studies aswell as
to then broad understanding of the histony of humankind. Students’
study i appot tonied among global, national, state, local, and sell-related
topics at all levels of sehooling. There is a mis of topics and issues diawn
from 1hie past audl present, with projections into the future.

Sygniliantly influencing the selection bf topics and comses in the

soctal stndies anticulum arg the mterests of students as well as theiy
cognitve and sodial dcwlunlncm abilities and ueeds  Although the
tesearch on student (lt’\t‘l(lpljlt‘lll dues not provide defmitive answers to
questions of curtidum organization. attention is paid to Imdings on
how students learn, | his lv.ui\ to placement ol certatn kinds of topics at
certain grades, For example. topies that lend thenselves to study via
concrete objeas and experlences are placed at the elementary level:
tupics dealing with the self ae studied during early adolescence, tapics
providing o wider look at institutional systems are studied in later lugh
schiwol vears. Atalllevels, topics are incuded that allow students™to put v
then shills to wse m practicalsituations and to receive [eedback rom the
sodial emvitonment,
- Each school medudes a sty uf major socdal issues and coneerns in
the sodial staches program. Fhe particnlar issues and ways in which they
are ot porated into the auicnlnm vary. Some schools have several
sepatate coutses foaning on cnrent problems or sodial issues. Others
deal with these 1ssues within histony or soddal-science-based courses. 1
am case, stuedents are given opportunities to examine, research, anel
disc uss key sodetal concerns from local to global settings.

I'he social studies catriatlune also veflects the veality of the local
schuols tesontees. As mch as powsible, curvieular topics and courses are
chosen to utilize teachens” stiengths and interests, Included as a pavt of
soctal stdies” cnntcahim tesourees is the world outside the classroon.
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Teachers regularly use community resources such as museumns and
government offices in social studies instruction, calling npon private and
volunteer support to supplement school funding. While continning
efforts are made to proside appropriate and up-to-date materials, the
sucial studies program works within budget 1ealities by long-term
plauning and careful use of expenditures for materials.

Rewognizing the importance of aunriculum materials in instrudtion,
the social stuclies staff places high value on the search for and seledion
of appropriate and effective soutal studies materials. Materials 1epresent
@ariety of instuctional modes. In both textbooks and other Kinds of
supplementary matetials, o mis o learning styles and eaching methods
15 available. At each grade level, students are exposed to insuruction not
only from the printed word, but also from photographs, paintings,
music, speeches, realia, maps, globes, and charts. No single method or
stle of presentadon dominates the use of materials, Their content
stmilarly veflects the goals and objectives of the sodial studies program,
with emphasis on stimulating student thinking 1ather than memaiza-
tiou.

While the development of e ticulum is a multi-layered process that
idudes participants hoth within and outside the school, itis the teacher
who brings hife to the ¢urviculum and makes itan effective vehide in the
preparation of students for partidpation in the social worll of thei
present and funne. It is the teacher who decides how the wpics and
skills e taught t+ students i the class, who selects and implements
material, and who oy e sodial studies mstinction beyond the dassivom
walls. )

Desired State: The Social Studies Professiqn

All members of the social studies profession - teachers, suparvisors, teacher
educators, history and soctal science professors, curriculum developers,
publishers, and others—have a common commmitment to social studies
education and wotk cooperatively toward its improvement. They also share a
unity of purpose and belief in major goals for social studies. Although
members of the profession are united in theur efforts to achieve these goals, to
strengthen sowial studies’ role in school curniculum, and to improve students’
learning expariences, diverse views on how to accomplish these goals are
welcomed and given fair heaning and are reflected in practices throughout the
profession. Waorking together, members of the social studies professton help
to maintain high standards of performance, press for continued professtonal
growth for all members, and provide constructive opportunities for'members
to 1nteract among themselves, with professicnals in other areas of education,
and with noneducators. )

Among the members of the social studies profession, there is a
strong seine of shared pupose and commitment to the major goals ot
soual stuclics and to cominual improvement in social studies education,
There is a healthy diversity of approaches to achiese those goals.

10y
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Advacates of these approaches have carefully articalated their approach
by developing a rationale statement. leaming objectives, scope and
sequence, examples of curriculum materials, and dassroom activities.
This development has been encomraged by the intellectual climate
within the profession, which fosters the creation of new ideas and
provides forums for then review. When new _ideas are put forth, they
are carefully examined for intellectual soundness, practicahty, and
potential for enriching social studies instruction,

A positive tapport has developed among social studies educators
through frequent and sustained working experiences. \All tecognize
then shared assumptions and mterests while also tecognizing the waysin
which their roles are natarally divergent. There is vespect for each
educator’s role i sodal studies education, and the expertise of various
segments of the profession is sought when solutions o new problous are
Meeded.

Wass in which members of the profession work together are
muncrons, For example, classtoont teackiers assist teacher educators in
sttuctnnny and conducting methods courses. Teacher educators wak
with teachers e “action tesearch™ efforts aumed at wdentfving spedif
wavs to modity dasstoom practices to fadlitate leaning, Supervisors
tundtion as consultant coutdinators in bringing together and atticulat
ing the concerns of wachers. Supevisors commmuicate these concernsto
admnisttators and state department personnel and help o losnualate
andd interpret responses o teacher concerns, Supervisors and canpus
based teacher educators work together to nse the 1esources of learning
psschologists, social scientists and historians, amncadum developers,
and Ly pensoms to mprove sacal studios instructiote,. Phe local, state,
tegiotal, and natonal vrganizations ol adal studies ccducatons suppout
arel euhanee therelatomships of all segnients of the profession. Then
conterences ard publications are seen as suppott senices to loaal ctlors
and mdividuai teachers,

L view of the impottance of canticalum natetials msocal studies
education, the relationship among coaricatim des elopers ad pablish
crs and teachiers, supervisors, teacher educators, and disciplinenans has
been suengthened. Canticulum materials development, whether by
special projects, commeraial publisherr . or ol district personnel, is
conducted by ndividuals who are well formed about and attmed to
the alteinative social studies approachies. Appredating the value of
diverse approachies o achieving the major goals of suial studies,
developers ated publishias provide the alternative matenials which are
needed to implement the vativus approaches, Others in the profession
work with commeraal and special project deselopers o egsue that
mtormation about productsaeaches teachers who are secking paticuku
kinds of tmateriaks. Where local needs dictate unigue approachies, special
development efforts e suppotted by pivate and public funding
eltorts,
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In the selectton o1 development of anriculum materials, as in all
other phases of &heir profession, social studies educators are acutely
avare of the vaportance of keeping in mind the overall puipose. the
general rationale, and major goals of sodial studies. At the heart of all
professional activities there is awareness and petiodic review of the goals
and .objectives of social studies programs and of the rationales that
support and ditegt those activities. Constantly considered we questions
sucl as. What are the needs of individuals and of society that social

- studies can help to meet, and what do we know about the nature of
mdividuals, suciety, knowledge, values, and leaning that will both limit
and facilitate’ our efforts 10- meet those needs?

Professional growth of sudal studies educators, another important
dimension in sudial studies education, is fostered thiough both group

. and individdal opportunities and activities. Growth opportunitics fou
staffs or groups of educators_are provided by districts, states, and
naticnal agendies. In these endeavors, usually taking the form of
inservice sessions and workshops, attention is on the cutent and future
needs of staff. Needs are determined by teachers and supervisors who
wotk together to design and sometimes wnduct the sessions. An
important function of these inservice experiences is to help career
teachers keep cutrent ou new findings, in student development, on new
know ledge generated in the disciplines, and onnew ideas for cuniculum
and instructional practices.

Not all professional growth is generated through gioup experi-
ences. Recognizing that adults, like students, have ditferent needs, the
profession has focused atiention on the importance of providing each
teacher an oppot tunity to grow in a way thatis personally meaningful,
For teachers and other educators, renewal opportunities include 1ole
exchanges, travel, personal research, weative materials development,
conference attendance, profedsional writing, and stuctned 1eading
time. Administiators are well aware that such individualized renewal
opportunities are uitical in preventing burnout and diopout among
career educators and give appropriate administrative and finandial
suppori for these efforts. However, individuals assume tesponsibility tor
their own grosth eaperiences and work with approptiate administiators
and available resources to carry out their plans. .

Having joined its members in a commitment to building and
maintaining o strong position for soddal studies in thie school crriculum
and to continually improve students’ learning experiences, the social
studies profession has also taken the nitative in engendering public
suppott for sodial studies instiuction. Individuals and groups of social
studies educators have opened and sustained various channels of
communication with a variety of individuals and groups. From informul
cliscussions with parents to carefully aranged pesentations to commu
nity organizations and national audiences, public support has been
sought and gained. Thiough open and positne communicdtion, social
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studies educators have not only helped the public understand and
support social studies” putposes, they have also gained valuable insighi
and knosledge from persons outside education about ways i which to
improve social studies instruction.

Underlying the commitinent and activities in the profession is a
recognition that sodial studies education is not static. "The profession
embiaces the dynanic nature of sodial studies and respords by constant-
Iv 1eviewing while analyzing and growing. Unity of puipose is sought
while diversity of approach is welcomed. Communication is open. New
weas are viewed as dhallenges. This orientation provides the common
focus and energizing spinit that keep sodial studies in the forefront of
elementary aud secondary students’ education.

Desired State: Public Support

Schdol boards, parents, citizen groups, and the general public actively
support social stydies programs in the schools. They are aware of the nature
and impostance of social studies in the education of young peopie, and many
are involved in helping ta.provide meaningful experiences in social studies in
thewr local schools. Social studies teachers and supervisors are engaged In
frequent and constructive efforts to inform and involve the public in social
studies. Most members of the public realize that many aspects of soclal
studies lead to controversies that can contribute to the growth of good minds.
They are supportive of efforts to present all sides of controversial 1ssues both
in the schools and in public forums, N

Under the leadership of the National Coundil for the Social Studies,
the local and state conndls and distict social studies supervisos ave
regular wediansius for conununicating with the commuity about the
atins and pragtices of their social studies programs. Phe nature and
sigmificance of sodal studies s often_eaplained and demostated o
patents, school boards. and other members of the Ly “public. In
addition, miembars of the local commuunity are actively involved i social
studies programs as guest speakers, 1esomee people, advisory group
members, and fadilitators of student expetiences in the conmunity.
Indeed, the pubhc shares witle twachers and other educators o sense of
resputisibility for helping students learn sodial studies. While various
speadd mterest groups sull work at the local, state, and national levels to
acliieve their spedial goals, they e restidined by teachers, adminisa-
tots, anid the pubic to recognize tha spetial view points have limitgd roles
m the successtul implenentation of a broad, comprehensive social
studies program.
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s Chapter Nine
Recommeéndations for
Social Studies in the 1980s

" SPAN Consultants and Staff

HAVING DESCRIBED THE. CURRENT STATE OF SOCIAL STUDIES and suggested
desired states to which sodal studies educators might aspire, Project
SPAN faced the most difficult task of all—formulating recommeada-
tions for moving toward those desired states. One suggested approach
resulted in a very short set of recominendatious:

I. Study the description, analyses, and diagnoses contained in the
reports on the current state (or states) of social studies. Decide on the
extent to which you agree with those reports and decide for yourself
how they can help you understand and improve the state of social
studies fromn your own perspective and position.

2. Study the desired states as proposed by Project SPAN. Decide the
extent to which you agree and disagree with them-and how you would
modify them to set an agenda for yourself to improve social studies.

3. Considering your own position, perspective, abilities, resources,
and influence, decide how you wn act to improve sodal studies in your
state or district.

End of recommendations. '

The SPAN persounel wanted to go further than this, but they were
caught between the impossibility of specifying recommendations for
particular individuals in particular positions and the high level of
generality that must auend efforts to speak to educators in general. We
decided to attempt the latter route, presenting general recommenda-
tions and speaking as much as possible to the particular roles of ASCD
members. Thus we have omitted the (still general!) recommendations
contained in the full SPAN report that are directed to authors, publish-
ers, university professors, researchers, and persons in funding agencics,
even though some of these persons are counted among ASCD members.

The recommendations are organized to parallel the six desired
states. Thus, each set of recommendations is introduced by a brief
summary of the desired state to which the following set of recommenda-
tions relates. The verb “can” rather than “should” is used in the
tecommendations, suggesting that these recummendations are possible
while avoiding an overly-prescriptive tone.

For each desired state, two or more major recoinmendations are
presented, which specify the bivad tasks that need to be undertaken to
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move from our current state to a desired state. Following each major
recommendation is a series of specific recommendations addressed to
identified audiences, suggesting how various segments of the profession
can contribute to implementing the reconunendation. The order in
which the audiences are listed generally reflects a judgment of which
audience has the greatest responsibility or the greatest potential for
implementing the recommendation.

We are not suggesting that the recommendations will be easily
accomplished, nor that they can be accomplished in a short period of
time. Rather, they are the beginning of incremental changes that will
improve the state of health of sodal studies education. Members of the
profession can assess the usefulness of the recommendations and begin
to implement those that have the most potential for bringing about
desired changes in their particalar circumstances.

Student Learning

-

Desired State

Appropriate to their grade levels and abilities, students are enthusi-
astically engaged in learning the concepts and relationships of social
studies and the factual knowledge needed to develop those coneepts and
relationships. They are developing critical thinking, valuing, and social
participation skills. !

Recommendations

Student leArning comes as a result of achieving the other five
desired states. Therefore, no specific recommendations are given be-
yond those that are related to those desired states. These recommenda
tions follow.

The Culture of the School

Desired State

The culture and organization of elementary and secondary schools
reinforce the goals of social studies programs. Rules, decision-making
processes, interpersonal relationships, management procedures, and
physical settings of schools all reflect a positive, humane climate that
mirrors political, economic, and social realities.

Recommendations
\
A. Project SPAN recommends that social studies educators assume leadership in
etforts to increase avareness and knowledge of the culture of the school and its
impact on learning. . i

N
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The first step toward minimizing the negative aspects and effects of
school culture on student learning and moving toward the desired state
of having the school culture enhance and reinforce thet learning is to
study school culture and its impact on teaching and learning. Awareness
and understanding will not guarantee the constructive change, but they
are prerequisites to such efforts. Itis important for all persons involved
in education—students, teachers, administrators, and others—to be-
come more aware of the powerful influence of their particular school
cultures on the education and lives of students. Examining and under-
standing social systems and cultures is a central aspect of social studies. It
is, therefore, reasonable for social studies educators to lead these
consciousness-rasing efforts in the 1980s. Significant contributions to
these efforts can be made by each of the following groups.

1. Social studies teachers can use the school and its culture as content
for the social studies curriculum. Teachers in, all grades can, use
examples and topics drawn from the culture, political system, and
sociology of the school to illustrate social studies concepts such as
authority, decision making, subcultural groups, rules and laws, rights
and responsibilities, physical environment, and work roles.

2. Socaal studies supervisors, chairpersons, and other school administrators
can lead efforts to identify the “hidden curricula™ operating in their
schools and determine the degree of congruence between explidit
learning objectives and the implicit messages and values presented to
students. Those aspects of the hidden curriculum that can be examined
include strategies used by teachers to maintain order and control in the
classroom, methods used in social studies instruction, relationships
between teachers and administrators (especially in regard to making and
enforcing school rules), the implicit messages conveyed by the organiza-
tion of the social studies curriculum, and the physical structure of the
school.

B Project SPAN- recommends that social studies educators initiate and support
efforts to change aspects of thewr school cultures that inhibit and conflict with
the realization of the goals of quality sociat-studiesprograms, while striving to
establish, maintain, and extend activities that reinforce those goals in students’
school lives.

School cultures are not easily changed. Schools will probably never
become models or laburatories of democracy in action. Some steps can,
however, be taken toward making the cultures of schools more condu-
cive o developing thoughtful, responsible participants in our democrat-
ic society. In most schools, for example, it should be possible to move
toward more openness, better tommunication, and more extensive
cooperation between and among students, teachers, and administrators,
while fostering appropriate degrees of autonomy, decision making, and
personal achievement. Because sodial studies is centrally concerned with
human reladunships, social institutions, citizenship, and cultural change,
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social studies educators can contribute much to these efforts. Specific
changes in school culture can best be determined and approached on a
school-by-school basis.

The following examples indicate some actions that ecucators in
various roles can undertake that would represent important changes in
the cultures of many schools.

1. Soctal studes teachers can initiate cooperative learning activities to
foster goals not often reinforced by the dominant use of traditional,
individual classroom activities. "These cooperative activities can include
team learning, group research projects, group service projects, peer
tutoring, and peer learning and counseling. These activities may also
include teamwork on specific projects, including interdisciplinary activi-
ties and programs in which students study’ topics from several subject
areas. Many current societal issues provide opportunities for interdlisci-
plinary approaches—for example, the social and scientific aspects of
technology, energy, and the environment. .

. 2. Principals and other building administrators, with encouragenient
and suggestions from social studies teachers, can organiz¢ and conduct a
variety of schuohwide activities designed to build and enhance asense of
community and caring among the stucdents and faculty. These activities
can also emphasize social participation by students, the development of
humane values, and critical thinking. Examples of such activities are
assemblies, clean-up campaigns, fund-raising campaigns, and celebra-
tions of special events, induding those significant o different ethnic
groups. . -

3. Socwl studres supervisors can work with building principals and
other administrators to encourage and reward teachers for using
interdisciplinary and covperative learning activities in their programs
This van be done by providing inséxvice programs, modifying schedlules,
providing ample planning time, and giving recognition fot these eftorts

4. School boards and superintendents can plan to keep school sizes small
wherever possible. Social studlies teachers can support these efforts by
stressing the importance of small schools to.the development of a sense
of community and identity. At the elementary level, a reasonable limit is
about 300 students. At the secondary level, between 600 and 1,200
students may be the optimal size.

Teaching Practices

Desired State

Soaal studies teachers use a variety of instructional practices and
materials to achieve the objectives of then programs. With knowledge of
educational reseaich and learning theory, they strive to make practices
and materials compatible with the needs and capacities of students and
the learning tasks at hand. Very few teachers rely primarily on lectures,
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recitations, or a single textbook. They use a variety of evaluation
methods to assess the progress of students, learning problems, and the
social studies program.

|
Recommendations

A. Project SPAN recommends that social studies educators make systematic and
continuous efforts to broaden their repertoire of instructional practices and
mater\ials. with a view to providing a variety of approaches suitable to particular
learning tasks and to the needs and capabilities of particular students.

Considering the hours, weeks, months, and years that students and
teachers spend in school, it can be argued that a variety of teaching
practices and materials is valuable just to prevent monotony. But there
are still stronger reasons for using various teaching practices and
materials. First, there is the fact that different studeuts respond to

. different types of stimuli, and that most students learn best by experi-

encing a variety of gpproaches. Second, there is the consideration that

student learning depends considerably on matching learning experi-

ences with stages of cognitive and affective development. Finally, in
social studies there is a wide variety of objectives—knowledge, skills,
values, and participation—that can best be learned through varying and
tailoring teaching methods to learning tasks. The history of past reform
efforts indicates that every social studies teacher will not suddenly use a
wide range of teaching practices skillfully merely because there are good
reasons for doing so. It is possible and important, however, for each
teacher to make a determined effort to broaden and improve these
practices, even if on a modest, incremental basis. Sodal studies teachers
need to make the personal commitments to do this, and administrators,
teacher educators, and others need to provide them with the help and
support necessary te accomplish these efforts.

The following actions are examnples of the contributions that various
groups of educators can make toward widening the range of instruction-
al practices teachers use in social studies.

1. Social studies teachers can assess their own instructional strengths
and weaknesses and make personal conuniunents to learn or improve on
at least one new instructional technique each year. Auention can be
directed, for example, to new discussion strategies, role playing and
simulations, community-based activities, use of media, conc ept-develop-
ment strategies, surveys, and case studies.

Social studies teachers can provide their students with at least one
special, long-terin (several days or several weeks) learning experience
each year that relates to important conc‘:pls, skills, valuing, or participa-
tion objectives and that is likely to be the kind of experience many
students will remember and talk about years later. Depending, of course,
on the teacher and stuclent, many types of activities could comprise such
experiences— Bloom calls them “peak leatning experiences”—including
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social action projects, simulations aud 1ole-play activities, peer-learning
and cross-age teaching programs, community-based learning activities,
and individual or group research projects.

2. Socal studies supervisors can plan and conduct inservice programs
that focus on the use of different structional strategies and practices.
These programs can include materials and activities that teachers can
readily use in their classiooms. Wherever appropriate, teachers who are
particularly skillful in a specific practice should help conduct these
programs.

Social studies supervisors can also take advantage cf opportunities
to engage their teachers in programs that by theit nature invite the use
of different instructional practices. These types of programs include
law-telated education, vahies education, local history, community stud-
ies, multicultural stuclies, and global studies.

B. Project SPAN recommends that social studies educators take advantage of the
diversity that already exists among faculties in order to provide students with a
variety of teaching models, styles, and practices in social studies.

While lecture and 1editation based on a textbook clearyy characterize
the dominant teaching practice in social studies throughout the nation’s
schools, there is also considerable diversity amoug the teachers in
individual styles of teaching, personalities, interests, values, and areas of
expertise. Recently a fair amount of 1esearch in education has focused
on identifying and matching teaching styles with students’ learning
styles. The ideal may be to provide a precise match of teacher and
learnet, but the practical implementation of that goal seems far away. A
more attainable objective may be to realize, darify. and extend the
diversity that alieady exists within the sodal studies faculty in a schoal
and to nulize that diversity to maximunm advantage so that cach student
has opportunities to experience a variety of models and styles of
teaching. The following ae some specific actions educators can take to
encourage that practice in social studies.

1. Soctal studies teachers, principals, counselnns, and others vespousible
for helping students plan then schedules can encomage students to take
soaal studies fiom different teachers so that they can benefit from
various teaching models, styles, and instructional practices.

Q. Panapals, supervisors, and others responsible for hiring new social
studies teachers can make pointed efforts 1o build and maintain social
studics faculties comprised of teachers who represent a diserse tange of
models and instructional styles.

C. Project SPAN recommends that social studies educators develcp and use a
vanety of evatuation techniques to assess student learning and their social
studies programs.

One of the major baniiers to using different teaching practices and
working toward various instiuctional objectives is the dominant use of

Q ]
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factual recall tests as the major method of student evaluation. Teachers
have not been provided with a variety of useful and practical techniques
for evaluating student progress in developing critical thinking .kills,
social participation, and values. Primary acconntability for both students
and teachers still rests with grades based largely on written tests that
stress recall of facts and on the scores from standardized achievement
tests. Less emphasis needs.to be placed on gathering standardized test
data in social studies, unless it is used directly to make program
evaluations and decisions. More emphasis needs to be placed on other
means of gathering evaluative data, including attitude surveys, content
analysis, observation, student self-evaluation, and oral examinations.
Moreover, evaluation needs to be focused more on diagnosis of student
needs and evaluation of programs rather than solely on grading and
ranking students. The following are examples of what various educators
can do to implement this critical recommendation.

1. Social studies supervisors and staff development spe. sts can plan
inservice programs designed to teach social studies teachers how to
develop items and evaluation strategies that assess critical thinking skills
and conceptual understanding and other areas not assessed by most
teacher-made and many standardized tests. Sodial studies superiisors
can work with evaluation consultants and teachers to develop a pool of
test items that measure critical thinking skills and conceptual under-
standing in various social studies courses. Those items need to be keyed
to the social studies objectives, weighted for (llﬂiculty, and shared with
teachers throughout the district. Data from these items can be used for
both program and student eval::ation. Data on student attitudes and
values can be used for program assessment but should not be used for
grading students. .

2. Social studies district supervisors, chairpersows, and teachers can take
steps.to include social studies in district accountability efforts. A variety
of evaluative data should be used to determine the quality of district
social studies programs, incduding student test results, attitude surveys,
dlassroom observation, content analysis of texts, and 1atings of learning
activities by panels of educators. Any minimdm competency tests used in
social studies need to reflect the full range of sodial studies skills and
understandings. Emphasis on some at the expense of others will
eventually distort social studies programs by forcing wnu:mmtlun on
those areas covered in the test.

3. Social studies teachers can make a committed effort to use tests that
include the measurement of critical thinking, conceptual understanding,
learning skills, and participatory skills. They can also share the tests they
have developed and information about tests they have used with other
teachers teaching the same course.
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The Curriculum

s

Desired State

The social studies curticulnim enables students to understand and
function in the real world. Each school's curriculum is based on attention
to the agreed-upon major goals and dimensions of social studies, and
each promotes 4 nonrepetitive pattern of topics and courses and
appropriate materials and activities. Local needs and resources are
considered as individual currjcula are developed, and congruence exists
between cach schoo{'A stated sodal studlies curriculum and its actual

practice.

Recommendations

A. Project SPAN recommends that sccial studies educators give renewed attention
to reviewing, revising, and stating their views on the basic purpose and goals of
social studies, taking into account all elements described in the SPAN curricu-
lum desired state.

[f effective participation in the social world is taken as the basic
purpose of socialstudies, and knowledge, skills, values, and participation
are accepted as the major goals, then it is imperative for social studies
ecducators to elaborate these ideas and to think throngh the ways in
which this purpose and these goals can each have substantial representa-
ion in the K-12 curriculum. It is also important for curriculum
planuers to arrive ata well thought ont rationale for the emphasis to be
given to cach ot the four goals and the various dimensions of a
comprehensive social studies curriculum.

The starting point for rational and effective curriculum planning is :
consideration of the ultimate o1 basic purpose and goals to be achieved
The SPAN desired state for the curriculum presents a useful and
defensible place to begin such work. However, even if other educators
disagree with this view of the purpose and goals of sadial studies, the
obligation remains to clarify whatever rationale, goals, and abjectives
they have for sucial studies. This phase of curriculum planning often
gets short shrift in the hustle of curriculum planning and materials
adoption. Rationales, goals, and objectives are not items to include in the
begmmang of curriculum guides and textbooks merely to satisfy a public- !
relations function. They must be considered and reconsidered as
teachers, supervisors, and developers move through the process of
determining?the content, materials, learning activities, and evaluation
procedutes for thei sodial studies programs. More time and thought-

. devoted to purpose and goals at all levels of curriculum planning and
implementation can lead to a more integrated and effective program.

Q
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I. District socaal studies consultants and curriculum commuttees can for-
mulate statements of their distiict’s commitment to the basic pupose
and goals of social studies. Through publications, committees, and
workshops, they can secure imvoliement in and commitment to the
districUs position on the basic purpose and goals of their social stuclies
program.

2. Socwal studies teachers can clarify and state their views of the basic
purpose and mgjor goals of sodial stucdlies and participate in school and
districtwidle efforts o review the rationale, goals, and objectives of then
secial studlies program.

B. Project SPAN recommends that social studies educators at all levels examine .

their esisting K-12 curricula, including their scopes and sequences and
curnculum materials, to determine the extent to which they are consistent with
the bastc purpose and major goals of soctal studies, giving substantial attention
to a'l the important elements of a comprehensive social studies curriculum.

It is not uncommon for elements of a curriculum to have little
relationship to each other. Rationales, when they exist, may be so vague
and general as to support any curiculum, Goals and objectives aie often
s0 broad .. extensive as to give little guidance w the actual cunviculum.
The curruln structare, in the form of a scope and sequence and/or a
list of courses and topics, may be written by an ad hoc committee, put on
the shelf, and forgotten. Curticulum materials, usnally texibooks con-
forining to 4 national pattern, may have a limited relationship to locally-
chosen goals angl objectives, as a tonsequence, what is taught in the
classroom, following the teat, may have a limited 1elationship with local
goals and objectives. Finally, evaluation methods, based on standarclized
tests or on teacher-made te .ts primarily related to the teatbooks, may
have litde relationship to the stated ationale, goals, and objectives of the
school or district.

Councerted efforts need to be made, thercfore, 0 see that the
rationale, goals, and objectives clavified by sodial studies educators ae
indeed reflected in the actal content, materials, and activities of their
social studies progiams. The first step in this process is to examine
existing cunvicula t determine the extent to which they (a) deal with the
four goals of knowledge, skills, values, and participation, (b) are based
en the needs and abilities of students and the concerns of sodiety as well
as the nature of the disciplines, (¢) focus on past, present, and future
peispectives, and {d) include individual, sodietal, and global aspects. The
following aie some suggested activities that various social studies educa-
tars can undertake'to help inplement this objective.

L. Social studies teachers xan examine their individual social studies
courses, matetials, and evaluation procedues to determine the degiee
ty which they contiibute to achiesement of the basic purpose and goals
aud include all the important elements of a comprehensive sodial studies
program. They can make thei views known in the planning and 1evisior,
of school and district curricula and selection of materials.

113
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2. District soual studies supervisors and teachers, through planning
committees, can examine their district’s K-12 social studies program to
determine the extent to which it contributes to the basic purpose and
godls of sodial studies. Included in the examination can be the clistrict’s
social studlies rationale, goals, objectives, materials, activities, and evalua-
tion procedures. Strategies for 1edressing shortcomings and imbalances
can be determined and implementecdl.

3. District administraters and boards of education can provide profes-
sional and financial support for the efforts of district teachers and
consultants to define, revise, and implement social studies programs that
are consonant with the basic purpose and goals of social stuclies.

C. Project SPAN recommends that support be given at all levels to the production of
curriculum matenals and teacher resources needed to address relatively neglect
ed areas of the social studies curriculum, such as critical thinking, social
participation, societal issues, and student developmental needs.

L. Svcial studres consultants and district administrators can support
district efforts to produce curviculum macerials that meet the basic
purpose and goals of socdial studies and, at the same time, reflect local
needs related to those goals and local resources that can contribute o
them.

2. Social studies teachers can take inclividual responsibility for devel-
oping supplementary materials for at least one new unit of studly per
year, units that are not likely to be available from commendial publishers.
Examples of subject matter for such units include local public issnes, the
local school culture, and local resource persons.

3. State and dustrict conswellants and administragors can use their pivotal
positions as links between publishers and teachers to create awareness of
the need for materials that genninely support the basic purpose and
goals of the district’s sucial stdlies programs, Particularly in largen states
and cities, they can work with publishers on the joint development of
experimental mnovative materials, with at least tentative assimance of
adoption and use by the woperating states or cities. Sume such effort is
essential to breaking the impasse created by the 1easonable 1eluctance of
publishers to put substantial 1esomces into innovative matevials and the
reluctance of districts to plan innovative curricula for which suitable
materials are available.

x

The Social Studies Profession

Desired State

. All members of the profession have a common commitment to
social studies education anel work toward its improvement. They share a
unity of purpose and belief in major goals, althongh diverse views on
how to accomplish these goals are welcomed, given fair hearing, and
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reflected in practice. Working together, members of the profession
nuaintain high staudards of performance, press for professional growth,
and welcome opportunitics for a wide range of interactions.

Recommendations

A. Project SPAN recommends that social studies professionals engage in nation
wide debate and dialogue about the basic purpose and directions of social
studies. The aum of the dialogue is to create one or a small number of statements
about the rationale, goals, and objectives of social studies that will provide a
sense of unity and direction for the profession.

Social studies can suffer from oo much or oo litle focus. An
authoritative, monolithic statement about the nature aud purposes of
social studies can discourage creative diversity, dissent, and change, just
as excessive fragmentation of purposes can result in a destructive tack of
unity and direction. What is needed is diversity within unity, fAexibility
within stability. In the late 1970s and early 80s, many felt a lack of unity
and direction, movement toward a greater seuse of unity may well be in
order, but not at the expense of continued openness to change. Debate
and discussion about these matters must involve all segments of the
profession, not merely the academic scholars at universities. Examples of
actions that may be taken by various groups to foster creative debate
about social stuclies purposes follow.

1. Dustruct admmistrators and school boards can give administrative and
financial support to participation on the part of their social stuclies
professionals in this continuing, nationwide dialogue.

9. District social studies consultants can contribute to the nationwide
dialogue by making available, through professional journals ancl meet-
mgs, the work of their local districts on rationales, goals and objectives,
course content, activities, and evaluation procedures.

3. Secial studies teachers can participate in the dialogue by extending
ther own professional reading, participating in insevvice activities
directed toward these goals, contribeting to local, regional, and national
journals, and participating in regional and national meetings focused on
the purpose of social studies.

8. Project SPAN recommends that social studies professionals and other educators
strive to create settings that foster constructive and cooperative work among
social studies educators, other educators, and lay persons.

Soual studies |)l()fC\SSiUlhl|b can profit from greater communication
among themseh es, receiving support, ideas, and challenges from cach
other. They can profit from interactions with other educational profes-
swonals and lay persons by getting increased understanding and support
from those persous and by responding to the criticisms and constructive
suggestions of “outsiclers.” Qutsiders, in turn, can profit by getting a
better understanding of the goals and methods of the social studies
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educators and by having the opporamity to influence sodal studies
progranis.

Constructive and ooperative work among various groups and
individuals can ocenn only if there is a will to work together, nseful work
to accomplish, and appropriate ciranstances in which that work can be
acomplished. Appropriate citanmstanees must be artanged, with atten-
uon to considerations such as appropuiate meeting thnes and plaees,
availability of participants, and asailability of the requived resowces,
Activities must be planned with clear statements of goals, agendas, and
respounsibilities and cantied out with appropriate leadership, 1eports,
and follow-up. Examples of actions that can be taken to foster such
cooperative activities follow, ’

I. Secial studies teachers can be bronght together periodically for
—_ such purposes as updating content, injpm\ing mstructional methuds,
and promoting professional developnrent and involvement. Teachers,
consultants, and administrators < share 1esponsibility for planning
and executing such meetings. At the secondary level, meetings van also
be held with teachers of othet subjects to promote cooperative efforts
briclging different subjects. At the clementary level, some of the meet-
ings can focus on ways in which teachers relate social studies to other
subjects.

2, Dutnct admmatiators and school beards can give administiative and:
financial suppoit to form and maintain districtwide socdal stuclies
planning comittees. Such planning committees, constituted of vsetlap-
ping, totating inemberships, can have esponsibility fu monitoring new
dey clopments outside and inside the distit, disseminating information,
plamiing mservice activities with consultants and adiministiators, 1¢com :
mending caniculum materials, and designing evaluation punc(lulf\s.

3. State socual studies consultants can work with district consultants

andl social studies committees to plan statewide professional activities,

. meluding mformation dissemination, inservice programs, and othet

professional development activities, They can abo work with regional

anel stare acarediting agencies to enswe that acaeditation documents

aned pracices encoutage and snppart appropiiate professional stan-
dards and practices,

* .

C. Project SPAN recommends that administrators and teachers recugnize, encour
age. and ulilize the dwersity and indviduality that exists within the profession.

Students, teachers, administiators, consultants, and all other partici
pants in educational endeasors have different.goals, talents, and apaci
ues. [t futile to cvpeet uniformity in capabilities and perfobmance, and
i wonld be unfottunate if uniformity could be achieved. Diversity and
mcividuality can emich every educational encdeavor, they aire souees of
new ideas and challenges to old ideas. .

.
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1. Teachers can take the initiative in determining what renewal
opportunities and experiences are most suitable for their own continu-
ing development..Each teacher can be prepared to submit periodically

. an-individualized plan .or updating aad renewing his or her own
professional development and improvement of teaching. In addition to .
recognizing and planning for then own professional growth, teachers
wn seek to encourage and capitalize on the differing talents and

i interests of their students. To the extent of then abilities, teachers can
. /f use a variety of teaching materials and learning experiences.

2. Building principals and social studies consultants can counsider the
individnal characteristics and needs of their social studies teachers in
plahning and providing opportunities for professional growth and,
renewal. Administrative and finandial support can be provided to assist
the indiviglualized professional development plans of teachers.

3. All social studies educators can provide platforms and sympathetic
cars for the expression of diverse opinions, as well as reasonable latitude
for a variety of approaches to sodial studies education. Persons with the
power and influence to encourage or suppress diversity include plan-
ners of inservice, programs and of local, regional, and national confer-
ences, curticulum developers, teacher educators at univensities, groups
of parents and lay persons; and editors ancl publishers.

D. Project SPAN recommends that social studies educators promote and support a
senes.of role exchanges to improve communication and understanding among
members of the profession. ’

. Role e\tchanges can greatly enhance personal effectiveness and
broaden one's vision of the field of social stuches and of education. Role
L\Lh.mgc can increase communication, thus giving a better perspective
on one’s own problems and the problems of others, while umo(luunb
new ideas and techniques gleaned from peers in an action setting. Role
L\ch.mgts can have the .ld(lmondl incidental benefit of bringing vauiety
to teacher and students.

1. Social stuches teachers can exchange responsibilities, both with each
qther and with teachers of other subjects, providing a broader perspec-
tive on other teachers’ curricula, students, and school cultures. Such
exchanges can profitably take place between teachers in the same school,
teachers in different schools, and teachers at different grade levels,

. ¥ including exchanges between le.uhers in magnet schools and feeder
sclmols.

2. Spaal studres consultants, admunstrators, and classroom teachers, with-
in and between districts, can e\(.lmnge responsibilities, preferably for
lengths of time sufficient to pennit acquaintance with students and

. schaol personnel in the new settings. Such exchanges can help consul-

tants and acdmmistrators keep in touch with changing student attiftudes

and behavior, with-the cassroom effectiveness of partituln curiculum
, materials, and with a variety of problems seen from the viewpoint of th
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dassroom. The classroom teacher can get a better perspective on the
resporsibilities and problems of consultants and administrators.

. Public Support

Desired State

School boards, parents, citizen groups, and the general public
adtively support sodial studies programs. Social studies teachers and
supenvisors are engaged in efforts to mform and involve the public. Most
members of the public realize that many aspects of sodial studies lead to
debates that contribute to the growth of good minds. They support
efforts.to present all sides of contioversial issues, both in the schouls and
in public forums. .

Recommendations

A. Project SFAN recommends tha. social studne; educators conduct systematic
efforts to demonstrate the nature «.nd importance of social studies to the public.

One of the failures of the “new social studies™ efforts of the 1960s
and early 1970s was that their proponents tended to ignore the public
until a crisis occurred. Social studies educators in the 1980s cannot
afford to ignore the public. They must assume the initiative in convine
ing school boards, parent vrganizations, community groups, and othe
segments of the general public that social studies must be an integral
part of a K-12 education. This involves explaining and illustrating what
a goud, comprehensiye sucial studies program is ane why itis impoitant.
Leaclership in these efforts can be assumed at the national and state
levels, but must be direutly communicated at the local levels as well. The
following actions can be taken by various groups in this effort.

I. Social studies supervisars, in conjunction with teachers and state
and local social studies councils, can use this booklet and materials from
their local programs to conduct awareness programs for parents and
members of their communities. These sessions can also indude the
demonstration of activities that illustrate what sodal studies is and why it
is important, as well as the presentation and discussion of materials.
Special emphasis can be given to the importance of sodial studies at the
elernentary level. .

2. Social studies teachers can take advantage of back-to-school pro-
grams and parent-teacher wnferences to show parents what they aie
doing in souial studies and why it is important. Teachers can emphasize
to parents that soual studies is more than memorizing facts from history
and geography, that it incdudes understanding big ideas, learning
thinking skills, and participating in the social world.

O
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B. Project SPAN recommends that social studies educators actively invclve mem
bers of the public in their social studies programs.

Involving community members and the public in social studies
programs can help to bring the real social world closer to the students. It
an also help to increase public understanding of social studies and its
importance in young people’s education and thus increase public
support for sodial studies. Recent experience in many states with law-
related education is illustrative. Lawyers, judges, police, and other
community members have demonstrated considerable support for law-
related education and social studies programs as a result of their
extensive involvement in these programs. These efforts should b
broadened w include many other members of the public inother aspect

of sudial studies programs. The following actions illustrate some things™ "

social studies educators can do 1o encourage this involvement.

l. Social studies teachers can include and involve members of their
communities in their social studies programs in a variety of ways. Parents
can be used to help on field trips and to offer places where students can
conduct community learning activities. Many different members of the
community can also be effective guest speakers for social studies
dasses—including lawyers, judges, political officials, sucial scientists, and
businesspersons.

2. Socal studies supervsors can coordinate efforts to establish a file of
resource people from the community who can serve as guest speakers ot
hosts for community learning activities for social studies programs,

3. Soaal studies supervisors and other administrators can imvolve
members of the community, through the school board and parent
organizations, in the process of curriculum revision and materials
selection. The nature of this partidpation can 1ange from reactions wf
drafts o1 preliminary plans to formal membeiship on committees.




Part Four

An _Alierna.i'ive
Approach
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Chapter Ten

Social Roles: A Focus for
Social Studies in the 1980s

Douglas P. Superka
Sharryl Davis Hawke

SPAN HAS OUTLINED SIX MAJOR PROBLEMS that social studies educators
need to address in the 1980s and a series of desired states and
recommendations for improving social studies. Since those statements
are broad guidelines, a number of different approaches to social studies
could be advocated to implement the recommendations and achieve the
desired states. This section offers one such approach.

Seven Social Roies

e

How can social studies contribute more fully to the development of
knowledgeable and effective participants in our society? One way would
be to focus content and instruction more directly on how most people
participate in society—how they spend their timc and where they put
their energy. Most people’s social lives can bg described by seven.major
roles: citizen, worker, consumer, family member, friend, member of
various social groups, and self. Social studies can help young people
understand, value, and function creatively and competently in these
sucial roles—thereby helping. them become effective individuals and
effective participants in our society. :

The term *role” has been defined by sociologists and psychologists
in various ways. There is general agreement that the term refers to a set
of organized meanings and values that direct a person’s actions in a
given situation or in the performance of a given function (Kitchens and

Muessig, 1980, Rose, 1965). Most anthropologists and sociologists add

that these roles are usually ascribed to people by their society or culture,
Some emphuasize the interactive nature of this process and that individ-
uals still can exercise choice in defining and implementing their roles
(e.g. Blumer, 1970). The term role is used here in roughly this manner.
Particular atiention is directed to situations (especially sets of relation-
ships) and functions implied by a role.

Each of the seven roles defines an important area of sodial life in
which nearly all persons participate and each implies a specific set of
relationships and functions. While each role defines a distinct set of
relationships and functions, all seven roles are interrelated. Social

Tw
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studies prograins wan highlight both the distinctiveness of and the
interrelationships among the seven social roles.

The idea of a social roles focus is not completely new in education,
although these seven roles are somewhat different from previous
formulations. A similar theme cau be found in the “seven cardinal
principles” of the 1918 NEA report, which included worthy home
membership, vocation, ditizenship, worthy use of leisure, and ethical
character (Commission on the Reorganization of Secondary Education,
1918). More recently, two social studies educators have proposed an
emphasis on “lifelong 10les”—citizenship, family membership, occupa-
tion, avocation, and personal efficacy—for elementary social studies
(Juyce and Alleman-Brooks, 1979).

Citizen .

Citizenship education has been considered the central goal of social
studies for at least the last century (Hertzberg, 1981). Moreover, within
the context of the recent resurgence of interest in the topic, ditizenship
has been called the “primary, overriding purpose” (Barr and others,
1977), the “centering concept” (Shaver, 1977), and the “ultimate justifi-
cation” (Remy, 1978b) of sodial studies. The revised NCSS curriculum
guidelines, state framewoi ks, distiict curriculunt guides, and textbooks
reflect this orientation.

Despite widespread agreement about its centiality and importance
to sucial studies, however, there is little agreement about the meaning of
itizenship, the nature and scope of the ditizen role, or the major focus of
citzenship education efforts (Meyer, 1979). While some educators have
stressed pattivtism and loyalty, others have emphasized problem solving
and sodial criticism. Some definitions of dtizenship encompass nearly all
areas of social life, while others are restricted to the politial arena,
Nearly everyone, however, agrees that the development of respounsible
participating citizeus is @ key to preserving and improving our democrat-
ic society.

Our definition of the dtizen vole focuses on the relatiouships
between individuals and politcal entities (for example, the state, govern:
mental agencies, and political organizations) and organized efforts to
influence public policy. On the basis of this conception, the citizen role
indudes a wide range of important activities. voting, obeying just laws,
challengmg unjust laws, paying taxes, serving in the armed forces,
participating in political parties, studying public issues, advocating
positions on public policy questions (either individually or in groups),
working for volunteer organizations, and holding public office. Citizens
engage in these activities in a vatiety of settings and dt several levels,
induding the neighborhood, community, city, state, region, nation, and
woild, with the specific nature of the citizen activities differing at the
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ditferent levels, Many of the activities performed at the city, state, and
national levels are directly related o government institutions, while
those at the neighborhood, region, and world levels are not.

In relation to all levels of the citizen vole, social studies has a mgjor
and unigue contribution to make. Although other subject areas ancl
aspects of school share some respousibility for citizen education, social
studies is primarily 1esponsible for providing opportunity for students
to learn the basic knowledge, skills, and valyes needed to understand
and participate effectively in the United States political system and to
analyze and help resolve public issues. ‘

Worker R

’

The worker role, unlike the citizen role, is not generally perceived
by social studies educators as being central to their field. Although some
educators have supported the “infusion” of career awareness into social
studies instruction (e.g. Taylor and others, 1977; National Council for
the Sodial Studies, 1975), many teachers have viewed career eclucation as
an encroachment on the legitinate domain of social studies.

Social studies educators cannot ignore the fact that productive work
15 one of the most important aspects of most people’s lives, A consistent
finding of the various secondary education commissions of the 1970s
was that education had failed to establish a meaningful relationship
between school and work in our society (National Task Force for High
School Reform, 1975, National Commission on the Reform of Second-
ary Education, 1973; ‘anel on Youth, 1974).

What can social studies contribute to this role? Its respousibility in
this area is auniliary, not primary. The major responsibility must and
should rest with career eclucation specialists, gnidance counselors, imd
langnage arts and nathematics teachers. Social studies cint reinforce
these efforts. Social studies also shares with other areas of school and
society some responsibility for developing decision-making skills and
constructive attitudes toward work.

In addition to these shared responsibilities, social studies has the
following spedal funcions. to provide students with awareness of
creers directly related to the social sciences (for example, urban
planuer, sociologist, government administrator, and business econo-
mist), to help stndents 1eflect on their worker-related experiences (such
as analyzing interpersonal relationships and conflicts on the job): to
provide stuclents with knowledge that will place in historical and social
perspective the role of the worker in US. society and the world
{(knowledge about labor unions, immigration and employment, women
in the labor force, and the impaa of war on jobs); and to help students
analyze and discuss the interrelationships between the worker: role and
the other social roles (the conflicts that often arise between being a
responsible member of the family and a conscientions worker).
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Consumer

While not all people are warkers o1 active citizens, everyone in ow
sodiety is a consumet . The role of consumer is to buy and use the goods
and services produced by workers, These goods and services incdlude
natural resources (water, woodl, oil, and gas),. manufactured products
tfoud, drugs, bicycles, and. cars), information (print andl other media).,
business services (hanking, insurauce, and real estate), and social services
(education. medicine, 1ecreation, and weltare). The consumer role
meludes being a good planuer, shopper, and protector of these goods
and services and an effedive money manager. Being a wise and
colpetent consumet inout modern comiples sodiety will continue to be
a major challenge in the 1980s and beyond.

[he consumer 1ole is sometimes perceived as an economic activity
m which persous engage solely for theiv own individual benelit. The
problems 1elated to using energy and othar emitonmental resourees
has e demonstiated that the consumen role also has significant collective
and societal diniensions. Buying a small car instead of a luge one, for
example, may be @ long-term money saver for aninclividual, Tt may also
be a more euvitonmentally sound and sodially responsible decision.

Sodal studies” major conttibution to the rele of consumer can be to
help students understand this 1ole in the context of ow ntional
cconomic, political, and sodal systems and to appreciate the global
mtetdependence of consutaers, Meeting these goals for consumer-iole
education suggests such topies as consumer law, supph and demand.
consumet protedtion, inflation, money and aedit, boycotts, energy. the
environment, multinational corporations, and intenational vade. It
also calls for teaching about intentelationships between the consumer
and the other social roles.

Family Member

Most demographers predict that the 1980s will notbe an cas, stable
tune for families m the United States. Divorce tates will probably
contimue to 1ise, bivth rates will 1emain low, moere women will join the
paid labor foree, more childien will live with only one parent, and more
cauples will deade not to have childien, Despite these stiesses, strains,
ancd changes, most experts believe that the American family will acdapt
and survive, Because of these stiesses, strains, and changes, young
prople will need all the help they can get to understand and function i
their roles as family members.

Family 10les melude mother, father, husband, wife, son, daughter,
brother, and sister, also grandehilel, grandparent, mother-in law, and
stll others, Everyone functions intwo o1 more family roles, often in two
o1 mote simultaneously. The uature of cach of these 1oles changes
dramatically over the couse of a person’s life, Sodetal trends add'
another element of change.

O
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Social studies prograins can and should make an important contri-
bution 0 helping young people understand and function in their
present and future roles as fanily inembers. Obviously, social studies
cannot and should not be totally responsible for producing “good family
members”; a young person's own family will certainly be the major
influence. However, by drawing on knowledge from sociology, psychol-
ogy. anthropology, and history, social studies can help students better
understand and deal with parent-child relativnships, sibling relation-
ships, the rights and responsibilities of parents and children, changing
family roles, the family as an institution, the future of the family, the
diverse types of families in the United States and throughout the woild,
and marriage and courtship.

At present, the family 1s a specific focus of social studies only in the
primary grades (especially grade 1) and in the 12th grade, as part of a
sodology or fanily life elective, in other grades it is virtally ignored,
despite the importance of family to the lives of early adolescents. The
role of family member should have a nore prominent place in K-12
social studies programs.

Friend

No social studies teacher, especiclly at the junior and senior high
levels, has to be reminded that friends are one of the most important
dimensions of students’ lives. A recent study of teenage sexuality
confirmed the importance of friendships in the lives of 15- to 18-year-
olds (“Sex Rated Below Friends, School, and Sports,” 1979). Younger
students also value friendship, but they think about it differently.
According to research conducted by Robert Selman and Anne Selman
(1979) children’s thinking about friendship develops in stages in much
the same way as their reasoning about moral issues and other interper-
sonal relationships. The Selmans also found that many youngsters need
help in naking and keeping friends and in dealing with {riendship-
related conflicts.

The importance of {riends does not appear to diminish as one grows
into adulthood, although the nature, forms, and bases of friendship
change dramatically. While we lack extensive 1esearch data on fiiend-
ships, such popular-culture indices as television shows (“Laverne and
Shirley”) and singles-club memberships suggest the importance of
friendship in our society. The few studies that do exist (Block, 1980, and
Pailee, 1979) confirm that the experience of friendship is crudal to the
hedthy soutal and emotional development of children and adults.
Strained family relationships and alienation from the community under -
line the importance of friends as a source of trust, understanding,
affection, and acceptance, 3

In contrast to the centrality of friendship in people’s lives, the topic
is virtually nonexistent in social studies. A few primary-level textbuoks
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touch on the subject and some supplementary materials contain activities
related to friendship. Of all the social roles, however, that of friend
receives by far the least emphasis in social studies.

Social studies (along with language arts and counseling) has an
important and legitimate contribution to make in this.area. While a new
educational movement is not being suggested here, there are some vital
aspects of friendship that can be a part of schooling and social studies.
Many students at all levels will respond to opportunities to examine and
discuss questions related to friendship, and the social sciences have
important knowledge and skills to offer in educating students for the
role of friend. Appropriate topics include forms of friendship, ranging
from casual to intimate, responsibilities and expectations associated with
friendship, qualities of good friends, processes of making friends, social
mobility, same-sex/opposite-sex friendships, conflicts between family
and friends, peer groups, cross-culture friendships, and wartime friend-
ships. '

Member of Social Groups

'

In addition to functioning in the other social roles, every person is
dlso a member of various socal groups. Broadly defined, these include
(1) groups whose membership is determined at birth (being male o1
fernale, @ member of a racial group, and a member of an age cohort
group); (2) such categories as religious groups, ethnic groups, and
socioeconomic classes into which persons are born but from which they
may move; and (3) groups to which people chodse to belong, such as
bridge clubs, baseball teams, and consciousness-raising groups.

Participation and membership in all these groups can take place at
various levels of involvement, however, certain socially-prescribed ex-
pectations and norms are associated with membership in each group.
Social studies efforts in 1egard to membership in the first two Kinds of
greups should be focused on teaching students to be aware of the
existence and nature of different kinds of groups, to analyze their
particular affiliations with groups, to make conscious individual deci-
sions about the extent of their participatior: in various groups, and to
understand the nature and wigins of group expectations—emphasizing
that one does not necessarily have to limit one’s choices because of
traditional group expectations. This has indeed been a major thrust of
many multicultural education, ethnic studies, and women’s equity ef-
forts. '

At the most intimate level, a person can choose to belong to a small
face-to-face group whose primary goal is social or philosophical rather
than political or whuse organizing principle may be ethnic identity,
religion, age, or sex. Some examples of groups in this category would be
a social club based mainly on ethnic affiliation, a youth athletic club, a
bridge club, and a local church or temple,

Q
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Atstill another level, asocial group may be a large-scale (national or
global) organization whose purpose is to help maintain and improve the
social conditions of a particular group—for example, the National
Organization for Women (NOW) and the National Association for the
Advancement of Colored People (NAACP). The role of social studies in
regard to such a group is t0 teach about its nature, purpose, function,
and impact 4nd to help students make 1eflective decisions about possible
participation.

Still another type of group is a social aggregate lacking any kind of
formal organization—males in the United States, children in the world,
and Jews, for example. This category also includes members of geo-
graphically defined aggregates. people who live in the same river valley,
mountain range, or desert, who have no political organization but share
certain values and behavior because of their interaction with a common
environment. Here the major role of sodial studies is to teach about the
mpact and contributions of such groups in the United States and the
world—with attention to the groups' cultural traditions, customs, and
listory, and the effects of major historical or contemporai ; forces on
their social welfare.

Social studies can contribute to students’ understanding of the
group-member tole by focusing on the interrelationships between this
role and the other social roles. Family roles, for example, are closely
related to membership in ethnic groups. Another crucial topic is the
potential conflict between the citizen role and membership in these
social groups. Recent multiculte.ral education effogts have helped to
emphasize the pluialistic nature of our society and therefote of citizen-
ship in the Cnited States. Some, however, view this as fragmentation of
the society and subordination” of national civic values to etlmic and
cultmal values. The possible interrelationship$ between the citizen vole
and religious group member role have been dramatized by the direct
involvernent of sume religious groups in recent political campaigns
Teaching directly and honestly about these kinds of contlicts and
interrelationships today and in the past is a significant responsibility of
social studies.

Self’ .

Unuted States society expedts a person to be a good ditizen, worker,
consumer, family member, and to a lesser extent a good friend. In
addition, our sotiety often conveys certain expected ways a person
should act based on one's sex, ethmic group, and social class. T'here is still
another expectation ow society places on people, because of the high
value it puts on the individual. people are also encouraged to be
themselves—to exptess their own uniqueness and to develop their full
potentiahues, Lhis stiving for fulfilliment and realization as a unique
and competent person occurs both within the six social voles (for

.
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example, by being a unique teacher o the best father you can possibly
bej and outside those roles (by 1eading history to expand one’s intellec-
wal horizons or running ten miles a day to develop and maintain a
healthy body). We have defined this function and the sets of relation-
ships, meanings, and values associated with it as the role of self’!

The importance of including a focns on selt has been recognized by
many educators within and outside the sodial studies field. Goals of
mereasig self-awareness and enlancing self-esteem have been a central
aspeet of humanistic education and values clarification (e.g., Canhield
and Wells, 1976, Raths and others, 1978). Many social studies educators
also include these goals (e.g., Fenton, 1977).

As in the uther roles, the role of self involves the person in certain
hinds of activities. In addition to acting competently in the other roles,
these self-deselopment-oriented activities include developing a positive
and realistic self-concept, increasing one’s self-awarveness, expanding
oue’s mtellectual capadities, developing and maintaining a4 healthy
emotional and physical being, and clarifying and living by a set of
personal values that leads to individual and societal well-being.

All aspects of school and socicty share some responsibility for
education and development related to the role of selt. What is the
umque conttibution of social studies to this goal? It consists primarily of
providig learning expetiences thar will help students understand how
the other sucial 1oles, induding w . cibership in social groups, influence
wentity and self-development, as well as how the latter can influence
and change social 1oles. To accomplish this goal social studies can draw
on the socal sciences—from psychology. sociology. social psychology.
history, anthropology, and cultural geography—as well as on sources
such as multicultural education, sex-role awarveness, literature, and
philosophy.

N

Why Social Roles?

I'he goal ul 1efocusmyg social stuclies on social 1oles cannat be casily
attained, nor will it be a magical panacea for the problems of social
studies. The socal 1oles foaus is recommended in the belief that it will
help, mote than some existing approaches, to alleviate the six problems
described by Project SPAN and moyve sodial studies toward the desived
states. I he effect of social toles on finn of the six problems is discussed
here.

Wiale 1 s tot be common to e the Term el asa role™ as nonnsed hees we
believe 1his 1s tans ensen tetnunolugs futout present put pose cmphasizng the impo tan
relanionstup of ahe selt wonhe other’ sivsocial roles. £his wnge s sl that of same
sociologint wod plilosophers who hase ficased st an mienadionm penpeaise on self and
ey (o ., Bigge, 1971, Blumer, 1970 X simlar view ol ibe sell role s alvo beennaken
by sotae socal sindies educanors (e, Haas 1981
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Student Learning

The most important problem to be addressed in the 1980s, and by
implication the ultimate desired state to be achieved, is related to student
learning and valuing of social studies. Since social roles focus on how
children and adulis really spend time and act in the social world, this
orientation should help students appreciate the importance of social
studies, increase student motivation to learn social studies, and, ultimate-
ly, improve students’ learning of significant knowledge and skills in
social studies. €

The social roles focus can help students see the value of social
studies. Can it also lead to increased learning of important social studies
knowledge and skills? A case can be made for social roles having more
potential to clo that than some other approaches. First, the social roles
provide a framework for asking: What knowledge and skills are most
mportant for living in the social world? If helping students become
effective participants in the social world is the ultimate goal of social
studlies, the social roles focus might lead to a clarification of knowledge
and skills that are more directly related to that goal and not entirely

> different from the knowledge and skills now being taught.

Second, social roles is more likely than other approaches toiinprove
student learning, because it has a greater potential for stimulating
student interest and motivation. A recent meta-analysis of education
rescarch has demonstrated a consistent and positive relationship be-
tween student motivation and attitudes and student learning (Walberg
and others, 1979). Common sense also suggests that students learn more
when they are interested and involved in asubject and when they believe
it is inportant and useful to them.

Third, a social roles framework has a great potential to incorporgte
and use the knowledge about student coguitive, moral, and social
development that has been gained in the past decade or two. Unlike
approaches that focus onone aspect of sodial studies (such as influencing
public policy, learning the basic facts and generalizations of the disci-
pline, or being a responsible citizen), the social roles approach with'its
balanced emphasis on personal, interpersonal, and societal issues will
lend itself readily twintegrating the implications of a wide range of child
developnent research.

Suggesting the potential for social roles to use knowledge of student
needs and interest is not to advocate a total focus on student interest.
Sonie structure, such as that of the social roles, is needed to provide a
stable focus within which student concerns can be considered, without
creating a curriculum that is repetitious or unduly concentrated on the
egocentric orientations of students.

Curriculum

The major problem with the social studies curriculum today, as
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identified by Project SPAN. s that it is not organized around or focused
on personal and societal goals that help students become effective
patticipants in the social world. The socul voles focus is designed to
alleviate this problem by emphasizing the wide range of roles in which
people engage—from mainly personal ones such as friend and family
‘member to societal ones such as consunier and citizen. The social roles
framework, moreover, provides an excellent way to integrate the inany
diverse topic areas such as legal education, multicultural studies, con-
sumer sducation, and career eduncation. The roles also provide an
understandable framework for integrating knowledge from history and
the social sdence disciplines and for explicating the major knowledge,
skill, value, and participation goals of social studies.

. The roles have sirong potential for developing a comprehensive
sodial studies curriculum based on personal and societal issues. More-
over, the roles provide a curriculum focus that can integrate three
previously competing perspectives of social studies—subject. learner,
awdd society. :

.

Profession

One of the primary needs ideutified by Project SPAN for improving
the profession is to develop a greater unity of purpose and direction for
social studies instruction. In the last 20 years a number of approaches
and rationales for sodial stuches have been posited, including reflective
mquiry, social seience disciplines, citizenship transmission, and student-
centered (Morrissett and Haas, 1982). The critical need now is to
develop approaches t sodial studies that syuthesize the best elements of
cach of these various perspectives and point toward ling students
understand and act effectively in their social lives.

One such approach is the roles focus, which calls fpr providing

.

will help students understand and act effectively in the major roles i
which they engage in the social world, This will require students tolearn
facts. concepts, and generalizations from history and the sacial science
disuplines, it will imvolve developing reflective thinking and rational
decision-making skills, and it will include developing some basic values
and discussing value issues. But instead of doing these things for their
own sake and instead bf competing for attention, proponents of these
,approaches cin see where and how each of their views fits into the
vverall pur pose of sodial studies. The voles, therefore. can bean effective
way to provide a greater sense of unity and direction o the profession
Moreover, efforts to establish a social roles focus on a K-12 basis ¢an
encourage interaction among elementary, junior high, and senior high
social studies teachiers. This would, of course, be true for any attempt te
provide a K-12 focus for sudial smdies, but the social roles, more than
otlier approaches to sodial studies. also provides a stroug basis for

learnng experiences and for teaching knowledge. skills, Thd values tha \

s

-




S~

O

198 Social Srubies IN THE 1980s

fostering communication between social studies educators and other
subject area teachers.

Finally, the roles focus can conuibute to alleviating teacher dissatis-
faction by providing teachers with a comprehensive and understandable
statement of the central puipose of soaal studies—a purpose that can
also be understood and supported by students, In addition, social 1oles
provides o framework whereby teachers of all grade levels and of
varsing perspectives can contribute to achieving this puipose.

Public Awareness

The sixth problem identified by Project SPAN points to the need
for more public awareness of, support for, and imvolvement in social
studies in the 1980s. This will not be easily attained. The adult publi,
according to a tecent Gallup poll (1978), shares the students’ belief that
their social studdies classes were not very useful and 1elevant to then lives.
Paracoxically, they still rate U.S. history and government ds essential
subjects (Gallup, 1979). Both views, however, are probably tied to the
realities they experienced as students—those wourses were required for
them and they were not very relevant to them. Peisonal and sodietal
relevancy is one important aspect of the social 1oles approach, If sodidl
studies educators can demonstiate this to the public, a majot step toward
public understanding and support can be achieved.

Thus. efforts to educate the public must occur when we try to gain
involvement and support. The social roles have an important ady autage
uver other sodal studies reform appraeaches in these efforts, The 1oles
cau be eaplained insimple, understandable tevms—citizen, consumer,
worket, friend, parent, child, and 50 on—to whicll the public can 1elate.
Previous reform approaches had to overcome jargonistic terms such as
“interdisciplinary sodial sdence coneepts™ and “reflective inguiny pro-
cesses” when communicating with lay people.

Some Questions About Sogial Roles

« Would aduption of social 1oles as an wrganizing focus mean cotual abandonment
of the present social studres curriculum?
___Noctmuchi of the present content could be kept. Mamy existing
“Courses, Quient adtivities, and available materials contain valuable
elements for teacliing sudial toles. Historical perspedtives aud concepts,
tor example, are valuable sources of knosledge to help people under-
stand and function well as diticens, consumets, family members, and su
on. in our rapidly_changing society.

Would advption vf \:Nll roles ay a fowres of soviad stidies relegate cleership tou

o minor role w the cwrricnlion?
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No: atzenship could, and probabls should, remain the single most
important role in soctdl studies, Citizenship would, however, give way to
greater emphasis on the other roles than curvently exists.

In @ currtendum based on socwal voles, v there amy place for wpres based on socal
concerns that have come mtv the carnadum recenth—such as multicudtwal
studies, women's studies, future studies, and glohal 1sues?

Yes: socual roles can provide a wetul framework for selecting and
orgamzmng subject matter telated to these concerns. Studying families o
ditferent ethnic groups or in differeat cultures, for example. will not

only enhance maltticultural awareness but will help students place their,
own family roles and membership in ethnic groups in perspective

Focusing on the possible 1oles of constumers and workers in the 21st
century cat add additional 1elevance to fuure-studies programs

Dae’t a focns on socaal voles amply that students ave to be indoctrinated mto
passee acceptance of the yoles assigned to them by soctety?

Like amy other focus, the 1oles provide a setting within which
audents can and should deal with the interplay between individnal goals
and soqetal goals, sodal mamtenance and social change. and sell-
acruahzation and socialization. Most of these sodial 1oles lave changed
dramaticalhy m the last 20 vears: Tore changes in the funmre ae
mevtable. Prepanng students for these and other emerging roles in the
future will mean much more than nstilling a set of proper norms aud
behaviors,

Does’t a sal voles emphass suggest a loa level of mtellectual endiavor~a
“Muckey Mowse™ tpe of cwrnendiom? .

As witltamy other goal ot focus, 1t wonld be eass to 1educe social
roles 1ot ality—w ith conrses suchas “Yowr Friends in Histon™ and
‘One Hundied Wass to Enhance Your Self-Concept [nough Geogla-
phy " This need not happen. The examples given in the preceding pages
should mdicate that wis possible to focus on sodal roles wlule maintain-
ing the intellectunal utegzrity of history and the socidl sciences

Daewn't an emphasis on socal voles i social studies mphy that socal studres il
heay sole resporesibility for decelopang mformed. competent. and commtted
atrzens, worhers, comsuvons, and so on?

No: other subject areas and aspects of school life have importat
contributions to those 1oles, Scaence teachers, for example. share at least
ann equal resporsilahin with social studies teachers for helping students
become wise consumers of energy and other environmental 1esources
Bevond the school, uther socal institutions (such as the family, media,
bustiess, and churchy have a powerful influence in s ial roles develop-
ment A aoung person’s ovn famib, for instance, has an enormous
nupact on the kind of patent or spouse he o1 she will be. Social studies,
howevet. does Ty e @ valuable conttibution e make to educnon related
to the socl roles—withm the school, probabhy the greatest conribution

.
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Conclusion

We have auempted to demonstrate how a social roles focus is
consistent with Project SPAN's analysis of major problems and state-
ments of desired states for social studies in the 1980s and may be more
effective than some existing appruaches in helping to a.hieve those
desired states. We are not itnplying, however, that this focus is the only
way or that it is 4 proven way to alleviate those problems and miove
toward those desired states. We welcome other viewpoints on how to
accomplish those improvemerts. Meanwhile, we have submitted “social
mles” as one specific suggestior. for helping to make sucial studies niore
useful and worthwhile for elementary and secondary students in the
1980s and beyond.
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The Nationdl“Science’ .
Foundation*Studies

Sw

/ .
THE INFORMATION IN [HE PRECEDING CHAPIERS is based in part un the findings of
three studies commussioned by the National Science Foundation. The following
excerpts descnibing how those studies were conducted are from The Status of Pre
College Scaence, Mathematics, and Soual Studies Educational Practices in U'S Schools
An Overview and Surmaries of Three Studies (SE-78-71). ;
4

1977 National Survey

£

The 1977 Nauonal Survey of Science, Mathematics, 2nd Sodial Studies
Education was conducted by the Research Triangle Institute.

The sunvey utilized a national probability sample of districts, schools, and
teachers. The sample was designed su that every superintendent and principal.
and every teacher and sapervsor of science, mathematics, and social stidies in
grades K-12 1n the United States had a chance of being seleced. All public,
Catholi, and private schovls in the country were induded in the target
population. ‘

The samples were selected using a multistage stratified cluster design. First,
apprommately 400 public schoul districts were selected from 102 different
geographic areas across the country, Next, schuols within these districts were
selected to provide a tutal of approximately 400 schools at each of four grade
levels. K=3, 4-6, 7-9, and 10-12. Finally, teachers within each sample school
were sclected from a bist provided by the principal. Three teachers were seleuted
from each K=3 and 4-6 sample schuol—one to answer questiuns about science
nstructton, une about mathemnatus mstruction, and one abuut social studies
mstruction, Six teachers—two in each subject—uere selected from each 7-9 and
10-12 sample school.

Animital review of the research literature was conduded to locate previous
stachies 1 suence, mathematies, and sucal stadies instruction and to identify
unportant vartables. A prelumnary set of research questions and data sources
was developed, submitted @NSF, and revised based un NSF feedback. Prelimi
nary drafts of questionnaires were prepared with items that wuld be used to
answer research questions. ’

T'he preliminary u.afts of the questionnaires were reviewed by NSF and by
18 consultants with expertise in suence, mathematics, and social studies educa
uon, and by representatives of a number of professivnal urganizations.

After final revision and approval, the final versions ot the questionnaires
ncluded the following topics:

State Supervsor. ime spent on various supervision/coordination activities,
suurces of mformaton, atendance at NSF-sponsured workshops, dissemination
uf tederally-funded curriculum materials, requirements for high school gradua
tion, and problems affecting instruction in their states.
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[

Dustrict Curracadum Developers. jubresponsibilities, ptofessional memberships ‘
and activities, sources of mformation, distiict guidehnes, use of standardized
tests, textbook selection, use of federally-funded currulum watenals, and
problems atfecting instruction in their districts.

Supenntendents. background informaton such as distuet entollment, type of
community, per pupil expenditnre, tunding sources, nwinber of teachers, auld
number of district supersisurs, and opitons aboat federal support for curiwu-
lum development. ' ]

. Prinapals. school entollment, type of community, prinCipal’s qualilications
for supenusing science, mathermatics, and social studies instruction, suurees of
information ttendance at NSF-sponsvred adtivities, school faulities, equip-
ment, aud  pplies, textbook selection, prublems affecting iustiuction in then

‘ schools, «  [ederally -funded catriculum materials, amd course offermgs and
enrollments i science, mathematics, and social studies.

Teackers, number of years teaching, sources of information, needs for
assistanice, time spent in instruction, teaching techniques, use of wudiosisual
matetials, use of federally funded curricalum materials, attendance at NSF-
spotsored activities, and problems affecting instruction in then schools.

Quiestionmaires were mailed go teachers, principals, and local district super-
visors. In distiicts with no district supersisot in one vt mote subject ateas, the
superintendent was asked to designate & petson_to amswer yuestions abouat
custrict programs,

Follow up activities used to increase the tesponse tates induded thank-you,
reminder posteards, a second yuestivnnaire mail out, mailgrans, amd phone
calls, '

Completed guestionuaites were edited manually and wded o 1esolse
multiple respunses and to assign kuneric values o open-ended 1espoises, The
data were then trausformed to ntadhine readable form using progransiable
tetminab. and a number of machine-editing chiecks were pofouned. Responses
that were outside the acceptable range were coded as “had data”™ and excluded
from the analvses.

The final step in lile prepatation was the addition of sampling weghis w the
file. The weight assigned to each sanple member was the unerse ol the
probability of beiug selegted into the sample, these weights ware then adjusted
for nonrespome of sample members, Al tesults of the sursey were aalculated
using weighted data. \

Fhese data, as in all sutyess, were based oncthe self sepon of respondents.
Inaddrtem, the results of wn Sample sut ey, as apposed to g consus ol the entire
papulation, were subjectTa sample v ability. Results woald not be exactdy thie
same if asecond random sample wete drawn.

For a complete dicussion of the tesalts of the national surves, see Tns R.
Weiss, Natiwnal Survey of Sceence, Mathemitros, and Socal Studees Edweation (Wash-
mngton, DL National Science Foundation, 1978).

The Case Studies -

Case Studies in Science Education is a collection of freld obsersations of
saaeinee teacung aud lea ruing i Amencan public schivobs duning the schoul vean
1976-77 The study was organuzed by o team of edacation rescarchers an the
Umversiy of [Hinois.
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Fleven lugh schools and then feeder schools were selected to pros ide a
divene and balanced group of sites. tutal and urban, east, west, north and
south, racal dnerse, economically well-oft and impoverished. constructing
schoob and dosg schools, mnovative and taditiond. They were finally
selected so that a researcher with ample relevant field expevience could be
placed at each, Tocontiom frdings of the ethwogt aphic vase studies and 1o add
spedal mformation, a national stratified 1andom sample of about 1000 teachers,
prinapals, curnculum sapersisors, supetintendents, patents, and senior dass
studlents were sunveyed. Sursey questions were based on ob sersations at the 11
casestuddy sites,

I'he held tesearchers wete instructed to find out what was happening and
what people beheved way gipurtant m science tucuding mathematies and social
setence) programs, Onssite from fow to 15 weeks, 1osearchers were not reguived
o cwordutate then work with obsersers at othet sites. Questions originally
mdwated nmportant by the NSF ot wentified eathy inthe held were “networked”
by the Hlmors team. Effouts o tnangulate indings werz assisted by tepotts of site
VISIL teams.

Faclvobserver prepared a case stucls teport thatwas presens edintact as par
of the final collecaon, and later augmentéd with trosssite concdasions by the
Hhmows team.

Fhe case stedies e desaubed i full in Robert B Stake and Jack A Eadles,
v Cave Studies i Sezenee Fedneation (W ashington, D.C.. Natonal S¢ tence Founda
uon, 14978). .

The Literature Review

The thnd study was a teswew and analvais of the lievatie related to the
statws of (1) extsting practices i schools and inteachet education for the period
1953 through 1975, and ¢2) needs assesstuent cftores that have focused un local
and natonal comcerns. It was conduded by the Center for Sdience and
Mathematies Fducation at Fhe Olo State Unnvensity and the Social Saence
Ecducation Consortiam, Ine. An archuval search of the literatuie was conducted
usting such data bases ws ERIC, tepurts t federal educational agencies, Diverta
ton Atracts Intenatronal, Ldweation ndey, state de patment ol edacation reports,
sumimny datt ftom governmental aud professiond studies, professional jour
nab and scholarh works, summan date fromaions acaediting agendies, and
other available documents. Y

[he hterature was seatdied and teviewal following parallel stiategies fon
the thvo arcas of pracuces and veeds. Both desaptive iteratie on essung
pracices and the reseach evaluativa hterature o eflectiveness and effiencs of
pracces were mnduded. Documents of particula sygnifiance were sought on
completed needs assossient efforts w determine buth goals and progress The
compled luerate was anah zed, evaluated, and sammaized. These summaies
are status repotts of tends or patterns i the prepatation of teachers, teac hipe
pracuces, fachtes, cuncaluny maernals, acluesement and attitudes of students,
and needs expressed durg the penod as they were teflected mthe litervanre

A complete ibliograply of the Social StudiesSudial Science hterature
review o mcduded e Karen B Wales, The Statusof e College Soenie, Mathematus,
end Socral Saence Fdwanon 1955-1975, Volume 1 (W ashington D.C. Nauonadl

Saence Foundation, 1977}
142
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