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A project to develop a sequential and cumulative social Studies curriculum for
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partnership with the Pittsburgh Public Schools. The general.goal of the curriculumto
help each student develop to the limit of his ability into an independent thinker and an
informed, .. responsible citizen--was divided into four subgroups attitudes.. values,.
inquiry skills, and ..knowledge. The courses prepared were "Comparative Political
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Humanities in Three. Cities: Ancient Athens, Renaissance Florence, arid Modern New
York" (12th grade). A book of readings. an audiovisual kit.. a teacher's m'anual, and an
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Traditional social studies curriculum development based on the use of
a conventional textbook and a course of study developed locally by
teachers has failed for six reasons to meet the needs of modern educa-
tion. First, narrative texts make a poor basis for instruction except
for knowledge objectives. Second, beginning with a narrative text
assumed that audio-visual materials are mere supplements or aids
instead of integral parts of an educational system. Third, tradition-
al curriculum work assuued that a study guide consisting of general
objectives and a detailed list of topics supplemented by references
to books and audio-visual materials made up an appropriate guide to
learning experiences. Fourth, curriculum development of the sort
described assumed that a course of study pulled disparate parts of
the educational enterprise together. Fifth, teacher-written courses
of study often lagged years behind the research discoveries of scholars.
Finally, traditional curriculum work failed to link learning experiences
from one year to those of another so that learning would becone cumu-
lative and sequential. These shortcomings have led to new systens for
developing social studies materials through curriculum projects.

Since 1962, more than fifty najor projects have been organized to
develop social studies materials. They differ in scope, method of
organization and control, extent of financial support, and objectives.
Despite these differences, they resemble each other more than any of
them resembles traditional curriculum work.

In partnership with the Pittsburgh Public Schools, Carnegie-Nellon
University received three grants which totaled $364,000 for a project
to develop a sequential and cumulative curriculum for able students
in the social studi-s in grades nine through twelve. The project
began in May, 1963, and lasted until October, 1967. The staff con-
sisted of a Project Supervisor, two Co-Directors, an Audiovisual
Director, a Project Evaluator, ten Consultants from Carnegie Institute
of Technology and from the Pittsburgh Public Schools, and twenty-five
Cooperating Teachers. Their names are listed under Project Personnel
in the Final Report. The staff proposed to develop the following
courses each consisting of a book of readings, an audio-visual kit, a
teacher's manual, and an examination program:

Ninth grade: Comparative Political Systens and Comparative
Economic Systens

Tenth grade: The Shaping of Western Society and Studies of
the Non-Western World

Eleventh grade: The American Experience
Twelfth grade: An Introduction to the Behavioral Sciences and

The Humanities in Three Cities: Ancient Athens,
Renaissance Florence and Modern New York.

The staff of the Project made five major miscalculations. First, we
undertook far too much work in too short a tine period. The develop-
nent and trial of each year's materials should have taken place in a
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two-year period; instead it was packed into one. None of the naterials
we released into the public domain were good enough to merit publics-
tic without substantial revision because of the speed with which they
had been prepared. Second, our staff was too small. We needed six
full-time people; we had one full-tine secretary and in most years a
professional staff of three, each of whom worked three-quarters time
on the project. Third, we had insufficient funds. To have developed
Tinterials worthy of immediate publication and dissemination would have
required about four tines the funds available to us. Fourth, we began
the project without a thoroughly developed rationale. Finally, our
evaluation procedure, based prinarily on standardized testing instru-
ments, failed to assess major aspects of our objectives in the affec-
tive donain and measured inperfectly the development of inquiry skills.

We believe that curriculum work should be done by experts. Neither
social scientists from universities who have not taught in the schools
nor classroom teachers who often lack both writing skills and recent
scholarly knowledge can write excellent naterials. Developing an
educational system for a sequence of courses requires sustained effort
by a staff of full-time workers who know binning theory, have connand
of recent scholarly findings in content areas, and have taught in the
schools. Moreover, each nember of such a staff should personally test
the materials he prepares.

Our rationale developed slowly during the life of the project. We
defined able students as the top twenty percent in a typical high
school. These students usually have I.Q. scores of 115 or better as
well as other characteristics of talented people, such as a marked
ability to handle abstract ideas. We assumed that these students
should be grouped separately so that they could be challenged to work
to capacity.

The overall goal of our curriculum is to help each student to develop
to the limit of his ability into an independent thinker and an informed,
responsible citizen of a denocratic society. We divided this general
goal into four subdivisions--attitudes, values, inquiry skills, and
knowledge. We tried to develop teaching strategies which would instill
in our students attitudes such as willingness to cooperate with others,
willingness to listen to uany sides of an argument, and desire to rely
on scientific findings rather than some other test for truth. Without
determining in advance what values children should hold, we raised
value questions consistently to challenge students to clarify their
judgments about basic value dileunas such as the nature of the good
man, the good life, and the good society.

Our third major set of objectives focuses on inquiry skills. Students
must have sophisticated inquiry skills if they expect to develop the
ability to cope with the knowledge explosion. The staff developed a
six-step statenent of a node of inquiry and tried consistently to teach
both the entire inquiry process and the individual cognitive skills
which it involved.
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We use the term "mode of inquiry" synonymously with what Joseph J. Schwab
has called the structure of a discipline. Schwab argues that a disci-
pline's structure consists of a conceptual apparatus which guides the
search for data and a proof process by the use of which an investigator
can validate hypotheses. We identified a list of nineteen analytical
concepts drawn from political science, economics, anthropology, and
sociology and developed with each concept a number of analytical
questions to guide the search for data. We built knowledge of these
concepts and ability to use them to identify problems and form hypo-
theses into the first four courses of tile sequence. We also developed
students' skill with the use of a sophisticated proof process. By
the beginning of the third year of the curriculum, students who have
reached course objectives are prepared to investigate issues independ-
ently. In addition to working with analytical concepts, the staff
developed a classification scheme for the six types of concepts used
in social studies and found ways to use the scheme to make the process
of inquiry more understandable to students.

Our fourth major subset of objectives stressed acquisition of knowledge.
We used four criteria to select content. We chose materials designed
to assist students to learn the concepts and proof processes involved
in the mode of inquiry. We looked for materials which fit the interests
and needs of adolescents in modern American society. We chose materials
which stressed knowledge about contemporary governmental, economic, and
social problems. Finally, we selected knowledge which would help
students to do well on college board examinations, become intelligent
citizens, and lead fruitful intellectual lives amid the abundant
opportunities for humanistic growth in modern democratic society. Whel-
ever possible, we stated specific objectives in behavioral terms.

Our objectives and the realities of the schools conditioned the order
of courses in the curriculum. We began the sequence with courses
which stressed knowledge of concepts from social science, concepts
which form the basis of hypothesis formation in our inquiry scheue.
The history courses followed later in the sequence. We also arranged
courses to draw on the major subject competencies of teachers at
various grade levels, that is, civics in ninth grade, world history
in tenth, American history in eleventh, and electives in twelfth.
This decision may well prove to be an important factor in the willing-
ness of teachers to adopt our materials to replace those which they
are presently using.

A range of objectives requires a range of teaching strategies. Our
curriculum employs strategies on every point of the continuum from pure
exposition in the form of short lectures or recitation questions to
pure discovery exercises, which we use primarily to evaluate students'
progress. Most of our lesson plans, however, call for a form of directed
discussion in which the teacher gives cues in the form of questions.
Directed discussion encourages the simultaneous pursuit of multiple
objectives such as the development of attitudes to learning, the growth
of inquiry skills, and the acquisition of knowledge. A different form
of directed discussion of the type developed at Harvard by Donald
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Oliver and his colleagues has proved particularly useful for value
clarification.

We have also utilized a wide variety of materials. In the history
courses, expository essays which read much like conventional textbook
accounts link one chapter to another. From them students have been
able to acquire the knowledge they need for standardized examinations.
Most of our reading material, however, consists of excerpts from
sources or secondary accounts with an introduction and study questions
provided to give context and indicate fruitful lines of investigation.
The audio-visual component includes transparencies, filmstrips,
recordings, dittoed handouts, and simulations. Finally, extensive
supplementary reading lists accompany each course.

The staff developed a testing program for each course. Both multiple
choice questions and essay questions were used. The multiple choice
items tested knowledge of content and ability to use inquiry skills.
The essays also tested these two outcomes, but stressed inquiry skills.
Research papers proved to be an excellent way to assess whether or not
students had mastered an inquiry process well enough to become inde-
pendent investigators. We were unable to develop a useful testing
program for our affective goals.

Because we had changed objectives, materials, teaching strategies, and
evaluating instruments, we felt compelied to provide materials to
explain our curriculum to teachers. Edwin Fenton, Project Co-Director,
published two books, written independently of his obligations with the
project. They are Teaching the New Social Studies in Secondary Schools:
An Inductive Approach (Holt, Rinehart and Winston, Inc., 1966) and The
New Social Studiel (Holt, Rinehart and Winston, Inc., 1967). The staff
of the project also made twelve kinescopes showing members of Carnegie's
Social Studies Curriculum Center teaching material developed by the
project to high school students. In addition to these general aids,
the staff wrote a short rationale for each course and developed daily
lesson plans each of which indicates one method to reach a specified
set of objectives with a certain teaching strategy. Teachers found
these lesson plans most useful.

As soon as our research on the first four courses was complete in
1966, the staff of the project released those materials into the
public domain. The courses for the last two years were released in
1967. The staff then chose to revise a version of the curriculum
for the needs of average and above average students for Holt, Rinehart
and Winston, mc,, one of four companies which bid for our services.
The first four courses in this series were published during 1967 and
1968; the courses for the last two years will be published in August,
1969. Each course consists of a volume of readings with introductions
and study questions, an audiovisual kit, a teacher's manual, and an
examination booklet.

Publishing materials through a large commercial house is the major
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way in which the project staff hopes to disseminate the results of
its research. Dissemination will also take place through the twelve
films and the two books previously referred to, a short rationale and
model units for each of five books distributed free of charge by Holt,
a number of articles written by members of the project staff, sone
three hundred speeches given outside Pennsylvania by staff members
during a five year period, two full-time field representatives em-
ployed by Holt to demonstrate materials, and a number of telelectures
given to groups of teachers by members of the staff of the project.
In addition, Carnegie has been host to seven NDEA Institutes which
have attracted 400 teachers to our campus during summers and to three
Experienced and Prospective Teacher Fellowship Programs which have
enabled a total of fifty-six excellent teachers to study in degree
programs on the campus for a full year. While they were in residence,
these teachers had an opportunity to study the work of the project
staff and to become thoroughly acquainted with project materials.
Many of them have become excellent agents of dissemination for the
materials of all the social studies projects which they have studied
on campus.

Our research about the aims of social studies instruction and about
suitable methods, materials, and learning sequences to accomplish
these aims has already been touched on in this summary. The results
of our school trial and evaluation remain to be examined. The Project
Evaluator, assisted by officials from the Pittsburgh Public Schools,
selected a group of students who were entering ninth grade in Sept-
ember, 1963, as the subjects of what Michael Scriven has called
formative evaluation. In September, 1964, the evaluator selected a
pool of 463 able students and divided them randomly into experimental
and control groups as subjects for surcnative evaluation.

These groups took a battery of eight standardized tests over a two
year period. The experimental group made significantly greater gains
than the control group only on a test of economic understanding. The
experimental group suffered no loss in the amount of knowledge acquired
during their study, however, despite the fact that the tests used
examined for content taught in the traditional curriculum. But neither
did the experimental group show significant improvement compared to the
control group in skills of critical thinking a:. tested by standardized
instruments such as the Watson Glazer Critical Thinking Appraisal or
the Social Studies STEP Tests. Yet, the teachers of experimental
classes insisted that their students were learning valuable skills
which were not being tested by conventional instruments.

Hence, the project staff developed The Carnegie Test of Social
Studies Inquiry Skills, an objective test containing fifty items
designed to assess knowledge of and ability to use the mode of
inquiry stressed in our curriculum. A copy of the test appears in
the Appendix to this Report. The results on this examination, taken
by a total of 190 students in two high schools where experimental
and control classes had been maintained for the full four years of
the project's life, support the conclusion that students in the
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experimental classes made significantly greater gains in the be-
haviors measured by the test than their peers in control sections.
An item analysis of the CTSSIS revealed that students in experi-
mental sections performed significantly better than students in
comparativc sections on each of the eleven behaviors tested except
the ability to recognize generalizations which follow logically
from a hypothesis.

The project staff was able to devise no reliable test for its
affective objectives. Answers to questionnaires, however, indi-
cated favorable attitudes on the part of students to project
classes. Thirty percent of the experimental group, for example,
indicated that social studies had been their favorite high school
course.

CHAPTER
HOW TO ORGANIZE CURRICULUM PROJECTS

Traditional Curriculum Development

Two major techniques have been used to bring about curricular change
in the social studib.g. In the past, most change originated within
an individual school or a school system where committees of teachers
wrote courses of study to guide children's learning experiences.
Although the recommendations of national committees usually influ-
enced the content of these courses of study, the impetus for
change remained in the hands of classroom teachers. Within the
past five years, however, more than fifty curriculum projects
have been organized to affect social studies curriculum in a new
and distinctively different way. The Carnegie Curriculum Project
has been one of these.

In the past, committees of teachers were responsible for curriculum
development. In a typical school system, a curriculum supervisot,
principal, or.superintendent appointed a committee to choose a
text for a course. After examining books submitted by publishers,
the committee selected one as most appropriate to the needs of
students in the school. Usually the school board rubber-stamped
the choice of the committee. Then a second committee, sometimes
but not always composed of the same personnel, wrote a course of
study. This document usually included a short set of objectives
stated in terms of "appreciations," "understandings," and "skills,"
a long outline of 'content, lists of suggested teaching activities,
a bibliography for teachers and/or students, and suggestions
about the use of audio-visual materials.

This document, varying in length from a few pages to a volume
almost as large as the text itself, went to each teacher in the
school systemwho taught the course for which it was designed.
Teacher use varied. Some instructors filed the document in the
bottom drawer of their desks, never to look at it again. Others
followed its suggestions religiously, building examinations around
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the expected knowledge outcomes. On the wholes this sort of
curricular construction failed to meet the needs of students and
teachers living in the middle of the twentieth century.

Traditional curriculum development failed for six major reasons.
First, it assumed that the correct starting place for curriculum
construction was a narrative textbook. Textbooks in a course such
as eleventh grade Aaerican history were designed primarily for
content objectives. Change toward stressing the use of a mode of
inquiry or toward affective goals could not be brought about
effectively with a narrative textbook as the core of instruction.
Texts bristled with facts and generalizations. They trapped
their users into the fallacy of coverage. Teachers assumed that
they should transmit the knowledge covered in the textbook to
the heads of students. Moreover, many texts were dull, forcing
teclhers to resort to histrionics to induce some students to
study.

Secondly, beginning with a narrative textbook assumed that all
other materials of instruction were mere supplements. The biblio-
graphies appended to courses of study, as well as the long lists
of films, filmstrips, and recordings gave teachers wide latitude
for choice. This technique implied that teachers could use or
ignore audio-visual materials at will. Many objectives of
instruction, however, can be achieved more appropriately with
transparencies, tapes, filmstrips, films, or other audio-visual
materials than they can with print.

Third, traditional curriculum development assumed that an expan-
sion of the table of contents of the textbook made up the most
appropriate guide to learning experiences. In reality most
courses of study used in the schools consist of extended outlines
of material covered in the text. In some cases these outlines
relate to loosely-stated objectives; in most, they do not. Fre-
quently, a variety of suggested "learning experiences" follow the
content outlines. Starting with a content outline assumes that
mastery of facts and generalizations should be the major objective
of instruction. In a period when the total quantity of mankind's
knowledge doubles each dei.ade, this assumption is no longer valid,
if it has ever been so.

Fourth, curriculum development on a local level assumed that a
course of study pulled disparate parts of the educational enter-
prise together. It assumed that if films were recommended they
would be available; in many cases they were not. It assumed
that books recommended foeteachers and students would be in the
school library; often they were missing. It assumed that teachers
would examine the course of study with care in order to make each
of its elements contribute to a coordinated learning experience.
Many teachers failed to do so. Given an oppressive work load, how
could they examine each of a dozen filmstrips recommended in a
course of study in order to choose the one most appropriate to
a particular learning experience?
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In the fifth place, teacher-written courses of study often lagged
far behind the research of scholars. A typical high school
teacher, out of college or graduate school a decade or so, fell
hopelessly behind the latest scholarly research. The work loed
of teachers leaves them no time to keep up with scholarly journals
even if their school libraries subscribe to them, which most do
not. Moreover, many of the stateuents in textbooks lagged behind
knowledge discovered in the graduate schools. Finally, most
teachers were unable to keep pace with research in learning theory.
For these reasons, both what was being taught and the way in which
it was being taught often rested on principles discarded long
before by research workers.

One additional shortcoming of locally developed curriculum guides
remains to be mentioned. Most school systems failed to link learn-
ing experiences from one year to the next. Courses of study were
often written out of sequence--the eleventh grade one year, the
ninth in the next, the twelfth in the third, and the tenth in the
fourth. Bow can a school build a closely coordinated and sequential
set of learning experiences with a system like this? In addition,
four different committeesv rather than one, often wrote these
courses of study. Moreover, with the exception of a short list of
loosely-stated goals - "to appreciate the advantages of the Ameri-
can way of life," for example - no overall objectives guided curri-
culum decisions. Finally, little attempt was made to help senior
high school teachers to know what students had learned in earlier
grades. In many schools, the teacher of eleventh grade Anerican
history cannot name the authors of the text used in eighth grade
American history. Sequential and cumulative learning cannot take
place properly under these conditions.

The failure of local committees to improve teaching in the social
studies led to reform on the national level. National efforts
have been made in the past, of course, but curriculum development
since 1962 has taken a new path. The report of the Committee of
Seven (1899), the report of the Committee on the Social Studies
(1916), the work of Charles Beard's group in the 1930's, and the
Preliminary Report of the Committee on Concepts and Values of the
National Council for the Social Studies (1956) all made recommenda-
tions about scope and sequence, but they did not produce curricular
materials. They left this key task to textbook writers, profes-
sional publishers, and local committees of teachers. Instead of
merely making recommendations, the curriculum projects of the
1960's focused their efforts on developing materials of instruction.

The New Curriculum Projects

Since 1962, more than fifty.social studies curriculum reform
projects have been.organized in the United States. They may be
classified in a number of different ways, four of which--scope,
organizational control, financial resources, and types of objec-
tive--are probably most useful for purposes of analysis.
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The scope of the curriculum reform projects varies widely. At least
three--those at Education Development Center, the Educational
Research Council of Greater Cleveland, and the University of Minne-
sota--are writing complete curricular sequences from kindergarten
through high school. A much larger number, of which Carnegie's
is one, propose to develop from two to six years of curricular
materials. A third group of projects, such as the High School
Geography Project, concentrate on a single course for either a
semester or a year. A fourth group, rather than develop a course
or sequence of courses, produces materials which can be incorporated
within traditional courses of study. The anthropologists at the
University of Georgia, Sociological Resources for Secondary Schools,
and some of the centers associated with the Developmental Economics
Education Program follow this pattern.

A second classification scheme focuses on the way a project is
organized and controlled. Private, non-profit organizations run a
few such as EDC, the Greater Cleveland group, and DEEP. Learned
societies control others, the anthropology, sociology, and geog-
raphy projects, for example. A third group--all those supported
by the original (1963) Project Social Studies grants of the United
States Office of Education--are located in universities where one
or two professors are in charge. Finally, a few school systems,
such as the Newton Public Schools, run their own projects, often
with the assistance of university professors hired as consultants.

A third way to classify projects ranks them by the amount of their
financial support. A few have very large resources compared to
the objectives they wish to accomplish. Among these are EDC and
the projects funded by the National Science Foundation for the
development of materials in sociology, anthropology, and geography.
Generous financing supports full-time directors, a large permanent
staff, a steering committee of consultants, a host of writers, and
a widespread field test by classroom teachers. Some of these
projects are spending more than a million dollars to develop a
single course or a few units. The intermediate range in financing--
primarily those projects supported by the Office of Education--have
received from one to four hundred thousand dollars to develop be-
tween two and four years of curricular materials. These projects
have much smaller staffs; they usually do not have a steering
committee; their directors do much of the writing; their field
trials are limited to nearby schools. Finally, a few projects
operate on a remarkably small scale. Professor Lawrence Senesh at
Boulder runs what is essentially a one-man show. The Newton,
Massachusetts schools have been producing an interesting history
curriculum with neither a grant nor a full-time staff. Sous of
the DEEP economics projects involve only one or two people.

Finally, the projects can be classified by the types of objectives
they stress. A few have been designed primarily to update materials
so that content is based on the latest scholarly knowledge. At
least one project, however, stresses affective goals to the point
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that knowledge of traditional content is aluost incidental. A

third group of projects emphasize inquiry skills in order to teach

students how to cope with the knowledge explosion. In reality,

all of the projects combine stress on content, the affective douain,

4nd inquiry skills. Students must inquire about something, and

they must have attitudes about inquiry if they are to learn. Still,

the emphasis on the three clusters of objectives varies widely

from one project to another.

Organization of the Carnegie Pro ect

Carnegie's Social Studies Development Center is one example of an

interuediate curriculum reform project which has tried, in a

university setting, ta write four yearq of curriculum for all

three clusters o:-.! objectives. Its successes and failures, its

trials and tribulations, may help to suggest guidelines for future

curriculum workers contemplating similar endeavors. Before

examining our mistakes and our achieveuents, we shall describe

briefly what we set out to do.

The Carnegie group in a close partnership with the Pittsburgh PUblic

Schools proposed to develop, during a four-year period, a new

sequential and cumulative curriculum for able students in grades

nine, ten, eleven, and twelve. We proposed to write all of the

student and teacher material, to test it in the schools, to re-

write it, and to retest it. Our product was to include all of the

required student reading, a complete audio-visual component, an

extensive teacher's manual consisting primarily of daily lesson

plane, a carefully planned program of supplementary student reading,

and a program of teacher preparation. We also proposed to evaluate

the program and to report its effect as u-3ured against the work

of students in control groups.

The organization chart was simple and straightforward. John R.

Coleman, Dean of Humanities and Social Sciences at Carnegie Insti-

tute of Technology, was to devote one-eighth of his tine for four

years as Project Supervisor. In addition to taking responsibility

for the scholarly accuracy and sone of the writing in the ninth

grade course in Comparative. Economic Systems, he was to assume

administrative control of the project at the University. Under

his supervision co-directors were appointed, one from Carnegie and

one from the Pittsburgh Schools. Each co-director was to devote

three-quarters of his tiue to the project for its four years of

life. In addition to day-to-day administrative chores, they were

to do most of the writing. A full-time secretary was hired to

type and assemble uaterials with the assistance of clerical aides

when work was pressing. After the first year of the project, a

suppleuentary grant added a full-time Audio-Visual Director. From

the beginning we had the half-time services of a.psychouetrician

in charge of the evaluation. In addition to this permanent staff,

six teachers from the Pittsburgh Public Schools joined us each

summer to write materials and learn to teach them during the
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following year. From time to time, consultants from the Carnegie
faculty or the Pittsburgh Schools loaned their knowledge and
skills to the project as advisors. Only a few of them received

financial compensation for these services.

Our original grant for the entire project was $250,000, or $62,500

per year. At the end of the first year, we received a supplementary
grant of $22,500 to bring to the campus twelve teachers and profes-

sors to help us develop materials for the tenth grade course and to

learn about curriculum development techniques. In September of
1965 we received a second suppleuentary grant of $92,000 to produce
a complete audio-visual component for the project. Our funds

totaled $364,000 or an annual sum of $91,125. These figures indi-

cate the nub of our difficulty: we tried to do entirely too much

with entirely too little.

We hasten to add, however, that we are solely responsible for the
design of our project. Although in retrospect we would have bene-

fited if officials in the Office of Education had questioned the
relationdhip of appetite to capacity, we would probably have
protested vigorously at the time if suggestions for revision of
our proposal had been made. Like other people in universities,
we very much feared domination by the government, a danger which

failed entirely to materialize.

For the benefit of people who nay wish to undertake similar ventures
in the future, let us delineate what seem in retrospect to be our
five nost serious miscalculations. No matter haw large a staff we

might have had, we proposed to do too much in too little time. An
explanation of our schedule may nake this point clear. We received
our grant in May, 1963. Until June of that year, Edwin Fenton, one
of the co-directors, continued to teach his full schedule in the
University. Howard Mehlinger, the co-director appointed to the
project by the Pittsburgh Schools, was still in Lawrence, Kansas,
where he was a teacher. Neither man could be freed of his other
duties until midwey in June. In the meantime, Mr. John Soboslay,
an excellent teacher released from his classroom duties by the
Pittsburgh Public Schools, began to plan a summer writing session.
The remaining five teachers from the Pittsburgh Schools who were
to be involved in the development of the first year's courses
continued with their full-tine duties in the schools until the last
week in June. By the first of July when summer work began in
earnest, our plans for the first year's courses were still
incomplete.

Our first students were to begin studying the ninth grade course in
September, 1963. We had to have materials ready. Professor James

G. March agreed to suggest an outline for the course in ..mcomatimt
'Political Systems and Professor John R. Coleman for the course in
Comparative Economic Systems. In June each presented a four or five-
page statement containing major concepts from their disciplines

and an outline around which a course could be built to the

z.-
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permanent staff of the project and some thirty teachers and admini-
strators from the Pittsburgh Schools. Mr. Fenton expanded these
statements into detailed outlines specifying topics for each of the
sixty required readings in each course. During July and most of
August, Massrs. Fenton and Mehlinger, stK teachers from the Pitts-
burgh Public Schoolsv and a few graduate students from the University
of Pittsburgh we could hire selected or wrote readings and wrote
introductions and study questions for most of the political science
course. Teachers also worked out lesson plans and developed some
prototype audio-visual materials. By the day after Labor Day when
school began, three-quarters of the first semester's course was
developed.

Both Mr. Mehlinger and Mr. Fenton taught a section of this course in
one of the Pittsburgh Public Schools. Mr. Mehlinger also taught a
tenth grade course while Mr. Fenton continued to teach one course at
Carnegie. In the remainder of his time, Mr. Mehlinger finished the
materials for the first semester of the political science course
while Mr. Fenton began to plan the economics course, a task which had
been neglected during the hectic summer. The entire academic year
was a race against deadlines. During the second semester,while Mr.
Fenton and Mr. Coleman wrote the economics course, the ditto machine
was sometimes only a week or so ahead of the students. No wonder
the materials needed substantial revision at the end of the year!

Then came an even more difficult situation. During the summer of
1964, the staff was supposed to revise the political science and
economics courses and write the two one-semester tenth-grade courses
in The Shaping of Western Society and Studies in the Non-Western
World. At this critical juncture Mk. Mahlinger resigned, effective
on August 1. A new co-director, John M. Good, was recruited to
take his place. Even without Mr. Mahlinger's resignation, however,
the work load for the next summer would have been impossible. The
two co-directors who had taught the course and knew most of its
shortcomings-41ehlinger and Fenton--would have been occupied in the
development of a course for tenth grade, half of which had to be
ready by September. Hence, energies would be dispersed widely:
supervising the revision of the economics course, developing a rationale
for The Shaping of Western Society, producing all the materials for
The gaping of Western Society, developing a rationale for Studies in
the Non-Western World, and supervising the staff imported to write
four units of that course. All this work had to be done within two
months in the summer, two months during which none of the staff had a
vacation.

Every other year proceeded at a similarly desperate pace. It proved
difficult to develop a sequential and cumulative curriculum in this
fashion. We wanted to try materials on tenth grade students who had
studied the revised version of our ninth grade materials. In order
to arrange a schedule like this, we could work on only one course
or one revision of,a course each year. Instead we worked on two.
The pace we set for ourselves seriously detracted from the success-
ful accomplishment of our objectives within the tine we had allotted
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_,



to the project.

Our second major error grew from beginning the project with too

small a staff. The project supervisor, Dean John R. Coleman,

was to devote only one-eighth of his time to the project. An

eighth of a man's time is too little to make him an efficient part

of a working team. The two co-directors were to devote three-

quarters of their time to the project. There was too much for

them to do in thirty to forty hours a week. The project evalu-

ator, devoting half-time to the project, found the co-directors

so busy with other things that they failed to find sufficient

time to consult with him. Hence, quite properly, he resigned at the

end of the second year, arguing that his evaluation could never meet

exacting standards. The teachers from the Public Schools, brought

in to work for four weeks during the summer, devoted much of their

tine to learning what the previous courses in the project were all

about before they could write new material. Periodically, the

secretary was inundated with so much work that she disappeared

behind mounds of paper piled on her desk.

A list of the major elements in our undertaking may make clear

our additional staff needs. We had eight jobs to do.

1. To develop readings for four years of a social studies

curriculum. Each reading averaged about 2500 words. There

were 120 readings a year. The required readings alone total

about 1,200,000 words, and we wrote both an original and a

revised version of them.

2. To develop an audio-visual component to the project. This

component was to consist of several hundred transparencies,

more than fifty tapes, about forty single concept film-

strips, and twenty or thirty slide tapes. In addition,

we contracted to make at least a half-dozen teacher

training films.

3. To develop elaborate teacher's manuals. The project

undertook to write a lesson plan--usually about two pages
long--for every reading in every course. Our lesson plans

for each version of the entire project run more than.a

thousand pages.

4. To prepare teachers from the Pittsburgh Public Schools to

teach the new courses. Each summer we worked with from six

to eight teachers from the Pittsburgh Schools. Theoretically,

they were to help us write curriculum. In fact, most of them

were not prepared for this job. Hence, we devoted much of

our time during each summer to showing them what the project

was about.

5. To visit teachers during the academic year. One of the jobs

of the co-directors was to visit the cooperating teachers in
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the Pittsburgh Schools. We made efforts to do so during
the first year and then gave up. There was no time for
visits.

6. To develop an evaluation. During the first year of the
project, we used a number of standardized tests to evaluate
our work. We learned quickly that many of our able students
scored so well on the examinations before they were enrolled
in the curriculum that no significant growth could possibly
be detected on future administrations. Hence, we abandoned
this system of evaluation. We decided to write new tests
to assess ability to use a mode of inquiry and the attain-
ment of affective objectives. These tests would have to
be written by the co-directors, the only people who knew
the curriculum well enough to write them. They were
usually too busy at other tasks to do so.

7. To keep up good relationships with the Pittsburgh Schools.
Mr. Mehlinger and Mr. Good, both of whom were employees of
the Pittsburgh Schools on loan to the project, were supposed
to keep the schools thoroughly informed about wbat we were
doing. In the press of other business, they were sometimes
unable to do so. Hence, misunderstanding occasionally
developed between the project and the downtown administra-
tion of the schools or some of the teachers.

8. To disseminate what we had learned. Alter dhe project had
been operative for a short while, we received a stream of
requests for information in written form and an increasingly
large number of requests for project personnel to speak to
groups of teachers around the country. Since we had no
money to print materials or circulate a newsletter, we had
to wait to inform colleagues elsewhere of what we were
doing until the public domain version of our materials could
be released. We did feel an obligation to speak as often
as we could, but our availability as speakers was limited
by the amount of time we had to devote to more immediate
problems.

Our third error was to embark on the project with insufficient funds.
We needed many more full-time staff people. The teachers we enk-'
ployed for six weeks during the summer and professors we were able
to employ part-time from the Carnegie faculty during the year did
not meet our needs for writers efficiently. Tao much time was
required to learn about what we were doing for part-time people or
summer help to be very useful. We needed more full-time staff
badly.

We also needed more money to make mistakes. In order to save
money we dittoed the first versions of our courses because ditto
was so much less expensive than multilith. We ran off 400 copies.
Those at the end of the run were always very light. The quality
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of our audio-visual component was poorer than it should have been.
The equipment we used was inadequate, and we had no,money to
hire artists or professional photographers. Although many of the
ideas for the audio-visual component still strike us as excellent,
the execution left much to be desired. Moreover, we lacked funds
to try our most innovative ideas--in simulation and the use of a
data-bank particularly--because experiments with them seemed most
risky and scarce resources had to be allocated to the development
of a product we could confidently expect to succeed after only
minor revision.

We also needed consultants badly. We would have liked to have had
funds to send each course or part of each course out to a recognized
expert in a particular field for scholarly criticism. We had no
such funds. This kind of criticism had to wait until a commercial
publisher agreed to expend what will probably total an additional
half-million dollars to bring our materials into publishable form.

Finally, we needed more money to disseminate materials and to
inform the academic community of what we were doing. We should
have published a newsletter periodically; we had neither funds nor
staff to do it. We should have produced sample units and distributed
them in quantity, free of charge. Again, lack of funds hindered us.
We should have kept a staff member on the road continuously to
speak to teachers. Again lack of money stood in the way. And we
should have run a somewhat more extensive field test with teachers
who had not worked with project materials during the summer before
they taught them.

Our fourth major mistake--although here we have sone disagreement
among members of our own staff--was our failure to begin with a
sufficiently well-developed rationale. For a year before our
project was funded, Mr. Fenton spent his spare time writing a
forty-seven page paper which outlined plans for a sequential and
cumulative curriculum for able high school students in the Pitts-
burgh Public Schools. This paper became our original rationale.
Its deficiencies far exceed its merits, although it was a good
start. The necessity to produce materials for classes in September
made it impossible to work further on the rationale after our
project was funded in May, 1963. Instead we asked Professors March
and Coleman to develop very short rationales for the first two
courses in the sequence. These papers raised important questions
about the entire curriculum, questions with which we wrestled for
a year. Copies of speeches and staff papers in our files record a
steadily developing conception of what we were about.

In an attempt to explain what we were doing to cooperating teachers,
Mr. Fenton decided to collect materials from social studies projects
and make a methods book out of them by connecting one to the other
with introductions and study questions. Work on this volume began
in 1964; published in 1966, it was entitled Teaching the New Social
Studies in Secondary Schools: An Inductive Approach (Holt, Rinehart
and Winston Inc.). Writing the book helped our staff develop its
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rationale. In the fall of 1964, we wrote an "Introduction to the

Teacher's Manual" which contained a 6,500-word account of our
rationale as we then understood it. Short rationales for each new

course in the series further sharpened our perspective. So did

papers circulated at Carnegie among the small group intimately

involved in the project. The opportunity to make speeches about

our work and the challenge of questions from the audience stimu-

lated us further, particularly at a Curriculum Seminar held to

analyze the Carnegie material at Washington University. The neces-

sity to teach our material to students every day forced us to test

our theories in the cold reality of the classroom. Participants

in our NDEA institutes and Experienced Teacher Fellowship Programs

challenged us on a number of points. Finally, Mr. Fenton took a

leave during the 1965-1966 academic year to study the curriculum

reform projects and write a little book entitled The New Social

Studies (Holt, Rinehart and Winston, Inc., 1967). Now at the end

of our project, we are able to write a sophisticated rationale

pulling together all the bits and pieces of our work.

Womld me have been better off if we had started our project with

the rationale we now have? Certainly we would. But it would have

been impossible to develop this rationale without going through

the four years of labor we have just finished. Our rationale has

grown out of widespread reading, the process of writing materials,

the actual experience of the classroom, and the opportunity to see

what other projects were doing. But we would have been better off

if we had been able to devote more time to our rationale before

we began to write.

Our final major mistake involves our evaluation as the third

section of this Report will make clear in detail. We divided 463

able students in the Pittsburgh Schools into two groups, experi-

mental and control. We then administered a variety of tests for

content and for critical thinking skills. Our students scored

near the top of the continuum. Moreover, we decided that some of

our major objectives could not be tested by any published evalu-
ating instruments we could find. We had to write our own tests.

Because our funds and our staff were limited, we were never able

to develop evaluating instruments for the affective domain, which
comprises a substantial part of what we were trying to do. Al-

though the results we have obtained are most prou&sing, our tests
for ability to use a mode of inquiry for the social studies are

only preliminary versions. We are dissatisfied with substantial

parts of our evaluation. Since we were involved in a major research
project on which more than a third-of-a-million dollars of public

funds have been expended, it is obvious that we made a serious

error in this direction.

Recounendations for Future Curriculum Pro ects

If we had the project to do over again, we would amend our proposal

so that it contained the following features:
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1. We would propose to develop two years of curriculum in
four-and-one-half year's time. We would spend the first
half-year developing a rationale, defining objectives care-
fully, and sketching outlines for both years, paying close
attention throughout the process to the courses which should
precede and follow the ones we were designing. During our
first year, we would write and test our first course on a
small scale. We would revise as we tested and finish our
revision during the following summer. During 3u:7 second
year, we would field test the revised version of the course
and make any necessary revisions in preparation for publica-
tion. During our third year we would write and test our
second course on a small scale, revise and field test it the
following summer and academic year, and publish at the end
of the four-and-one-half year period.

2. We would have six permanent staff members each of whom would
devote at least three-quarters of his time to the project.
Only the administrative assistant, who would be in charge of
the budget, drafting reports, duplicating materials, and the
routine work of an office, would not actually teach one or
more courses. The other five members of the staff would all
teach either all of the courses or some of them in the schools.
Only in the teaching process can a writer learn the true
dimensions of a curriculum project. All five of these people
would be expected to do all of the jobs in the project, but
each one would take major responsibility for a part of it:
one for the development of written course materials, one for
the audio-visual component, one for school trials, one for
evaluation, and one for dissemination. We would not use part-
time writers because, as both our project and the projects
supported by the National Science Foundation have learned,
much of what they produce cannot be used in the classroom.
We would, however, utilize scholars outside the permanent
staff to suggest materials and review staff work.

3. We would develop a more sophisticated rationale during the
first months of work as we have already indicated. In addition
to an overall rationale, we would write a shorter rationale,
perhaps ten pages, for each individual course. We would
examine our rationale carefully and invite criticism from
scholars outside the project before we began to write materials.
Finally, we would link the rationale closely to an evaluation.

4. We would aek for more money, perhaps four times as much per
course as we had. A permanent staff of six, along with the
other people we need and money to produce materials, would
cost about $150,000 per year. Producing and testing two
courses in four years would cost about $600,000. We produced
four courses in four years for $340,000. We cannot, however,
find a valid reason to spend a million or so dollars on a few
units or a single course as the three projects supported by
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the National Science Foundation have done. Much of that money
has gone to pay social scientists from Universities to write
units which have failed in the classroom or to support a vast
field test costing in at least one instance as much as our
'.total original budget.

5. We would work closely with editors frmm a professional pub-
lishing house from the inception of the project. Professional
publishers have a know-how which is extremely useful to people
on curriculum projects. Having a publisher associated with
the project iwould improve the quality of the final product and
and get it into the hands of students such more rapidly than
if a publisher were brought in late in the game.

Despite our horrendous list of mistakes, despite all our 4what we
should have dones," we still feel that we have produced a meritori-
ous curriculum. We expect a revised version of our materials to
have a marked impact on education in the social studies. Holt,
Rinehart and Winston has published four of our revised courses:
Comparative Political Systems, Comparative Economic SyEtems, The
Shaping of Western ,Society, and From Tradition to Change in Four
Societies. A New History of the United States, An Introduction
to Behavioral Science, and The Humanities in Their Social Settings
will be published in August, 1969. Only after these materials
have sought their place on the competitive market can we assess
the full impact of our efforts.

Curriculum development is no work for amateurs. Social scientists
from universities often turn out unworkable units because they
tend to write for other scholars, they do not know learning theory,
and they have not faced elementary or high school students for a
full daily schedule over a sustained period of time. /n addition,
many scholars who have had no contact with educational literature
have narrow objectives--to produce children who know a discipline
well--rather than the sort of broad and more appropriate objectives
which are described in the second section of this Report. Moreover,
a series of units written by different scholars seldom combine into
a course, never wind an integrated curriculum covering several
years of work, without major overhauling. Nor can typical class-
room teachers write curriculum well. They lack preparation as
professional writers, as scholars on the frontier of a discipline,
and as experts in learning theory. Curriculum development is a
new academic specialty.

The curriculum projects have now trained several hundred of these
new specialists. Their skills may be wasted, however. Instead of
earmarking additional money for social studies curriculum projects,
the government has made large grants for education to states or
groups.of schools to use with comparatively few restrictions. Little
if any. of these funds will make'their way into the sort of curricu-
lum project which a nutber of universities can now organize well.
Instead much of this money will probably end up in the hands of
committees of teachers on the local, state, or regional level to
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develop courses of study like those which have failed so conspicu-

ot.sly in the past. Categorical aid earmarked for curriculum

research should again become a significant part of the total effort

of the United States Office of Education to upgrade teaching in the

social studies. Without excellent materials and carefully prepared

teaching strategies related integrally to objectives and planned in

keeping with a sound rationale, curriculum work will be relatively

ineffective.

Conscientious curriculum work requires years of effort. A curricu-

lum consists of more than a collection of units or an individual

course for a semester or a year. A curriculum project should develop

a carefully articulated series of courses for several years of study

in which each course carefully contributes to overall goals, builds

upon previous learning, and prepares students for work in future

courses. In isolation, a twelfth grade economics course, a tenth

grade geography course, or units in anthropology or sociology for

use at any level in the secondary schools do not constitute a

curriculum. Courses or units like these can only provide materials

out of which a curriculum can be built. Given the work ways of

teachers described earlier in this section, the likelihood of a

distinguished cumulative curriculum firmly based on the needs of

the society, the needs of children, and sound learning theory

developing from miscellaneous courses or units seems minute.

Many of the contemporary social studies curriculum projects do not

even have a rationale to explain why they think a certain subject

should be taught to particular students at a certain grade level.

Only curriculum specialists working closely with scholars from

the disciplines on projects which will require many years to com-

plete can produce the sorts of curricula which students in American

schools deserve.

CRAMER II
THE CARNEGIE PROJECT

The Rationale

The rationale which follows represents our present thinking based

upon our experience. We began to plan a curriculum design well

before our project was funded in May, 1963. Parts of the rationale

--for example, the sequential arrangement of courses--have remained

unchanged since the Carnegie staff first began to talk seriously

with teachers from the Pittsburgh Public Schools about a major

curriculum project in 1962. Other parts of the rationale--our

classification of concepts is one example--developed relatively

late. We can see no particular utility for an historical account

of the way in which our rationale developed. Instead of tracing

its evolution, we have decided as part of our Final Report to

describe our rationale for a social studies curriculum for able

American high school students as it now exists and to illustrate

our points with specific references to our material and our

experiences.
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Although the revised version of our public domain materials now
being published by Holt, Rinehart and Winston, Inc. rests in part
upon this rationale, the complete curriculum design does not apply.

We have Zhoroughly revised our project materials for Holt in order

to adapt them for the use of typical students. The project sup-

ported by the Cooperative Research Bureau of the United States
Office of Education, however, stipulated a curriculum for able
students. The rati(nale which follows applies to this student

audience.

We defined able students as the top twenty percent of the ability

range in typical American high schools. These students generally

have IQ scores higher than 115. They read well, often two or
three grade levels above typical students of the same age. They

handle abstract ideas much better than students less well endowed

intellectually. A majority of them are well motivated and ambitious

and come from families wilich are anxious to have them succeed

academically, although a number of able students with whom we worked

lacked such fortunate environments. Most of them are college-
bound, in many cases for the more demanding colleges and universi-

ties. Many should become future leaders of the society, the

country's aenators, mayors, business executives, union leaders,
writers, PEA presidents, and teachers. We tried to design a

curriculum for these students which took their attributes and

aspirations into account.

A curriculum designed specifically to meet the needs of able

students must be based on ability grouping. If each student is

to grow intellectually to the limit of his abilities, he must

read materials which challenge him and discuss issues which stretch

his conceptual framework. Typical courses are too easy for able

students who coast through them. Given the practical situation
which social studies teachers face--five claases a day averaging

more than thirty students per class as well as numerous additional

duties--only a creative genius with the patience of a saint and

the constitution of an olympic athlete can plan individual programs

of study to challenge each of his able students. Moreover, al-

though we have found no research data on this subject, we believe

that our affective objectives cannot be attained through the use

of computer-assisted instruction by which it may some day be possible

to provide individualized programs of study for senior high school

students.

In all other academic areas except the social studies and less

frequently English, American high school students eventually group

themselves roughly by ability and aspiration. If they lack either

interest or ability, students drop out of the mathematics, science,

and modern language sequences as soon as the required courses for

the college of their choice have been completed. Not so in the

social studies. In most schools, counselors lump students of all

abilities heterogeneously in social studies classes, usually on

the grounds that children ought to learn somewhere about others
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who are different from themselves. Social studies, which have been
traditionally responsible for the education of citizens, has hence
fallea prey to heterogeneous grouping, but without sound philosoph-
ical support for the practice.

A good citizen needs knowledge, inquiry skills, sound attitudes
and democratic values. Teachers in all subject areas share
responsibility for teaching the skills of inquiry. Similarly, all
teachers should attempt to develop such attitudes as willingness to
participate and preference for a scientific proof process upon which
excellent citizenship in a democracy depends. Teachers of litera-
ture should be as responsible for helping each student to develop
his awn value system as instructors in social studies. Only know-
ledge about government and the society of which it is a part falls
exclusively within the province of the social studies. No one
has yet proved that this knowledge can be transmitted only to
students who are heterogeneously grouped. The advantages of
ability grouping in social studies, particularly the possibility
of stretching each able student to the limit of his ability, far
outweigh the supposed defects of this practice, *

The overall objective of our curriculum is to help each student
develop to the limit of his ability into an independent thinker and
an informed, responsible citizen of a demorinatic society. We
divided this general objective--far too sweeping and abstract to be
a useful guide to instruction--into four major parts: attitudes,
values, inquiry skills, and knowledge. These four categories of
objectives cannot be divided in practice. Students cannot inquire
about nothing; there must be content to inquire about. Without
attitudes predisposing them to prefer a scientific mode of inquiry,
they cannot inquire at all. Values in turn grow out of knowledge,
attitudes, and inquiry skills. Yet, although we recognize that
these four sets of objectives are interrelated, we believe that
clarity results from, discussing them separately.

* Under the leadership of two distinguished superintendents,
Calvin Gross and Sidney P. Harland, the Pittsburgh Public Schools
decided in 1961 to inaugurate a new program for able students to
be called the Pittsburgh Scholars' Program. Beginning in 1963,
able students from all over the city were clustered into fifteen
junior high schools or eight-year elementary schools and into
seven of the city's twelve senior high schools. A total of about
700 students per grade level were involved. The able students who
became ninth graders in 1963 made up a pool from which project
officials and school counselors were able to make up matched
experimental and control groups of 230 students each. With our
student audience chosen, the climate for a cooperative venture well
established, (Mr. Fenton had spent two years on three-quarters
time leave from Carnegie to help plan the Pittsburgh Scholars'
Program), and eight classes of able students identified in five
different schools as members of our experimental group, we were
ready to proceed.
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An independent thinker and an informed, responsible citizen has
attitudes which predispose him toward a useful and cooperative role
in a democratic society. He believes, for example, that a citizen
should participate actively in the political process. He is willing

to liaten to all sides of an argument in order to make up his mind

according to a scientific proof process rather than depend on
emotion or authority for his ideas. He wants to continue to learn

once he has left the classroom since good citizenship, as well as

a rich cultural life, depend upon willingness and ability to

assimilate new information. Our curriculum carefully tries to
encourage these attitudes primarily by the way in which classes

are conducted.

Substantive values are another matter. Our curriculum does accept

a basic ethic: the dignity and worth of the individual. But the

curriculum does not attempt to instill in students a particular
set of values or to enlist their support for particular public

policies which follow logically from a predetermined value system.
The value systems of American taxpayers who send their children
to the public schools vary from one end of the spectrum to the

other. In a democracy parents have a right to mold the values of

their children; teachers should not relegate this right to them-
selves.

On the other hand, teachers and the curriculum they use should

consistently call upon students to reflect upon their substantive
values. More than a quibble separates the difference between

teaching a value as truth and raising an issue involving a value

to encourage reflection and clarification. Discussing a value

in class without trying to arrive at consensus challenges each

student to think for himself and to reflect upon the validity
of values which he has learned in the home, the playground, or
the wider community. Using this technique, each child can develop

his unique value system. This expectation seems well within the

responsibility given to teachers by the society.

Our curriculum raises questions of values consistently. For

example, the first four days of the ninth grade course in Compara.-

tive Economic Systems examines the values of Kwakiutl Indians,

Americans in Middletown, and contemporary leaders of the Soviet

Union. Students are then asked to determine the characteristics
of a "good economy" according to these three conflicting sets of

values. Throughout the course when questions of public policy
are under discussion, value issues enter in a similar way. Any

decision about the allocation of scarce resources involves values.

The curriculum makes this point clear and consistently confronts

students with value dilemmas stemming from economic problens
involving resource allocation.

The Shaping of Western Society, the course for the first semester
of the tenth grade, approaches values in three ways. First, it

examines the value systems of men throughout European history in
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order to introduce students to a vide range of values from which

they may pick and choose. Second, it examines the relationships

of values to the societies out of which these values grew, thus

teaching students to examine the role of values in an entire culture.

Finally, it gives students opportunities to reflect about whether

particular values from past societies are pertinent to their own

lives. The eleventh grade course in American history approaches

values in these same three ways.

Studies in the Non-Western World, taught during the second

semester of the tenth grade, has a somewhat different focus. It

is organized around four one-month studies: totalitarianism in

China, economic grawth in India, and race relations in South Africa

and Brazil. Each unit includes a careful study of the traditional

values of the area, a study which increases the number of value

alternatives open to students. The units also examine the challenge

to traditional values by ideas and institutions diffused from the

West. Finally, and most important, each of the four units examines

the value issues involved in a modern problem such as totalitarian

government, economic growth, or race relations. These problems

seem certain to persist throughout the adult life of present high

school students. Studying the value issues which lie behind them

should help to prepare students for responsible and informed

citizenship.

While the Introduction to Behavioral Science, which is taught

during the first semester of the senior year, is primarily
concerned with methods of inquiry in behavioral science, it too

has affective goals. Perhaps the most important of these aims

is to develop in students a cautious, critical attitude toward

generalizations about human behavior, whatever their source.
Through readings and through designing and conducting their

own behavioral research, students acquire a deeper understanding

of the great complexity of human behavior and the great dif-

ficulty of acquiring verified knowledge about it.

The last semester in the curriculum, a course in the humanities,

stresses affective goals. The course centers around three major

questions: What is the good man? What is the good life? and

What is the good society? For substantive material we have chosen

the civilization of Ancient Athens, Renaissance Florence, and

modern New York. Students examine answers given to these three

basic questions by men in each of these civilizations. VIrtu-

ally every lesson plan challenges each student to think about

the implications of these answers in the light of his own concep-
tion of the nature of man, Each student keeps an intellectual

diary throughout the course. As a culminating experience, he
either writes a paper or produces a photo essay about his

conception of good man, good life, or good society. This course,

building upon affective issues Toihich have been introduced four

years before, helps each student make explicit a coherent value

system around which he can build a fruitful and satisfying life.
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Our third major set of objectives stresses the ability to use a
mode of inquiry for the social studies. In'a world where the total
knmuledge of mankind doubles each decade, a student who has not
mcstered inquiry skills may well find himself on the human scrap
heap ten years after he leaves school. Cramming facts and general-
ization3 from a textbook into his head cannot meet the challenge
of the knowledge explosion. Unless a student can inquire independ-
ently of the questions which teachers use to cue him, he is not
equipped to be an independent thinker and a xesponsible citizen.
of a democracy.

We have identified six major steps in a process of-inquiry for the
social studies. They are as follows:

A Mode of Inquiry for the Social Studies

1. Recognizing a problem from data
2. Formulating hypotheses

Asking analytical questions
Stating hypotheses
Remaining aware of the tentative nature of hypotheses

3. Recognizing the logical implications of hypotheses
4. Gathering data

Deciding what data will be needed
Selecting or rejecting sources on the basis of their

relevance to hypotheses
5. Analyzing, evaluating and interpreting data

Selecting relevanedata from the sources
Evaluating the sources

Determining the frame of reference of the author of
a source

Determining the accuracy of statements of fact
Interpreting the data

6. Evaluating the hypothesis in the light of the data
Modifying the hypothesis, if necessary

Rejecting a logical implication unsupported by data
Restating the hypothesis

Stating a generalization

In the way in which we use the term the method (or mode) of inquiry
is synonymous with what some other workers mean by the structure
of a discipline. We have adopted Joseph J. Schwab's definition of
structure. ** ab argues that a discipline's structure has two

parts: "the body of imposed conceptions which define the investi-
gated subject matter and control its inquiries" and "the pattern
of its procedure, its method, haw it goes about using its

** Joseph J. Schwab, "The Concept of the Structure of a
Discipline," The Educational Record, V. 43 (July, 1962),
199, 203.
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conceptions to attain its goals." In other words, the structure of

a discipline consists of a method of inquiry made up of two parts,

the imposed conceptions which guide the development of hypotheses
and the procedures used to validate these hypotheses. The Carnegie

group has paid particular attention to the first of these two

parts, the development of hypotheses.

The way in which a person selects facts to note or remember
largely determines the kinds of hypotheses he forms. Facts mean

nothing by themselves. They assume meaning only in the mind of

a person who learns them. The same fact may mean quite different
things to two persons with different views of the world. Hence,

each person's "body of imposed conceptions" conditions him to
ask different questions and to interpret the meaning of the same
piece of evidence in different ways. The pedagogical problem is
to broaden a student's conceptual scheme so that his "imposed

conceptions" will be likely to yield more fruitful hypotheses
which can help him solve problems in the social studies. The

Carnegie group has identified the hypothesis-waking aspect of
structure with analytical concepts such as leadership, role,
or resources.

Although we have disco;/ered no research data to support our posi-

tion, we believe that ability to use qUestions associated with
analytical concepts from the social sciences correlates highly
with creative achievements in a field like American history. The

new history written by the most exciting young scholars has grown

out of new questions put to documents which many scholars have
mined thoroughly before. The questions are new; the facts are
not. For these men, creativity may be defined behaviorally as the

ability to ask the kinds of questions which guide the search through
data to original conclusions. Our curriculum tries to teach stu-

dents some useful questions to ask; more important, it tries to
teach them always to ask questions--to think hypothetically. This

process, rather than discovery exercises whose success depends

upon the presence of a built-in conceptual framework, is likely to

produce a generation of Students who are able to think Creatively
about society.

During the past five years, at least thirty volumes have been
written about the role of concepts and structure in the social
studies. We have read this literature carefully. Much of it

jumbles different types of concepts into single lists. During

the last year of our work, we classified concepts into different
types and examined their use in curricular construction. The

model ve present below grew out of our curricular work and
reflects the organizational pattern of the ninth, tenth, and
eleventh grade courses.

We have identified six types of concepts involved in the social
studies. We have called the first type universal concepts:
culture; society, or civilization. These three terms are really
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synonyms. They are not particularly useful tools for students
because limy encomOass too much. None of the three guides the
search fc. data because each includes everything about man at a
particular time and place. Yet a student should know that all
men live in a culture and he should be able to analyze that culture
scientifically.

The necessity to divide universal concepts like culture, society,
or civilization for purposes of analysis suggests a second group
of concepts. For want of a better term, we have called them macro-
concepts - four of which are particularly important: economic
system, government, social structure, and region. They parallel
four academic disciplines: economics, political science, socio-
logy-anthropology, and geography. A culture, society, or civiliza-
tion can be studied by examining each of these subdivisions using
the tools which specialists in each discipline have developed. But
these macro-concepts suffer from the same deficiency as the
universal concepts: they do not guide the search for data because
each one Includes too much.

Macro-concepts can be subdivided by types. For example, we can
classify political systems as traditional, totalitarian, democratic,
authoritarian, parliamentary and so forth. Economic systems, social
structures, and geographic regions can be classified in a similar
fashion. Although these subdivisions are useful for comparative
purposes, they are still too broad to provide effective guides
through data.

Our third category, analytical concepts, do guide the search for
data effectively. An analytical concept is one which is useful for
the analysis of a culture at any time or place. Analytical concepts
guide the search for data because they tell the student what to
look for as he reads. We have identified the following analytical
concepts ap a useful starting place for students to learn to
develop hypotheses about cultures. These concepts are: ***

Mainly from
Mainly from Mainly from Sociology and

Economics AnthroeslogxPolitical Science

Leadership
Decision making
Institutions
Ideology
Citizenship

Values and goals
Scarcity and choices
Resources
Price

Distribution
Production
Economic growth

Role
Status
Norms
Social Class
Groups
Group interaction
Culture change

*** Note that we have not included analytical concepts from
geography under the macro-concept region. Our curriculum
nowhere stresses this area of social science, partly because
no one on our staff was a sufficiently skilled geographer.
This omission, we believe, is a shortcoming of our curriculum.
Ifle have, however, tentatively identified analytical concepts
coming from geography. They are aereal distribution, aereal
association, and aereal interaction.
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We do not contend that our list is the only useful one. Another

group of investigators might turn up with another list of nineteen

or twenty-five or fifty concepts which is equally useful. There is

no single structure to the social studies. Each person brings his

own structure--his own "body of imposed conceptions"--to any invest-

igation. Rather than claim to have discovered "the" structure of

the social studies, we are prepared to make a more limited argument:

the list of concepts we teach students to learn and to use is likely

to lead to hypotheses which both social scientists and students

would agree are useful for the investigation of societies past and

present. Beyond this claim we do not wish to go at this stage of

our research.

Each of these analytical concepts implies questions. Take leader-

ship as an example. Modern political scientists know that Leaders

play a particularly vital role in any political system. They want

to know a number of questions about a society's political leader-

ship. Who are the leaders? What are their attributes? How do

they gain and maintain support? How can a citizen get access to

them? Once the student knows a concept like leadership and has

learned analytical questions associated with it, he is prepared

to embark on a search through data with a powerful conceptual

scheme in mind. If he knows the concepts we have identified and

the battery of analytical questions associated with them, he is

still better prepared. Most of all, if he has learned to ask

questions--a process which we teach almost daily--he will have

developed the habit of thinking hypothetically. This habit is

the most important of all. More than anything else it distin-

guishes the independent, creative thinker from the hack who simply

compiles data outside of a disciplined conceptual scheme.

The full list of analytical questions associated with concepts may
clarify the ache= we have developed. Some analytical questions
are themselves interrogative statements of sub-concepts, (What

technology is employed in production? How is gxoss national

product related to consumption, investment, and government expendi-

tures?) Without seeing our list of primary analytical questions,

a scholar cannot know whether or not we have overlooked basic

aspects of a discipline. The questions associated with each of

the nineteen concepts which follow have been carefully programned

into the materials of instruction in the ninth and tenth grade

courses. The eleventh grade course uses all of these questions

as the basis of inquiry.

A. Stressed First in Comparative Political Systems
1. Leadership - That position in society having the

authority to determine how the power of government
will be used.
a. Who are the leaders? What are their personal

characteristics? Their social backgrounds?
b. Haw does society recruit its leaders? How does

it persuade people to accept leadership positions?

What formal and informal rules does the society
establish for granting leadership?
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c. What must a person do to obtain and keep a lead-

ership position? To whom does he appeal? Haw

does he appeal to these people? How does he

maintain support?
2. Decision Making - The process by which a political

system determines for what purposes governmental

power will be exercised.
a. What are the formal rules for making decisions?

The informal rules?
b. In what leaders and institutions does decision-

making power reside?
c. What factors influence decision-making? How

does ideology influence it? The personal

attributes of leaders? Institutions? The

desires of citizens?
d. How does information flow to the decision makers?

What influence does it have?
e. How are deci3ions carried into effect? What

sanctions are used to enforce decisions?

3. Institutions - Organizations and well-established

practices which distribute authority to make decisions

about how power shall be used.
a. What are the institutions of a society? What

functions does each institution have?
b. What official authority has been given to an

institution? What authority has an institution

accumulated informally?
c. How do institutions influence decisions?

4. Citizenship - The rights of individuals to influence

how societal power will be used, their obligations

to submit to governmental power, and the process by

which they accomplish these two functions.
a. How does a citizen influence how public power is

used? Does he have a role in the decision-
making process? How does he obtain access to
decision-makers? What influence does he have
over them?

b. How does a citizen get information about
government?

c. How does government affect the life of the

citizen? How does it restrict his freedom? How

does it enlarge his freedom?

5. Ideology - The body of ideas and beliefs to which the

people of a society subscribe.
a. What are the basic beliefs about man and society

shared by most people in the society? What are

the sources of those beliefs?
b. What values do the members of a society hold?

c. What influence does ideology have on decisions

about how power should be used? Do political
decisions attempt to promote the goals and values

of the people in a society?
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B. Stressed first in Comparative Economic Systems,
6. Values and Goals - The aspirations, standards, or long-

range common objectives which a society holds to be
good.
a. What are the major values and goals of the society?
b. How do values and goals affect economic decisions?
c. How are conflicts in values and goals resolved?

7. Scarcity + Choices - The idea that since resources are
limited and wants are infinite, *ociety must constantly
allocate resources among competing goals.
a. What goods and services does the society make

with its resources? (What)
b. How does the society use resources to make

goods? (How)
c. How are goods and services distributed?

(For Whom)
d. How does a society choose between using resources

for present needs (consumption) and using them
for increased productivity in the future
(growth)?

8. Resources - The supply of raw materials, capital, and
humau skills available to a society.
a. What natural resources are available?
b. What human resources are available?
c. What capital resources are available?
el. How are the three types of resources combined to

produce goods?
9. Price - The amount of money needed to purchase a

particular economic good or service.
a. How are prices set in an economic systee
b. What are the functions of prices in the system?

10. Distribution - The process by which goods and
services are distributed.
a. How are goods distributed? What economic

institutions are involved?
b. In what proportion do the various factors of

production receive goods?
c. How is the pattern of distribution related to

values and ideology?
11. Production - The process through which goods and

services are made or supplied.
a. In what ratio are three types of resources

combined to produce goods?
b. What economic institutions influence production?
c. What technology is employed in production?
d. What is the nature of the entrepreneurial

function?
12. Business Cycles - The rise and fall of econondc

welfare and activity in a society.
a. What causes business cycles?
b. What are the social consequences of depressions

or severe inflation?
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c. What can be done to control business cycles? How

is gross national product related to consumption,

investment, and government expenditures?

C. Stressed First in The Shaping of Western Society and

Studies in the Non=Western World
13. Role - The functions and activities society expects

individuals with specific characteristics to perform.
a. How are roles assigned by society?
b. What does society expect of individuals who have

certain roles?
c. What different roles is a particular individual

expected to fulfill?
d. How can an individual prepare himself for a

particular role? Are some roles closed off to

certain individuals?
14. Status - The position given a role relative to other

roles.
a. Which roles are given high status by the society?
b. What privileges are given to roles with high

status? Are they given more wealth? more free-

dom? more power?
c. Is status inherited or is it earned in the

society?
15. Norms - The standards of behavior in social relation-

ships expected from different roles.
a. What are the most important norms of the

society? (mores)

b. What are relatively unimportant norms?
(folkways)

c. What are the norms of behavior assigned to
given roles?

d. What sanctions are applied when someone
violates a norm?

16. Social Class - A large group of people who share many

things in common and who are classified by other

members of the community as belonging together.
a. What are the classes of a given community?

What criteria are used to place people in a

class?
b. Can someone earn membership in a given social

class, or must a person be born into it? Haw

open are classes to people born outside theua

c. Haw are classes arranged in the social structure?

What roles are assigned to the upper classes?
The middle classes? The lower?

17. Groups - A cluster of two or more people who inter-

act because they have some common characteristic or

purpose.
a. What kinds of groups exist in a society? What

identifies people as members of a group?
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b. What are the most important primary groups

(such as family, play group, or neighborhood

group) characterized by intimate, personal

relationships among members?

c. What are the most important secondary groups

(such as a labor union, political party, or

business firm) characterized by non-personal

relationships among members?

d. Haw does membership in a group influence the

behavior of its members? The structure of

the society?

18. Group Interaction - The process by which groups in

contact influence each other.

a. Are particular groups in contact with each

other basically cooperative or competitive?

b. When two ethnic or racial groups interact,

what determines which of the following four

processes will take place: extermination,

accommodation, assimilation, or amalgamation?

19. Cultuth_iane - The process by which a culture

adjusts to new circumstances or a new environment.

a. Has a new invention promoted culture change?

If so, in what way?

b. Has diffusion from an outside source produced

change? If so, how? What was the agent of

diffusion?
c. Has a change in one area of a culture (tech-

nology) produced a condition demanding change

in another area (family structure)? Has there

been a lag between the first change and the

second?

In addition to universal concepts, macro-concepts, and analytical

concepts implying questions, we have also identified a number of

procedural concepts having to do with the way in which social

scientists and historians inquire. The most important procedural

concepts are as follows:

1. Social Studies question - A question which can be answered

by the use of a method of inquiry for social studies.

"Did Christ live?" is such a question. "Was Christ

divine?" is not.

2. ,Hypothesis, - A tentative explanation for an event posed

as a part of the inquiry process.

3. Fact - A statement about a person, event, etc. which

meets the tests for historical credibility.

4. Data - Any information about past or present society.

5. Evidence - Data which has a bearing on a hypothesis

under investigation.

6. Frame of reference - (also bias or point of view)-

The way in which a person's entire life experience has

conditioned him to look upon the world.
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7. Generalization - A statement about part or present'society

which explains two or more facts and meets the tests

imposed by a method of inquiry.

8. Theory - A generalization so well documented and accepted

that a piece of evidence which seems to contradict it is

assumed wrong until another more encompassing theory can

be developed to explain both the old and the new evidence.

9. Concept - A category of things or qualities which can be

defined and is useful as a basis of a classification system.

Our curriculum teaches students the meaning of these concepts and

introduces them to their use in investigations in the social studies.

Our curriculum also introduces students to two additional types of

concepts which have special applicability to historical study.

The first, historical periods or topics, is relatively simple.

Students learn the utility of terms like the Renaissance or the

Middle Ages, and also the dangers of such all-embracing ideas.

The other types of concept--historical definitions--recur through-

out the history courses. Words like democracy, feudalism, com-

munism, and nationalism have changel their meanings over time. We

teach students to use words like these carefully, defining them

not only for their general meaning, but also by the way in which

they were used specifically in a irttcular time and place. .

Analytical questions stemming from analytical concepts clustered

under four macro-concepts hold the key to hypothesis-making. In

this area, the work of our project, although it clearly grows out

of the ideas of other scholars, seems original in the way it has

reorganized and synthesized ideas. Our attention to the proof

process of the social studies is less original. As our mode of

inquiry indicates, we have identified four steps in ehe process

of proof. Throughout the four years of our curriculum we have

tried to teach each of these steps over and over again in individ-

ual lessons. Occasionally we challenge students to pull the entire

proof process together on one day. Discovery exercises and research

papers have proved to be useful ways in which teachers can evaluate

the skills with which their students have mastered this intricate

and complicated process.

Our fourth group of objectives stresses knowledge of content.

We use four criteria to select content. First, we have chosen

materials which will help students learn the concepts essential

for the mode of inquiry which we teach. Three of our first four

courses have been placed early in the curriculum partly for this

reason. Since much of our instruction is based on the use of a

mode of inquiry, students must learn concepts before they can

become involved in sophisticated historical analysis. Without

them they cannot ask the sorts of questions essential to analyzing

changes over time.

Secondly, we have chosen content to fit the interests and needs of

adolescents in American society. A large number of our assignments
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reach within the life of the child. In the humanities course, for

example, we present the words of seven popular and folk songs as

well as a collection of graffiti from the walls of New York coffee

houses in order to challenge students to articulate the conceptions

of good man, good life, and good society which come out of adolescent

culture. Many other assignments similarly touch the interests of

adolescents.

Our entire curriculum is aimed at the needs of these children.

They are able college-bound students. In order to get into

college, they must be able to pass the College Board Examinations.

Our curriculum equips them to do so. They must also learn to do

the kind of independent work demanded by college professors. Our

curriculum develops the required attitudes and skills. To live

successfully on modern campuses, they need a coherent value system

to act as an anchor in a storm-tossed world. The humanities

course, which culminates our work with affective domain, is designed

to provide such an anchor. This close attention to the needs of

students has been an integral part of oul thought.

A third criterion for the selection of content is the need to

accumulate knowledge about contemporary governmental, economic,

and social problems. The analytical concepts we teach provide

tools with which to begin an analysis of any problems in these

three areas. Because no one knows what problems will be paramount

in the society ten or twenty years hence, we believe that the

ability to use the tools of inquiry are the best possible prepara-

tion for citizenship. But even if we had wanted to do so, we

could not have escaped the necessity to choose specific materials

to study from each of these three macro-areas. In political

science, we selected the contest between totalitarian and demo-

cratic governmental systems, in economics, the rivalry of market

and command systems, and in social structure, the struggle to

attain human equality throughout the world.

Each of these major problem areas may be divided into more

specific sub-problems. Take the struggle for human equality,

for example. The ninth grade course in political science

investigates voting patterns among American minority groups,

patterns of leadership in American government, the protection of

civil rights and civil liberties by laws and court decisions,

and similar issues. The course in comparative economics examines

the ways in which goods and services are distributed to members of

various racial and ethnic groups. In addition to many individual

lessons, The Shaping of Western Society devotes a week's study to

the development of the idea of equality in the Western world

beginning with the Greeks. During the second semester of tenth

grade, students study the social structures of the Republic of

South Africa and Brazil in order to learn about contrasting

arrangements of relationships between races apartheid in the

Republic of South Africa and racial amalgamation in Brazil. The

eleventh grade course includes studies of the role of the Negro
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and the immigrant in American life. Finally, the humanities course

in twelfth grade examines as one dimension of the good society the

attempts of Athens, Florence, and New York City to assure equal

treatment to all their citizens. We can spell out similar develop-

mental threads for the other two major contemporary problems

around which our curriculum focuses.

Our final criterion for the selection of content involves knowledge

of present and past societies. Able students particularly need

three kinds of knowledge. First, they need to know those facts and

generalizations which will help them get high scores on College

Board Examinations. Although we were not in sympathy with this

criterion, we felt compelled to acknowledge it if we expected

schools to adopt the curriculum we were developing. As a matter

of fact, this criterion did not fundamentally get in our way as

section I/I of this Report, will indicate. More important to us

philosophically was a commitment to two other criteria for the

selection of content.

The first of these was a desire to have students know the informa-

tion they needed in order to become excellent citizens in a

democracy. This criterion implied a knowledge of governmental

institutions in the United States and in other nations. It implied

knowledge of political process. It implied knowledge of the

American economy which could help students as voters to choose one

policy instead of another. It also involved knowledge of American

social structure which becomes so fundamental a part of a citizen's

life once he becomes active in a community.

Finally, we chose a body of knowledge which would help students to

live a more fruitful life in an affluent democratic society. As

the amount of leisure time grows, the schools should help students

learn how to spend it constructively. Our curriculum teaches

students to walk through a museum intelligently, to look at a play

with more than the outcome of the plot in mind, and to become well

enough acquainted with key historical figures that they can read

history or fiction with genuine understanding.

An example may make our point clear. Rather than skim through the

entire history of mankind in our humanities course, we concentrated

on three great epochs, Ancient Athens, Renaissance Florence, and

contemporary New York. Students study great men, the great ideas,

the great works from these three periods. The close attention we

give to the implications of individual plays, poetry, short stories,

novels, essays, and descriptive accounts help students learn a

process of analysis which they can apply to other works. All of

these experiences should increase students' humanistic understand-

ing and help them to lead happier lives amid the abundant

opportunities of American society.

The objectives we have been describing are all stated in general

terms. It was impossible to state in advance detailed objectives
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for the entire curriculum. Such a task would have required several
years of careful planning and many hundreds of pages of writing, and
would have needed revision anyway as the curriculum evolved. Instead
of listing each detailed objective in advance, we decided to choose
four clusters of general objectives and then choose specific behav-
iorally stated objectives for each lesson throughout the entire four
years of curriculum as we developed our lesson plans. If we wished
to, we could now accumulate this entire list of objectives as a
statement of what our students should have learned.

The way in which our curriculum was written would make it
extremely difficult to begin with an extensive and elaborate list
of behavioral objectives. Many of our readings have been edited
from previously published sources. To a degree the way in which
we stated specific knowledge objectives for each day was deter-
mined by the data in each reading. Similarly, the inquiry skills
for a particular day were influenced by the kind of data and
thought process discovered there. Similar generalizations hold
for attitudes and values. Having in mind our range of objectives
in general terms and stating objectives behaviorally for each
day's lesson as we went along has seemed to us a practical sub-
stitute for the process of stating thousands of specific behav-
ioral goals at the beginning of the development of a four-year
curriculum.

Two factors--our objectives and the realities of the school--
conditioned the order of courses in our curriculum. Because we
want students to learn a conceptual apparatus from the social
sciences, we begin our curriculum with courses which compare
political and economic systems. Students learn to analyze the
governments and economies of primitive societies, the United
States, and the Soviet Union. Logically, we should begin the
sophomore year with a course in which students learn a concept-
ual scheme from sociology and anthropology. However, the tenth
grade has been traditionally reserved for world history. Our
course entitled Studies in the Non-Western World emphasizes a
conceptual scheme from sociology and anthropology essential to
the analysis of a culture. But analysis of the non-Western world
should follow a si Ay of the West because the impact of the West
has had such a profound effect on the non-Western world in the
twentieth century. Hence, we choose to begin the tenth grade with
a semester's course in European history, inserting particular
lessons in the early units of the course to introduce key analytif:Al
concepts from sociology. The course focuses on the development
of European political, economic, social, and intellectual trends.

The second semester of the tenth grade consists of four studies
in the non=Western world. During the last summer of the life of
our project, two additional non=Western units have been written.
Each of the original four units investigates the organization of
a traditional non-Western or derivative society, looks at the way
in which Western ideas and institutions were diffused, and then
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focuses upon one particular contemporary problem in each area. /n
Chius we concentrate upon government, in India upon economic
growth, and in South Africa and Brazil upon race relations. We
chose these topics because they were germane to the areas, because
they assured sequential and cumulative learning, and because they
are vital modern problems about which we thought our students should
have some background knowledge.

The eleventh grade course contains a full year's examination of
the history of the United States designed partly to prepare students
to take the Advanced Placement Examination. This course is built
around twelve published books, but the continuity of the curriculum
remains. The course stresses the development of American political,
economic, social, and intellectual traditions. Our criteria for
the selection of content continued to govern what we taught. Our
emphases upon inquiry skills and upon affective objectives remain
dominant.

The senior year is organized around two electives, an introduction
to behavioral science and a course in the humanities. The primary
objective of the behavioral science course is to explore the idea
that human behavior is an appropriate subject for scientific study.
Scientific approaches to the study of behavior are compared with
non-scientific sources of knowledge and belief. Through experiments,
demonstrations and readings, students acquire familiarity with
methods of inquiry in the behavioral sciences and with the nature
of scientific evidence in general. The humanities course which
follows during the second semester has already been described.
Organized with primary attention to affective goals, it challenges
each student to define his awn conception of the good man, the
good life, and the good society by examining answers to these three
profound issues posed by men in fifth century Athens, Renaissance
Florence, and contemporary New York City.

We have been examining one reason for sequencing the courses as we
did: to assure sequential and cumulative learning. We also wished
to avoid culture shock on the part of teachers. Our two ninth
grade courses draw upon much of the data often included in civics
courses, usually taught at the ninth grade. Our tenth grade course
replaces World History. Our eleventh grade course in American
history parallels what is usually taught. The twelfth grade,
devoted to electives, does not seem revolutionary to teachers. We
tried, in short, to place our courses in a sequence which would
approximate the sequence taught in the schools so that the teachers
we found at each grade level would be better prepared to teach the
courses we proposed than some entirely new offering demanding a
body of knowledge completely beyond their training.

This practical consideration has seemed to us vitally important. .

In the long run, it may prove to be an excellent innovative strategy
since adopting our curriculum does not imply turning an entire
school system topsy-turvy by shuffling teachers with special subject
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training from one grade level to another. In many schools the
Anerican history course taught in eleventh grade has accumulated
prestige. To ask American history teachers to move to ninth grade
level produces opposition and distrust. We had these practical
matters in mind as we designed our curriculum.

A range of objectives requires a range of teaching strategies.
Although we began by calling our approach to teaching "inductive",
we soon abandoned that term. Some steps in our mode of inquiry--
recognizing the logical implications of hypotheses, for example--
require deduction. Induction and deduction are combined inextric-
ably in any sophisticated thought process. We also found the term
inductive inappropriate for expository teaching which we use for
several purposes.

Occasionally we suggest that a teacher give a lecture, often for
only a few minutes in the midst of a discussion. We have used sound
filmstrips to drive a point home by engaging sound and sight
simultaneously during a class period. Our lesson plans frequently
call upon a teacher to ask recitation questions designed to make
sure that students know evidence from readings as a prelude to
generalizing. These techniques are particularly useful to teach
knowledge of facts and generalizations. When our major objective
was to teach such content, we found expository techniques quite
useful.

Most of our classes, however, have been organized around two types
of directed discussion. By directed discussion we mean techCques
in which the teacher leads students through data toward generaliza-
tions by the kinds of questions he asks. Directed discussion has
been useful, for example, to teach students the meaning of a con-
cept. Our first lesson in the tenth grade course presents students
with the names of eighteen creatures, six birds, six fish, and six
land mammals. In class the teacher asks students to classify
these creatures. He then asks a series of questions designed to
help students see that their classification schemes came out of
science. The teacher then introduces his classification scheme:
number of letters in a word, number of syllables in a word, and
whether a term has one or two words in it. This classification
scheme derives from English. The entire exercise has been designed
to teach the meaning of a procedural concept: frame of reference.
Coming from the child's own experience, it connects the world of
the student with the world of the scholar. Our students would
know the meaning of the term "frame of reference" less clearly if
they had been told what it was and asked to recite a definition.
Nor could they have "discovered" the meaning of this term without
guidance from the teacher, since they would have no idea about
what to "discover" from a list of eighteen creatures.

In addition to teaching concepts, this form of directed discussion
helps students learn steps in the proof process. So long as the
teacher has each element of the proof process clear in his own
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mind, he can ask questions which probe his students' recall of

these steps and his ability to use them in an investigation.

Nhat are the logical implications of your hypothesis?" he may

ask. 'Where would you search for data to learn if you are right?"

Nould this additional evidence change your hypothesis?" Ques-

tions like these constantly challenge students to engage their

mental faculties fully in class discussion and to develop soph-

isticated thought processes.

/n the type of directed discussion we have been describing, the
teacher involves most members of the class in each day's discussion.

Lesson plans frequently suggest group work in which the class,
divided into a number of small groups, discusses an issue for a few

minutes and prepares a report for a spokesman to give to the entire

class. This technique permits a number of students to contribute

to discussions simultaneously and helps students learn how to

discuss without the teacher's supervision. Many lesson plans also

suggest short writing exercises in which each student writes out

a hypothesis, a list of pertinent pieces of evidence, or a general-

ization at a key point during the discussion. Additional evidence

introduced in the form of transparencies, recordings, single-

concept filmstrips, or short printed handouts at carefully planned

points during a discussion focus the attention of all students on

the same materials. The change of pace which is a by-product of

this varied activity helps to make the class period more interest-

ing. When the entire class is involved in discussion, the teacher

directs Testions to one student after another whether or not

they have their hands raised to be called on. Frequently the

teacher encourages a student to respond directly to one of the

comments of his classmates.

We stress this type of directed discussion because it enables us

to work toward three of our clusters of objectivas--inquiry skills,

knowledge, and attitudes--simultaneously. We have already discussed

its utility in teaching concepts, hypothesis formation, and proof

process. In order to reach any of these three goals, students

must also learn a large quantity of factual information and

generalizations. Directed discussion also contributes substanti-

ally toward our attempts to instill certain attitudes into students.

Calling on students whether or not they have raised their hands

implies that no one gets a free ride. Every student is expected

to be a participant and to contribute to the classroom society of

which he is temporarily a part. If a teacher works carefully with

a shy student or a child with a poor self-image, he can often
encourage him to be a willing participant. The teacher can begin

by asking a child who has never volunteered to speak to read

something from a transparency. The chances of making a mistake

in this exercise are minimal. Then, consistently raising the

difficulty of the tasks he demands, the teacher can draw the child

out until he suddenly realizes--sometimes explicitly only when the

teacher points it out in a private conference--that he has been

making substantial contributions to the class. The effects of work
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like this on the self-images of children should be a vital part of
social studies instruction.

This type of directed discussion can also be used to encourage
preference for a scientific node of inquiry. Students should not
be permitted to make sweeping generalizations without supporting
them with evidence. The teacher who consistently demands evidence
indicates a preference for inquiry rather than authority as a test
for truth. If, on the other hand, a teacher acts as if he knows all
the right answers, he implies that truth resides in the approval of
an authority figure. Hence, the teacher must be thoroughly familiar
with the steps in a node of inquiry. The sort of question which is
appropriate to ask often depends on the previous response of a
student, all questions cannot be planned in advance and inserted
into a lesson plan. This sort of teaching demands a flexible,
democratic, self-confident instructor, who can by the very way in
which he teaches, encourage students to prefer inquiry based on
evidence and a sound thought process tor the authority of anyone
as a test for truth.

Another form of directed discussion has proved to be particularly
useful for developing coherent value systems. In this form,
described so ably by Professor Donald Oliver of Harvard University,
the teacher poses a value dilemma and then challenges students who
hold different positions on the issue to look at the logical
implications of the ideas they hold. Instead of asking questions of
one student after another, the teacher concentrates upon the responses
of one individual at a tine. By asking probint questions or posing
challenging examples, he encourages a student to examine his value
position in the light of new data. If a student emerges from the
discussion with his values unshaken, he has at least clarified the
meaning of his value position in operational terms. If he finds
his values unworthy of support, he has an opportunity to change them.

This type of directed discussion also stresses the skills of inquiry.
The teacher frequently asks a student to state the logical implica-
tions of a position which he has taken. Then he may cite a hypo-
thetical case and challenge the student to deal with this new
evidence. This entire process is based upon inquiry skills. They
are being used primarily to encourage reflection upon values
rather than to develop generalizations, but the sage steps in the
inquiry process apply.

Our curriculum also utilizes the sort of discovery exercises which
Professor Byron Hassialas and his colleagues have developed
extensively. These exercises present data and challenge students
to make something of it without intervention by the teacher. We
have found them particularly useful for evaluative techniques.
For example, if we want to find out whether students can use
concepts from political science as a source of questions used to
analyze a political system, we can present them with pages from
a diary or a government document containing data related to one
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of the concepts they have learned. Unless students ask analytical
questions associated with those concepts, they have not learned to
use them as tools, Discovery exercises have not proved to be
efficient ways to teach content, nor have they proved useful for
teaching either concepts or steps in the proof process. Discovery
exercises depend entirely upon student interaction. Students who
do not know a mode of inquiry well cannot ask the kinds of ques-
tions which challenge students to think through a mode of inquiry
in precise scientific form.

Just as we have embraced a range of teaching techniques, we have
also utilized a wide variety of materials. In the tenth grade
course, for example, expository essays very much like textbook
accounts follow each three lessons built around source materials
designed for inquiry. These essays have proved to be an efficient
way to help students master a body of knowledge. The essays link
one set of readings to another, teach sous of the facts and gener-
alizations students need for College Board examinations, and
summarize the work of each unit.

Most of our reading material, however, is not in traditional
expository form. Our "textbooks" consist of readings, each with
an introduction and several study questions. Most introductions
range between 200 and 400 words. Three or four study questions
follow. The reading proper contains data drawn from a great variety
of sources: diaries, memoirs, government documents, articles from
journals, pieces of fiction, graphs, tables, and so forth. The
introductions and study questions guide students to pertinent data
within this material. The first questions usually ask for specific
factual information or generalizations. The remaining questions
probe for the implications of this data. A student who simply
memorizes what is in the reading comes to class unprepared. He
must go beyond memorization to look for implications and for con-
nections between one reading and others.

In addition to written material collected between the covers of
a text, the project has a large audio-visual component. It con-
sists primarily of transparencies, recordings, and single concept
slide shows. Although we have experimented with slide tapes and
with simulations, we abandoned both during the third year of our
project primarily because they were expensive and difficult to
make. Mbreover, -oe found that we could attain our objectives
satisfactorily by relying only on the three sorts of audiovisual
materials--transparencies, recordings, and slides--which already
formed the bulk of our audiovisual component.

We decided to use audiovisual materials only when they could make
a point better than the written word. We saw no reason to use AV
when our objectives could be attained just as well with print.
Print is more efficient and less expensive. Although we learned
that breaking the routine of classes by using audiovisual materials
stimulated student interest, we have not used.audiovisuals for the
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sake of breaking monotony alone. Instead, each piece of audio-
visual material has been designed for a specific purpose at a
specific part of a specified lesson in the curriculum. Bringing
variety to our courses has proved to be a welcome bonus.

Different types of media have proved useful for different subjects
or objectives. In our ninth grade courses in comparative political
and economic systems, overhead transparencies and sound recordings
proved to be particularly useful. We could often present data in
tabular form or in the forms of graphs and charts on the overhead
projector. Recordings of political speeches, short dramatizations,
and similar material presented data in a form 'which duplicated what
students would encounter in later life. Our humanities course, on
the other hand, used slides far more than all other media combined.
In this course we presented works of art visually. Neither trans-
parencies nor tapes suited our purposes. In the two history
courses for tenth and eleventh grade a mixture of the three types
of media worked out quite well. For some purposes tapes were
excellent. For others ue used slides or transparencies. The

principle, however, remained constant: present data in the most
appropriate form, written or audiovisual, depending on the objec-
tives of instruction for a particular lesson.

Class handouts frequently suppleuented the readings in the text-
book and our audiovisual materials. A handout consists of a page
or two of written material given to students at a particular point
during a class discussion. Often this material challenged a hypo-
thesis which students were building. Sometimes it introduced
additional evidence about a point under discussion. We learned to

use handouts only in cases where it was important to control data,
that is to introduce a new idea or a body of factual information
at a particular point in a discussion when it would have been
inappropriate for students to know this information before the
class began. As we accumulated experience, we found additional
uses for short handouts. They have become an indispensable part
of our repertoire of materials.

Some of our handouts consisted of discovery exercises. In an
American history course, for example, um opened a class by giving
students seven quotations from the pens of American writers who
lived in the 1820's and 1830's. These quotations all implied that
opportunities widened for Americans during the early decades of
the nineteenth century. The purpose of this discovery exercise
was to have students develop hypotheses about the major theme of
American life at this time. We have used a number of discovery
exercises in this way. Giving students discovery material to
examine as homework interferes with evaluative objectives since
eager students will spend hours figuring out the "right" answers,
thus interfering with the objectives of the day.

Finally, we have used extensive lists of supplementary readings
for students. Each of our courses includes between sixty and
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sixty-eight readings for a semester, or four readings a week for
fifteen or sixteen weeks. Moat semesters are ninety days long.
We helped to assure teachers that in addition to teaching the
structure of a discipline they would have time to pursue topics
in which they had particular interest or topics on which particu-
lar knowledge was required by local regulations. Many teachers
chose to use their free days for individual conferences with
students, for showing films, for dealing with current events, or
for testing. At first they complained that there was no reading
for students. Then we developed carefully prepared supplementary
reading lists for able and ambitious students to pursue. In a
political science course these readings consisted of ten collec-
tions of articles originally designed for supplementary reading
in college courses, but containing many articles which were
suitable for high school freshmen. The second semester freshman
course in Comparative Economic Systems was organized around exer-
cises in reading newspapers and periodicals. The extra reading
program for the tenth grade course in world history stresse-I'lib-
rary and research techniques and writing book reviews. Dutiag
the second semester of the tenth grade, students wrote research
papers from sources. The eleventh grade course, an advanced place-
ment American history course, provided an extensive bibliography
organized around main themes in American history. Students were
required to read three books, all upon one theme. The behavioral
science course focused the extra readings around articles from the
Scientific American and similar journals. .The course in the
humanities presented ten paperbacks for each of the three units.
This outside reading program provided diversity and stimulation
to the more able and ambitious students we taught.

Many cities or states appropriately stress topics in local history
which have little interest or meaning for students from other areas
of the country. Most American history texts, for example, mention
the Alamo and the Bear Flag Rebellion because teachers in Texas and
California usually stress these events. We have omitted interesting
episodes in local history and government. Any teacher who wishes
to stress them has plenty of time remaining within our course out-
line to do so. Having a program which provides too little required
work rather than too much provides abundant opportunities for
creative teachers to exercise their talents with creation of
materials of instruction particularly suited to their own student
audience and their local curricular problems.

Because our objectives, our teaching strategies, and our materials
were so varied, we have used a wide range of evaluating instruments.
We prepared three sorts of tests for teachers: objective tests to
measure knowledge of content and ability to use inquiry skills,
essay examinations to evaluate inquiry skills, and research papers
designed as a culminating test for the ability to use an entire
mode of inquiry without assistance from a teacher. We developed
no scientific evaluating instruments for affective objectives;
instead we suggested that teachers observe student reactions
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carefully. Given additional time, money, and personnel, we would

have tried to correct this shortcoming of our work. The overall

evaluating instruments for the entire project are described in

the third section of this Final Report. What we have learned

it also described there in detail.

Because we had changed objectives, teaching strategies, types

of material, and evaluating procedures, we felt compelled to

provide materials to prepare teachers for our curriculum. Three

of the four aids we prepared were done outside the scope of the

project. One of these, a book by Edwin Fenton entitled The New

Social Studies is a short (134-page) expository account of the

contemporary curriculum reform movement in the social studies.

The second, a college methods book by Mr. Fenton entitled Teaching

the New Social Studies in Secondary, Schools: An Inductive Akupach,
pulls together a number of articles from leaders of the curriculum

reform movement. The third consists of twelve teacher training
films, six done with money from the Ford Foundation and six from

our audiovisual grant, which demonstrate inquiry teaching tech-

niques in social studies. These three supplementary items have
all proved indispensable to our teacher preparation program.

Although they are necessary, books of philosophy, methods books,

and films are not sufficient to do the job. Many of the materials

we prepared mean little to teachers without a detailed explanation

of how to use them. After spending our first week or two with

teachers during our first summer, we decided that daily lesson

plans would be an essential part of the project. We have produced

a daily lesson plan for each of the sixty required readings in each

semester of our four years of courses. Each lesson plan contains

content objectives and inquiry objectives; those in the humanities

course also specify daily affective objectives. The lesson plans

integrate the required readings with audiovisual materials and

class handouts. They provide the teacher with one tested strategy

for reaching specified objectives in a specified way with specified

materials.

Our lesson plans have not been designed to hamstring teachers.

Teachers in the Pittsburgh schools used lesson plans in a variety

of ways. More mature and sophisticated teachers often ignored a

lesson plan if they felt uncomfortable with it, or if they believed

that objectives for their particular students should be somewhat

different. Less secure teachers followed lesson plans religiously.

The majority fell at some point between these two poles on the

continuum. We ramain convinced, however, that daily lesson plans

are absolutely essential for the success of a curriculum project

such as ours. It is grossly unfair to teachers tt) change all the

variables--objectives, teaching strategies, materials, evaluating

instruments--without indicating what the curriculum developer

thinks should be done with what he puts in teachers' hands.
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The Trial in the Schools

In the spring of 1963, counselors from the Pittsburgh Public Schools
chose 463 able eighth-grade students who were entering ninth grade
in eight junior and senior high schools in the fall. They divided
them into two matched groups of 230 and 233 students. The control
group took the regular curriculum offered in the Pittsburgh Schools:
Civics in the ninth grade, World History in tenth, American History
in eleventh, and a variety of electives, usually Problems of Demo-
cracy, in twelfth. The remaining students were organized into
experimental classes.

The third section of this report explains the evaluating procedure
in detail. Here we should only note that after the freshman year
the new curriculum was taught in five Pittsburgh high schools into
which all of our experimental and control students were funneled.
Three of those schools--Taylor All4erdice, Peabody, and South
Hills--had two sections of experim6tal classes; the remaining
two schools--Perry and Langley--had only one each. With few excep-
tions, an individual teacher taught only one Project class. This
arrangement meant that eight teachers--six from the schools and two
fram the Project staff--were involved each year.

During most years, two members of the Project's permanent staff
taught courses. During the entire four years of the Project,
Professors Edwin Fenton, Howard Mehlinger, John M. Good, Richard
B. Ford, John Sandberg, and Mitchell P. Lichtenberg taught at one
time or another. * In addition, twenty-four teachers from the
Pittsburgh Public Schools were involved, six in each of the four
years. In September, 1964, an additional experimental class was
begun in Horton Watkins High School in Ladue, Missouri, where Mr.
Timothy Tomlinson, who had worked as a writer during the summer of
1964, was department head. During the follawing three years,
five teachers from Ladue taught our materials.

The trial of our materials in the classroom played a vital role in
the entire project. Most social studies materials which come
through regular publishing channels have never been tried when they
reach teachers. Lack of classroom experimentation may explain why
conventional teacher's manuals are so innocuous and of so little
practical help. Publishers have simply gone through the motions,
each imitating the other. The work of the curriculum projects may
eventually produce a change in this publishing pattern.

* Professor Ford helped to write Studies in the Non-Western World.
Professor Sandberg developed Introduction to the Behavioral
Sciences. Each taught the course he worked on and took charge
of its revision.
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Our students told us when a reading was too long, too difficult, or
dull. We kept careful account of comments like these to assist in
our revision. We learned immediately when a visual or a recording
failed to fill the precise role we had planned for it. The class-
room also provided an acid test for lesson plans. Some were too
sketchy, some too detailed. Often points we thought students would
be sure to know brought only blank stares. Since we were teaching
the materials ourselves, we could hardly use poor instruction as an
excuse for the shortcomings of our work when a class went awry.

A specific example of what we learned from classroom trial may make
its importance clear. During the first and second years of our
project, we stated inquiry objectives modeled after the taxonomy
compiled by Benjamin Bloom and his colleagues. Bloom's taxonomy
ranks skills and abilities in ascending order according to their
relative sophistication. But students in the social studies do not
master simple skills before they encounter complex ones. A mode of
inquiry for the social studies uses skills at the sophisticated end
of Bloom's continuum (synthesis, evaluation) before it demands more
simple skills such as extrapolation or application. In addition,
we were completely unable to make teachers sufficiently comfortable
with Bloom to make the taxonomy a practical tool. Our lesson plans
which used Bloom's classification scheme for inquiry objectives did
not communicate to teachers. Hence, we abandoned the taxonomy and
developed our own statement of a mode of inquiry for the social
studies (see p. 24 of this Report). The lesson plans based on this
statement do communicate to teachers, as we soon learned when we
tried them ourselves and sent them out for others to try.

We are convinced that every professional member of the staff of a
curriculum project should teach his material in the classroom. He
need not teach a full schedule; our staff members usually taught
only one high school class a day. Nor need all staff members
teach every year, although one person should do so in order to work
toward the achievement of a clearly articulated sequence of courses.
For others, one year's experience provides a generous dose of
reality. The payoff in both a better revision of the material being
taught and a more realistic first draft of future student material
and lesson plans is well worth the price. We also believe that
teaching in the schools helps to win teacher acceptance for the
work of a curriculum center. Audiences of teachers to which we have
spoken have often been surprised to learn that project directors
actually teach students and they have been impressed by what they
interpret to be the serious and practical effects of their doing so.

Our Project had insufficient funds to pay teachers for released time
so that they could make extensive commentaries on materials. A few
teachers conscientiously wrote critiques of readings throughout the
year. Most did not. The Project directors were supposed to visit
teachers in class; they had little time to do so and only a few
visits took place. Moreover, the periodic meetings which the staff
of each year's course was supposed to hold became entirely too
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infrequent because of the press of other business. The occasional
meetings we did call were not particularly useful. Most teachers
made general rather than specific comments, probably because we
were unable to provide funds to release them from part of their
teaching duties in order to undertake an extensive commentary.
Often a member of the permanent staff who was teaching the course
had already discovered what teachers told us.

With the exception of the five instructors at Horton Watkins High
School at Ladue, all of the teachers who have taught the Project
had a one-month preparation period during the previous summer. We
have no funds to conduct an extensive field test among teachers who
have neither worked with the project nor studied its materials.
Nor is the second version of our materials--the one released into
the public domain--good enough to justify an extensive field trial.
As the section of this Report on dissemination will indicate, our
"field test" will come after our materials have been published
commercially and not before. Clearly horse and cart have become
interchanged.

We will, however, be able to offer substantial support to teachers.
We have a rationale which explains in detail what our curriculum
is designed to do, &methods book (which is being revised to bring
it up-to-date in a rapidly developing field), a dozen teacher
training films, all the written and audiovisual materials for four
years of curriculum, and full teacher's manuals which include
daily lesson plans. The published version of our materials will
have been carefully revised by a member of the staff who has (with
one exception) taught the course for which he is responsible. Al-
though our published material will have had the sort of classroom
trial which commercial publishers have not given to social studies
materials in the past, we would feel more secure if we knew the
results of a field test, even on a small scale, with the final
version of our materials.

Our curriculum project has affected the social studies curriculum
in the Pittsburgh Public Schools. The material developed by the
Project has become the standard curriculum for the Pittsburgh
Scholars' Program. Seven hundred students a year, beginning at
the ninth grade level, are now enrolled in these courses. Of the
group of twenty-four teachers who helped in the development of
the materials, fifteen remain in the schools where many are leaders
in their own departments. They have testified over ant', over again
that the materials and techniques of teaching learned through the
Project have been adapted widely to average and below average
students whom they also instruct. Since no teacher is permitted
to instruct more than two classes in the Scholars' Program, a
large number of students of all abilities in the schools have
benefited by the additional training acquired by teachers who
worked on the Project.
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Dissemination

In most projects, school trial follows development and dissemination

follows the school trial. Our project has carried on all three

steps at once. Although the work load put a considerable strain
upon the staff, the effects of this extra effort may eventually

justify the energy expended.

By 1963 Carnegie had already established a reputation as a center

for innovative curriculum work in the social studies through several

projects undertaken with the Pittsburgh Public Schools for the

development of advanced placement history courses. Mr. Fenton had

become a member of the national committee which drew up Advanced

Placement Examinations. Several members of the Carnegie faculty

had been addressing audiences about the Advanced Placement Program

during 1961 and 1962. When the new project began, requests for
speeches came in increasing numbers and were filled when staff

members were available.

Between May, 1963, when the Project began, and October, 1967, wten

it ended, the staff of the Project made a total of 250 speeches in

thirty-five states about its work. This number does not include

talks within Pittsburgh itself. Members of the staff spoke to

state or national conventions of social studies teachers on twenty-

six occasions. Most of the other appearances were at city, county,

or school district level. Although we made no attempt to keep an
accurate count of the size of the audiences we spoke to, we estimate

that the number of teachers who heard us totals at least 40,000.

Most of these speeches were not confined to the work of the Carnegie

groups. As the staff traveled, we gathered a considerable amount of

information about developments in other curriculum centers. Most of

our speeches concerned the new social studies in general rather than

the Carnegie Project in particular, although ue made more references

to our own work which we knew well than to the work of any other

group. The extensive demand for our services as speakers indicates

widespread interest in the works of the curriculum projects by

teachers all over the nation.

During the life of our Project, members of the staff published

articles about our work or about social studies curriculum reform

more generally. The Carnegie group obtained reprints of most
articles and mailed them on request without charge throughout the

entire four years of the Project.

In May, 1964 Professor Fenton was chairman of a conference in which

the directors of the English and social studies curriculum projects

originally funded in 1963 were invited to participate. Each curricu-

lum center described its work and discussed mutual problems. The

papers originally delivered at the conference were eventually

published in Social Education, the journal of the National Council

for the Social Studies in April, 1965. Final reports of this

conference were circulated to all participants and to other people

upon request.
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It soon became evident that the principles of the new social studies-
were not at all clear to teachers. Hence, Professor Fenton decided
to write a methods book. He collected some of the more important
articles about the new social studies and connected them with intro
ductions and study questions in such a way that students and teachers
could become acquainted with the latest developments in the field.
This volume was entitled TeEld..ziin the New Social Studies in Second-
au Schools: An Inductive Approach (Holt, Rinehart and Winston,
Inc., 1966). Since publication three years ago, it has sold widely.
In addition, the publishers distributed 3,500 copies without charge
to professionals in the field.

During the academic year 1965-66, Carnegie granted Professor Edwin
Fenton a full year's academic leave. Half of his.salary was paid
by the University; the Ford Foundation gave him the remaining half
as well as a generous expense account. During that entire year
Professor Fenton continued to devote about a quarter of his tine
to the curriculum project. During the remaining three-quarters of
his time he traveled extensively throughout the United States
looking at social studies curriculum reform projects. During May
and June, 1966 he wrote a short book entitled The New Social Studies
reporting to teachers, curriculum workers, administrators, and
parents what he had learned. This 134-page volume was published
in April, 1967. It contains many examples of work from the curricu-
lum projects, including some materials developed at Carnegie. It

may play an important role in winning acceptance for curricular
reform in the social studies by teachers, school administrators,
and parents.

A grant from the Ford Foundation to Carnegie made originally in
1962 contained funds to prepare teaching films. Over several days
in Christmas vacation, 1964, the staff of the Carnegie Curriculum
Center made six half-hour kinescopes at the local educational
television station, WQED. One was based on material in the ninth
grade course in Comparative Political Systems. The remaining five
were based on the first week's work in the tenth grade course in
The Shaping of Western Society. These films demonstrated inquiry
teaching techniques. Professor Fenton taught thirty-two ninth
grade students from Peabody High School, one of our experimental
schools. Rights to distribute these kinescopes were sold to Holt,
Rinehart and Winston, Inc. which pays all the royalties to Carnegie
in order to finance future curriculum work. Both Holt and a
number of libraries have been renting copies extensively. Both
the films.and the accorpanying Viewer's Guide have probably played
a vital role in disseminating ideas common to a number of curricu-
lum projects.

During the summer and fall of 1967, the Project staff nroduced six
additional kinescopes demonstrating the use of audiovisual materials
for inquiry teaching. Holt, Rinehart and Winston began to distri-
bute these kinescopes during the summer of 1968. They should
contribute to teacher understanding of the new social studies.
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The Carnegie Curriculum Center has become a focal point for in-
service work by teachers. All of this work, of course, has not
been a direct outcome of the curriculum project, but much of it has
been related to the project in one way or another. It began in
the summer of 1964 when, under the directorship of Professor Richard
Ford and Edwin Fenton, Carnegie played host to an NDEA Title XI
Institute enrolling fifty teachers of courses in World Cultures.
They met on the campus for six weeks to study the history and
culture of the non-Western world and to write curricular units
styled after the ones being written in the Project. The
presence of the curriculum project on the campus helped to make
this Institute a success.

In the summer of 1965 twelve college methods teachers and twelve
supervising teachers who worked with them attended a six-week
Institute designed to introduce them to the principles of the new
social studies. In preparation for this Institute, the Curriculum
Center began to make an extensive collection of experimental
materials from curriculum projects:, schools, and commercial pub-
lishers. Professors Ford and Fenton, the co-directors of this
Institute, helped participants to study this collection of
materials and to learn the principles on which they were built.

As Professor Fenton visited directors of curriculum projects
during 1965-66, he expanded the Center's already extensive collec-
tion of experimental materials. .This collection formed the base
of a curriculum library instrumental in another NDEA Institute
held for two weeks in June, 1967. Forty Social Studies special-
ists from forty states assembled at Carnegie to listen to talks
by the directors of ten social studies curriculum projects and to
study the implications.of the curriculum materials collected in
the Project library.

Beginning in September, 1967, Carnegie organized a year-round
part-time Title XI Institute for sixty social studies teachers
from the Pittsburgh Public Schools, the entire social studies
faculty for the Pittsburgh Scholars' Program. Professors Mitchell
Lichtenberg and Edwin Fenton were co-directors of this Institute.
Some of the participants had already worked on the project at
Carnegie. This year-round Institute emphasized the principles of
the new social studies and concentrated on instructional tech-
niques essential for teaching our awn project.

Three Title XI economics institutes have also been held at
Carnegie during the sumners of 1966, 1967, dnd 1968. Each has
been directed by Professor Phillip Saunders who also directs a
curriculum center for the Developmental Economies Education
Program. In addition to Mr. Saunders, the faculty includes
Mrs. Mindella Schultz who began her curriculum work as a writer
for the Social Studies Curriculum Center, and Mr. John Soboslay,
a Pittsburgh Public Schools teacher who also worked as a writer
and teacher for the Project in 1963. Although the staff of the
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Social Studies Curriculum Center has in no way been responsible for the

work of the three economics institutes, its presence on the campus has

been a valuable resource. Participants in the economics institutes,

for example, used the Project's curriculum library heavily.

During June, 1968, Carnegie held a Title XI Institute for fifty social

studies supervisors recruited nationally. Ten directors of major

social studies curriculum projects described the work of their Centers

and helped participants to analyze the materials which their projects

had produced. Fifty additional supervisors will attend another simi-

lar institute during June, 1969. The staff of the social studies

curriculum project and the collection of materials which the project

assembled will again be used by key educational decision makers

involved in the process of dissemination.

During the period between June 1964 and August 1968, Carnegie will

have played host to a total of 400 teachers who attended or will attend

its nine Title XI Institutes. Although the impact of this in-service

work cannot be assessed scientifically, it has probably played a funda-

mental role in disseminating the work of the social studies curriculum

projects.

In August, 1964--as soon as our ninth grade courses had been revised--

we began negotiations with the United States Office of Education to

release our research on the ninth grade material and contemplated

completion of our research on the tenth grade by June, 1965. Negotia-

tions were complicated because the United States Office was trying to

establish a general policy. Finally, on March 1, 1966, we received

permission to accept bids from printers to release the public domain

version of the ninth and tenth grade courses. The eleventh and twelfth

grade courses followed in the spring of 1969. General Systems and

Graphics (933 Penn Avenue, Pittsburgh, Pa. 15222) submitted the low bid.

By February, 1969 the following quantities had been sold:

Comparative Political System 1000
Comparative Economic Systems 1000
The Shaping of Western Society 1000
Studies in the Non-Western World 1000
The American Experience 400
An Introduction to Behavioral Science 400
The Humanities in Three Cities 400

As Holt, Rinehart and Winston published revised versions of our

materials, the demand for the public domain version decreased, and

General Systems did not reprint. Releasing our materials as soon as

possible got research into the hands of the academic community as

rapidly as possible.

The Carnegie staff strongly favored the public domain policy of the

Federal Government. Our materials were not polished enough for com-

mercial publication. As this report explained in earlier pages, we

tried to do too much too rapidly with too little. There was, however,

no reason why the educational community should not know what we had

accomplished. With each course we released, we wrote a short account
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of what me judged to be the major shortcomings of our work. Dozens

of letters in our files indicate that many teachers have found our
readings, audiovisual materials, and lesson plans provocative and
stimulating. The increasing demands for our services as speakers
support this conclusion.

After our materials had been released into the public domain, ten
members of the Carnegie group offered their services as writers to
bring out a revised commercial version of our materials. Four

publishers submitted bids. After considerable debate Holt, Rinehart

and Winston Inc. was chosen. The staff agreed to write a drastic-
ally re-revised version of the ninth, tenth, and twelfth grade mate-
rials. Independently of the Project, four members of Carnegie's
History Department agreed to write an eleventh grade course. All

these courses were to be designed for typical students, not for the

able students for whom the original research on the project was
designed. Mrs. Mindella Schultz, a former Pittsburgh high school
teacher who had been active in the Project from the beginning, took

major editorial responsfbility for a volume in compatati.m Political

Systems. Former Dean John R. Coleman, now President of Haverford
College, completely revised the course in Comparative Economic
Systems. These two courses were published for use in the schools

in the fall of 1967. The two tenth grade courses followed in 1968,

and the eleventh and twelfth grade courses will be available by

late summer, 1969. To date, sales have been excellent.

Only with commercial publication of our materials can we expect to
affect the behavior of a significant number of students. Since the

materials released into the public domain contain many copyrighted

articles which we have secured permission to use experimentally,
they cannot be adopted for classroom use. Until someone secured

permission and paid a fee, our materials were of little practical
benefit to society. Holt, Rirelihart and Winston is investing a very

large sum of money in the revision, publication, and promotion of

materials adapted from the Carnegie Project. Only this heavy

financial investment and the experience of excellent house editors

could have brought our materials to publishable quality. Only when

they have been polished carefully and disseminated widely through

regular commercial markets can they seek their place in the schools.
We expect them to be adopted widely throughout secondary schools

in this country.

As promotion for the forthcoming Holt Social Studies Curriculum and

as a service to the educational community, the Project staff and

Holt, Rinehart and Winston Inc. developed five experimental units

taken from the five books designed for ninth, tenth, and eleventh

grades. Each unit contains materials for one week's work. Each is

accompanied by a Teacher's Manual containing a brief rationale for
the Project, daily lesson plans for the Experimental Unit, and

masters from which transparencies and class handouts may be made.

Holt printed 50,000 copies of each unit. Every participant in the

1966 and 1967 Title XI NDEA Institutes received a full set of the
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units. Teachers who request them may receive enough copies of any
one unit to try it out experimentally with their students. These
units have been well received by the profession.

As the Project developed, our efforts at dissemination began to
fall into place. Our original objective had been to change the
behavior of a large number of students in American classrooms. To
do so, we decided to start with materials, primarily because with-
out materials behavior is not likely to change. Through new
materials we expected to be able to demonstrate to teachers new
ways of reaching new sorts of objectives. The NDEA Institutes,
and the Experienced Teacher Fellowship Programs constituted a
serious effort to work closely for sustained periods with particu-
larly talented teachers. The methods book, The New Social Studies,
the classroom films, the large number of speaking engagements, and
the articles written for professional journals were all designed
for a wider audience. They communicated some of the results of
our research and--hopefully--put teachers in a receptive mood for
the work of the curriculum projects.

Whether or not the entire Carnegie project has significant effect
on American education will not be known for several years. It will
have reached its primary goal only if a large number of schools
adopt our materials, and if the students in those schools signi-
ficantly change their behavior toward the objectives we have set.

CHAP= in
RESEARCH AND EVALUATION

Curriculum Research at Carnegie

The grant which established the Carnegie Social Studies Curriculum
Center carried the following mandate from the Cooperative Research
Branch of the United States Office of Education:

1, to redefine the aims of social studies curriculum at
one or more grade levels

2. to develop sequences for presenting subject matter
that are based on what is known about human develop-
ment and the teaching-learning processes

3. to work out methods and prepare materials to meet
specific needs

4. to try out new methods and materials and evaluate
them, and

5. to disseminate information about the most promising
methods and materials discovered. (24)

All but the fifth task can properly be defined as curriculum research.
The establishment of aims requires research into the nature of the
learner, the nature of society, the nature of social science
disciplines, and the philosophical assumptions upon which social
studies objectives are based. The development of learning sequences
and new methods and materials requires the practical application
of principles of instruction which are based on what is known or
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hypothesized about how children learn. The experimental trial and
evaluation of methods and materials requires empirical research
into the effects of the curriculum.

During the first three years of the project, the staff devoted
major attention to the first two research tasks. The plans for
evaluating the effects of the curriculum were formulated, and
implementation of those plans was begun, but the directors of the
Center, caught up in the first two research problems, had little
time for this work. The evaluation program was left almost entirely
to the psychometrician who had joined the staff as the project
evaluator. The great failure of the Center was that although
developmental research and evaluation research were carried on
concurrently, they were not carried on jointly. Meetings between
the directors and the project evaluator were rare. Consequently,
the project evaluator was ill-informed about the hypotheses which
the directors wished to test, and the directors were not challenged
by the evaluator to develop a well-conceived research design by
which the hypotheses could be tested.

Research on Aims

The definition of aims for the social studies must begin with find-
ing a justifiable answer to one basic question: What can the
disciplines associated with the social studies contribute to the
desirable growth of the students? To answer this question the
curriculum researcher must find answers to a host of subordinate
questions. What is the nature of the disciplines? What kind of
a society will the students probably have to live in? What will
society demand of the students when they become adults? What
knowledge, skills, attitudes, and values will help the student to
realize all of his potentials? What can the student learn? The
Center's answers to these questions have already been discussed in
Chapter II of this report in the discussion of the Carnegie
project's rationale. It is appropriate here, however, to indicate
the research that led to the objectives of the Carnegie curriculum.

Historians and social scientists agree that modern society is
complex and ever-changing. Change is the major theme of most
articles and books written about society in the twentieth century.
Research in history and the social sciences has indicated that
simplistic notions about the workings of society have obscured the
complexities of the human condition. Evidence of this nature
challenged the Carnegie Center to develop a curriculum which would
help the student organize and assess the significance of informa-
tion about how his society is changing. The curriculum would have
to help the student learn to penetrate beyond "common sense" or
conventional wisdom to accurate and meaningful generalizations about
society. The nature of modern civilization is such that an indi-
vidual will be hopelessly lost if he does not have the ability or
the willingness to organize and reorganize his conceptions about
the nature of human society. A modern social studies program must
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give him that ability and develop that willingness.

But how could a social studie .... program help an adolescent learn to
cope with his complex and changing world? Jerome Bruner's Process
of Education (4) posed hypotheses to answer this question. They
became the ideas upon which the Carnegie Center began to construct
its curriculum. Bruner hypothesized that if the student learned
the "structure" of the disciplines he would be more capable of
probing into the complexities of society and better able to deal
with the inundation of new information about human affairs. The
Carnegie staff decided that one of the major objectives of a new
social studies program should be to leam the structure of the
disciplines of history and the social sciences.

Bruner's t000k, however, was unclear about what the structure of
history and the social sciences is. As work on the curriculum
proceeded, the Carnegie group increasingly identified structure
with the mode of inquiry of history and the social sciences. One
influential article, Joseph Schwab's "The Concept of the Structure
of a Discipline", (21) pointed the way. Schwab stated that there
were two parts to structure ".the body of imposed conceptions
which define the investigated subject matter of that discipline and
control its inquiries" and "...the pattern of its procedure, its
method, how it goes about using its conceptions to attain its goals."

With Schwab's general definition as a guideline, the Carnegie staff
attempted to identify the "body of imposed conceptions" which would
be most useful to students. The staff considered the list of gen-
eralizations cow?iled by Hanna and Lee (9). Generalizations were
rejected, however, because they are declarative statements repres-
enting the end product of inquiry rather than conceptions which
guide a search for data. The work of the Syracuse Social Studies
Curriculum Center (18) and of Lawrence Senesh (22) seemed to offer
more hope of finding a useful body of imposed conceptions. Senesh
and the Syracuse group identified structure with concepts, or general
terms which labeled important aspects of human society. The Carnegie
group hypothesized that if students could learn to ask questions
about selected aspects of human society, they would be better
able to develop useful hypotheses for understanding its complexi-
ties. The Center staff decided that concepts would not be taught
es ends in themselves, but as terms which could suggest a number
of analytical questions that students could put to data.

Having decided to make the teaching of concepts as tools for
inquiry a major objective of the new curriculum, the staff had to
decide which concepts to teach. At first the staff relied on
experts in the discipline to indicate which concepts they believed
would bring about the most fruitful inquiry. Position papers
written especially for the Carnegie Project by James March in poli-
tical science and John R. Coleman in economics provided the Center
with an initial list of concepts for the first two courses.
Caroline B. Rose's Sociology, the Study of Man in Society, (20)
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one of the position papers originally written for the University of
Minnesota Project Social Studies and later published by Charles E.
Merrill, guided us to the concepts we chose from sociology. Our
work in the schools further refined these lists as we began to
determine which concepts could be understood by the youngsters we
were teaching, which ones helped them understand the nature of
contemporary problems, and which ones were most central to the
students' interests and needs.

Siuce Schwab's definition of structure also includes the procedures
historians and social scientists use to attain their goals, the
Carnegie group also had to decide upon those intellectual skills
which students would need to test hypotheses. The usarma of
Educational otitsu,_.L%ma, Handbook I: The Cognitive Domain by
Benjamin Bloom and others (2) suggested the general intellectual
abilities which needed to be developed. The procedures identified
by Massialis and his colleagues at Indiana, (12) Ennis at Cornell
(7) and Crabtree at U.C.L.A. (5) suggested ela operations students
should be taught to perform when inquiring about society. Finally,
Robert Mager's Preparing Instructional Objectives (11) indicated
the efficacyof defining goals in behavioral terms. This research
culminated in a behavioral statement of the mode of inquiry objec-
tives in every lesson plan written for all courses in the curriculum.

The Center staff also conducted research to determine the attitude
and value objectives of the curriculum. The publication of The
Taxonomy of Educational Objectives: Handbook II, the Affective
Domain (10) provided a useful framework for considering these
objectives. Our behavioral and procedural attitude objectives were
based upon this work. But fhe question of what to do about sub-
stantive values remained. Evidence had begun to pile up that the
political socialization of American children was nearly complete
by the time they reached the age of twelve or thirteen. According
to Easton, Hess, (6) and others, (1, 17) basic attitudes and values
concerning the American political system were formed before the
child left elementary school. Yet Friedenberg (8) had hypothesized
that the nature of American high schools prevented adolescents from
examining themselves and their society in order to develop a coher-
ent value system with which they could identify. The work of Oliver
and Shaver (16) at Harvard indicated that students could learn how
to clarify, qualify, and justify their positions on social issues
if they were given the opportunity in class to deal with the value
conflicts inherent in a pluralistic, democratic society. The recent
volume Values and Teaching, by Raths and others (19) presented a
similar argument.

The affective aims of the Carnegie curriculum took shape as the
work of these researchers became known. The staff of the Center
decided that high school social studies courses should encourage
students to reflect upon and clarify their values. Research had
indicated that high school students had already developed their
feelings about society. It also indicated, however, that these
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feelings were not articulated coherently. If they were allowed

to reflect about values, students should be able to translate vague

feelings into statements of belief. They should be able to test

the consequences of these beliefs and to recognize contradictions

among the values they had. Some of them should be able to organize

an integrated and justifiable ,/alue system. The twelfth grade

course in the humanities streLses this important goal.

Once the inquiry and affetive atms had been clarified, the task

of identifying knowledge objectives had become somewhat simpli-

fied. The students would have to know those things which would

enable them to inquire; that is, they would have to know sone

concepts, some procedures, and some data. Moreover, they would

have to know those things which would enable them to clarify their

values--the intellectual traditions of the western and non-western

worlds and the values associated with various political, economic,

and social systems. But other criteria were also needed. The

student could inquire about almost anything, and the intellectual

histories of the west and non-west are too rich ever to be mined

completely. The Carnegie staff considered several approaches to

the selection of content. After reading much of the abundant

literature in the field, (14,15) the staff decided upon the

criteria which are outlined in the rationale in Chapter II of this

report. Almost all authorities agree that the needs and interests

of the child are of paramount importance in selecting content.

However, not all are agreed about what constitutes the needs and

interests of the child. The experfence of the Center staff with

young people over the years seemed to provide the best guidelines

to select content to meet this criteria. Almost all researchers

also believe that students ought to know the complexities involved

in man's most important contemporary problems. Again, however,

there is no unanimity about which problems are most important. The

Center staff had to be arbitrary in its selection, though it be-

lieves that the problems chosen for study concern more people and

are of more pressing importance than others which might have

been selected.

Research of Methods, Materials, and Learning Sequence

Most of the efforts of the Curriculum Center were devoted to

developing new materials, designing teaching strategies, and plan-

ning the sequence of instruction. In one sense, this activity can

be termed "curriculum development" in that it involves the creation

of a product for use in the schools. In another sense it can be

termed "curriculum research," in that the Carnegie staff attempted

to determine the optimum learning conditions for achieving its

aims.

Bruner's hypotheses once again provided the initial guidelines

for designing materials and strategies. Bruner's argument for

"discovery" was persuasive:
Emphasis on discovery in learning has precisely the



effect on the learner of leading him to be a construc-
tionist, to organize what he is encountering in a
manner not only designed to discover regularity and
relatedness, but also to avoid the kind of informa-
tion drift that fails to keep account of the uses to
which information might have been put. Emphasis on
discovery, indeed, helps the child to learn the
varieties of problem solving, of transforming
information for better use, helps him learn how to
go about the very task of learning. (3)

Emphasis on discovery implied that neither the materials which
students read nor the strategies which teachers used would tell
the students the generalizations they were to discover. Rather
than present the conclusions of historians, the materials would
present data from which hypotheses could be developed. Rather
than lecture to the students, the teachers would emphasize discus-
sion techniques which would encourage the students to organize
data. The work of Messiahs and Zevin (13) indicated that "dis-
covery episodes" helped students increase their skills in develop-

ing and testing hypotheses.

The trial of materials and strategies in the classroom, however,
indicated that modifications of the "discovery method" had to be
made. Teachers of project material indicated that pure discovery
techniques alone did not show students how to probe into the
complexities of problems because they did not teach them how to
use social science concepts for asking analytical questions and

developing hypotheses. Teachers of the experimental courses
indicated that more directive techniques had to be used to develop
more sophisticated skills. As research proceeded, the Carnegie
Center designed materials and strategies which gave more cues to
the students, gradually withdrawing cues as the students gained
more experience in inquiry. When a new set of concepts was intro-
duced, the materials and the strategies were designed to explain
the concepts and indicate a number of analytical questions associ-
ated with them. In later lessons, students were given a problem,
and told what concepts might be useful to solve it, but they were
asked to develop new questions to put to data. Finally, students

were given only a problem and asked to determine independently

which concepts to use and what analytical questions to ask.

As the trial of the curriculum in the classroom proceeded, we
began to learn what materials and strategies were best suited to
specific objectives. We learned, for example, that slide tapes
were more appropriate for reaching affective objectives than for

reaching inquiry objectives. The right combination of music,
words, and pictures could be used to induce feelings in the students
which they could then reflect upon. Slide tapes also seemed appro-
priate for reaching knowledge objectives. Few students missed items

on objective tests which had been based upon information presented

in slide tapes. Single concept filmstrips and photoessays on the
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other hand, seemed more appropriate for giving students data from
which they could develop hypotheses. Armed with a battery of
analytical questions, students were able to pick out significant
aspects of the pictures upon which to base their initial hypotheses.
The teachers of the project material found that transparencies for
the overhead projector could be used for more than illustrative
material during a lecture. Like'single concept filmstrips and photo
essays, they could present data.controlled in such a way that
students could be led to develop hypotheses. Second, transparencies
proved to be an efficient way to give students large quantities of
data which they could use to test hypotheses. Tape recordings
proved to be effective ways of introducing data for the develop-
ment of hypotheses and also excellent devices to set up problems
of value conflict upon which the students could reflect.

Mr. Mitchell P. Lichtenberg, the Director of Media Development
for the curriculum project, developed a prototype of a data bank
which promises to be an excellent device for helping students to
ank analytical questions. A data bank consists of a set of cards
with holes punched near the margin. The cards we used contained
96 holes. When the margin between one of the holes and the edge
of the card is punched out, the researcher can insert a needle
through the entire pack of cards, causing the punched ones to drop
from the pack. These cards represent a primitive sort of computer
and can store large quantities of information in a handy form.

The data bank Mr. Lichtenberg developed in detail contained informa-
tion about approximately 900 U.S. senators, U.S. representatives,
and governors from thirteen southern and border states between the
years 1850 and 1880. The specific information about each man is
indicated on the key sheet which follows on page 59.

The bank was designed to be used while students were studying the
Reconstruction pericid in American history. The basic concept
contained in the data is leadership and the way in which patterns
of southern leadership changed between 1850 and 1880. The teacher
helps the students to identify a problem on which the bank has
data. The problemof leadership is implied by the entries on the
key sheet which the students have before them. The teacher then
encourages students to develop hypotheses about leadership
patterns and to check their hypotheses by sorting through the bank.
We have demonstrated the use of this bank on a film produced under
the terms of our contract, filed with the United States Office,
and distributed in a revised form by Holt, Rinehart and Winston.
The title is "Using Historical Statistics: United States Southern
Leadership 1850-1880. A Data Bank."

We were not able to assess scientifically the impact of the data
bank on the ability of students to ask analytical questions. Mr.
Lichtenberg is continuing research on this topic with funds
supplied by the University. We expect to be able to report
results of this additional work in 1969.
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The project also experimented with simulation techniques. Two games

were used in the two ninth grade courses. In the tenth grade course,

simulated decision-making episodes were tried without "gaming"

(that is, without any attempt to have winners and losers). On the

whole, the project found simulation useful for helping students

to feel what it is like to be placed in a decision-making situation,

so long as the game was not so complicated that the students had

to spend long periods in making calculations. However, teachers

reported that students were not always able to analyze the way

they behaved once the simulation was over.

On the whole, student reading materials which described human

behavior tended to evoke more response from the students than

analytical articl.s, government documents, or philosophical dis-

cussions. The staff tried to obtain diaries, letters, journals,

and eyewitness accounts whenever possible. Occasionally, short,

descriptive case studies were used to provide data. No inflex-

ible rule can be established on the basis of teacher evaluations

of the students' response to the materials, however. For example,

though most of the tenth grade teachers agreed that Saint-Simon's

description of Louis XIV's court captured student interest, many

also reported excellent class response to Colbert's regulations

about the French economy.

In summary, though we made modifications in Bruner's "discovery"

technique, we found directed discussion combined with reliance

on primary data effective maans to achieve our inquiry objectives.

They also contributed to achieving one of our affective aims,

namely, increasing student willingness to think about social

science problems. Moreover, as the results of the evaluation of

our curriculum indicate, students did not sacrifice learning

traditional content to any great degree.

.Evaluation of the Curriculum

What did the curriculum do? Did the new materials and teaching

strategies help students achieve the objectives which the Carnegie

group had set? To answer these questions, the Carnegie curriculum

was taught experimentally to able students in five high schools

who were matched against comparison sections. During the first

two years of the project, a battery of standardized tests was

administered to the two groups. When standardized tests appeared

inadequate for our needs, we decided to alter the evaluation

strategy. During the third year we studied the problem of evalu-

ating the curriculum, and in the final year, a specially designed

test to measure inquiry skills was administered to the experimental

and comparison sections in two of the Pittsburgh high schools. A

detailed account of the evaluation program follows.

A. alesting_anclapuping the students

For the first year the study was conducted with only two

experimental and two comparison sections in one of the trial schools.
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Since the major effort during the first year of the project was to
carry out the research necessary to develop the curriculum, we did
not wish to devote a large share of our resources to evaluating
the effects of the first experimental versions of the courses we
developed. We wished instead to carry on what Scriven (23) has
called "formative" evaluation in which we would try to determine
what aspects of the experimental curriculum needed improvement.
We did follow these two groups for two years, however, to carry
out what Scriven has called a "summative evaluation" of the effects
of the curriculum. One hundred thirty-three students were selected
as subjects for the sunnative evaluation, 68 in the comparison
group and 65 in the experimental sections. Since the project was
designed to improve social studies for the able atudent, we desig-
nated an Otis I.Q. of 115 as the minimum I.Q. for the two sections,
although a few students with lower I.Q.'s were admitted on the
basis of strong teacher recomnendationi. Conversely, a few students
with I.Q.'s of 115 or better were rejected on the basis of teacher
recommendations. The students were randomly selected for each
section. The nean I.Q. of the experimental class was 123.28, that
of the conparison group was 123.50.

For the second year of the study, 463 able students from all five
trial high schools were selected in the same way to be the subjects
of the study. Again, using random selection within each school,
the students were divided into experimental and comparison sections,
230 taking the new curriculum and 233 following the standard curricu-
lum established by the Pittsburgh Board of Education. Students in
the experimental sections studied the revised versions of the
project materials.

The final summative evaluation was to be carried out on these 463
students. However, problems arose during the three years in which
the study was carried out to reduce this number to 190 students in
only two of the high schools. In one of the other schools, normal
attrition reduced the experimental and control sections, already
small, to less than eighteen each, and the two groups were merged
after one year. In another school, several students from comparison
sections were allowed to enter experimental sections after the first
year, and in the third school, the comparison class was dissolved
after the first year. Of the 190 students who remained, 112 were
in experimental sections and 78 in comparison classes, the mean
Otis I.Q. of the experimental group was 124,95, that of the compar-
ison group was 126.10. However, the standard deviation of I.Q.
in the experimental group was only 6.93 while that of the compari-
son group was 9.29.

B. Selection of Teachers

Teachers for both the experimental and conparison sections were
chosen jointly by administrative officers of the Pittsburgh Schools
and the directors of the Curriculum Center. Each experimental
teacher spent a suuner at Carnegie helping to develop the materials
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which would be used. No special training or instructions were
given to the comparison teachers. The directors tried to balance
the teachers of the two groups in terms of experience and education
as much as possible. On average, the experimental teachers had
somewhat less experience in the schools and had taken somewhat less
formal course work in history and the Social sciences than their
counterparts. flaintaining balance proved to be very difficult.
One of the teachers of an experimental section resigned before
teaching the revised version of the American history course. Her
replacement was a recent graduate of Carnegie Institute of Tech-
nology who had never before taught in the schools as a full-time
professional. Another teacher of an experimental section was
reassigned and was also replaced by a recent graduate of Carnegie.
One of the teachers of a comparison sectioa retired at the end of
the first semester and was replaced by a wan who had taught the
experimental course in another school.

C. Evaluation of the curriculum using standardized tests

During the first and second years of the project both
experimental and comparison groups were given a battery of stand-
ardized tests to determine whether or not the new curriculum had
any significant effect on the behaviors measured by these tests.
The tests were selected jointly by the directors and the project
evaluator. When the project evaluator resigned after the second
year of the curriculum study, he submitted an interim report which
presented the results of the testing program and his interpreta-
tion of the data. The discussion which follows is based upon that
report.

1. Testing the effects of the ninth_grade program

Two evaluations of the ninth grade program were carried out. The
first was based on the first materials produced by the Center.
Students in two experimental and two comparison classes in one
Pittsburgh high school were the subjects of the study. The second
evaluation tested the revised version of the materials and was
conducted on the 463 experimental and comparison students in the
five Pittsburgh high schools which were designated as centers for
the curriculum study. The results reported below are those
obtained from only the second evaluation. The first evaluation
was brief and revealed little. However, the classes used for
the first evaluation of the ninth grade program were tested again
in tenth graue to determine the effects of the unrevised tenth
grade experimental materials. A report on that testing program
follows the report of the ninth grade evaluation.-

A. The Social Studies STEP Tests: In conjunction with
the project directors, the project evaluator chose the Social
Studies STEP tests published by the Cooperative Test Division of
Educational Testing Service in 1957. The test contains 70 multiple
choice items which measure, according to the scorer's manual;
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social studies understandings, abilities to read

and interpret social studies materials (maps,

graphs, the printed word, etc.), skills in seeing

relationships among basic facts, trends, and

concepts, and ability to analyze such material

critically.
The STEP test has had very favorable reviews (see Buros Yearbook,

1959) and apparently measures sone of the skills which the experi-

mental curriculum had included among its objectives. However,

one reviewer stated that the STEP tests "do not primarily measure

the higher mental processes." Form 2a was administered to the

control and experimental groups at the beginning of the ninth

grade, Form 2b in the middle of the year, and Form 2a at the end

of the year. A discussion of the results follows:
(1) The STEP test was not a difficult test for many of the

students. Many students at one school scored at or above the 80th

percentile (based on national norms).
(2) All groups, both experimental and comparison, showed

significant gains over the entire ninth grade period.
(3) An analysis of co-variance showed that differences

between experimental and comparison groups at only one school were

statistically significant. The experimental group at this school

gained significantly more during the first semester than the com-

parison group, and the comparison group gained significantly more

during the second semester. However, the differences between all

experimental and comparison groups (including the school where

gains were significant) were not statistically significant.

These results indicate thatone yearof the experimental curriculum

did not have a significantly greater effect on performance on the

STEP test. Hawever, since the test was not difficult enough to

discriminate among many of the top scoring students, different

results might be obtained if more discriminating tests had been

used.

b. The Peltier-Durost Civics and Citizenshi Test: Again,

in conjunction with the directors, the project evaluator chose

the Peltier-Durost Civir:s and Citizenship Test published in 1958

by Harcourt, Brace, and World. This test was designed to measure

the objectives of traditional civics courses, and the directors

wanted to know haw well the experimental curriculum met these

standard objectives. As defined by the test manual, the Peltier-

Durost test measures,
...the generally accepted outcomes of instruction

in a civics and citizenship course such as commonly

offered in ninth grade. These objectives, broadly
stated, include the acquisition of information
concerning the structure and functions of government

at federal, state, and local levels, and development

of understanding of certain concepts and processes

central to the democratic type of government. 1.
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Since the experimental course in government was only one semester
long rather than the normal year, since it emphasized behavioral
studies of politics rather than structural studies, and since it
devoted only a little more than half the semester to studying
United States government in order to include a comparative study
of the Soviet Union, we did not expect the experimental students
to score as well as comparison students on the test. Form Am of
the test was administered at the beginning and the end of the ninth
grade. A discussion of the results follows.

(1) Again, the test was not difficult for many students
in the two groups. Many of the students performed better than the
national average, and in one school 75% of the students in both
experimental and comparison sections had percentile ranks above
the sixtieth percentile (based on national norms).

(2) All groups, comparison and experimental, made
significant statistical gains over the time between the adminis-
tration of the tests.

(3) The results of an analysis of covariance indicated
that comparison groups at two of the schools gained significantly
more than the experimental groups in those schools. In the other
schools, no significant statistical differences were found.

These results indicate that the experimental curriculum does
contribute to achieving the traditional objectives of civics
courses, but not as much as traditional courses do.

c. The Watson Glazer Critical Thinking Appraisal: At the
suggestion of the project evaluator, the Watson Glazer Critical
Thinking Appraisal published by Harcourt, Brace, and World in 1952
was administered at the beginning and the end of the ninth grade.
According to the manual, the test:

...provide(s) problems and situations which require
the application of sone of the important abilities
involved in critical thinking.

The test has five subsections, which indicate some of the behaviors
being measured, namely, (1) inference, (2) recognition of assump-
tions, (3) deduction, (4) interpretation, and (5) evaluation of
arguments. Though many of these abilities are involved in the
inquiry objectives of the Carnegie curriculum, in the Watson Glazer
Test they are generllized to the point that the abilities no longer
have a specific connection to elements of social science disciplines.
Nonetheless, the directors did want to know if the experimental
curriculum helped the students cultivate these skills more than
the traditional course of study in the Pittsburgh Schools. A
discussion of the results follows:

(1) Again, the test was not difficult. Most of the
students in the experimental and comparison classes performed much
above the national average on this test. The average stanine was
about 6 or 7 when the test was administered the first time.

(2) The students in both the experimental and comparison
groups performed significantly better at the end of the year
except in one of the schools.
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(3) None of the experimental groups gained significantly more
than their corresponding comparison groups. However, though gains
were not statistically significant, slightly larger gains were
observed for the experiuental groups.

These results indicate that the first year of the experimental
curriculum did not produce significantly larger gains in the
abilities measured by the Watson-Glazer test than the regular
curriculum, though apparently it had some slightly more positive
effect.

d. Test of Economic Understandiu: Because half of the
ninth grade course in the experimental curriculum was devoted to
econouics, while economics received less attention in the regular
civics course, the directors chose to administer the Test of Eco-
nomic Understanding published in preliminary form by Science
Research Associates in 1963. The 50 items on the test were
constructed by an eminent group of economists to ueasure the objec-
tives set forth in the report of the National Task Force on Economic
Education. Form A of the test was administered at the beginning,
the uiddle, and the end of the ninth grade to all students. A
discussion of the results of this test follows:

(1) For most students, the Test of Economic Understanding
was quite difficult. The mean score for most groups, before
instruction in economics had taken place, was 23. Since this was
a preliminary version of the test, no national norme existed.

(2) All groups, with the exception of the comparison group
in one school, showed a significant gain between each of the three
administrations of the tebt.

(3) An analysis of covariance indicated that the mean gain
of the experimental groups was significantly greater than the
mean gain of the comparison groups.

The results indicate, as expected, that greater attention to
economics produced significantly greater understanding of economics.

2. Testing the effects of the tenth eradearome

The two experinental groups and two comparison groups set up during
the first year of the curriculum project had finished the tenth
grade course before the project abandoned standardized testing.
Four tests were administered to these four sections. What they
revealed is discussed below.

a. Social Studies STEP test: The saue test that was used for
the ninth grade study, only at a higher level (level 1), was used
in tenth grade. Level 1 is intended for college freshmen and
sophomores. The test was aduinistered at the beginning and the end
of the tenth grade. A discussion of the resultE follows:

(1) Both comparison and experimenta groups performed at
a high level at the beginning of the tenth grade. Many students
had percentile ranks of 85 and above, based on national norms.
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(2) Both groups showed significant gains in those
social ctudies skills measured by the test during the tenth grade.

(3) The difference between the mean gains of the two
groups over the tenth grade was not statistically. significant.
Both groups gained approximately the same over the two years.

Again, the results indicate that the experimental curriculum
apparently had no significant positive effect on the students'
ability to use the social studies skills measured by the test,
though once again, the test did not discriminate among the better
students.

b. ITED: Test 5: The Iowa Tests of Educatit/tial Develop-

ment, Test 5: Ability to Interpret Reading Materials in the Social
Sciences, a 1952 publication of Science Research Associates, was
administered to the two groups at the beginning and the end of the
tenth grade. According to the manual, the test measures

...the student's ability to interpret and evaluate
representative reading selections taken from social
studies textbooks and references, from magazines and
newspaper articles on social problems, and from the
literature of the social studies in general.
Specific abilities neasured...are: (1) ability to
understand what is stated in a selection; (2) ability
to understand what is implied in a selection, and
(3) ability to evaluate a selection critically.

Though none cif the more sophisticated inquiry skills are measured
by this test, the staff wished to determine if the experimental
curriculum had any effect on the students' ability to read closely
and carefully. The results obtained were:

(1) Both groups performed above the national average at
the beginning of tenth grade. Many students had percentile ranks
of 75 and above.

(2) Both groups showed significant gains in the skills
measured by the ITED Test during the tenth grade.

(3) The difference between the mean gains of the compari-
son and experimental groups was not statistically significant.
Both groups gained equal amounts in the ability to interpret
reading materials in the social sciences.

These results indicate that the experimental curriculum had no
significantly more positive effect on students' ability to read
and interpret social science materials than the regular curriculum.

c. Test of Economic Understanding: The same test that was
administered to the ninth grade groups was administered to the
tenth grade groups to determine if the inclusion of slightly more
economic history in the experimental course added to the growth
that had been observed in ninth grade. The results were:

(1) Both groups showed significant gains in economic
understanding during the tenth grade, though the gains were small.
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(2) The difference in gains during the tenth grade
between the two groups, however, were not statistically signi-
ficant.

These results indicate that the first (unrevised) version of the
experimental tenth grade materials did not bring about signifi-
cantly more improvement of the students' understanding of economics
than the regular curriculum.

d. World Histor Test: The World History Test published by
The Cooperative Test Division of Educational Testing Service was
administered to students at the beginning, the middle, and the
end of the tenth grade. The Curriculum Center wished to discover
if only one semester of European history significantly reduced the
amount of knowledge students gained about the subject, and whether
emphasis on inquiry objectives caused a sacrifice in general know-
ledge of world history. The World History Test is devoted mainly
to the history of western civilization, with only 25 percent
allocated to Asia and Africa. One half of the tenth grade experi-
mental course was devoted to Asia, Africa, and Latin America. The
results obtained from the administration of this test were:

(1) The percentile ranks of many of the students' scores
in both groups were 55 and above. These percentiles are based on
national norms for 10th, llth, and 12th grade students. If
national norms were available for the tenth grade only, the scores
would have been significantly higher in rank.

(2) Both groups showed significant gains during both the
first and the second semester, and for both semesters conbined.

(3) None of the differences between the mean gains of the
experimental group and the comparison group were statistically
significant, though the comparison group showed a slightly larger
gain during the first semester.

These results indicate that little, if anything*is sacrificed in
the way of general knowledge of world history when a course increases
its emphasis on inquiry skills. Moreover, only one semester of
European history did not seem to detract from the experimental
students' ability to score on a test which devotes over 75 percent
of its items to that subject.

3. Summary_pf standardized testtELlsoamm

The standardized testing program indicated that with one exception,
the experimental group did not make significantly greater gains
than the comparison groups in the objectives measured by the tests.
The exception was the experimental group's significantly greater
gain in economic understanding. While the students in the experi-
mental group apparently suffered little or no loss of content,
neither did they improve significantly more than the students in
the comparison groups in their ability to use the general skills
measured by tests such as the Watson Glazer Critical Thinking
Appraisal or the Social Studies STEP tests. Yet, the teachers of
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the experimental classes insisted that the students were learning

valuable skills that were not measured by the standardized tests.

The staff of the Curriculum Center, therefore, decided to restudy

the evaluation program and try to develop a test or tests which

would measure the abilities which had not been evaluated.

D. Evaluation of the Curriculum Using a Specially Prepared Test

The staff of the Curriculum Center was aware of the dangers involved

in developing a new test to measure the students' achievement of

those objectives not covered by standardized tests. In the first

place, the test could not be standardized; consequently, national

norms and the validity and reliability of the test would be open

to question. Second, the staff of the Center realized that some

critics have objected to evaluating new curricula by comparing

experimental and control groups with tests based on the new

curricula alone.

The Center did all it could to make the test valid and reliable.

The behaviors to be measured were carefully described and the test

constructed to those specifications. The test was pre-tested on

a twelfth gradi group which had taken the experimental program.
An item analysis was conducted on these scores to eliminate items

which were too easy or too hard or did not discriminate between

high and low scorers. An item analysis of the final version of

the test from which the data were obtained revealed that only two

items failed to discriminate between the upper half and the lower

half of the students who took the test, that half of the items

discriminated very well between the upper and lower halves, that

75 percent of the items discriminated well between the highest

quartile and the lowest quartile, and that 21 items out of 50

discriminated among all quartiles.

To answer the critics who object to comparative evaluations using

instruments which measure only the objectives of the new curricula,

the Carnegie group replies that a new curriculum implies new goals.

To determine whether or not the new curriculum does a better job

of helping students achieve these goals than the regular curricula

in the schools, measuring instruments which test for the new

objectives must be employed. If the new curriculum can not

demonstrate that it accomplishes these new goals better than the

old curriculum does, it can not claim to have made a significant

impact.

Though "critical thinking" has occupied an honored place in the

lists of objectives which adorn every curriculum guide, the be-

haviors involved in critical thinking are rarely fully described.

Moreover, an examinatior of content, materials, and strategies

used in textbook-based curricula reveal that little attention is

given to helping students develop these critical thinking skills.

Finally, critical thinking implies only part of the aims which

the Carnegie staff had identified with teaching students how to
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use a mode of inquiry, namely, the testing of hypotheses. Since

the research of the Curriculum Center had resulted in the statement

of new objectives for the social studies, the need to develop an

instrument which would measure the students' mastery of inquiry

objectives became obvious. Accordingly, the staff designed the

Carnegie Test of Social Studies Inquiry Skills. *

1. The Carnegie Test of Social Studies In uir Skills

The Carnegie Test of Social Studies Inquiry Skills is an objective

test, containing fifty items. Ten of the items require students to

match terms with their definitions. The remainder are multiple

choice items. The behaviors measured by the test are:

1. The ability to recognize definitions of procedural

concepts (e.g. hypothesis, concept, generalization,

fact) used in a mode of inquiry. (10 items)

2. The ability to recognize problems which can be solved

by use of a mode of inquiry as opposed to those which

cannot. (5 items)

3. The ability to recognize problems of interpretation as

opposed to problems of finding data only. (5 items, the

same used to measure behavior #2)

4. The ability to recognize the social science concept with

which a question or hypothesis is associated. (10 items)

5. The ability to recognize statements which follow logically

from a hypothesis as opposed to those which do not.

(5 items)
6. The ability to recognize sources which would be more

likely to yield data for testing a hypothesis as opposed

to those which would not. (5 items)

7. The ability to recognize data which is relevant to a

hypothesis as opposed to that which is not. (3 items)

8. The ability to recognize generalizations which summarize

data or can be inferred from data as opposed to those

which do not. (4 items)

9. The ability to recognize statements of fact which are

likely to be accurate as opposed to thosewhich are not.

(3 items)

10. The ability to recognize when new data requires modifying

a hypothesis. (5 items)

11. The ability to recognize an appropriate modification of a

hypothesis which accounts for new data. (5 items, the

same used to measure behavior #10)

The staff of the Curriculum Center does not claim that the test

completely measures the students' ability to use the mode of inquiry

we have taught them. Whether or not the student will be able to use

the skills and knawledges measured by this test in an unstructured,

non-cued situation cannot be ascertained from it. However, the test

does measure the skills and knowledges which make up our version of

* A copy of the test appears in the Appendix to this Report.
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a mode of inquiry. We can hypothesize that if students cannot
demonstrate that they can perform the behaviors listed above, they
will not be able to carry on an independent investigation. Also,
by implication, we can hypothesize that students who have a greater
eounand of these knowledges and skills, will conduct a better
investigation than those who have less command.

2. Adninistration and Results of the Test

The Carnegie Test of Social Studies Inquiry Skills was administered
to 190 students in the two high schools where comparison and experi-
mental sections had been maintained for the four-year life of the
project. Seventy-eight of the students were in comparison sections,
112 in experimental sections. All had completed three years of the
social studies curriculum; the test was administered at the end of
the eleventh grade.

The results of the CTSSIS were treated in an analysis of cowriance,
reported in Table 1 as a set of regression coefficients. The co-
variate, the Otis I.Q. score of each student, was used to control
for dissimilar I.Q. distributions in the two groups. The Otis I.Q.
test places heavy emphasis on verbal abilities and performance on
the CTSSIS depended heavily upon verbal facility.

The experimental variable is a dummy variable set to one for the
group receiving the experimental curriculum and to zero for the
comparison group. This formulation is convenient because the
regression coefficient of the experimental variable can be inter-
preted directly as the increnental effect (positive or negative)
of the experiment.

Table 1. Analysis of Covariance Results ./....11111

Variable

I .Q .

4011.it

Regression Coefficient t-statistic

Effect of experimental
curriculum

Constant

.4162 6.996*

5.8484 6.038*

-30.315
Coefficient of variation = .3040*

*Significant beyond the .01 level.

Both I.Q. and the experimental curriculum have highly significant
positive effects on performance on the Carnegie Test of Social
Studies Inquiry Skills. The correlation between I.Q. and the
experimental variable is -.0520, indicating that the mean IA. of
the experinental group is sonewhat lower than that of the compari-
son group. The two variables, together with the constant, explain
about thirty percent of the variation in performance on the test;
this is shown by the coefficient of variation which is also
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highly significant.

The coefficients of regression themselves can be interpreted as
sensitivities of performance to I.Q. and the experimental
curriculum for this special group of able students, in each case
holding the other variable constant, As a linear approximation
in the observed range of values, a one point positive difference
in I.Q. for this special group was associated on average with a
positive difference of .4 points on the test. Likewise, if I.Q.
is held constant, the average effect of the experimental curricu-
lum on performance was 5.8 points in score--better than ten per-
cent on the fifty question test.

This analysis of covariance of test scores of the two groups
indicates, therefore,

(1) Students who had taken the experimental curriculum
scored significantly better on the test than students who had
been in the comparison groups. Given students of equal I.Q.
scores, those who take the experimental curriculum average
nearly six points better on the test than those who take the
regular curriculum. This difference in scores is highly
significant statistically (beyond the .01 level).

(2) A student's I.Q. as measured by the Otis test is also
related to performance on the Carnegie Test of Social Studies
Inquiry Skills. This finding probably reflects the heavy
dependence of the test on verbal skill, even among this group
of students selected basically because of better-than-average
I.Q.

The emphasis of the Carnegie curriculum on inquiry objectives
apparently paid off. Ad item analysis of the CTSSIS revealed
that the students in experimental sections performed better than
students in comparison sections on every behavior tested, except
behavior No. 5, the ability to recognize generalizations which
follow logically from a hypothesis. All items discriminated
between experimental and comparison students except in this section
of the test. The experimental students performed significantly
better than couparison students on at least two items in every
section of the test, except on those which tested the ability to
recognize the logical implications of hypotheses. The gains of
the experimental students, therefore, were not registered primar-
ily in those sections where knowledge of a technical vocabulary
was required.

E. Aseasing affective ob'ectives

The Carnegie staff was unable to develop any means of assessing
the impact of the curriculum on the attitudes and values of the
students. Whether or not experimental students have a more
articulated, more clarified, and better justified value system
than comparison students remains a mystery. Whether they show a
significantly greater preference for assertions based upon
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scientific inquiry than cfnaparicon students is unknown. The

construction of an instrument which measures affective outcomes
without el Ating "socially desirable" responses was a difficulty
that the Carnegie group could not overcome.

A questionnaire was administered to students who had taken the
experimental curriculum to determine their attitude toward the
new courses. The questionnaire allowed the students to respond
freely to the various questions asked; consequently, no quanti-
fiable data were obtained. However, an analysis of the student
responses revealed that only two students preferred the regular
curriculum to the experimental curriculum. Most of the students
who responded to the questionnaire stated that the emphasis on
inquiry was the new curriculum's major strength. Many stated
that they preferred the curriculum for this reason. Many students
also stated that they felt the new curriculum did not give them
enough "facts." They believed that Cley could not perform well
on standardized tests, despite evideme that they performed as
well as the comparison students. About fifteen percent of the
students who responded to the questionnaire responded that the
project courses had helped formulate their plans for college,
all of these stating that they intended either to take more history
and social science courses and most of these indicating that they
intended to major in one of the social sciences. About thirty
percent of the students indicated that social studies had been
their favorite course in high school.

Summary of Research

The Carnegie Center conducted research in all of the areas desig-
nated by the Cooperative Research Branch of the United States
Office of Education. The research required to establish aims and
create new materials, methods, and learning sequences continued
for the life of the project. As new findings became known, the
Carnegie group adjusted its rationele and modified its materials
and strategies to account for the new knowledge. If the project

were to continue, our objectives and approaches would continue

to be refined,

The evaluation of the effects of the curriculum indicated that

students who were in the experimental classes suffered no great
loss in the mastery of content as measured by standardized tests.
The curriculum did not have a significantly greater effect than

the regular curriculum in helping students develop the generalized

skills measured by standardized tests. However, in its area of

major emphasis, the development of social studies inquiry skills,

the experimental curriculum proved to be significantly better than

the regular curriculum. If this is the only area where the new

social studies curriculum has made a significant contribution to

the growth of the child, the staff of the Carnegie Center is

pleased with its efforts.
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APPENDIX I

THE CARNEGIE TEST FOR SOCIAL STUDIES INQUIRY SKILLS

Directions:

The examination which follows has been designed to test your knowledge

of and ability to use a mode of inquiry from the social studies. You have

been studying the inquiry skills called for in this examination throughout

your work in social studies courses. The test assesses your mastery of

inquiry skills by calling on you to use them in a new situation.

The examination has seven sections. The first requires you to match

key terms with their definitions. The remaining six sections all contain

multiple choice questions. For all seven sections, write your answers on

the answer sheet provided. DO NOT WRITE OR. MAKE ANY MARKS IN THE

EXAMINATION BOOKLET.

The entire examination requires forty minutes. Work steadily: do

not pause between sections. If you cnnnot answer a question, go on to

the next one and return to ones you have skipped if time remains near the

end of ,the examination period. If you are able to eliminate one or two of

the four choices in the multiple choice questions, it will probably be to

your advantage to guess among the remaining possibilities.

Write yotm name and the other information called for at the top of

your answer sheet. Do not open this examination booklet until your

teacher tells you to do so.
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Section I

A node of inquiry involves the use of a technical vocabulary. Below you will
find eleven terms followed by ten definitions. Place the 12tter which appears
before the appropriate term in Group I in the blank on the calmer sheet before
the definition in Group II. For your convenience, the definitions in Group II
have been repeated im the answer sheet. WARNING: Some terms will not be used
at all. Others may be used more than once.

A. histcrical question
B. historical definition
C. hypothesis
D. fact
E. data

F. frame of reference
G. generalization
H. evidence
I. theory
J. concept
K. none of the above

1. A tentative explanation for an event or development.
2. Information about past or present society.
3. A conclusion about past or present society developed as the end product

of an investigation in the social studies.
4. Information which has a bearing on a hypothesis under investigation.
5. A description of the way in which the meaning of a general term has changed

in time and place.
6. A statement about a persun, event, etc. which meets the tests for

historical credibility.
7. The way in which a person looks at the world.
8. An issue which can be settled to the satisfaction of most scholars by the

use of a historical method of inquiry.
9. An issue involving a conflict between two values.

10. A category or way of classifying data which can be defined but cannot be
proved true or false.

Section II

Inquiry in the social studies begins with questions. All questions, however,
cannot be answered satisfactorily by the use of social studies inquiry skills.
Below you will find five sets of four questions each. From each set choose the
one question which you think will prove to be most fruitful as a beginning point
of an inquiry which can develop a valid generalization. On your answer sheet,
make a heavy mark below the letter corresponding to the best answer.

11. A. Was Christ the son of God?
B. Did slavery cause the Civil War?
C. Con the United States justify its role in the war in Vietnam?
D. How many soldiers were killed with General Custer?

12. A. Is integration of the public schools good?
B. Will the Russians win the Cold War?
C. What sort of people did Louis XIV appoint as political leaders?
D. When did Columbus sail?

13. A. Is Hinduism better than Christianity?
B. What is the airline distance between New York City and Moscow?
C. Should Congress appropriate additional funds for education?
D. What caused the race riots in northern cities during the summer of 1966?
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14. A. How many states had universal manhood suffrage by 1828?
B. Which is the better source of information, newspapers or the writings

of the French traveler, Alexis De Tocqueville?
C. Why did Andrew Jackson win the election of 1828?
D. Were the political reforms of the Jacksonian period good for the

American people?

15. A. What governmental s7,7stem do you prefer, totalitarianism or democracy?
B. Are people happier :ander traditional or command economies?
C. What accounts for the high rate of economic growth in the Soviet

Union during the 195015?
D. In which nation does the higher percentage of citizens vote, the

United States or the Soviet Union?

Section III

Once a student has identified a question or a problem area in the social studies,
he must develop a hypothesis. Many hypotheses grow out of social science concepts.
This section of the examination tests your ability to work with concepts. Each
question below is introduced by a hypothesis. From the list which follows it,
choose the concept with which it is most closely associated. On your answer
sheet, make a heavy mark below the letter corresponding to the best answer.

16. The Rules Committee of the House held up the bill.
A. ideology B. institutions C. leadership D. citizenship

17. Medieval peasants were expected to bow to the lord of the manor.
A. social class B. status C. norms D. role

18. Franklin D. Roosevelt's
him considerable public
A. decision-making
B. ideology

speaking ability
support.

C.

D.

and his excellent radio voice won

leadership
citizenship

19. In the long run, the powerful, sophisticated westerners will probably
exterminate those primitive natives.
A. culture change C. norms
B. group interaction D. groups

20. If we want to increase the rate of economic growth substantially, we ought
to spend far more money for education.
A. production B. resources C. business cycles D. institutions

21. If we continue to spend so large
cannot clean up slum housing.
A. scarcity and choices
B. institutions

a portion of our budget on defense, we

C. production
D. culture change

22. Democratic government diffused from the West may have an impact on the
organization of the entire village.
A. norms B. institutions C. group interaction D. culture chang

23. In the American social structure, education and wealth can help to determine
your membership.
A. citizenship B. social class C. groups D. status
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24. The sharp decline in the value of stocks which began in October, 1929, caused
the depression.
A. price B. production C. institutions D. business cycles

25. If we raise wages without raising prices or increasing productivity, profits
and hence dividends will fall.
A. production B. distribution C. resources D. ideology

Section IV

Once a student has stated a hypothesis, he must support it, revise it, or abandon
it cumpletely if he hopes to develop a valid generalization. The first step in
the process consists of deducing the logical consequences of a hypothesis. Each
question below begins with a hypothesis followed by four statements. Choose the
one statement which most clearly follows from the hypothesis. On your answer
sheet, make a heavy mark below the letter corresponding to the best answer.

26. If the hypothesis, "The stock market crash of 1929 caused the depression,"
is true, you would find all of the following facts or genera2ization3
supported by the data EXCEPT:
A. The number of housing starts continued to decline at the same rate

after October, 1929.
B. After the stock market crash of 1929, businessmen began to cut back

production.
C. Unemployment increased after 1929.
D. The average price of stocks declined rapidly some time during 1929*

27. If the hypothesis, "Slavery was the principle cause of the Civil War," is
valid, you should find all of the following statements supported in the
data EXCEPT:
A. Almost all slaveholders lived in the states which seceded instead of in

those which remained in the Union.
B. Abraham Lincoln, who opposed the extension of slavery into the territories,

received all of his electoral votes from northern states.
C. Slavery helped to cause different social systems to develop in the

South and the North.
D. In the 1850's Congressmen spent a relatively small amount of their time

discussing the institution of slavery.

28. If the hypothesis, "The Civil War and the Reconstruction did not make a
permanent impact on soOthern politics," is valid, you would find all of
the following statements supported by data, EXCEPT:
A. Many former slaves held political offices after Reconstruction.
B. 'Many of the leaders of the Confederate states were sent to Congress

after Reconstruction.
C. The Democratic party, which had dominated southern politics before the

Civil War, continued to dominate it after the War and Reconstruction.
D. As before the War, the overwhelming majority of Southern congressmen

and senators had been born in the South.
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29. If the hypothesis, "Louis XIV made decisions on the basis of information he
received from members of the Court at Versailles," is valid, all of the
following statements would be supported by the data EXCEPT:
A. Louis often had audiences with members of the Court.
B. Members of the Court used their audiences with the King to give him

information about the problems in their province.
C. An audience with the King usually lasted two or three minutes.
D. When trying to decide what to do, Louis often reported information that

he had received from a member of his Court.

30. If the hypothesis, "The success of the Protestant Reformation was due to the
support of the rising merchant class," is valid, all of the following state-
ments will be supported by the data EXCEPT:
A. Many merchants joined Protestant churches.
B. Many merdhants realized increased profits after the Reformation«
C. Many merchants donated money to support Martin Luther.
D. Many merchants had disagreed with the Catholic church's prohibition on

charging interest.

Section V

Problems, hypotheses, logical consequences. The student must now gather data to
find out whether the logical consequences he has deduced meet the test of evidence.
His next step is to identify the types of sources which will be likely to yield
useful evidence. Each question which follows contains a hypothesis followed by
several possible sources of data. Choose the one most likely to yield useful
evidence. On your answer sheet, make a heavy mark below the letter corresponding
to the best answer.

31. Negroes have more social mobility in the North than in the South.
A. newspaper articles about race riots in northern and southern cities.
B. speeches made by Negro leaders in southern and northern towns.
C. census records of occupational statistics by generations.
D. records of employment bureaus in the North and the South.

32. The Kaiser's extreme nationalist feelings caused him to make decisions that
increased the possibility of war in 1914.
A. diplomatic correspondence between the Kaiser and other European rulers

in 1914.
B. newspaper editorials from German language newspapers in 1914.
C. the Kaiser's public speeches and private memoranda during the period

just before and during the outbreak of hostilities.
D. the Kaiser's letters to his wife during 1914.

33. The tremendous growth of Dodge City was due to the completion of the railroad
between Dodge City and Independence, Missouri in 1872.
A. a newspaper editorial praising the railroad in 1872.
B. building permits issued in Dodge City from 1870 to 1880.
C. the census of 1880.
D. the list of employees who worked on the railroad in 1872.

34. There was little social interaction between people in upper and.lower classes
in Pittsburgh in 1825.
A. the list of employees of Pittsburgh's ten largest companies in 1825.
B. the records of births in Pittsburgh in 1825.
C. the society columns which report marriages in Pittsburgh in 1825.
D. the records of doctors, indicating their patients in 1825.
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35. Louis XIV wanted the world to realize that he was a glorious king.

A. Colbert's minutes of meetings of the Council of State.

B. Moliere's play, The Imaginary Invalid, which was commissioned by

Louis XIV.
C. the decree removing tolls on the Rhone River.

D. the palace at Versailles, built by Louis XIV.

Section VI

Once a student has selected sources for data, he must collect, analyze, evaluate,

and interpret the evidence he finds. He must know when the information he finds

is aceurate and when it is mistaken. He must also know the implications of the

data cnce he is convinced that it is correct. The following questions test these

abilities. For each one, choose the most useful of the four choices. On your

answer sheet, make a heavy mark below the letter corresponding to the best answer.

Questions 36 and 37 refer to the following facts about Country X.

I. Population: 30,000,000
U. Population increase: 1,000,000 per year

III. Birth rate: 4,000,000 per year

IV. Number of trained doctors: 2,000

36. Which of the facts given above would you include in your notes if you had

asked the question, Nhat is the population growth rate of Country :K?"

A. I only C. I and II only

B. II only D. I and III only

37. Which of the facts given above would you irA,1ade in your notes if you had

developed the hypothesis, "The population of Country X is growing at the

rate of 10% per year."?
A. I only C. I and II only

B. II only D. none of the above.
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Questions 38 through 41 refer to the following table.

Year No. of Automobiles in United States

1910 460,000

1920 8,130,000

1930 23,000,000

1940 27,470,000

1950 40,330,000

1960 56,000,000

38. If we go by the facts given in the table above, the statement, "The greatest

rate of increase in the number of automobiles in the United States took

place between 1910 and 1920,"
A. is definitely true.
B. is definitely false.
C. is probably true.
D. cannot be validated or inferred one way or the other from this data.

39. If we go by the facts given in the table above, the statement, "The total

consumption of gasoline increased between 1910 and 1960"

A. is definitely true.
B. is definitely false.
C. is probably true.
D. cannot be validated on inferred one way or the other from this data.

40. If we go by the facts given in the table above, the statement, "More families

owned two cars in 1960 than in 1950"
A. is definitely true.
B. is definitely false.
C. is probably true.
D. cannot be validated or inferred one way or the other from this data.

41. If we go by the facts given in the table above, the statement, "Americans

appropriated more money for building and maintaining roads in 1950 than

they did in 1910"
A. is definitely tzue.
B. is definitely false.
C. is probably true.
D. cannot be validated or inferred one way or the other from this data.

42. Which of the following grievances drawn up by the common people of a French

town in 1788 would you include in your notes if you had asked the question
"Did the French people revolt against their government in order to obtain

more freedom?"
A. We wish to see the laws reformed.
B. We wish to see taxes paid in proportion to income.
C. We wish to see a law requiring officers to charge us with a crime

in order to hold us after arrest.
D. We wish the abolition of taxes that harm commerce and industry.

43. Which of the following persons seems least likely to have a bias about the
cause of race riots?
A. a local police officer.
sB. a correspondent for a Negro newspaper.
C. A British visitor from a small tlwn in Yorkshire.

D. an officer of the American Civil Liberties Union.
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44. Which of the following persons has the best opportunity to tell the truth
about an event?
A. a reporter who gathered news from several eyewitnesses on the day

following the event.
B. an eyewitness who has not yet told anyone about what he saw.

C. an eyewitness who made notes on the back of an envelope immediately

after the event.
D. a participant intimately involved in what happened.

45. Which of the following statements would you accept as the most accurate
reporting of an incident?
A. "The king's guards ruthlessly gunned down the protestors."
B. "All I remember was that the mob began to fire on us; so we returned

the fire."
C. "I heard a shot come from somewhere and all of a sudden the guards began

to shoot at the protestors."
D. "I have interviewed twenty eyewitnesses who said that they did not see

anyone in the crowd fire at the guards."

Section VII

The final step in the process of inquiry involves making a generalization. If

the hypothesis has been found to be accurate, the student may simply restate it.
If it was not accurate, he must rephrase it or write a completely new generaliza-
tion. The following questions test these abilities. On your answer sheet, make

a heavy mark below the letter corresponding to the best answer.

46. Suppose you had begun with the hypothesis, "Race plays no important part in
determining a man's social position in Brazil" and then found the data in
the table below. What would you do with your hypothesis?

Percentage of Each Race in the Social Classes of Minas Velhas, Brazil

White Mulatto Negro All Races

Class A (upper) 20 4 0 12

Class B (middle) 69 61 60 63

Class C (lower) 11 35 40 25

Totals 100% 1007 100% 1007.

A. I would not change my hypothesis.
B. I would change my hypothesis to "Race plays a very important role

in determining a man's class position in Brazil."
C. I would change my hypothesis to "Race plays a very important role in

determining a man's class position in Minas Velhas, Brazil".
D. I would change my hypothesis to "Race plays a very important role in

determining the composition of the upper class in Minas Velhas, Brazil".

47. Suppose you had begun with the hypothesis, "In the nineteenth century, China
turned its back on the West and all it stood for," and then found the follow-
ing statement written by a Chinese official in 1852. What would you do with
your hypothesis?

"Everything in China's civil and military uystems ii far superior
to the West. Only in firearms must we catch up."

A. I would not change my hypothesis.
B. I would change my hypothesis to: "China was anxious to adopt western ways."
C. I would change my hypothesis to: "China was anxious to learn western tech-

nology, but little else."
D. I would change my hypothesis to: "China felt inferior to the West, so it turn-

ed its back on western ways."

82



48. Suppose you had begun ith the hypothesis, "Chinese leaders instituted the

communes in 1958 in order to carry out the goals of Communism," and then

found the following statement in the decree establishing the communes. What

would you do with your hypothesis?
"The purpose of the people's communes is mainly the all-continuous leap

forward in China's agricultural production. The communes will complete

the building of socialism ahead of time and carry out the gradual

transition to Communism."
A. I would not change my hypothesis.
B. I would change my hypothesis to, "China instituted the communes to

allocate more human resources to agriculture."
C. I would change my hypothesis to, "Chinese leaders instituted communes to

promote economic growth and to promote the goals of her ideology."

D. I would change my hypothesis to, "Chinese leaders instituted communes to

increase their control over the people."

49. Suppose you had begun with the hypothesis, "In 1860, most people did not wish

to take a strong stand on the slavery issue," and then came across the data

below. What would you do with your hypothesis?
Candidate and position on slavery Vote

Abraham Lincoln (opposed extension of slavery into 1,866,352

new territories)
Douglas (no stand on slavery, per se) 1,375,157

Breckinridge (slavery must be protected in territories) 849,871

Bell (no stand on slavery, per se) 589,871

A. I would not change my hypothesis.
B. I would change my hypothesis to, "The majority of people who voted in

the election of 1860 voted for candidates who took a stand on slavery."

C. I would change my hypothesis to, "A majority of those who voted in the

election of 1860 took a strong stand on slavery."
D. I would change my hypothesis to, "Only those people who voted for Lincoln

in 1860 took a strong.stand on slavery."

50. Suppose you had begun with the hypothesis, "The caste system in India

influences men to find occupations consistent with their caste traditions,"

and then found the data below. Indicate what you would do with your

hypothesis.

Caste and tradi-
tional occupation

Percentage of Castes in Selected Occupations
Industry Higher ProfessionsAgriculture

Lower caste 81 5 1

Farmers

Middle caste 20 66 4

Pottery makers

High caste 6 2 50

Medicine

A. I would not change my hypothesis.
B. I would change my hypothesis to, "Caste traditions affect only those in

the.upper castes in the choice of occupation."

C. I would change my hypothesis to "Caste traditions do not affect the choice
of occupations in the upper caste as much as they do in the lower and

middle castes."
I would change my hypothesis to "Only the lower castes are bound to find
occupations consistent with their caste tradition."
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Name

ANSWER SHEET

THE CARNEGIE TEST FOR SOCIAL STUDIES INQUIRY SKILLS

School Teacher

Section I

41-1. A tentative explanation for an event or development.

6.2. Information about past or present society.

a 3. A conclusion about past or present society developed as the end product of

an investigation in the social studies.

2L4h. Information which has a bearing on a hypothesis under investigation.

135. A description of the way in which the meaning of a general term has changed

in time and place.
J) 6. A statement about a person, event, etc. which meets the tests for

historical credibility.
)5.17. The way in which a person looks at the world.

11.8 An issue which can be settled to the satisfaction of most scholars by the

use of a historical method of inquiry.

L.9. An issue involving a conflict between two values.

J10. A category or way of classifying data which can be defined but cannot be

proved true or false.

Mark all multiple choice items as follows: XX.ABCDII 17 /I II

Section II. asstian_III_isaata Section V. Section VI (cont.)

11.ABCD 21.ABCD 31.ABCD41.ABCD
II II II 17 II II II II II 17 II II II a II

12.ABCD 22.ABCD 32.ABCD42.ABCD
// // 0 II II II II 17 II II II II II 17 II

13.-ABCD 23.ABCD 33.ABCD43.ABCD
// // // II 11 II II II a II ll II II II

14.ABCD 24.ABCD 34.ABCD44.ABCD
// a 11 11 11 Z7 II II II II II tI II

15.ABCD 25.ABCD 35.ABCD45.ABCD
// // II II 0 II II II II II a II II II 17

Section III. Section IV, Section VI, Section VII.

16.ABCD 26.ABCD 36.ABCD46.ABCD
// ii II II 1,7 II II II II II 11 II II II II

17.ABCD 27.ABCD 37.ABCD47.ABCD
// II 17 II II II II Li II II 41 II II II 11 II

18.ABCD 28.ABCD 38.ABCD48.ABCD
// // // // // II 17 II II II II II 41 II

19.ABCD 29.ABCD 39.ABCD49.ABCD
II 17 II II II II a II II Il L1 II II Li II II

20.ABCD 30.ABCD 40.ABCD50.'ABCD
II Li II II II 1:1 II II II II II 17 41 II II II
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