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Preface

Conlemporary feachers {both preservice and insesvice)
need and want 1o continuously evaluate their classroom
praclices. Using this SAMPLER and SUPPLEMENT, those
whd teach so~ial studies in Junior and Senior H:gh Schools
can assess and compare their professional goals and
strategies with their colleagues’ aims and fechniques and
with current objectives and teaching behaviors recom-
mended by education specialists and researchers in the
teaching of social studies and related social sciences.

In scheme and substance, the SAMPLER, SUPPLEMENT
and ANNOTATED BIBLIOGRAPHY enable a teacher to
identify specific goais and strategies, analyze their validity
and effectiveness, and explore and pursue relevant knowi-
edge and research. Though much valuable research about
educational practices has been done, this ook deals ex-
clusively with competencies and concepts that uniguely
appiy to the social studies’ teacher.

Dr. Leslie A. Wood, who created the SAMPLER and de-
veloped the SUPPLEMENT and ANNOTATED BIBLIOGRA-
PHY for CERLI, is an Associate Professor, Social Studies
and Secondary Education, School of Education, Indiana
University. Professor Wood has taught in secondary
schoois at Huntington, indiana; Euclid, Ohio; and Giendale,
California. At Stanford University, he was a Director of
Secondary Student Teaching. At the University of Toledo,
Wood directed Student Field Experiences and, in 1965,
the National Defense Education Act Institute for Teachers
of Culturally Disadvantaged, United States Office of Edu-
cation and the University of Toledo. I» 1967, he directed
the National Defense Education Act Institute for Teachers
of Civics for Disadvaniaged, United States Office of Edu-
cation and Indiana University.
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Or. Wood has published ariicles in s2veral professional
journals, a Sfuden? Tezching Handbeox {Universily of
Tuledo, 1955) and, with E. J. Nussel, Readings in Educal-
ing the Disadvanlaged, 1955. The Naticaal Council for So-
cial Studies published and in Ap:l, 1969 disseminated
Bullelin £43, A Guice {0 Human Rights Education by Dr.
Leslie Wood and Dr. Paul Hines.

In gathering and organizing material for ilze CERL1 publica-
tion, Proiessor Wood acknowledges the assistance of
James Mackey, John Palrick, Lee Stoner of Indiana Uni-
verssity: Jan Tucker, Stanford Universily; and Paul Hines,
Schooi of the Ozarks. CERLI's editor-staff wriles, Florence
K. Lockerby, prepared the manuscript for publication.

Or. Wood also ex:x:esses his appreciaiion to Anthony
Tovatt, Ebert Miller, David Rice an¢ Ted DeVries for scme
of the ideas used in creating the Sccial Studies’ Sampler.
In 1965, Tovatt, Miller, Rice and DeVries pubiished A
Sampler of Praclices in Teaching Junior and Senior High
School English, the Rationale for a Sznmpler of Practices
in Teaching Junior and Senior High Sciiool English, and
The Insiruclor's Suppiement Rationale for a Sampler of
Practices in Teaching Junior and Senior High Schoo!
English.
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The SAMPLER

INTRODUCTION

The slralegies in this SAMPLER should be considered a represenlative rather than
comprehensive selection of approaches or technigues that a social siudies’ teacher
might use in the classroom. (Including all of the effective stra’egies would not have been
feasible fcr there is an infinite number.)

Inherently, no strategy is either good or bad. Whether a method or material will work
depends on the teacher's timing and use. Al limes, students fail tc learnn simply be-
cause a teacher knows of no allernative asproaches or more effective ways {0 use
available media.

Before a teacher can decide what will work, he first must identify what he hopes {0
accomplish. Unfortunately, this initial siep often seems so obvious that the decision is
superficially or fallaciously made. A teacher may state such purposes as “making
Johnny a good citizen™ or “teaching Susan ic appreciate history™; but unless he fo-
cuses on specific objectives, he cannot decide what to teach or what metheds and
media to use.

In order to realistically determine content and strategies, the {eacher must state his ob-
jectives in terms of specific behaviors. Furthermore, unless the teacher knows whati he
wants to accomplish and understeinds what student behaviors will demonstrate that this
goal has been achieved, he wili experience difficully in selecling and evalzating appro-
priate strategies, materiais or media.

Anyone wishing to learn more about stating behavioral objectives will find the follow-

ing references particularly helpful:

Mager, Robert F., Preparing Instructional Objectives, Fearon Publishers, inic., Palo Alto,
California, 1962.

Popham, James, Insiruction2! Objectives, a series of seven filmstrips and accompany-
ing tapes, Vincent Associates, P.O. Box 24714, Los Angeles, Cziifornia 90024, 1967.
An explanation of the various aspects of writing and evaluating behavioral cbjectives.

As a teacher works the SAMPLER, he may wish to devote some time to Part I—Ob-
jectives before developing Part 1l—Strategies in Teaching Social Studies. In fact, it
might be most beneficial to crystallize this thinking and, after some interval, review
these thoughis about objectives before turming to Part Jl.

Although teachers independently work the SAMPLER, its ultimate value fies in ihe shar-
ing and discussion of the results in deparimenial oi other formal or informal profes-
sional meeiings.

RPN P INSITOT] (T Ty
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Sampler

Contemporary Strategies in Teaching Social Studies
in Junior and Senior High School

TH= COOPERATIVE EDUCATIONAL RESEARCH LABORATCRY, INC.
540 Wes: Frontage Road, Box 815, Northfield, lilinsis 60093
Developed by Dr. Leslie A. Wood, Indiana University, Blecomington

Published- This SAMPLER has beea designed 1o help social studies” leachers formulate
Sori 1969 Wkgwsmaomwmployeﬁeuheﬁrﬂegslorimwoﬁng

pring, social studfies” instroction in junior and senior high schools.
UNDER NO CIROUMSYANTES snomid ine SAMPLER be used ic evaiuaie 2

leacher's compelency or a school’s social studies” Zrogram.

Date

Teacher's Name

PART I OBJECTIVES in TE" ZHING SOCIAL STUDIES
As suggested in the introduction, ir order to get the most out of this SAMPLER
you must establish a set of criteria with which you can compare your strategies
in social studies instruction tc those cited in the SUPPLEMENT. To establish
such criteria, think abcut and concisely state your responses in ter:s of specific
behaviors rather than ambiguous unmeasurable$ like “making students good
citizens” or “teaching students to appreciate history.”

1. List the courses you teach in sociz] studies:

2 Select one course for which you wish to identify your objectives:
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3. What 4 to 3 key concepls. iceas. or issoes €0 you intend 20 use 25 2 central focus {or the course named
in items two? (Use only one word or short phrase for each):

4. Select 2 concepls or issues 2nd ell what the students should do io deconsirale that ihey understand
these concepls. (Use no more than two sentences for each cencept):

5. What specific skills will the siuvdents need 10 master in order {0 understand the concepls named in item
42 (List two.):

6. What mus! the studenls do o demonstrale mastery cf these skills? (One sentence for sach skill):

7. What attitude, value, or emolion may be affected by an increased understanding of the conceots or issues
listed in itam 42 (List one for each of the two concepts.):

8. VWhat can the students do o indicate the directicn of their change in attitude or values?:

PART II: STRATEGIES in TEACHING SOCIAL STUDIES

As you examine the following items, you will note that each describes a strategy
that one could use in teaching social studies to junior and senior high school
students. Though each strategy is specifically stated, yoi will perceive its con-
ceptuai significance and potential adaptability.

As you cireck the categories of ACTUAL USE, conisider cnly the frequency with
which you utilize the specific strategy.

As you check the categories of TEACHER'S EVALUATION, consider only the
potential worth of the strategy. Whether you often, occasionally or seldom if
ever utilize the strategy should not affect your evaluation of its efficacy.
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ACTUAL USE TEACHER'S EVALUATICN

1 use this sirategy: 1 consider this stralegy io be:
{check only one) {check orly cne)
- Seldom Occasion- . .
Often | Occ2sion- it < Quile | Queslion-
aty Ngu 3?1:5 ‘éﬂy‘éﬂ inv2lid atie

9, 10 When extensive factual knowledge
needs {0 be leamed elfeciively by siu-
dents in a limited amount of time, make
more extensive use of lecture and spe-
cific reading assignments.

11, 72 Use a case study as a means of
provoking conlroverssy in order lo get stu-
dents involved in a topic or problem.

13, 14 With beiow average students,
place greater emphas:s on basic factual
recall because of their limited capacity
to masler more complex skills.

15, 16 When program.med materials are
avaiiable, use the programs instead of
the textbook cr lecture approach in gre-
s2nting information fo the class.

17, 18 Use mulfip!e textbooks rather
than a single texibccx to achieve greater
; student undersianding.

3 19, 20 Place a greater emphasis on in-
) dependent study for the superior
students as ccmpared with the amount
jor the other pupils.

Rl ak Lot M L EML B

21, 22 Organize your history classes
around basic concepis of key ideas
rather than a strict chronological ap-
proach.

KA | Ahasideli bl

23, 24 Cive quizzes often 1o insure stu-
der:ts doing their homework and thus in-
crease their learning.
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25, 26 Assuming that the textbook was
well selecled, use it as the course sylla-
bus o insure that the basic points in the
course are corered.

27, 28 Use role playing and games 10
belp studenis interact with and under-
stanG complex problems.

29, 3¢ Study comparative cultures s0
that the students may lear: to more criti-
caily evaluate and better understand
their own and other cultures.

31, 32 In class discussiors emphasize
analysis, or evaluation rather than mem-
ory and comprehession.

33, 34 Use mclicn pictures fo improve
classroom Jeaming.

3S, 36 In world history where there is a
vast arount of historical data, stress

acquisition of facts because critical i
thinking and other skills of scholasship
are a derivative c/ 2 broad base of sub- i
ject matter acquisition where under- "
standing of pertinent data leads fo an { ]
understanding of the problem. .

37, 38 Emphasize ths formal structure i
of government and basic information as
a means of developing social confidence
in civics and government courses. {

39, 40 Have your students study grest ] {
men in history fo help them identify with
our value system ard understand the
meaning of history.

T e e s s it it s
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41, 42 Assign siudents 1o do work in
small groups.

43, 44 Sinrce civics and government
courses effect fittle change in valves, em-
phasize formal slructur2 and sasic in-
formation rath2r than values.

4S5, 48 Because the curriculum needs o
be adjusied o meet the needs of
students with varying backgrounds, or-
ganize classes as homogz2neously as

possible.

47, 48 Use simulation games as a
methoc of classroom instruction.

48, 58 Inciude extracurricu’ar zctivities
as a part of the social studies program.

51, 52 Avoid teaching political values
because children simply reflect political
attitudes of their parents; a factual ap-
proach will ultimately be more affective.

53, 54 Teach exiensive factual informa-
tion undergirding a generalization so
that students will understand it better.

55, 58 Orcanize a team ieaching ar-
rangement in each of the social studies
subjects 1o improve academic achieve-
ment

ACTUAL USE TEACHER'S EVALUATION
1 ose 2his siralegy: 1 consider This siraleyy 10 be:
{check only one) {cteck only one)

Octrsipn- Quie Quite | Question-
Often | ™y ot | vait | Jiy | teatic | atie

11
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57, 58 Emphasize different approaches
0 the polilical process with students of
diffesent social classes. For example:
with upper middie class studenis siress
an aclive view of the political process:
wiZ: lower middie class students empha-
size responsibilities; express political

59, 60 Use field trips 1o clarify and rein-
force classroom leaming.

61, 62 Make course work more effective
in changing social attitudes by including
experiences and ideas (prcjected in
films, other media, speakers) which
conflict with siudents’ presently held
attitudes.

ACTUAL USE FTEACHER'S EVALUATION
1 ose s strategy: 1 consider ithis strategy 10 bes
{check ooy one) {check anly one)
= Seifore Occesion- . .
Occasioo- Quite Quide ]| Quesltion-
Cen ) Tany | &, [ vaie {2 | toamo | awe

e dii it ikt
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Supplement

Authoritative Commentary and Bibliography

(To complement the Sampler of Conlemporary Sirategies
in Teaching Sociai Studies, Junior and Senior High Schoo])

Introduction

Most of this matersial consists of reports of research. Some articles, which present ma-
ferial no! ye! available in research form or malesial distinguished for ils scholarly
quality, have been included. Among the several hundred research reporis and ariicles
that were reviewed, only some 125 sources were selecled.

Fven though every effert was made to screen reports thal had not been systematically
evaluated or reports of research ambiguously or fallaciously designed, the quality of
the selecied material varsies. In order %o identify and validate an effective practice, sev-
eral relevant studies were compared and analyzed. in some instances, conflicling evi-
dence is presented so that the teacher by examining different points of view may make
a considered judgment about effective classroom behavior. In certain instances, appar-
ently conflicting views are inlerpreted. A few reports about elementary school pupils
also have been included because the research deals with a commonly used method
of teaching social studies.

Users will note that the bibliographical references listed under each practice include
not only those cited in the commentary but others providing additicnal information or
insight about the strategy. The ANNOTATED BIBLIOGRAPHY contains abstracts of all
references. :

13




Strategies In Teaching Social Studies
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assignmenis.

Researchers have iound that methods aimed
at achieving goals othzr than mastery of ex-
tensive factual malerial have been found io
be just as effective in achieving factual

Jearning.

Frogge (10) found that students taught by the
refleciive method had leamned just as much
knowledge of the principles of democracy as
students taught by more authoritarian ap-
proaches. The only significant difference
was the pupils’ more favorable attitude

foward the teacner using the reflective
method.

Cox (5) found equal acguisition of facts in
groups taugnt by the reflective method and
a control group taught by conventional
methods. Students taught by reflective think-
ing also improved in their ability to deal
critically with questions of fact and value.

Rothstein {14) used the critical thinking
method with one group and a control group
which emphasized the acquisition of facts.
Subject matter achievement or mastery of
historical facts was attained equally well by
both the experimental method and the con-
ventional method; but the experimental
group alsp developed critical thinking skills

Massialas (11) found that world history stu-
dents, taught by the reflective thinking
method, learned as many facts as those
taught by a narrative method; but students
taught by the reflective method aiso learned
how to utilize skills and processes associ-
ated with the scientific method.

Other studies have shown that the quantity
of factual material learned by methods other
than assigned reading or listening to lectures
was significantly greater. Sxov (15) found
that the quantity of factual learning in classes
structured to promote social learning or

democratic behavior decidedly exceeded the
normal expeclancy as judged by sizndard-

ized test scores.

Carmichael (3) found that students who
were taught conceplually (even by ieachers
with no previous experience) made grealer
improvament in map reading s«ills and sig-
nificantly greater improvement in geographic
understandings than students faught by an
expository method.

Elsmere (8) found that a problem-solving
approach to teaching United States history
produced significantly greater pupil achieve-
ment than did 3 traditional approach. Similar
results were found by Elias (7) when he found
that student-centered methods of teaching
ninth grade civics enabled students fo ac-
quire more subject matter and to develop
more characteristics of democratic behavior
than comparabie ciasses taught by teacher-
centered methods.

Oliver and Shaver (13) found that in teaching
a three-year course in citizenship education
students are capable of learning an abstract
system of critical thinking and applying it to
political and social issues. Students did not
suffer any ioss of historicai knowiedge and
were inclined to show greater interest in
public issues.

Perhaps more important in terms of learning
is the influence of the subject matter on adult
behavior. Willis (16) in following up 51 adults
who had graduated from high school in 1938
found that only verbally learned material did
not strongly infiuence adult behavior.

For additional information on the effective-
ness of aiternative methods of learning fac-
tual knowledge as compared with jecture or
specific reading assignments, refer to pro-
grammed materials and other media.

TP




3. Baratt, Thomas K. “A Comparison of the Effects Upon Selecled Areas of
Pupil Learning of Two Methods of Teaching United States Hislory to Eleventh
Grade Students.™ Dissesrfation Abslrac?s, 26:806-809, Avgust 1965.

2. Brubakes, Dale L. “A Comparative Cultures Approach lo the Teaching of
Vecational and Citizenship Education in Secondary Schools.™ Disserlation
Abslracts, 26:4491, Februaiy 1966.

3. Carmichael, Dennis R. “Developing Map Reading Skills and Geographic Un-
derstandings by Means of Conceptua) Teaching Methods.™ Disseriaticn Ab-
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Teaching United States History.™ Disseriation Absiracts, 22814, 1961.
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7. Elias, George S. “An Experimentai Study of Teaching Methods in Ninth Grade
Social Studies.” Dissertation Abstracts, 19:1302, 1958.

8. Eismere, Robert T. “An Experimental Study Utilizing the Probiem-Solving
Approach in Teaching United States History.” Disserfation Abstracls, 27-2114-
15, 1961.

9. Fortune, Jimmie C. “Instructional Set. Cognitive Closure, and Test Anxiety in
the Presentation of Social Studies ContenL" Dissertation Abstracis, 266547-
48, May 1966.

10. Frogge, Robert M. “The Relative Effect of Two Methods on The Achieve.nent
of Certain Modern Problems’ Objectives.” Disserfation Abstracts, 25:5240,
June 1964.

11. Massialas, Bryon G. “Description and Analysis of a Method of Teaching a High
i School Course in World History.” Disseriation Abstracts, 22:1529-30, 1951.
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in Citizenship Education.” A report from the Laboratory for Research and
Instruction, Graduate School of Education, Harvard University, 1962; Co-
operative Research Project, 8145 (Contract No. SAE-551).

14. Rothstein, Arnold. “An Experiment in Developing Critical Thinking Through
i the Teaching of American History.” Dissertation Abstracts, 21-1141, 1960.
3

15. Skov, Lyle L. “The Teaching-Learning of Factual Information in the Social
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ings for Democratic Behaviur.” Dissertation Abstracts, 22:4283-84, 1962.

16. Willis, M. “Sociai Studies and Citizenship Education.” Social Education,
24:217-18, May 1960.
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11, 12 Use a case siudy 25 2 means of provoking controversy in order 10 get students in-

volved in a lopic or problem.

There is general consensus that case siudies
effectively involve studenls in a topic or
problem beczuse the stuoies beld students”
inleresl, train them to so*e praciical prob-
lems and help them {o draw significanily

States Supreme Court decisions are pub-
Lished in “Judgment”, a quartesrly feature in
Social Education.

Erickson (5) found that films depicting aclual

cases provide effective case studies. Bru-
baker (2) and Kingdom (62 found that teach-
ing information with versions of case studies
was just as effeclive as factually preserting
ihe material.

general conclusions by analyzing concrete

situations.

Case studies can be culled from various
sources. For exampie, case histories of de-
mocracy at work as exemplified by United

1. Badger, W. V_ “Aspectis of Crealive Questioning in the Social Studies.” Social
Studies, 44:139-42, April 1953.

2 Brubaker, Dale L. “A Comparative Cultures Approach to the Teaching of
Vocational and Citizenship Education in Secondary Schools.” Disseriation
Abstracts, 26-4491, February 1966.

3. Casteel, P. “Utilizing the Methods of the Political Scientist in the Social Stud-
ies Classroom.” Peabody Journal of Educalicn, Vol. 40: pp. 219-27.

4. Dunwidtie, Wiiliam E. “Using Case Studies in Social Studies Classes.” Social
Education, Vol. No. 5: pp. 397-400, May 1967.

5. Erickson, E. F. “Study of a Problem.” Clearing House, 26:82-6, October 1951.
6. Kingdom, Frederick H. “A Comparison of the Achievement of Fourth Grade
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Pupils Using Factual and Story Forms of Social Studies Materials.”” Disser-

tation Abstracts, 192253, 1957.

7. Newmann, F. M. and Oliver, D. O. “Case Study Approaches in Social Studies.
Social Education, Vol. 31: pp. 108-113, February 1967.

8. Parker, D. and Econopauly, N. “Teaching Civil Liberties by the Case Method.”
Social Education, Vol. 25: pp. 283-4, October 1961.

9. Watman, T. J. “Social Studies in the High Schools.”” Education, Vol. 84: pp.

286-90, January 1964.

13, 14 With below average students, place greater emphasis on basic factual recall be-
cause of their limited capacity to masicr more complex skills.

All students can develop the abstract skills
exercised in thinking. In fact Goebel (3)
found that slow pupils disliked work with
vocabulary iists and enjoyed reading for dis-
cussion and making maps. All students
ranked dramatizations and making murals as
very interesting activities. Zweibelson (7)
found that students in the lower quarter
greatly increase their participation in discus-
sion if the group is smaller than a typical
class. Shafer (6) successfully used pro-

grammed materials rather than basic text
material with slow learners.

For the slow student, reading skills are espe-
cially important. Luciano /4) pointed out that
reading must be taught in terms of stucent
comprehension and must appeal to the
slower student. Gill {2) stresses that in order
to interpret terms (time and quantitative con-
cepts) teachers must develop contextual
points of reference. For slow students in par-
ticular, this technique is mandatory.
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ing Achievement with Arithmelic Reasoning, Social Studies, and Science.”
Journal of Educational Research, 56-322-6. February 1963.

6. Shafer, S. M. “Geography Via Programmed Instrection.” The Joumnal of Ge-
ography, Vol. 64: pp. 77-81, February 1965.

7. Zweibelson, L. et al. “Team Teaching and Flexible Grouping in the Junior
High School Social Studies.” Journal of Experimental Education, Vol. 34: pp.

20-32, Fall 1965-
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The evidence suggests that the teacher can
make best use of his time in other ways than
presenting data to students, Fcrtune (2)
found that programmed instruction was as
effective as carefully structured lectures.
Moore (4) achieved similar results but found
that programmed material required less time.
Ingham (3) found programs and other self-
instructional materials better than classroom
practices in terms of student achievement.

Wood (6) showed that a combination of pro-

grammed and teacherded instruction is more
effective in teaching textbook content than
is teacher-led instruction ir: conjunction with
the textbook in geography. Barcus (1) had
similar results in teaching the Constitution
and three months later retesting indicated
that the experimental group was still ahead
of the control group. Shafer (5) found pro-
grammed material to be more effective than
the regular textbook material for slow

learners.

1. B3arcus, D., and Pottle, J. “Programming the Constitution.” Social Education,
Vol. 29: pp. 29-31, January 1965.

2. Fortune, Jimmie C. “Instructional Set, Cognitive Closure, and Test Anxiety in
the Presentation of Social Studies Content™ Dissertation Abstracts, 26:6547-

6548, May 1966.

3. Ingham, George E. “Comparison of Two Methods of Seif-Instruction in Teach-
ing a Unit in Social Studies.” Dissertation Abstracts, 23:1623-24, 1962.

4. Moore, Jerry R. “An Experiment in Programmed Instruction: Voting in fowa,

Ninth Grade Civics.” Dissertation Abstracts, 25-5156-57, March 1965.

S. Shafer, S. M. “Geography Via Programmed Instruction.” The Journal of Ge-
ography, Vol. 64: pp. 77-81, February 1965.

€ Wood, Leslie A. “Programmed Textual Material as a Partial Substitute for
Teacher-Led Classroom Procedures in Geography.” Dissertation Abstracts,
232037, 1962.
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17, 18 Use muitiple iexitbooks rather than a single iextbook fo achieve grealer siudent

understanding.

Although the use of multiple books appears
{o result in grealer understanding and skill
development, there is no loss in acquisition
of factual material. Beaubier (1) found that
using mulliple books of grealer complexity
than the standard single texibook for the
sixth grade resulted in students having a
greater undersianding of selzcled generali-
zations.

Schneider (8) found no difference in content
acquisition betwaen classes using multiple
textbooks anc those using singie textbooks;
but those who used mulliple textbooks had
greater development of work-study skills and
understanding of the material. The greatest

gains were made by students with supesior
mental ability. Bubriski (2) achieved similar
resulls in his study. Schminke (7) found that
the use of a weekly news magazine helped
relate class study io cumrent happenings.

Shaver (9) questions the validity of depend-
ing on textbooks (whether single or multiple)
to do the job. His survey of 93 government
problems and civics texis found that all were
limited in developing a conceplual frame-
work dealing with ihe basic issues facing cur
nation. it may wel! be that the teacher will
have to degsend upon sources other than {ext-
books 10 do a thorough job of developing
functional student understanding.

18

1.

3.
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Beaubier, Edward W. “’Capacity of Sixth Grade Chi!dren to Understand Social
Science Generalizalions.” Oissertation Abstracts, 2322439-40, 1962

2. Bubriski, A. and Myers_ A. “Assignment: Research Paper.” Social Educalion,

Vol. 27: pp. 75-6, FeLsuary 1963.

Fitch, Robert M. “An Experiment in the Use of Source Readings from Amer-
ican History 15 Develcp Selected Reflective Thinking Skills.” Disseriation
Abstracts, 26:6546-47, May 1966.

. Hammeck, R. C. “Internationaiism in Education.” Clearing House, Vol. 36: pp.

78-8Q, October 1961.

. NMicGoldrick, J. H. “Teaching Research Techniques in the Social Studies.”

Social Studies, Vol. 54: pp. 15-17, January 1963.

. Sandberg, J. H. “Independent Study for Bright Students.” Education, Vol. 85:

pp. 158-61, November 1964.

. Schminke, Clarence W. “A Study of Effective Utilization of a Classroom News

Magazine in Teaching Current Events.” Dissertation Abstracts, 21:1874-75,
1960.

. Schneider, Frederick W. “An Experimental Study Comparing the Effects of

the Multiple Textbook Approach and the Single Textbcok Approach to Ele-
mentary School Social Studies.” Dissertation Abstracts, 19:97-98, 1957.

. Shaver, James P. “’Reflective Thinking Values and Social Studies Textbooks."

The School Review, Vol. 73: pp. 226-57, 1965.

Smith, Harold F. “Enrichment of Leaming in American History Through Use
of Specially Selected Books: An Experiment Using Books Listed in the Stand-
ard Catalog for High School Libraries in the Murphysbcro, Illinois, Township
High School.”” Dissertation Abstracts, 24:5100, June 1964.




19, 20 Piace a greater emphasis on independent study for the superior students as com-
pared with the amount for the other pupils.

There’s a generz?! consensus supported by
empirical evidence that superior students
benefit more from independent study than
average studenis although all students do
benefit 0 some degree. However, more em-
phasis on independent study would probably
be more appropriate with superior students.
Ingham (3) discovered that all students using
various methods of self-instruclion as com-
pared with conventional classroom practices
made statlistically significant gains in
achievemenl As predicted, high achievers
had the greatest significant difference in
favor of seif-instruction. Bubriski and Myers
(1) had success with student research in an
advanced placement ciass in United States
History.

As a variation from the usual drilling for the
New York Stat= Regents and National Co}-
lege Entrance Examinations, Fink (2) used
primary source documents in a high school
honors course. Nor did this method decrease
the great expeciations of students in the

program.

Jones (4) found that self-directed learning
by students using study guides appropriatz
for their ability had practically the same
value as teacher-directed methods of Zeara-
ing for ali levels of abilily.

1. Bubriski, A., and Myers, A. “Assignment: Research Paper.” Social Education,

Vol. 27: pp. 75-6, February 1963.

2. Fink, Lawrence A. “The New Rochelle High School Hcnors Course in Amer-
ican History.” Dissertation Abstracts, 27:701A, September 1966.

3. Ingham, George E. “Comparison of Two Methods of Self-Instruction in Teach-
ing a Unit in Social Studies.” Dissertation Abstracts, 23:1623-24, 1962.

4. Jones, Annie L “Graded Study Guides for Sixth Grade Social Studies.” Dis-
sertation Abstracts, 1922027, 1958.

5. Michener, J. A. “Who Is Virgil T. Fry?" Clearing House, Vol. 38: pp. 521-4,
May 1964.

6. Sandberg, J. H. “Independent Study for Bright Students.” Education, Vol. 85:
pp- 158-61, November 1964.

7. Schneider, Frederick W. “"An Experimental Study Comparing the Effects of
the Multiple Textbook Approach and the Single Textbook Approach to Ele-
mentary School Social Studies.” Dissertation Abstracts, 19:97-S8, 1S57.

8. Weinswig, S. E. “Evaluation of Lessons to Teach Introductory Map Skills i
Grade Four.” Dissertation Abstracts, 23:1295, 1962. ’
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strict chronological approach.

In both history and other sccial science
classes, research demenstrates that teach-
ing based on concepts produces greater
achievemer:t than adhering strictly to the
textbook and emphasizing factual knowl-
edge. Dodge (5) compared a group of siu-
dents taught with a concept-generalization
approach tc another group taught more tra-
ditionally and found that the first group made
a statisticaily significant gain in learning ~
hisiorical facts.

Using geographic time zones to teach con-
cepts of time and space convinced Davis 3)
that adequate concepts heip students to
think clearly and retain this learning over
time.

In several high schools, Chazanof (2) organ-

ized history pregrains in which students were
assigned a document, composed a single
sentence thesis suggested by the materiai,
and cited reasons supporting the thesis. The
students showed increased ability to identify
principies and to explore issues. Neviman
(8) suggests that organizing courses con-
ceptually eliminates the use of mytaical
ideals and other illusory premises (vhich
could cause rejection or disiliusionmen:) and
allows students {o objectively study basic
ideas.

Carmichael (1) found that students taught
conceptually in geography (even by ieachers
with no previous experience in this tech-
nique) made significantly greater gains in
geographic understandings.

1. Carmichael, Dennis R. “Developing Map Reading Skiils and Geographic Un-
derstandings by Means of Conceptual Teaching Methods.” Dissertaiion Ab-

stracts, 267176, June 1966.

2 Chazanof, William. “An Experiment in Teaching American History.” Social

Education, Vol. 30: pp. 425-26, October 1966.

3. Davis, Ozro L, Jr. “Learning About Time Zones: An Experiment in the De-
velopment of Certain Time and Space Concepts.” Dissertation Abstracts,
192861, 1958.

4. Dimond, Stanley E. “The Role of Generalization in Teaching Social Studies.”
Social Ecucation. Vol. 22: pp. 232-4, May 1958.

5. Godge, Orville N. “Generalization and Concept Development as an Instruc-
tional Method for Eighth Grade American History.” Disseriation Abstracts,
27-1632-A, Cecember 1966.

6. Engle, Shirley H. *The Culture Concept in the Teaching of History.” Disser-
tation Abstracts, 14317, 1953.

7. Jones, S. H. “Generalizing in the Sociai Science Classroom.” Social Educa-
tion, Vol. 21: pp. 358-62, December 1957.

8. Newman, Fred M. “Consent of the Governed and Citizenship.” School Review,
Vol. 71: pp. 404-24, 1963.

9. Rich, S. M. “Promoting Critical Thinking in International Studies.” Peabody
Joturnal of Education, Vol. 39: pp. 24-7, June 1961.
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learning.

Frequency of testing appears to have litile
effect on student achievement. Curo (1)
found no significant differenca in achieve-
ment between classes which were tested
daily over a six-week period and those which
underwent only normal testing. Selakovich
(4) frequently tested one college American

government class during the course while
the other class was tesied only three times
during the semester. There was no significant
difference in course achievement between
the two classes. Fortune (3) found that test-
ing actually hindered learning when using
programmed material.

1. Curo, Dwight M. “An Investigation of the Influence of Daily Pre-Class Testing
on Achievement in High Schoc! American History Classes.” Dissertation Ab-

stracts, 24:5236, June 1964.

2 Faris, Gene. “Improve Ycur Teaching Eifectiveness.” Social Studies, Vol. 53:

pp. 174-76, October 1962

3. Fortune, Jimmie C. “Instructional Set, Cognitive Closure, and Test Anxiety in
thc Presentation of Social Studies Content.” Dissertation Abstracts, 26:6547-

48, may 1966.

4. Selakovich, Dan. “An Experiment Attempting to Determine the Effectiveness
of Frequent Testing as an Aid to Learning in Beginning College Courses in
American Government.” Jourral of Educational Research, Vol. 55: pp. 178-80,

December-Jjanuary 1962

25, 26 Assuming that the textbook was iveli selected, use it as the course syllabus to in-
sure that the basic points in the course are covered.

Teachers often become so committed to
covering the textbook's content that they
overlock other relevant content and skill de-
velopment. Few, if any, textbooks thoroughly
and comprehensively deal with even the
minimum knowledge that any social studies
course shouid present.

Urick (5) analyzed 10 secondary school
American History textbooks to categorize
content: race and minority group relations;
religion and morality; social class; sex and
marriage; economics; government. In every
text, most content concerned economics and
government and no feference to or treatment
of the other categories. Furthermore, the text
confaining the most discussior and explana-
tion of economics and government included
three times as much material as the text con-
taining the least.

Meeder (3) found what he judged inadequate
treatment of topics considered significant in
understanding the relationship of industriali-

zation to socizai-cultural changes and to cur-
rent social problems in America.

In addition to systematic studies, the litera-
tur:. presents many and highly critical opin-
ions—valid and invalid—of social studies
textbooks. Whatever textbook or textual ma-
terials are selected, the teacher shculd
assume responsibility for content, emphasis
and skillful interpretation.

Shaver (4) after reviewing 93 up-to-date
civics and government texts concluded that
use of a single text gives only minimal con-
ceptual preparation for dealing with tasic
issues that affect a free nation. Shavar found
that texts often advocate reflective thinking
but seldom provide a supporting framework.
Litt {2) conclided that civics textbooks suffer
from cultural lag by failing to focus on pro-
viding 2 citizen with the necessary analytic
and technical skills to examine the social
reality of the complex contemporary Ameri-
can society.
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1. Becker, James M. “£ducation for Farticipation in Wosld Affairs.™ Naticnal
Association of Secordary Schoo! Principals, pp. 143-150, October 1960.

2. {itt, Edgar. “Educalion and Political Enlighienment in Amersica.™ 7ihe Anna’ls,
Yol. 361: pp. 32-40, September 1965.

3. Meeder, Jot-. J. “The Trealment, in Amesican Hislory High School Textbooks,
of the Management 2nd Contro] of Industry as Consequences of Industrial
Change.™ Dissernlation Absiracls, 26:4422, February 1966.

4. Shaver, James P. “Reflective Thinking Values and Sorial Studies Textbooks.™
Th2 School Review, Vol. 73: pp. 226-257, 1965.

5. Urick, Ronald V. “The Reflective Approach 10 Social Studies Edlucalion and
Hislorical Explanations in Amersican Hislory Texibocks.” Disserialion Ab-

stracls, 27-149A, July 1965.

6. Walker, Joseph. “Research Reporis: Aid {0 Tezaching Social Studies.” Clear-
ing House, pp. 178-80, Nozember 1256.

27, 28 Use role playing and giiiies 1o help students inleract with and understand complex

problems.

Atthough teachers and studenis may gen-
erally be reluctant ic face contemporary
social problems in e ciassroom, authorities
agree that educatonal games and dramatiza-
tions can be an effective technigue for a fair
and just treatmant of current social problems.
Mountain (10) identified 100 educational
games and used 16 public schoo! leaciiers
from grades one through twelve to test the
games in their classes. They were found o
be useful in introducing and reinforcing
knowledge and skiils in social stucies and

o capture and hold the pupils’ inlerest

Cristiani {5) demonsirated that izformai
dramatizations can improve socia! studies
achievement for all abilily groups. Goebel
{7) also found tha! dramatizations ranked
high for all studenis.

Simulation and more complex educzticnal
games incorporating the generalizations o
be tasght are being developed in all social
studies areas.

1. “Compuler-Based Simulations. A New Technology for
Education.” Audio-Visual 11, March-April, 1963. Entire Issue.

2. Abt, Clark C. “Games for Leamning.”” Occasional Paper No.7. The Sccial Siud-
ies Curriculum Program. Cambridge, Mzssachusetlis: Educational Services

Incorporated. 1966.

3. Benson, O. “Simulation of International Relations and Diplomacy.” In H.
Be:ko, editor, Computer Applications in Behavioral Sciences. Engiewocd
CE:fs, New Jersey: Prentice-Hall, 1962

4. Bruniz, G. G. “The National Convention System in School Elections.” Socia/
Education, Jol. 28: pp. 331-2, October 1964.

5. Cristiani, Vincent A. “Irformal Dramatizations in Social Siudies, Grade VI.”
Dissertation Abstracts, 2123375, 1250.

6. Dyer, J. P. "Conference Method in Social Studies Instruction.” Social Studies,
Vol. 53: pp. 142-3, April 1962.

7 Goebel, George. “Reaction of Selected Sixth-Grade Pupils to Social Studies
Learning Activities Chosen by Their Teachers in the Peblic Schools of To-
peka, Kansas.” Dissertation Abstracis, 26.3755-56, January 1966.




8. Guel:kow, Haro'd et al. Simulation in Intemational Relatioas: Develcpmenis
for Research and Teacking. Englewood Cliffs, New Jersey: Prentice-Ha'l, 1953.

9. Moncrelf, Bruse. “The Sumerian Game: Teaching Economics with a Com-
pulerized P.L"™ Programmed Insiruction 4, 1965.

10. Mountain, Migaonette H. “Educalionai Games for C ssroom Use™ Disser-

talion Abstracls, 21-1873, 1966.

11. Wolff, Peler. “The Game of Empire.” Occasional Faper No. . Social Studies
Curriculum Program. Cambridge, Massachuselts: Educational Tesling Serv-

ice, Incorporated, 1966.
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ale and betier undersiand their own and other cultures.

There appears to be a general consensus
that cross-culture studies improve a stu-
dent’s ability {o understand his own and other
cuitures, but there is fiitle suprporling experi-
mental evidence.

Brubaker (2) compared classes using ihe
traditional structure of levels of government
with classes using comparative goversnment
analysis. Both acquired iriformation equally
well, but the students were not tested for im-
provement in critical use of data.

There is evidence that actual experience
with students of different sub-cultures resulls

in a basic shift in political attitudes. Langston
(€) found that lower class students in both
Jamaica, West Indies and Datlroit had basic-
ally different attitudes from middle and upper
classes but that heterogezeous class en-
vironments resulted in working class stu-
dents becoming more politicized, developing
more democratic attituces, grealer support
to civil libesties, and more suppertive atti-
tudes toward the political regime.

Mainer (7) found that using speakers and
motion pictures in planned intergroup edu-
cation reduced religicus discrimination
among Catholics and Prolestants.

1. Becker, James M. “Education for Participation in World Affairs.™ National
Association of Secondary School Principals, pp. 143-50, October 1960.

2 Brubaker, Daie L “‘A Comparative Cultures Approach {o the Teaching of Vo-
cational and Citizenship Education in Secondary Schools.” Dicsertation Ab-
siracts, 26:4491, February 1966. -

3. Engle, Shirley H. “The Cuittre Concept in the T eaching of History.” Disser-
tation Abstracts, 142317, 1953.

4. Gombar, W. “A Loo¥ at the Mandated World Cultures Course.” Social Studies,
Vol. 54: pp. 22-24, January 1963.

5. hammock, R. C. “Internationalism in Education.” Clearing House, Vel. 36: pp.
78-80, October 1961.

6. Langsion, Kerneth. “Peer Group and School and the Political Socialization
Process.” American Political Science Review, Vol. 48: pp. 751-58, September,
1967.

7. Mainer, Robert E. “Attitude Change in Intergroup Education Programs.” in
Reemers, H. H., Anti-democratic Attitudes in American Schools, pp. 122-154,
Northwestern University Press, 1963.

8. Rich, S. M. “Promoting Critical Thinking in international Studies.” Peabody
Journal of Education, Vol. 39: pp. 24-7, June 1961.
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Auzthorities almost universally agree that
classroom discussions should involve sts-
denls primarily in the more abstract inleliec-
tual 2ctivities. But unless teachers know how
to develop students® reflective thinking skills,
such approaches as inquiry and problem-
solving will not motivale effective classroom
dizcussion.

In a college course called Man in Sociely,
McGarry (i3) made the analysis of basic sc-
cial scierce concepls a primzry geal of
instruction, and in 2 controi class masiery of
pritineiit cala was stressed. Althcugh each
group made gains in the abiity to think re-
flectively, the sections in which analysis had
beea stressed made consislently greater
Gains.

Massialas (12) found that students taught by
the reflective method learned as many iacts
as students taught by conventional mathods
2nd that students taugn! reflectivaly demon-
strated-greater ability to think reflectively
and o utilize skills and processes associated
with the scientific method. Cousins (3) found
that the middie two-thirds of a reflectively
taught experimental class made the most im-
pgrovemens! on intelligence and social studies
achievement tests.

Frogge (10}, Fitch (9) and Cox (4) found that

reilective teaching substantially improved
alfitudes and in no way adversely affected
maslery of factual material. They found that
intellectual skiils can be used o0 feach stu-
denls absiract analylical skiils that can be
apphed in new situations. Gliver and Snaver
(14; and Fothsteis (15) found that critical
thinking skills do not derive from acquisition
of subject matter but must be taught. Both
Badger {1) and Sider (5) found that using
analytical questions and appiying non-direc-
tive Zechnigues {0 case methods resulted in
Jdevelcping methods of analysis and prob-
lem-solving. Wolfsen (16) emphasized the
use of inlerrogalory words based on the Iat-
est developments in the nature of logical
thought and analysis a< a means of teaching
that rezson is sovereign bul not authority.

in spite of substan:ial evidence that using
questions which emphasize interpretation
and analysis effectively develop intelleciual
skilis, in actual classroom practice such
questioning seems negligible. In analyzing
44 secondary school social studies classes,
Davis (5} found that both teachers and pupils
asked more recall questions than the com-
bined total of ali other types of questions
asked. In these classes, the :ntellectual at-
mosphere can be characterized only as

meager.

1. Badger, V. V. “Aspects of Creative Questioning in the Social Studies.” Social

Studies, 44:139-42, April 1953,

2. Brubaker, Dale. “Normative Value Judgments and Analysis” Social Educa-
fion, Vol. 32: pp. 489-492, May 1968.

3. Cousins, Jack E. “The Development of Selected Generalizations in the Social
Studies.” Disseriation Abstracts, 24:195, July 1963.

4. Cox, Charles B. “A Description and Appraisal of a Reflective Method of Teach-
irg United States History.” Disseriation Abstracts, 22814, 1961.

5. Davis, O. L and Tinsley, D. C. “Cogritive Objectives Revealed by Classroom
Questions Asked by Social Studies Teachers.” ERIC (AERA), Ed 011 874,

6. Eider, R. E. “Progress Report on the Problem Method in Social Studies.”
Teachers College Journal, 22:4-5, October 1956,

7. Elsmere, Robert T. “An Experimental Study Utilizing the Problem-Solving
Approach in Teaching United States History.” Dissertation Abstracts, 223114~

15, 1961.
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33, 34 Use molior pichires lo improve classroom learning.

There is confliicling evidence about the ef-
fectiveness of motion pictures. IngJ {3) found
that using films increased fourth and fifth
graders’ factual learning; and, compared
with non-film teaching procedures, films in-
creased fifth graders® abilily to lhink

crifically.

In comparing film strips. molion pictures and
classroom printed materials, Origresen (5)
found educational film strips more effective
than soind motion pictures and §ilm sinps
and molion pictures more effective than the
printed materials. Curtis (2) found no signifi-
cant difference between experimentia!
groups using audio-visual devices and con-
fro] groups as measured by standardized
tests in world hisiory.

Cotile’s study (1) of the kinds of ieaching
procedures that ulilize motion picture films

in kKigh school classes may account {or con-
fmcng evidence 2bout their effecineness.
Ccitle concivded that fims often prove in-
elfective for the following reasons: faiiure 0
preview films, integrate films into class werk,
consider the abilily level of students view:ng
films, introduce and follow the film wilh
meaningful acthily, conduct a student par
licipatory rather than teacher dominaied
class. Whatever the method—ihe use of mo-
tion pictures or some other technigue must
be skillfully used to resull in effeclive
teaching.

inL<am (4) escribes the single concept film
that of’ers a new use for the motion picture.
The film, which presenis a siagle idea pro-
jected only visually and thus permils stu-
dent-teacher discussinon during “he viewirg,
may be used as ofien 2s necessary {o insure
students’ understanding of the concesl

1. Cotile, Eugene. “An Expesiment Using World Hislory Films with Seiecled

Tenth Grade Pupils: Implications for the Improvement of Teaching =with Mo-
tion Picture Films.”" Disseriation Abslracis, 22:493-500, 1960.

2. Curtis, Thomas E. “An Experimenta! Approach Related {o the Teaching of
World History in the Secondary School to Delermine the Effectiveness of *he
Generous Use of Instructional Materials.” Disseriation Abstracls, 245236,
June 1964.

3. Inqgli, Donald. “An Audio-Visual Approach o the Inlermediate Grade Social
Studies.” Disserialion Abstracis, 2122967, 1961.

4. Ingram, L. W. “Innovation in the Social Studies: The Eight Millimeter Single
Concept Film.” Social Education, Vol. 30: pp. 88-90, February 1966.

5. Ortgreson, LeRcy. “The Relative Effectiveness of Selected Filmstrips and
Sound Motion Pictures in Teaching Soil Conservation in Ninth Grade So-
cial Studies Classes.” Disserialion Absiracts, 14:64z, 1954. (Filmstrips rated
highest)
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of facts because critical thinking and other skills of scholarship are a derivative of
abroadbaseofﬂbjectmﬂeraeqtisiﬁonwheremdetstandingofperﬁrnmm
Jeads to an understanding of the problem.

Research shows that specific skills can be
taught with no loss in acquisition of subject
matter. If, however, learning of data prima-
rily is stressed, the learning of other skills
decreases. When methods designed to teach

process are emghasized, there is anincrease
in skill development and comparable or in-
creased acquisition of information.

Refer to bibliography for 9, 10.




37, 38 Emphasize the formal struchure of government and basic informalion as a means
of developing social confidence in civics and government courses.

As presently ccastituted, civics courses do
no: seem 1o appreciably affact studenis’ po-
fitical confidence or underslandings.

Using a multi-variant analysis in order {0 in-
clude all aspects of civic education, Jen-
nings (2) studied a national sample of high
school students who were taking courses in
government and found that the civics
courses did not palpably change attitudes
or tehaviors. Mainer (3) oblained similar
results.

However, a comparison of the Purdue Opin-
io: Poll of 1960 (5) with Jenrings® findings

in 1967 (i) shows that studenis are becom-
ing more cosmepolitan and more willingly
tolerate polifical and social Civersily.

There are indications that by changing focus
and methods civics courses can begin {o in-
fluence political socialization. Jennings (i)
suggesls that courses for high school sen-
iors should inclucde national and inlerna-
tional issues as well as local and stale
government and should involve students in
mature political concerns. Newman (4) ad-
vocales centering class discussion on poiil-
iczl behavior instead of political siructure.

1. Jennings, Kent M. “Pre-Adult Orientations {o Muitiple Systems of Govern-
ment "~ Midwes! Jourr:a! of Political Science, Vol. XI: pp. 281-317, August 1967.

2 Jennings, Kent M. ~Polifical Socialization and the High School Civics Curricu-
lum in the United States.” (Unpublished: available from the author at the
Survey Research Center, University of Michigan.)

3. Mainer, Robert E. “Attitude Change in Intergroup Education Programs.” in
Reemers, H. H., Anti-democralic Attitudes in American Schools, pp. 122-154.
Northwestern University Press, 1963.

4. Newman, Fred M. “Consent of the Governed and Citizenship.” Schoo! Review,

Vol. 71: pp. 404-424, 1963.

5. Remmus, H. H., and Franklin, B. D. “Sweet Land of Liberty.” Phi Delfa Kappan,

pp. 22-27, October 1962

39, 40 Have your students study great men in history io help them identify with our value
system and understand the meaning of our history.

At the elementary and junior high school
levei, pupils generally have a high positive
evaluation of imporiant but relatively remote
or unknown political figures. Jaros {1) found
that children in upper elementary and junior
high schools positively visualize the Presi-
dent as a person possessing superlative
qualities. He also found that these images of
the President ultimately are rooted in paren-
tal environment.

Hess (3) also found that children’s attitudes
initially develop within the family and then
shift to ideal authority figures or relatively
unknown political figures. Greenstein's (2)
findings that children of all ages have ex-

tremely favorable if not idealized opinions
of most public officials — especially the
President of the United States—corroborate
Hess’ resuits.

By using student identification with individ-
uals to develop understanding of the demo-
cratic political system, the teacher (especially
in the junior high school) can and should re-
inforce these supportive attitudes toward
government. Even adult Americans, 2s Eas-
ton (1) found, are highly supportive of their
government which indicates that the t1ans-
fer of allegiance or identification with indi-
viduals to our political system can be made.




1. Easlon, Dayid and Dennis, Jack. “The Child’s Image cf Governmenl”™ The
Arnals, Vol 361: pp. £0-57, Seplember 1965.

2 Greenst2in. “The Benerolent Leader: Children’s Images of Political Aulhor-
ity.” American Political Scierce Review, Vol 54: pp. 934-43, December 1960.

3. Hess, Robert D. and Eacs'on, David. “The Ro'e of the Elementary School in
Political Socialization.” Tize School Review, Vol. 70: pp. 257-265, 1962.

4. Jaros, Dean. “Children’s Orientations Toward the President; Some Additioral
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Consideralions and Data™ The Jovrnal of Politics, Vol. 29: pp. 368-387, May

1967.

5. Jennings, Kent M. 2nd Niemi, Richard G. “Family Structure and the Trans-
mission of Political Values.™ American Polilical Science Review, Yol 49: pp.

168-184, March 1968.

6. L2ngslon, Kennelh. “Peer Group and School and the Political Socialization
Process.” American Political Scieace Review, Vo\. 48: pp. 751-758, Sepleinber

1967.

41, 42 Assign students 1o do work in small groups.

Grouping, which under ceriain conditions
achieves ceriain purposes, has been found
most effective when used with other ways
of assigning students.

In teaching a world history course, Maish (4)
assigned werk o De done independently, in
large and in small grcups. Among these
three arrangements, {eachers ranked small
group work (18% of the course work was ac-
complished this way) %. - ard studenis
ranked it second although, almost two ic One,
they preferred to work in discussion groups.

Beasley (1) found that whether faught by a
team of teachers in various sized groups or
by a teacher in a conventional class students
learned the same amount of knowledge of
United States history. Both students and
teachers, however, preferred the team ar-
rangement Elias {2) found that in civics small
groups were more effective only if students
had access to ample and relevant resource
material.

Elkins (3) found that the noisier, more im-

pulsive, volalile and competitive studenis
produced more creative ideas in a smail and
informal group while the quieler studenls
seemed to work more effectively in a
teacher-controlied situation. The supposition
that the “quiet” group also might have been
independenily creative if they had been
taught social and inteliectual skills suggesis
that the teaching of such skills could and
would prepare students {o work effectively
in small groups.

Perhaps change in attitudes is the most sig-
nificant ouicome of small group work. Lang-
ston (4) found that children’s poiitical and
social attitudes and behavior patlerns were
greatily influenced by the climate of the class
and inleraction among the studenis. Thus,
small groups probably provide an effective
means for allowing this peer group interac-
tion to happen in order to develop potitical
and social understandings.

ror further consideration of grouping, refer
to 55, 56, “team teaching.”
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1. Beasley, Kenneth L. “An Investgalion of the Effect of Team Teacking upon
Achievement and Atfitudes in United Stales Hislory Classes.™ Disseriation

Abstracl!s, 2323256, 1962.

2. Elias, George S. “An Experimenlal Study of Teaching Methods in Ninth
Grade Sociz2l Studies.” Disserialion Abslracis, 19:1302, 1968.

3. Elkins, K. and Porter, M. Social Science Education Consortium Publication
114, Cilassroom Research on Sub-Group Experiei:ces in a U. S. History Class,
Purdue Universily, Report Z55EC Pub-114 and BR-0619, ERIC £D 014 002

43, 44 Since civics and government courses effect kittle change in values, emghasize fo:-
mal structure and basic information rather than values.

Researchers have found lilile evidence that
courses in civics or government change the
values or attitudes of high school students.
Such studies as Jennings (3), Hess (1), and
Jaros (2) indicale that the family and the ear-
lier years of a child’s education affect a high
school senier’s attitudes far more than civics
courses.

However, there is substantial evidence that
high school seniors are deyveloping more
cosmopolitan political attitudes. Jennings’
(3) empirical study of a national sample of
669 seniors shows contemporary studenis to
be more politicized and tolerant than their
counterparits during the 1350’s as indicated
by the Purdue Opinion Polls, which Remmus
and Franklin (9) report. In another study,
Jennings (5) found that children do not nec-
essarily exhibit their parents’ political atti-
tudes. Jennings aiso found that, except for
affiliation with a political party, high school
seniors had moderate to very low corre-
spondence with their parents’ attitudes and
values.

It is evident that student attitudes are chang-
ing. But equally as evident is the fact that
high school courses specifically designed to
develop social competence simply do not
accomplish their purpose.

Newman (8) believes that civics courses
could more effzctively aim at modifying and
refining concepis underlying students’ be-
liefs rather than aim at rejecting beliefs held
by students. Marvick (7) says that teachers

should emphasize polilical and social reality
and ignore the historical legalistic founda-
tions of government.

Trenfield (10) studied 300 students in Lub-
bock, Texas to determine what characleris-
tics reflected interest and participation in
adult civic education and to relate his find-
ings 1o ways for improving the high schoo!
program of citizesiship education. Trenfield
concluded that parenls’ participation in civic
matiers and students’ participation in high
school activities were the most significant
factors.

This need to make civics' courses socially
realistic is reinforced by Marvick (7) who
concludes that civic education which
stresses the historical legalistic foundations
of American government no longer will ap-
peal to young negroes who demand that po-
litical and social -2alities be stressed to help
them come to terms with their new political
world.

Jennings’ (4) studies suggest that the redun-
dance of current civics courses could be ef-
fectively eliminated by the infusion of more
adultlike involvement in political concerns.
Langston (6) emphasizes that not only
course content and organization but such
factors as social class and peer group rela-
tionships critically affect change in attitude.

For discussion of grouping and attitude
change, refer to 41, 42 on organizing team
teaching and 61, 62, sub-groups within our
society.
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45, 46 Because the curriculum needs 1o be adjusied 10 meet the needs of students with
mw«mwmamam

The fact that children of varying socio-ece-
nomic backgrounds and ethnic sub-cullures
differ in their orientation {0 our social and
political system has been substantialed.
Jaros (i) gathered data on nearly 2500 Ap-
palacian studenis (grades 5-12) in easlemn
Kentucky and found these children less fa-
vorably inclined toward political objects
than their cocnterparts in other pasts of the
country.

Litt (4) found that the schools which served
communities with diverse socio-economic
characteristics varied in their approach to
civic education: upper middle-class commu-
nity st sents oriented toward a realistic and
active view of the political process stressing
political conflict; middle-class schools em-
phasized the elements of democratic gov-
emment and responsibilities of cilizenship:
working ciass students were oriented tcward
a more idealistic and passive view stressing
political harmony.

It may well be that intentionally or uninten-
tionaily grouping by class or subgreun
actually reverses the results that such ar-
rangements were meant to achieve; instead
of increasing students’ competency %0 deal
with the political and social problems that
will confront them, teachers may be reinforc-
ing the politica! orientations wkich students
bring with them. This tendzrcy to reinforce
concepts and attitudes which students al-

ready possess characlerizes the curricular
redundance Jennings® {2) analysis of the im-
pact of the civics curriculzm on high schoo!
sludents suggests.

As previously cited (43, 44) Marvick con-
cludes that civic educalion which stresses
the historical legalistic foundations of Amer-
ican government no longer will appeal to
young negroes who demand that political
and social realities be stressed to help them
come o terms with their new political world.
To meet this crilical demand, Marvick (5) ad-
vocates that politica! precesses be incorpo-
rated by using the inguiry method.

Langston (3) (oreviously cited in 43, 44) us-
ing data coliected on studenis in Jamaica
and Detreit found that placing working class
students in a class envircnment incorporat-
ing 2il s0cio-economic groups more effec-
tively changed the students’ political
Lehavior. In these classes, students became
more politicized, developed more demo-
cratic attitudes and more strongly supported
civic liberties. American middle and upper
class students were found to have generally
more supportive attitudes toward the polit-
ical regime. Furthermore it was determined
that lower class students generally defer to
the upper class students’ attitudes and thus
these students really effect changes in the
lower class students’ norms.

1. Jares. Dean; Hinsch, Herbert and Fleron, Frederick J. “The Malevolent
Leacer: Political Socialization in An American Sub-Culture.”” The American
Poiitical Science Reyiew, June 1968.

2. Jennings, Kent M. “Political Socialization and the High School Civics Curricu-
lum in the United States.” (Unpublished: available from the author at the
Survey Research Center, University of Michigan.)

3. Langsten, Kenneth. “Peer Group and School and the Political Socialization
Process.” American Political Science Review, Vol. 48: pp. 751-758, September

1967.

4. Litt, Edgar. “Civic Education Community Norms and Political Indoctsination.”
American Sociological Review, Vol. 28: pp. 69-75, February 1965.

5. Marvick, Dwaine. “The Political Socialization of the American Negro.” The
Annals, Vol. 361: pp. 112127, September 1965.
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47, 48 Use simulation games as a method of classroom instruction.

Because simulation and games vicaricusly
involve studenls in socially realistic situa-
tions, these techniques appeal to many edu-
cators. Although a simuiation game only
approximates reality, studenls seem o iden-
tify basic social principles while they play
e game or when they znalyze their expari-
ence after completing the game. Both the
game's rules and the inleraction generaied
by role playing account for the students” ap-
parent learning experience. Davison (3)
makes this point in discussing a public opin-
ion game and suggests that it, if properly
used, becomes an effective teaching
strategy.

In discussing the game of “Legislature,”

Coleman {2) points out that games afferd stu-
denis an opporiunily {0 exercise responsi-
bility in a realistic environment and situation.

Using simulaled malerials also may motivate
pupils. Cherryholmes (1) reported that stu-
dentis playing “International Relations™ indi-
cated a high degree of interest throughout
the entire uait In fact, two-thirds of these
students considered the simulated experi-
ence more valuable than regular class work.
Changes in studentis’ attitudes also were

noted.

Because of its potential adaptation to tech-
nological devices (such as the computer),
the use of simulation warrants significant
consideration and evaluation.

1. Chenryholmes, C. “Developments in Simulaticn of International Relations in
High School Teaching.” Phi Deita Kappan, Vo!. 46: pp. 227-231, January 1965.

2 Coleman, James. “Playing Politics in the Classroom.” The Johns Hopkins
Magazine, Vol. 15: pp. 14-22, October 1953.

3. Davison, Phillips ¥J. A Public Opinion Game.” Public Opinion Quarterly,
Vol. 25: pp. 210-220, Summer 1961.

4. Mountain, Mignonette H. “Educational Games for Classroom Use.” Disserta-

tion Abstracts, 21:-18735, 1960.

31




J T R

49, 50 lncmdeextracmiqlaracﬁviﬁsasapanofﬁ)esocialshﬁsprogum

That participaticn in extracurricular activi-
ties develops students’ good citizenship has
been commonly assumed.

Zibiatt (5), however, in his study of more than
500 ninth-twelfth grade studen!s found no di-
rect relationship between participation in
high school extracurricular activities and
students’ attitudes toward politics. Ziblatt
did find a strong relationship between a stu-
dent’s social trusts and the degree to which
he was integrated into the high school staius
system.

Ziblatt’s findings suggest that only to the ex-
tent that extracurricular activities enable a
student to see himself as a part of the social
system do these activities become affective.
Corroborating these findings, Rosenberg’s
(2) study of juniors and seniors in ten New
York high schools found that the adolescent
with Jow self-esteem appears to manifest all
the behavioral characteristics of the polit-
ically apathetic adult citizen.

If extracurricular activities could be used to
involve a student and change his identifica-
tion with the school's social structure, such

activilies probably would enhance the teach-
ing of good citizenship. Unfortunately (ac-
cording to Ziblati), students from the wcrking
class who would m~33 benefit from member-
ship and participatic:s are feast likely to join
in extracurricular activities.

Trenfield {3) and Willis (4) verify the corre-
lation between the studeat’s involvement in
the total schooi program and his develop-
ment of political effectiveness. Trenfieid
found that parental civic participation and
student pasticipation in high schoo! activities
significantly corresponded to a student's in-
terest and participation in adult civic
activilies.

In a followup study of 51 alumni of the class
of 1338 graduating from a high schocl com-
mitted o democratic practices and behavior,
Willis found that verbal learning seemingly
did not influence adult behavior but what had
been learned in actual practice did affect
behavior. Miller (1) reported the success of
social studies’ fairs modeled after science
fairs and Miller particularly stressed the ef-
fective ar.d cooperative school and commu-
nity effort in executing the idea.

1. Miller, K. E. and Caster, J. E. “For a Change-of-Pace Activity Try a Social
Studies Fair.” Ciearing House, Vol. 38: pp. 229-230, December 1963.

2. Rosenberg, Morris. “Self-Esteem and Concern with Public Affairs.”” Public
Opinion Quarterly, Vol. 26: pp. 201-211, Summer 1962.

3. Trenfield, T. W. “An Analysis of the Relationship Between Selected Factors
and the Civics Interests of High School Students.” The Journal of Educational
Research, Vol. 58: pp. 461-462, July-August 1965.

4. Willis, M. “Social Studies and Citizenship Education.”” Social Education,

24:217-218, May 1960.

5. Ziblatt, David. “High School Extracurricular Activities and Political Socializa-

tion.” The Annals of America:. Academy of Political and Social Science, Vol.
361: pp. 20-31, September 1965.




51, 52 Avoid teaching political values beczuse children simply reflect poXtical attitudes of
their parents; a factual approach will ultim2iely be more affective.

The fact that children do not necessarily
share their parenis’ views on pariicuiar is-
sues has been well documented. The fact
that students’ vaiues are changing but that
social studies’ courses apparently have not
effected this change also has been
demonstrated.

Research conceming studenis’ politicizaticn
and attitudes has been cited in 37-38, 3940,
43, 44. Suggesiions for improving social stud-
ies courses h2ve been incorporaied in the
SAMPLER and ANNOTATED BIBLIOG-
RAPHY.

53, 54 Teach extensive factual informztion undeigirding a generalization so that students

will understand it better.

Educators generally agree that in order for
students to understand a generalization or
principle the teacher must present m-a_
facts contextually supporting ihe gener., i-
zation or principle. However, such acquired
information becomes meaningful knowiedge
only as and if students use it to develop and
reinforce their comprehension. Both Jones
(5) and Dimond (2) stress this concept.

Woods (6) found that a statistically significant
increase in acquisitioni of facts did not lead

to a significant increase in students” ability
to apply the generalizations learned although
a slight improvement in transfer occurred.
Jennings (4) found that current coursec in
government effected practlicaliy no change
in high school seniors’ political understand-
ing or attitudes. Furthermore, much of the
data presented in government courses dupli-
cated information students acquired from
mass media, formal organizations and

primary groups.

1. Chazanof, William. “An Experiment in Teaching American History.” Social
Education, Vol. 30: pp. 425-426, October 1966. '

2. Dimond, Stanley E. “The Role of Generalization in Teaching the Social
Studies.” Social Education, Vol. 22: pp. 232-4, May 1958.

3. Ingram, L. W. “Innovation in the Social Studies: The Eight Millimeter Single
Concept Film.” Social Education, Vol. 30: pp. 88-90, February 1966.

4. Jennings, Kent M. “Political Socialization and the High School Civics Curricu-
lum in the United States.” (Unpubiished: avaiiable from the author at the
Survey Research Center, University of Michigan.)

5. Jones, S. H. "Generalizing in the Social Science Classroom.” Social Educa-
tion, Voi. 23: pp. 358-62, December 1957.

6. Wood, Leslie A. “Programmed Te ‘ual Material As a Partial Substitute for
Teacher-Led Classroom Procedures in Geography.” Dissertation Abstracts,

23:2037, 1962.
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improve academic achievement.

Team iecching afferds mzny administrztive
advanlages such as greater crgznizational
{lexibility, more efficient use of teacher time,
more effective use of respurces, Tezm teach-
ing &lso may kelp a tezching siaif 20 imple-
menl methods which will impreve student
leaining. As a lechnigue, however, team
teaching neither impedes nor facilitates aca-
cemic achievement

Comparing a2 group of seventh grade pupils
ascigned 1o three traditionally erganized
clasz2s o another greup taught by « itree-
man team, Hual {3) found that sialf organiza-
tiona* patterns did not diversely affect
studeat achievement Beasley {*) fousnd no
significent difference in the amount of his-
tcrical knowledge students gained when h2
compared coaventionally taucht United
States History classes with various sized
groups taught by teams of teachers. Beasley
did find, however, that both teachers and
siudenis preferred team teaching.

Weilz (8) also fourd no appieciably Gifferent
test resulls obtained from regularly organ-
ized classes and classes crgznized in i2rge
lecture groups with relatively small group
seminars. However, teachers felt that ih2 ex-
perimeniai group had made gains that had
fiot been measured.

Zweibeiscn (9) alss found ng significant dif-

fererces in achievement between a control
group and the experimental groups organ-
ized for team teaching: 2nd flaxible grouping.
Teachers, however, felt that the £xperimental
greup had significantly improved in grcup
discipiine and student molivalion. For ex-
ample. stucdenls in the Iovrer quarier partizs-
paled more in class discussicn than their
counlerparis in the traditional classroom.

As measured by slandardized tes!s and in
terms of siudent and teacher reactions,
MacCaila (5) feund that students in the
United Stales hisiory classes combined with
American Literature classes and taught by
a team achieved beiier resrlis.

The tendency o emphasize farge grcun in-
struction which necessarily reduces smali
group and individual activities poses a po-
iential flaw in team tfeaching. Weinswig (7)
studied three experimental groups: children.
working in {eams of three, children working
in pairs, children working aloae. Control
groups were normally organized. In each
situation, children wese taught map skiils
and compiementary factual data. Children in
experimental groups showed greater
achievement than those in the controlled
situation. Among the expersimental groups,
children working in teams of three showed
the greatesi -ains. Children working in pairs
gained more than those working alone.

1. Beasley, Kenneth L. “An Investigaticn of the Effect of Team T eaching Upon

Achievement and Attiludes in

Absiracts, 23:3256, 1962.

United States History Classes.” Dissertation

2. Dyer, & P. “Cenference Method in Social Studies Instruction.” Social Studies,

Vol. 53: pp. 142-3, April 1962.

3. Hunt, Edward G. “Team Teaching in Junior High School Science and Social
Studies.” Djssertation Abstracts, 24:4583, May 1964.

4. Ingham, George E. “Companson of Two Methods of Self-Instruction in
Teaching a Unit in Social Studies.” Dissertation Abstracts, 23:1623, 1962.

. MacCalla, Thomas A. “Coosdinated Instruction of Senior High School United
States History and American Literature Classes.” Dijssertation Abstracts,

26:261C, November 1965,
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6. McAulay, J. D. “initialing the Group Method.” Socjal Education, p. 313,

November 1957.
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7. Weins»ig, S. £. “Eva'uation cf Lessons fo Tezch Intreduciory Map Sxills
in Grade Four.” Disserialion Abstracis, 23:1295, 1962.

8. Weitz, L “Team Teaciwng at James Monroe Hich Schocl™ High Points, Vol

456: pp. 4-39, Jaruary 1964.

9. Zweibelson, I. ef a2l. “Team Teaching znd Fexitle Grouping in the Junior
High School Social Stugies.™ Joumal of Experimenlal £ducali.s, Yol 34:

pp. 20-32, Fa1l 1965,

57, 58 Emphasize different apprcaches 1o the political process with studenis of different
social classes. For exanple: ¥ith upper muddie class siudenis siress an aclive
view of the political process; with lower middie class students emphasize responsi-
bililies; express poklical harmony with working class studenrts.

By encouraging studenl!s to adapt o their
present social positien, this siratified ap-
proach perpetuates the sialus guo. Furiher-
more—even thouch ihis praciice will ndi
effectively 2lter polilical atiitudes or compe-
tencies. such instruction prevails.

it would seem that iz crder to change si:dent

behavicr, a realistic cuniculum must empha-
size the political process and stisdents must
interact with studen?s of other socio-
S2CconoOmic classes.

For suggesticas about selecting methods o
fit different students, refer to references
cited in 47, 45.

59, 60 Use field trips to clarify and resnforce classroom leamning.

As with most siralegies, fieid trips apparently
offer no inrzerent advaniage or disadvantage.
Whether the field trip more appropriately
achieves cnes purpose than other methods
should be the criterion.

Foster (2} found some evidence that pupils
who went on field trips learned comparatively
more than those who pariicipated in related
activity at school. In the future, emphasizing

process may enhance the effectiveness of
field trips; on the other hand, various newer
media such as simulation (see 49, 50) or
motion picture (see 33, 34) could render fieki
trips unnecessary. However, emphasizing a
realistic cumriculum that involves students in
learning how to gather and apply dita {o
social problems well could be implemented
by making field rips essential {o effective
learning of scme curriculum components.

1. Bubriski, A., and Myers, A. “Assignment: Research Paper.” Social Education,
Vol. 27: pp. 756, February 1963.

2. Forster, Edith C. “An Evaluation of the Field Trip in the Formation of Social
Science Concepis and Generalizations.” Disser{ation Abstracts, 22:181, 1960.
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61, 62 Make course work more effective in changing social altitudes by inciuding experi-
ences and ideas (projecied in films, other media, speakers) that confli-t with shu-

dents’ presently held atSludes.

When students are confronted with new ideas
or frames of reference presented by persons
espousing ihese ideas, studenis’ biases or
orejudices towards a group are reduced.
When Mainer (4) exposed twelfth grade stu-
denis io films, speakers and convocations
nresenting information and concepls about
other groups, cultures and religions, he
found the* intergroup programs effectively
reduced social discrimination beiween
Catholics and Protestants. Mainer also found
ihat when exposed 1o such a prcgram,
Scuthemers became more opposed o dis-
crimination and that those not exposed o
such a prcgram shifted toward greaier ap-
proval of discrimination.

Students’ shift toward inlolerance when they
are exposed 1o the usual courses in civics
or government is further verified by Horlon

(2) who found that those who had taken a2
civics course tended {o be in Jess agreement
with the B8ill of Righls than those not taking
the course. Horion and Jennings (3) both
found that civics and government courses
ma¥e aimest no impact on values or be-
havior. When compared with students who
had not taken a civics course, Horion found
among those who had {aken a civics course
even less acceptance of the Bill of Righls.
Both Hoerion and Jernings indicate that em-
phasizing facls rather than analyzing values
represents a major reason :0r the ineffective-
ness of existing civics and government
courses.

For suggesticns about using specific media,
refer to practices in the SAMPLER and
relevant reporis in the ANNOTATED

BIBLIOGRAPHY.

1. Becker, James M. “Education for Participation in World Affairs.” National
Association of Secondary School Frincipals, pp. 143-150, Oclober 1960.

2. Horton, Roy E., Jr., “American Freedom and the Values of Youth.” in Reemers,
H. H., Anti-democralic Attitudes in American Schools, pp. 18-60, Northwestern

Universily Press, 1963.

3. Jennings, Kent M. “Political Sociziization: and the High School Civics Curricu-
lum in the United States.” (Unpublished: available from the author at the
Survey Reseasch Center, University of Michigan.)

4. Mainer, Robert E., “Atlitude Change in Intergroup =ducation Programs.”
in Reemers, H.H., Anli-democratic Attitudes in American Schools, pp. 122-154,
Northwestern University Press, 1963.




Annotated Bibliography

Introduction

These summaries of reseasch reporis and ariicles used in analyzing the SAMPLER'S
stralegies provide expository and corlexiuzl delzil about the spurces ciled in
the SUPPLEMENT.

This ANNOTATED BIBLIOGRAPHY also includes references zbout shalegies (such
as oral 7eporis, class projects, the use of folk scngs) that have not been incorpo-
rated in the SAMPLER.

If a teacher wishes {o independentiy explore this material, he will discover more
and effective ways cf evaluating his teaching technigues.




2% b

AB

Armnsdorf, Yal E. “An investigation of the Teaching of Chronology in the Sixth Grade.™
Dissertation Abstiract, 20:3392-3, 1959.

Teacher-direcled vs. Non-direcled Learning ;
In ih's study, the effectiveness cf teacher-tfirecled inslruction about chronplogy 3
was compared o non-directed insiruction. The isacher-girecled (expesimenial)
group received special instruction 2boul time-fine constructon, wriling aulobiog-
raphies, relevant vocabulary. The non-directed (control) group received no special
instreclion 2bout chronolegy. Each group devoled ihe same amount of time o
leaming social studies.

The researcher concluded (page 3922) that “An inslructional program empha-
sizing the specific vocabulary of social studies, construction of time-fines, wriling
autobiographies, fosiers growth and understanding of {ime concep!ls in addition {0
continued growth in basic work-study skills.”

However, the study did reveal that even though studen!s in the experimental
group increased their 2bility to order daled events, ihey did not transfer this ability
to the ordering of undaled events. :

This study apparently proves thai if one makes a special effort to teach specific
knowledge and skills o only one group, the other group will not acquire this knowl- 4
edge or skils in the non-directed leaming situation.
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Badger, W. V. “Aspecis of Crealive Questioning in the Social Sludies.” Social
Studies, 44:139-42, Apnil 1953.

Case Method

Badger endorses the case method of instniction because it inotivales students and
trains them to solve praclical probiems. He sugges!s that studen!s be taught the
scientific method for solving these problems. Employing this method, a student uses
primary sources rather than someone else’s statement about the source. He exer-
cices and develops his reasoning power uy questicning his evaluation of a case:
Was my evaluation right? Was this decision based on valid reasons? As he deals
with and works through 2 case, the student identilies and understands the theory
and principles involved.

Barcus, D. and Pottle, J. “Programming the Constitution.”” Social Education, Vol.
29: pp. 29-31, January 1965.

Programmed Instruction
In this study of programmed instruction in the Denver schools, 30 controi classes
of ninth graders were faught the Constitution in the usual way and were assigned
homework of the usual type. In 30 matiched experimental classes, homework con-
sisted of a short programmed lesson. In class, the experimental group discussed
the interpretation and historical background of the Constitution.

On the post-test, the experimental group had a median gain of 20 points while
tnie control group reported a median gain of 12 poinls. Three months later, a repeat
of tests indicated that the experimental group still was ahead of the control group.

Barratt, Thomas K. “A Comparison of the Eifects Upon Selected Areas of Pupil
Learning of Two Methods of Teaching Uniled States History to Eleventh Grade
Students.” Dissertation Abstracts, 26:808-809, August 1965.

Recitation-Lecture vs. Classroom-Laboratory
Barratt compares 11th grade students’ growtiz inn critical thinking, use of sources
of information and mastery of factual material as they learned American History




in a teacher cominzted recilcton-teciure class and in a classroom-iaboralery
environmentL
A comperiscn of the two classes” resulls ¢f the second semesler's classwork
in Amenican Hislery taught in successive years by the same teacher in the same
school was made. Dursing cne yezr, the recitalion-‘ecture melthod was used; during

the other year, the classroom-izboralory technigue was employed.

To measure development in critical thinking, the Walson-Glaser Test of Crilicel
Thinking was used; growth in 2bilily to use sources of informatien, the lowa Tes!
No. 9, “Use cf Sources cf Infcnmation™; growth in mastery of factsal material,
teacher-construcied mulliple choice tesls and the Crary American Hislory Test

Barmrat found no significent difference in growth in the two groups’ abilities to
think critically. In 2bilily to use sources of informalion, the recilationJeciure group
was significantly beller than the classroom-izboratory group. In maslery of factual
maleri2), there seemed {0 be no significant difference in growth beiween the two
groups.

Baughman, M. D_, and Pruitt, W. “Supplemental Study for Eniichinent Versus Sup-
plemental Study for Reinforcement of Academic Achievement.” National Asso-
: ciation of Secondary School Principals™ Bulletin, Yol 47- pp. 154-7, March 1963.
; Supplemental Study
‘ By comparing groups of paired junior high schoo! students in four 1ilinois schools,
ihe use of homework was examined. In each schoo), paired groups were estab-
' lished and a pre-test administered.

The hypothesis {0 be iested was sialed as: Junior High School pupils given
an enrichment kind of supplemental study will show more gain as measured by
achievement tes!s than those pupiis whose assignmenis are of the traditional and
rouline reinforcement variely.

Cusing the 8-week experimeni, conlrol groups were given traditional study for
reinforcement assicnments and experimental groups, assignieents of the enrich-
rient variely. On the post-iest achievement administered at the conclusion of the
study, resulis revealed nc significant difference in the gain achievement of either
group. In each group, the number of pupils making no gain 2iso was similar.

The researchers concluded that the siated hypolhesis would have {o be
rejected.

' Beasley, Kenneth L. “An Investigation of the Effect of Team Teaching upon Achieve-
; ment and Attitudes in United States History Classes.” Disseriation Abstracts,
: 23:3256, 1962.

{ Team Teaching

: In this study. the comparative effectiveness of instruclion by a team of teachers
! working with various sized groups of high school students and a teacher working
i with conventional classes was investigated.

! Beasley’s conclusions were that in the acquired amount of knowledge of Amer-
i ican History there was no difference among the “experimential” and the “control”
students but that both studenis and teachers preferred the ieam-taught to the
conventionally taught classes.

Beaubier, Edward W. “Capacity of Sixth Grade Children to Understand Social Sci-
ence Generalizations.” Disseriation Abstracts, 23:2439-40, 1962.

Maultiple Instructional Materials, In-Depth

Studies, Complex Instructional Materials

In this study, the researcher tested the assumption that sixth graders have a much
higher learning capacity than usually predicted.

Before and after experiencing a program of instruction, sixth graders were
tesied on their understanding of ihree selected social science generalizations.
Control groups were taught in the usual manner; experimental groups were taught
with multiple and more complex materials. Students in the exserimental groups
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achieved grealer underslanding of the selected generalizations than did those
children in control groups.

Beaubier concludes thal, “The dala seems 1o suppont the conclusion that sixth
grade children can learn more than typically expected. Development of under-
slandings is facilitated by use of many types of instructional materials. Learmning
was greater for all experimen!al groups regardless of 1.Q."

Becker,Jansl.“EducaﬁonforPaﬁcipaﬁonianldAﬁais.”NaﬁonﬂAsoda—

tion of Secondary School Principals, pp. 143-150, Oclober 1960.
Multiple Instructional Materials, In-Depth Studies, Complex Instructional Materials
Even though in a “shrinkihg world™ the need o understand foreign affairs becomes

. increasingly imperative, relatively few students study {oreign affairs in college. In

order o inform Amersican cilizens about this wital aspect of conlemporary life,
insiruction in international affairs should be given in high schoo!s. An improved edu-
cational sirategy o accomplish this task would seem most urgent

Becker outlines the reasons for ineffective educaticn in international affairs
and suggesis some basic goals and objeclives to achieve an effective program.
He conclude; .5 article by describing the North Central Association's Foreign
Relations Project's effo1? to develop the needed resources for implementing ecdu-
cation in foreign affairs: the project's specific objectives, processes for developing
materials, parficipating <chools.

Becker believes that citizens will gain an understanding of the contemporary
world and their role in shaping its future if they learn about other major geographic
and cultural areas during a systematic study of America's foreign relations.

Bnbaker,DaleL“AConpanﬁvethleApproﬂbmeTeadinngoaﬁmd
and Citizenship Education in Secondary Schools.” Dissertation Absiracts, 26:
; 4491, February 1966.

Traditional (structural) vs. Comparative Culture

In this siudy, the approaches in the teaching of vocaticnal and citizenship education
to foster good citizenship were evaluated. Two contro! and two expesimental classes
were selected at the Pattengill Junior High School, Lansing, Michigan.

In control classes, students were involved in a structural study of local, state
and federal levels of government within the context of American history. In experi-
mental classes, the comparative cultures’ approach involved students in a study
of basic social sci.ace concepts—culture and cultural analysis of particular
socielies varying in technological complexity.

Brubaker concluded that: in summary, there is no objective eviderce that
either in change of atiitude or acquisition of information (as measured by the

inszuments employed) was the experimental more effective than the traditional
approach.

Brubaker, Dale. “Normative Value Judgments and Analysis.” Social Education, Vol.
32: pp. 489-492, May 1968.

Teaching Analysis Skills
Brubaker assesses the normative-analytical problem in the teaching of values and
suggests ways that a social studies teacher might approach the problem.

Brubaker’s premises include: prescriptions inevitably can be expected from
all interested in social studies instruction; social studies teachers and their students
should discriminately identify normative value judgments and analysis; usually,
the way a teacher makes a prescription is more important than the particular
prescription he advocates.

Acknowledging that teachers and students make value judgments in five areas,
Brubaker nevertheless concentrates on the area of substantive issues. He feels
that the teacher should discuss various modes of analysis that historians and
social scientists use. He also feels that the various and effective uses of informants,
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observaticn, interviews, documents, stalistical findings for analylical pusposes prob-
ably are not discussed in most social studies classes.

In conclusion, he stresses that the teacher must be flexible enough {o discuss
issues that studen!s consider important if he is going fo analyze subslanlive issues
in the classroom.

Bruntz, G. G. “The National Convention Sysiem in School Elections.” Social Edu-

cation, Vol. 28: pp. 331-332, October 1964.

School-Wide Project

In this project, studenls pariicipated in a simulated National Convention that foi-
lowed procedural practices, included the traditional demonstrations with barners
and bands, and convened on a Salurday.

Delegates to the convention represenied constiiuencies of every eight sludents
enrolled in social studies classes that had been organized inlo siates. In each
class, studen!s made a thorough study of iis assigned state. For the most pan,
studenis campaigned on local school issues, but as candidates they aiso were
questioned about their knowledge and opinions of state issues.

The social studies teachers felt that the project improved students” knowledge
and understanding of the function and operation of a political convertion.

Bubriski, A. and Myers, A. “Assignment: Research Paper.” Social Education, Yol.
27: pp. 75-76, February 1963.
Student Research
In addition to other work, students in an advanced placement class in United States
history were assigned a major research paper. The project’s aim inciuded students’
increased understanding of history and practical experience ia sesearch techniques.
Collaboratively planning and working on the project, the {eacher and a librarian
formulated eight immediate aims and six long-range objectives. To help students
collect and incorporate mass data into the research paper, they were taken on a
tour of the site for sources of data and given some instruction in using research
tools.
In this project, the teachers learned that even superior students considered
the experience and work worthwhile.

Carmichael, Dennis R. “Developing Map Reading Skills and Geographic Under-
standings by Means of Conceptual Teaching Methods.” Dissertation Abstracts,
26:7176, June 1966.

Concept Teaching

Carmichael compared conceptual teaching with an expository method of teaching
map reading skilis and gecgraphic understandings. His statistical analysis showed
that pupils taught conceptually (even by teachers using this method for the first
time) made greater improvement in map reading skills and significantly greater
improvement in geographic understandings. Even without previous experience,
the teachers also proved to be effective in using the conceptual method.

Carr, R. W. “Lecture Method in the Junior High School.” Social Studies, Vol. 53:
PPp. 21-22, January 1962.

Lecture

Carr substantiates his opinion that teachers can make valid use of lectures by his
refutation of arguments that a lecture not only cannot interest but actually bores
junior high schoo! students. He cites and develops four essential points about
lecturing and he especially stresses the use of relevant visual material. Not only
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does Carr Iimit the time a teacher should spend in a lecture but he thinks that other
methogs also should be used.

In conclusion, Camr deals with evaluation and describes some possible evalu-
ative methods.

Casteel, P. “Utilizing the Methods of the Political Scientist in the Social Studies

Classroom.” Peabody Journal of Education, Vol. 40: pp. 219-227, 1962.
Multi-lechnigue-analysis-case study
Casteel examines the slatus of political science in the secondary school social
studies. He then suggesis some political scientist’'s technigques that might work in
the classroom.

He suggests that the teacher might examine the areas of values by approaching
the problem through severai different methods. For example, students might visit
a political party’s headquarters and record their observations. Casteel also ciles
some examples of case studies that might be used as an approach. Students also
might conduct surveys and analyze their findings.

Chazanof, William. “An Experiment in Teaching American Hislory.” Social Educa-
tion, Yol. 30: pp. 425-426, October 1966.

Concept Teaching

The State University College of New York at Fredonia developed an experimental
program of classes for high school students in the area. Once weekly for ten weeks,
the students attended a two-hour class for which they read an assigned document,
comiposed a single sentence thesis suggested by the material and cited reasons to
support the thesis. )

Class sessions, including lectures and discussion, enabled the students io
acquire more background and probe more deeply into fundamental issues. During
and at the conclusion of the program, students showad increasing ability to identify
principles and to explore issues.

Cherkis, C. arzd Heid, T. “Translating Social Studies Concepts into Action.” National
Association of School Principals’ Bulletin, Yol. 45: pp. 85-90, September 1961.

Class Project

Motivated by discussion in a social studies class, students in a girls’ higr: scheol
in New York City decided to undertake a research proiect about bretheshood and
selected the school iniegration problem in New Orieans for their study.

Through a newspaper story, the class became interested in a mother involved
in the New Orleans’ desegregation situaticn. The students inviled the woman to
visit their school, raised the money 1o pay her expenses, and presented her with
a brotherhood award.

in the opinion of the girls’ teachers, the students learned far more from the
project than they would have learned by discussing brotherhood in regular class
sessions.

Cherryhoimes, C. “Developments in Simulation of International Relations in High

School Teaching.” Phi Delta Kappan, Yol. 46: pp. 227-231, January 1965.
Simulation
Cherryholmes describes an adaptatiors of Northwestern University’s simulation ma-
terials for International Reiations for use in a ceilege preparatory course in American
Government.

In the “game,” the world is organized into hypothetical countries endowed
with certain rescurces, advantages and disadvantages. Representing each country,
three students play specific roles: tney controi the country’s destiny, exchange
goods and services, form into power blocks, negctiate treaties, engage in armed
conflict. These players determine the direction, progressior and outcome of the

game.
Cherryholmes reported a high degree of students’ interest throughout the
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entire unit Over two thirds of the stuéenis censidered the simulated experience
mere valuable than regular class werk. The author 2iso noted changes in studenls’
aititedes.

Chilcott, J. H. “A Proposal for Unification of Secondary School Courses Through
Anthropology.” Clearing House, Vol. 26: pp. 387-393, March 1962.

Objective Analysis-Anthropology
Chilcolt reviews the cumrent interest in anthropology and defines the discipline.
He describes ways that anthropclogy might be used in social siudies to help students
to become objective, avoid value judgments, and understand human behavior.
However, Chilcolt emphasizes that anthropology is rot “the panacea for all ills™
nor the source of “answers 10 all questions.™

As the curriculum now includes many separale and isolated courses, Chilcolt
does no! recommend that anthropslogy be laught in a separate course. He does
feel that some instruction in 2nthrepology might reduce or eliminaie existing barriers
and help studenis to develop valid generalizaiions.

He describes four anthropoiogical approaches and suggests ways {o incorpo-
rate them in the social studies curriculum.

Coleman, James. “Playing Politics in the Classroom.” The Johns Hopkins’ Magazine,

Vol. 15: pp. 14-22, D¢clober 1963.

Simulatior:

Coleman believes that using games in a classroom creates an opporiunity for
students to parlicipate in and exercise responsibtiiily in a real life situation. In his
opinion, this achvily alleviates a principal defect in conlemporary schools—the
disparity between the studenis’ present environment and the actual world for which
they are being prepared.

Because general methods used in social studies classrooms complement a
future rather than current eavironment, students fniot only do not but see litiie reason
to leamn. By creating simulated environmenis, cizssroom teachers can convert
vaguely realized future needs into immediate and perceived needs.

Coleman reporis that—a!most without exception—studentis piaying Lis game
of “Legislature™ {compielely described in the article) demonstrated a high degree
of interest. He sliso ncted the siudents’ surprising abiiity 20 supress their personal
feelings while playing their rcles in the game.

Cottle, Eugene. “An Experiment Using Worid History Fiims with Selected Tenth
Grade Pupils: Implications for the Improvement of Teaching with Motion Picture
Fiims.” Disserlaticn Absiracts, 22: pp. 499-500, 1960.

Using Motion Picture Films

In this study, various ways of using films in teaching high school classes were
enumerated and the 2fficiency of these procedures was evaluated. Cottle con-
cluded that some teachers in violation of basic psychological principles of learning
use fiims ineificiently.

Coitle cites the Jollowina reasons for such inefficiency: failurz o preview films,
teacher-dominated teaching that restricts student participation in the film showings,
failure {o integrate the film into the classwosk, failure to consider the ability level
of the students, showing films without introductory or follow-up activities.

Cousins, Jack E. “The Development of Selecled Generalizations in the Social
Studies.” Dissertation Abstractls, 24:195, July 5963.

instruction Based Upon a Model of Refiective Thirking
For one semester, a representative 8th grade class at University School, Indiana
University was taught by the “reilective thinking method.”

In evaluating the results, ihe following insiruments were used: Cooperative
Sacial Siudies Test for Grades Seven, Eight, Nine; Watson-Glaser Critical Thinking
Appraisal; teacher-constructed test designed fo evaluate development of refiective
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thinking skilis. Three evalualors also evaluated eight taped classroom discussions.

On the Cooperative Test (measuring recall and reteation), the mean score
gain was significant at the .01 level of confidenice. On the Watson-Glaser and the
teacher-constructed tests (measuring reflective thinking), the mean score gains
were significant at the .01 level of confidence.

The evaluators generally agreed on improvement in reflective skiils. The middle
two thirds of the class as determined by intelligence and social studies achieve-
ment made the most noticeable improvement. In the ability to identify and evaluate
problems, the group improved more than in the abilily {o test cause and effect
ideas by logic and factual information.

Cox, Charles B. “A Description and Appraisal of a Reflective Method of Teaching

United States Hislory.” Disserlation Abstracts, Vol. 22:814, 1961.

Reflective Thinking

In this study, Cox examined the effect of using the reflective method of teaching
United States history on high schoo! students’ achievement and ability to think
critically by comparing results of an experimental group taught “reflectively” and
a control group taught “traditionally.”

Cox concluded that each group showed an equal acquisition of facts but
neither group (according to standardized tests) showed improvement in critical
thinking abilities.

However, “Tape and calendar analyses showed that the improved reflective
thinking skills demonstrated by the students were a result of the principal method"
and “the environmenta! and substantive changes produced by the reflective method
were conducive to critic2l thinking. Students so taught improved in their ability
to deal critically with questions of fact and value.”

Cox, C. B. and Cousins, J. E. “Teaching Social Studies in Secondary Schools and
Colieges; Experiments in Method.” indiana University School of Education
Bulletin, Vol. 40: pp. 43-61, November 1964.

Multi-Method

Cox and Cousins describe and discuss the results of the following studies dealing

with various experimental approaches to the teaching of critical thinking, building

conclusions, hypothesizing: Oliver and Shaver Study; Smith and Meux Study; The

Indiana Experiments in Inquiry; Rothstein Study; McGarry Study; Gilbert Study:;

Devine Study; Rust. Jones and Kaiser Study; Bloomfieid Study.

The authors examine methods used by the experimenters and comment on
srelated effects. Without questioning the validity of the various studies’ findings,

Cox and Cousins do question and discuss some of the related results.

Cristiani, Vincent A. “Informal Dramatization in Social Studies, Grade VI.” Disser-
tation Abstracts, Vol. 21:3375, 1960.

Dramatization-Role Playing
Cristiani studied the effects of informal dramatization on sixth graders’ achieve-
ment and interest in social studies. The study involved 213 students in eight
classrooms where each child participated in at ieast one dramatization.
Cristiani concluded that there was an improvement in social studies achieve-
ment: children with 1.Q.’s of 90-109 showed greatest gains in social studies infor-
mation; those with 1.Q.’s of 110 and above, in social studies study skills and reading
achievement.
Students also made a statistically significant gain in mean score on a Bogardus
Socia! Distance Scale and on a Social Siudies Information Test. In interest and
attitude toward social studies, improvement also occurred.

Curo, Dwight M. “An Investigation of the Influence of Daily Pre-Class Testing on
Achievement in High School American History Classes.” Disseriation Absiracts,
Vol. 24:5236, June 1964.
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Daily Test on Facts from the Study Assignm_- is for a Six-Week Period
‘1en classes, 250 students in eleventh grade American History, were divided inlo
control and experimental groups and only the experimental groups were given the
daily pre-class tests.

Curo concluded that there was no sianificant difference in achievement between
the two categories of classes.

Curtis, Thomas E. “An Experimental Approach Related 1o the Teaching of World
History in the Secondary School o Determine the Effectiveness of the Generous
Use of Instructional Materials.”” Dissertation Abstracts, Vol. 24:5236, June 1964.

Saturation Enrichment Procedure with Varying Audio-Visual Devices
Curtis studied the elfecliveness of using the cross-media audic visual method of
providing saturation 2nrichment to supplement the basic film series used by Weadt
and Butls in world history classes. The study involved two ciasses (29 pupils per
class) at the Southern illinois Universily High School.

As measured by a standardized world history tesi, there was no significant
difference between the experimental and the control crcup.

Darrin, Garvey L. “Economics in the Elementary School Cutriculum: A Study of the
District of Columbia Laboratory Schools.” Dissertation Abstracts, Vol. 21: 95-96,
1959.

Teaching Economic Concepts

The study’s major purpose was {o determine how well eilementary school chiidren
can learn basic economic concepts. Conducted in 47 classes (kindergarten through
sixth grace), the project emphasized developmentz! learning.

Darrin found that elementary school children could achieve a satisfactory
understanding of basic economic concepts and that, “The effectiveness of teaching
the topics varied almost without exception directly with the grade level: the higher
the grade, the more efiective the understanding of economics subject matter.”

Davis, Ozro L., Jr. “Leaming About Time Zones: An Exzeriment in the Development
of Certain Time and Spacc Concepts.” Dissertation Absiracts, Vol. 19:2861-2862,
1958.

Teaching Geograghy Concepts

The experiment’s purpose was o determine whether instruction in concepts of time
and space relating to geographic time zones would benefit fcurth, fifth and sixih
graders. From each grade level, an experimenta! and a contrc! group of white
middle class children wete selected. Chiidren in the experimenial classes were
taught a unit specifically incorporating material related to the development of an
understanding of gsographic time zones.

Davis conciuged that the experimental groups had significantly profited from
the instruction zad that this learning persisted over time (one month). He further
states that, “Adaguate concepts are fundamental to clear thinking . .. This experi-
ment indicates that instruction in aspects of the concepts of geographic time and
space relating to time zones is profitable earlier than formerly thought possible.
Rigid grade placement of various elements of the understandings considered in
this experiment is impossible and unrdesirable.”

Davis, O. L. and Tinsley, D. C. “Cognitive Objectives Revealed by Classroom Ques-
tions Asked by Social Studies Teachers.” ERIC (AERA), Ed 011 874.

Asking Questions
To determine the range of cognitive objectives implicit in the questions asked by
student teachers and their pupils in high school social studies classes, 44 classes
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were cbeerved cccording o the tezcher-prp guestion invericry (TPQ) Caeveloped
by the invesigaters. who classified ezch gueston as: memory, intergrelation, rans-
iatien, application, analysis, synthesis, evaivation, 2ffeciivily. procedure.

Resuils showed ihat both teachers angd pupils asked more memory guestions
than the combined !olal of v-e other calegories. Next in fregrency were inlerpreta-
fion and lranslation cuestons. (These calegories are combined inlo cne compre-
kensicn, Cescribed by Bloom zs the Iowest fonm of intelleciual 2ciivily.) To elevste
the ir'elleclual cimale of these classes and improve greston-asking {echnigues,
Davis 2nd Tinsley recommenced 1,21 more 2itenticn be given lo Cifferent cogritive
obiectives in social sludies classes and that specific 2llestion be given the ques-
tioning process in pre-service educaiion.

Davison, Phillips W. “A Pubfic Opinior: Game.”" Public Opinion Quarierly, Yol 25:
pp. 210-220, Summer 1961.
Simaulation
Properly utilized, this game provides an effective ieaching st-alegy and simulales
socizi reality in the social sludies classroom. Playing cilizen’s roles in the com-
munily, studenis develop and rresent opinions 2boit imporniant Iocal issues: uses
of local *ax funds, treaimen’, of umired mothkers on welfare, possible enaciment of
a law recuiring the installation of exhaust-purificalion mechanisms cn auiomobiies.
By »laying the game. students rezlisticzlly experience and perceive ihe pres-
sures znd influences that shape cepinion. Students learn {o dislinguish between 2
nublic 2nd a private opinion: they learn that many interacting faclors and cress-
pressures influence an individual's judgment and point of view: ihey leam that
exiernal socia! forces as well as 2n individual's psychological responses a2fieci
his formulation of opinion.
Davisen's analysis of *~z game’s resulls showed that a few individuals who
occupy strategic positions «. exhibit streagly held ailitudes &ppreciably infitence
the spectrum of opinicn reflected in the fina!l i2lly.

Dimond, Stanley E. “The Role of Generalization in Teaching Social Studies.” Social
Edication, Yol. 22: pp. 232-234, May 1958.

Using Generalizations

For many years, a serious flaw in ihe teaching of social studies was the failure {0
generalize. More recently, however, the stress on using sather than merely acquir-
ing information has developed. Dimond suggests the use of facis to build generaliza-
tions. He believes that ikis method provides a coniext within which facts can be
inductively acquired and organized and provide~ an cpporiunily to deductively iest
the truth or falsity of generalizations.

Dcdge, Orville N. “Generalization and Concept Developmeat as an instructional
Meti,od for Eighth Grade American History.” Dissertation Abstracts, Yol
27:1632-A, December 1966.

Concept Generalization vs. Traditionai

During an eight-week experiment, a group of 84 selected pupiis was faught by a
teacher who used the concept-generalization approach and emphasized key ideas.
A group of 59 selected pupils was taught by a ieacher who ssed the traditional
approach ard cmphasized facts and adhered striclly {o *he textbock. Eacn group
used the same textbook and covered the same uniis 0i hisiory.

Dodge found that in learning and cryanizing histerica! knowledge, ihe concept-
generalization approach grcup macz a staiisticzlly significant gain over the tra-
Jitionally taught group. Among the pupils, there was no significant differerce in
learning historical facts.

Dodge concludes that concepi-generalization deveiopment involves pupils in
an active, meaningiul, interesting, iransierable and umified process of learning and
produces significanily greater achievement than the traditional 2pproach 2ntailing
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memorization, simple queston-answer technigue, sirict acdherence o the textbook
and stress on acquiring factual knowledge.

In Geveloping concepi-generalization skilis, pupils need giidance and praclice
and they pariiculanly need to leam that corcepluglization is a slep-by-step and
evglving process.

Ddly,DaﬁdG.“FokSargshﬂnSocialSMshﬂnUﬁiedsmsandAmhaﬁa:
an Exploralory Sludy.” Disseriation Abstracts, Vol 27-137-A, July 19€s.

FokSmigsaslnqilyToolslorSodalSmﬁalnshucﬁon
From Bloom's Taxonomy of £ducational Cbjectives, purposes (emphasizing the
inguiry method) were selected for using folk songs in social studies. Dufty collected
dala from Ethnomusicelogy, interviews with pecgle inierested in popularizing folk
SOngs, and compasing Austrelian and American folk SOngs.

Because folk scngs supplement written hislory, chreaicle the social history '
oi the “iitle man,” and provide vicarious experience for the studenls, Dufly con-
cluded thai they could be effectively used in teaching social studies.

m,J.P.“m«mmmwsnﬁsmm*wsm,%L
53: pp. 142-143, April 1962.

Educational Conference

Dyer describes a preject that invclves stedenis in selecting s fopic for and pianning
; ard ceaducting a conferencs,

: In a cenference dealing with mental healh, the slale direcler for mental health
and a pzlionally prominent psychiairist addressed e students. The students then
et with 2 psychiclogist or a psychiatrist who cenducted work sessions with the
group.

To prepare ior the conference, studenis acqguired informaticn irom ieports,
arlicies, iextbooks, films and other sources. !
Dyer describes a second conference on juvenile delinguency and concludes
kis article by citing both the problems and fhe advantages in usizg the conference ;
method.

TR N A Y
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Easton, David and Dennis, Jack. “The Child’s Acquisition of Regime Norms: Political
Efficacy.” The American Political Science Review. Vol, LXI: Pp. 25-38, March
1967.

Placemer:t of Civics and Se¥ identity

in this paper, Easton and Dennis hypothesize that in order fer a political system fo
; perpetuale, it semehew mist gererale and provide for at least a minimal fevel of
t support for scme kind of regime. {They identify the componenis of a political

regime as some minimal constraints on the general goals of is members, ruies

Or niorns governing behavior, and struciures of autnority through which members

of the system act in making and implementing political outputs—prinicipally ac-

complished by political socialization.)

The authors dea! only with political eificacy, one of severai critica! norms of
the American regime. To achieve poiiticzl efficacy, citizens must firmly Lelieve
that the individual is in fact politizzily effective, that not only can political and
sccial changes ozcur but that the individuzai cifizen can pariicipate in effecting
such change.

In this research based on a samigie of 12000 children aged seven through
thirteen, Easton and Dennis siudied the origins of political efficacy. Tneir findings
suggest that third graders have acquired a sernise of efficacy but that this early
attachment to this norm does not uniformly occur in all children. The learner's
ability definitely relates to the procesg; the child's 1.Q. and social status affect his




fespense {o the norm. Neverthe'ess, 83°% of the sampied eghth craders sYi f27t
Richly efficecivus.

This eany acgrisition conceivably corld minimize or counleract a chids
subsequent adult experiences that encenmine fhe ordinary citizen's conviclions
2beut bis politicel role 2nd imperiance. in this context, Easion z2nd Dennis” research
registers a plea fer a stronger and more Systematc program cf citizenship educa-
ticn to replace the current unsyslematc civics instrecten in ke €lemeniary school

Easton,DzﬁdmdDémis,Jack“ﬂaeClild’slnngeomemL”TbeAmds,
Vol. 361: pp. 40-57, Sepiember 1965,

Renforcement and Supportive Attitudes Toward Government

In this report 2bout their research on the poliical socialization of elementary schog]
childien, Easlon and Dennis focus on the principle that the political spcializalion
of new members provides extensive and significant support for a social construct
as waried, extensive and Cemanding of socia2! resources as government.

Their data suggests that in the United States a supporiive image of government
is being wiszaly and consistently reproduced for young new members. In their test
group, the average grade schoo) child appears {0 experience some rather basic
charges in his concept of govemnment that move him toward a cognitive image
conforming 10 a democrzlic politica] system’s reguirements. Other dala suggesis
that adulls also are highly supportive of their government. Thus, these exploratory
dala illusiralte the growlin of this deeply rooled suppostive sentiment. The reseazch
furiher suggests how young children cevelop this supporiive affitude and how the
curriculum can be synchronized with this Cevelopme 2] process.

Elder, R. E. “Progress Report on the Problem Methcd in Social Studies.” Teachers
College Joumnal, Vol. 22- pPp- 4-5, Oclober 1950.

Case Study and Non-Directive Discussion Techniques

Eider presenied the students with reaj Lie rroblems znd used nen-directive tech-

nigues during class discussions of the problems. Students developed an analytical

melhod that they could use in other courses and in non-academic situalions.
Elder reports improvement in oral expression, the studenis” sense of respensi-

bility for class activity, and democratic student-teacher relationships. However, he

does slress that cases must be carefully selected and that this method can be

ieopardized in numerous Ways.

Elias, George S. “An Experimental Study of Teaching Methods in Minth Grade
Social Studies.” Dissert2tion Abstracts, Vol. 19:1302, 1958.

“Teacher-centered” vs. “Student-centered”

In ihis study, Elias compared “teacher-centered” and “student-centered” methods
cf teaching ninth grade civics {0 determine their effectiveness in creating a learsing
almosphere fostering demccratic behavior and enabling students o acguire the
subject matier.

In the experimen:al (student-centered) group, the {eacher functioned as a
Consuliant in pianning the work that students accomplished in sub-groups. I the
control {teacher-centered) group, the teacher planned the work with students par-
iicipating cnly within the framework she estabiished. For the most part. the studenis
WOrXes as an entire class greup. Both groups studied two units—"National Govem-
ment” and “State and Loca! Government”

Eiias concluded that if an abundance of resource material is not avsiiable
the teacher-z =ntered method is more effective. “An abundance of rescurce material
appropsiate (. the topic under study znd the age level of the students seems
essential lor the “student-centered’ meziod of teaching ninth grade civics.”

Elkins, K. and Porter, M. Social Science Education Consortium Publication 114,
Classroom Research on Sut:-group Experiences ina U.S. Histery Class, Purdue
University, Report =35EC Pub-114 and BR-5-0619, ERIC ED 214 202.
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Grouping-Crear=:t;

Elns ard Perter wwwestigated the effect cf sebgrosp parficipz¥on on he genera-
tion of mew iczsas. During eight meetings, a class was crganized for il class
5es5si0ns, in subgreres, and for indhiceal werk. Class “A™ was grieler, mere <e-
[berale, more slable, rrore dependztle bt less able than class “E™~ which was
noisier, more impulsive, mcre ¥cletile and more compelitive.

T0 measure student salisfaction with classroom activily, a reaction cuestion-
na2ire wes used; to trace e onigin of student idezs, an idea guestionnzaire. Verbzl
behavior of the class and teacher was recorded on zpe.

In class “E™, production of ideas cg-varied wilh freedom of pariicipation; but
under teacher conlrol, class “A™ produced more ideas.

Elsmere, Robert T. “An Experimental Study Utilizing the Problem-Solving Approach

in Teackzrg United Stales History.” Disseriation Abstracts, 22-3118-3115, 1961.
Problem-Solving
Elsmere les'ed the hypcihesis tha! using a problem-solving approach 1o {each
Uniied Siztes Hisissy produces significantly greater pupil achievement than using
a raditonzl appreach. in the study, eleventh graders were selecied for an experi-
mental arnd a conlss? group respectively {aught by the two methods: probiem-solving
involved four sleps for fincing fernzbie solutions io hislorical problems; fhe trad:-
tional aprroach inycived strict adkerence o the texibook and slressed acquisitizn
of facis.

Eismere found &:3t the experimenial group not only leamned znd relained
more hislorical facls than the control group but alse learned and retzined problem-
solving abililies thzl #he controil group had nol acguired.

“it was concwiCed that a problem-solving 2pprozch o teaching Uniled Slales
Hislory, which reguires pupils 2o think crifically and {0 use a reasoned approach
to conlroversial iscues, produces significantly greater pupil achievement than a
traditonal cpprozch which involves memorization, emphzasizes factual acquisition,
and uses simpiz gueslions and answer technigues.™

Engle, Shirley H. “The Cditure Concept in the Teaching of History.” Disseriation
Abstracis, 14:317, 1953.

Using the Culture Concepts in Organizing and Teaching Hislory Courses
in #his study, £ngle examined the social scientisis’ cuiture concept fo Gerive useful
pi:nciples for organizing and teaching history courses.

After extensively surveying. analyzing end evaluating lilerature dealing with
this subject, Engle conciuded that the culiure concept prevides a basic method
for comparative study that traditional methods for tezching hislory lack, a basis
{es more deperdable zppraisals of human behavior, 2nd a basis for objective
siudy of tuman behavior that can mitigate unreasoned 2nd exireme cliauvinizm
and ethnocentirism.

Erickson, E. F. “Study of a Problem.” Clearing House, 26:62-86, Oclober 1951.

Problesm Method
in a tweifth grade ciass, students were stimulated by seeing the film, Geni'eman’s
Agreement, to work ca a unit inn racial and ethinic relafions.

Using the probleiz metnod, teacher and students pianned the unit that deait
with a vite! topic and utilized actual cases. Without Iosing sight of the course’s
shiectives, the teacher non-directively helped students fo perceive the mezning
of Mysdal’s term—the American Dilemma.

Exton, E. “Teaching the American Way of Life.” American Schco! Board Journal,
VYoi 143: pp. 32-34, December 1961.

Varied Approaches
Exton discusses the need for contemporary American citizens to understand the
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poily and cullure of the Urited States znd the tenels and otiectives of communism
and she describes various methods that American teachers use 10 achieve this
understending.

Stales which provide teachers’ guides for ihis purpose are listed and the
malerials briefly described. More celailed discussions of Massachuselis” television
approach, Mew York Stale’s recommended method, Lovisiana's instructional pro-
grem, Arizon2's “Ten-point Program for Teaching Americanism,” and Virginia's
program illusirale the various technigres for teaching the American way of life.

Faris, Gene. “Improve Your Teaching Effectiveness.” Social Studies, Yol. 53: pp.

174176, Oclober 1962.

Discussion-Filin

Faris describes a technigue fer molivaling class discussion of a problem by forming
commitiees and using a film. After idenlifying the problem, the teacher divided
the class inlo six commitiees who then &lecled a chainman and a recorder. In each
commiliee, members presented their views which the recorder noted. The recorder
then read his noles and the chainman corducled a discussion culminating in the
grerp’s choice of the most significant point.

After six minules, the teacker convened the class and asked each commitiee
to repori ils choice of an imporiant point that she then listed on the blackboard.
(If two committees had <selected an identical point, one group then chose another
imporiant idea 10 be lisled.) Students then viewed the film and discussed its treal-
m:2nt cf the problem.

In lnis experience, students became aware of aliernative solutions to oroblems
and the necessily for selecting one bénefiting the individual and sociely. Whether
the class agreed or: or solved the preblem mattered less than the fact that students
perceived allernative solulions and accepted the responsibility for making a valid
and responsible choice.

Fink. Lawrence A. “The New Rochelle High School Honors Course in American
History.” Dissertation Abstracts, 27-701A, September 1966.

Use of Primary Source Documents

In this honors® course, students read and discussed primary source documents
rather than the usual {extbook in American History. They also submitted written
reactions and interpretations of the material.

rink found that this approach {sharply contrasting to the traditional drilling for
New York State Regents and nationa’ examinations) did not lower the grade ex-
pectations of the siudents in the programn,

Based on his findings, Fink recommended the high school library’s acquisition
of additicnal malerials—particularly multiple ccpies of paperbacks. He concluded
that students gradaaling from such programs v#ll expect and merit a higher level
and qualily of instruction in coliege history ccurses.

Fitch, Robert M. “An Experiment in the use of Source Readings from American
History 1o Develop Selected Refiective Thinking Skiils.”” Disseriation Abstracts,
26:6546-6547, May 1966.

Reflective Thinking vs. Enriched Reading
By using source readings correlated o text units in Bragdon and Mc Cutcheon's
History of a Free People, Fitch studied the effect of instruction on reflective think-
ing and achievement (mastery of content).

In five lowa high schools, a representative sampie of 11th grade students in
American History was assigned %o seven control and seven experimental classes
In ail these classes, students rezd the source materials. In contro] classes, this
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reading was enrichment only: in experimental classes, 2 marual desigred {o assist
in the development of reflective thinking skilis was ulilized.

Al students were pre and post-tesied with the “Test of Crifical Thinking in
Social Science™ and “Cocperalive Topical Tesis in American Hislory,” numbers
6and7.

Two of the seven experimental groups ¢emonstrated a significanlly grealer
gain ia reflective thinking while five showed no difference. In achievement, there
was no significant difference.

Forster, Edith C. “An Evaluation of the Field Trip in the Formation of Social Science
Concepls and Generalizations.” Dissc:iation Abstracts, 22:181, 1960.

Field Trips
This study tested the hypothesis that the process of gaining, reinforcing, deepening,
and broadening the basic sociz] concepls and generalizations essenlial to modem
Fving is facifitated by iaking children on field trips {o see in operalion those facis
2bout which ihey kave been reading and telking.

Two fourth grade ciasses in each cf four scheols were usad for this study.
In each class, four chapters in the fcurih grade texibook were taught After each
chapter had bean studied, one group iock a relevant field trip and the olher group
remained in school and pariicipaied in “worthwhile™ activilies related to the com-
pleted chapler.

By comparing resulis of a pre-lest (taken before the field irip andfor class-
room activities) and a post-iest, leamning was measured.

Ferster's study concludes that:

1. A significantly greater degree of learning ook place as a result of the field
trips than of classroom activities.

2 In the item 2nalysis of est questions, comparison figures seem to indicate
that the experimental group achieved more growth in understanding. How-
ever, on no lest item was there any statistically significant result to clearly
substanfiate the greater impact of the field trip.

3. There was no indication of greater interest among the experimental group.
4. There was no significant difference in the retention tes!s taken by each group.

Fortune, Jimmie C. “Instructional Set, Cognitive Closure, and Test Anxiety in the
Presentation of Social Studies Content” Dissertation Absiracts, 26:6547-48,
May 1966.

Lecture vs. Programmed Instruction

Twenly intern teachers in the Stanford 12acher Education Program conducted
this experiment in their social studies classes. Each inlern was given an outline
of the social studies content to be taught and a re-definiiion of the set and closure
variables previously studied in Stanford's pre-internship programs. The interns
were instructed to organize the conient for a 15-minute leclure, o inject a strong
instructional set by telling students what to expect and to execute cognitive closure
by thoroughly reviewing and synthesizing the material. A programmed !earning
textbook incorporating the same leciure conieni was compared to the lecture
treaiment of the same substance.

The experiment did demonstrate that using a prepianned set and sysiematic
closure enhances the learning process in 2 lecture situztion. In the use cf pro-
grammed materials, closure ennanced leaming but fest anxiely impedes ihis
process.

Frogge, Robert M. “The Relative Effect of Two Methods on the Achievement of
Certain Modern Protlems’ Objectives.” Dissertztion Abstracts, 24:5240, June
1964.

Comparison of Achievement and Attitude Taught in a Reflective and an Authoritarian
Manner
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Assumed shoricomings of the social studies in meeling citizenship objectives
prompted this study concemed with the influence of method on the achievement
of citizenship cbjectives. Frogge negafively hypothesized that, “There is no Sig-
nificant difference in ihe achievement of ceriain cilizenship objectives between
stucents tavght by an zuthoritarian methed and those taught by a reflec’ive method
in 2 high school problems course.™

Sisdents in both groups took pre and post-lests in general social studies
achievement, critical thinking and knowledge of the principles of democracy.

frogge found that the only significant difference between the groups was the
studen!s’ more favorable atfitude toward the teacher using the reflective method.

Fty,E.B.“Gbssing—aHeﬂmdloAidSodalsmﬁsTeacheswimﬂeadngh
struction.” California Journal Secondary Education, 32:90-92, February 1957.

Teacher Reading 1o the Students
Glossing read from the text {o his students and intermittently clarified cr interpreted
terms and concepts that students might not immedialely understand.

Fry suggests that the social studies teacher might effectively use this method
if the text seems too difficult for the grade level or pupils have a minor reading
protlem. To use this method, a teacher must be thoroughly knowledgeable about
the subject and equally as perceptive about students’ reading comprehension and
response {o his explication.

Gardner, William E. “The Relationship Between Time Sense, Evaluating information,
and Achievement in American History.” Dissertation Abstracts, 22:1056, 1961.

EnphasisonTimSenseandEvaluaﬁonofMonnation

Gaydner studied the relationship between achievement in American History and
teaching the skills of time sense and evaluating information. The study dealt with
the following question: Does teaching these two abilities in a seventh grade Ameri-
can History course produce as great or greater achievement than does teaching
history with no attention to their development?

Two experimental and one control group of students were used in this in-
v2sligation. In experimental group 1, teaching the abilities of time sense and
evalualing information was stressed. In experimental group il, these two skills
vere moderately emphasized. In lieu of instruction in these skills, students in the
control group worked with factual review exercises.

Gardner concluded that:
1. A heavy emphasis upon teaching the key skills was associated with achieve-
ment in American History.
2 Growth in time sense was besi developed when a heavy emphasis was
placed on this ability.
3. There was no evidence to reveal hew the skill of evaluating information
may be best developed.

“Tne general recommendaiion was made that skills, particularly thcse of time
sense, should be part of courses in American History. The true effecis of skills
teaching are not discernible, but pupils who study skills in history achieve better
than those who do not.”

Gayles, N. R. “Lecture versus Discussion.” Improving College and University Teach-
ing, 14:95-99, Spring 1966,

Leclure vs. Lecture-Discussion
In order to compzre the effectiveness of lecture vs. lecture-discussion Gayles
reviewed the research done since 1940. She found that neither method was gen-
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er2lly superior and thal. apparently, a method’s effectveness depends tpen the
teacher, the students, and the kinds of principles, concepls and information being
taught

‘ Gill, Clark C. “How Eighih Graders Interpret Indefinite Quantitative Concepls.”
i Social Education, 25:344-6, November 1961.
Gill, Clark C. “Interpretation of Indefinite Expressions of Time.” Social Education,
, 262254-6, December 1962.
i Time and Quanlitative Concepts
In these articies, Gill reporis his findings {hat the use of indefinite {ime expressions
conveys different meanings to different pupils.

The fact that students in higher grade levels demensirate a belter grasp of
the meaning of such expressions suggesis a correlation of time sense and maturily.
The fact that the use of qualitative terms elicitied a wide range of responses from
eighth graders suggests that textbooks often communicate vzgue and erroneous
, information to many students who use them.

i Gill conciudes that textbook wrilers should use precise rather than indefinite
’ terms and that t{eachers also should develop poinis of reference or meaningful
boundaries as they interpret such terms.

Goebel, George. “Reaction of Selected Sixth-Grade Pupils 1o Social Studies Leamn-
ing Activiies Chosen by Their Teachers in the Public Schools of Topeka,
Kansas.” Dissertation Abstracts, 26:3755-56, January 1966.

‘ Slow Leamers

' Rapid, norma! and slow sixth-graders were identified. Various materials including

vocabulary lists, readings for discussion, graphs and charis were tried out with

these pupiis. All materials appealed more to the rapid and normal pupils than {o

the slow sixth-graders.

However, the slow pupils found reading for discussion and map-making most :
appealing and the making of vocabulary lists, graphs and charis least attractive.
All the pupils ranked making murals and dramatizations very high.

Gombar, W. “A Look at the Mandated World Cultures Course.” Social Siudies, ;
Yol. 54: pp. 22-24, January 1963. :

Cross-Culture
Gombar describes the world cultures course reguired for graduation in Pennsyl-
vania and recommends that the course be expanded.

He states that in addition to class discussion, other approaches shouid be
tried. Emphasizing the teacher’s rolc and ingenuity, Gombar suggests that the
teacher should try to invoke a regional milieu by using various visuals, materiais
and resource people in the classroom. Such an approach and materials will enable
students to visualize peopies in a contemporary rather than historical context
Teachers should project the world realistically—aeither “bad™ nor “good.”

Greenstein. “The Benevolent Leader: Children’s Images of Political Authority.”
American Political Science Review, Vol. 54: pp. 934-943. December 1960.

Identification with Individuals
in ihis article on political sccialization (the first of several subsequently published
; in Children and Politics), Greenstein analyzes responses to a pzper and pecil
j questionnaire ihat 652 4in-8th grade pupils in New Haven, Geonnecticut iilled out
early in 1958. The Guestionnaire specifically deali with political information, atti-
tudes and inierests and more broadly with matters of poiential political relevance
such as media behavior and ego ideals.
Greenstein's findings about atitudes toward political authority, strengih of-
partisanship and the roie of social class and sex in affecting poiitical awareness
seemed significant. He deccumented inat children of all ages expressed extremely
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favorable if not completely idealized cpinions not only of most public officials but
especially the President of the United Siates whom they perceive as a benevolent
feader.

Greenstein considers this early idealization very significant and believes it
might be the seed from which Graves later generalized attachment o the whole
political system.

Gross and McDonald. “Classroom Methods: The Problem Solving Approach.” Phi
Delta Kappan, 39:259-65, March 1968.

Problem Solving
Gross and McDonald presented a delailed discussion of research {o date (1958) on
the problem solving method. In their judgment, researchers have not dealt with
nor have they provided uszble answers {0 many specific questions.

The research does suggest, however, ceriain lines of inguiry that educators
can fruitfully pursue and clearly indicales ihe need for much more resezsch on
particular problems.

Gross, R. E. “Problems Approach.” N.EA. Joumnal, 44:455, October 1955.

Probiems Approach

Gross briefly des=ribes the problems approach to social studies education. He
velieves that teachers are becoming more aware of the inherent values in the
problems approach and that they are using this method more effectively. Teachers
now involve pupils in actual problem-solving experiences and show them how o
formulate their own conclusions rather than merely teaching answers to given
problems.

Hammock, R. C. “Internationalism in Education.” Clearing House, Yol. 36: pp. 78-80,
October 1961.

Cross Cultural-Primary Sources

Hammock identifies eight purposes for teaching social studies. He then analyzes
the role of the social studies teacher in promoting an essential and better under-
standing of the non-western world by examining its culture. In this teaching,
Hammock would include ethics, religion, concept of man, art and music, literature,
taboos, general values and the educational systems. In learning about ethics,
morals and other relevant aspects of non-western culture, primary sources such
as books of faith yield insights about Islam, Hinduism, Buddhism. Unless one learns
about and appreciates non-western cultures, Hammock believes that one cannot
hope to understand the contemporary world, events and peoples.

Hess, Robert D. and Easton, David. “The Roje of the Elementary Schooi in Political

Iy

Socialization.” The School Review, Vol. 70: pp. 257-265, 1962.

Planning of Civics and Identification
Finding that high schooi siudents exhibited litlle change in political attitudes, Hess
and Easton decidec i{o study the naiure of efementary pupils’ political attitudes.
They found that these pupils generally were quite poiitically aware even though
they had not received any sgpreciable amournt of systematlic citizenship education
in their elementary schools.

This research, apparently indicating elementary pupiis’ awareness of political
authorily and respect for a politician’s motives and actions, documented the fol-
lowing conclusions:

1. Atiitudes foward political authority initially are medizied dtirough the family.

2. The child transfers his image of the ideal parent ic the imzge of ideal

authority of distant and relatively unknown poiitical fiqures.
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3. The child becomes atteched to a political pariy by identificalion with his
family.

4. The positive evaluation of political a2uthority becomes differentiated inlo
componenis of roie periormance and components of personal merit.

In general, Hess and £asion believe that their findings imply that educators should
recognize that the elementary ralter than secondary school level represenls a
crucial and realistic time for incorporaling cilizenship training in educational
practice.

Horton, Roy E., Jr. “American Freedom and the Values of Youth.” in Reemers, H. H.,
Anti-democratic Attitudes in American Schools, pp. 18-60, Northwestern Uni-
versity Press, 1963.

Youth's Values: Freedom

Horton's study indicates that a significant proportion of this nation’s high school
seniors does not accept the basic democratic principles and freedoms guaranieed
by the Bill of Righls. Furthermore, the studenis who reject these rights tend to
accept the tenets of fascism.

The study indicates that taking a course in Uniled States’ Government or
Civics does not construclively change studenis’ beliefs in democratic values. In
fact, in dealing with different items related to freedoms guaranteed by the Bill
of Rights, students who had studied Civics tended to consider the Bill of Bights
even less favorably.

Horton suggesis that possibly names, dates, etc. have been overemphasized
and that the values of freedom {upon which a democratic society’s existence de-
pends) should be siressed.

Hunt, Edward G. “Team Teaching in Junior High School Science and Social Studies.”
Dissertation Abstracts, 24:4583, May 1964.

Three-Man Team Teaching vs. Traditional

Hunt compared the academic achievement and personality development of two
groups of seventh grade pupiis at Groton Junior High School, Warwick, Rnode
Island. Group A included 75 pupils who had been taught science and social studies
by ihree-man "teams™; group B included another 75 pupils who had been taught
in the traditional manner—one teacher teaching science and ancther teaching
social studies. Although Groups A and B covered the same subject matter, each
was exposed to a different pattern of staff organization.

It was assumed that the team approach (group A) would more effectively
utilize teacher competencies and thus effect greater achievement for the students.
However, Horton found that staff organization patterns did not significantly affect
academic achievement of pupils in either science or social studies.

Ingham, George E. “Comparison of Two Methods of Self-Instruction in Teaching
a Unit in Social Studies.” Dissertation Abstracts, 23:1623-24, 1962.

Programmed Self-Instruction and Small Group Meetings with Teacher

Ingham wanted to find cut whether using self-instruction methods rather than
conventional classroom practices would significantly increase studentis’ achieve-
ment in a Social Studies unit.

Eighth grade students in American History were used in this study. In control
groups, teachers used specially written study guides and a detailed teaching unit.
In experimental groups, the self-instruction materials included & programmed text
and work sheets to be used with film strips, viewers and tape recorded presenta-
tions. In some experimenial groups, teachers held scheduled conferences with
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small groups of pupils. In other experimental groups, students worked exclusively
with the self-instruction materials.

Ingham concluded that:
1. Each of the methods produced statistically significant achievement.
2. Among the three methods, there was no significant statistical difference.

3. Asignificant difference in favor of the self-instruction methods was indicated
for high achievers on the pre-test.

ingli, Donaid. “An Audio-Visual Approach o the Intermediate Grade Social Studies.”
Dissertation Abstracts, 21:2967, 1961.

Sound Films
Ingli's study dealt with ihe potential effectiveness of using sound films to teach
facts and critical thinking skills in social studies. In this experiment, teachers
alternately used films and nca-film teaching procedures in presenling sequential
units to fourth and fifth grade students.

At both grade levels, the film technique increased factual learning and im-
proved s*idents’ vocabularies.

However, only the fifth graders showed an increased thinking ability and sig-
nificant retention of learning as measured by “repeat” tesis at the end of the year.

Ingram, L. W. “Innovation in the Social Studies: The Eight Millimeter Single Con-
cept Film.” Social Education, Vol. 30: pp. 88-90, February 1966.

Visual Materials

Ingram suggests that the 8mm sirgle concept film may alleviate the sociai studies
teacher’s problem in using films lasting 40, 50 or 66 minutes and projecting a mass of
material.

Running from two to five minutes, the 8mm film can be repeated in order to en-
force a concept or momentarily stopped for viewing a single frame. The single idea
or concept often is presented inductively and, =ince there is no sound commentary,
students and teacher can pose and discuss relevant questions during the show.

Jaros, Dean. “Children’s Orientations Toward the President: Some Additional Con-
siderations and Data.” The Journal of Politics, Vol. 29: pp. 368-387, May 1967.

Children’s Image of Political Authority

Jaros examines and empirically supports the thesis that certain childhood social-
ization processes as well as poiitization account for the generally high positive
evaluation that ckildren have of the President. Based on the assumption that these
early positive images of the President underlie Iater tendencies to obey and respect
authority and thus generate poiitical stability, Jaros" assessment is important.

Using a sample of 746 Detroit school children in grades four to eight, Jaros
attempls to show that the children’s generally positive image of the President
includes more facets than a benevolent figure possessing superlative qualities. By
using the variable of authoritarianism, Jaros postulates a coercion-oriented per-
ception of political authority in some children whose images of the President are
rooted ultimately in the parental enviroriment.

In this pioneering study, findings are fragmentary and show low correlations.
Nevertheless, Jaros’ conclusions somewhat corroborate the belief that formal
education in civics, as presently organized, plays a rather insignificant role in the
political socialization of children.

Jaros, Dean; Hirsch, Herbert and Fleron, Frederick J. “The Malevolent Leader: Po-
litical Socialization in an American Sub-Culture.” The American Political Sci-
ence Review, June 1968.




Motivation Using Student Background

Operating on the assumplion that most of the poiitical socialization research has
been conducled in urban, industrialized communitias with largely middle class
children, Jaros, Hirsch and Fleron studied the polifical secializatior of children
in a sub-culture group in order {o determine the pelitical values of children from
the rural, racial cr ethnic sub-cultures within the United States.

In March, 1967, they gathered dala from 2,432 children (grades five-twelve) in
the Appalachia region of eastern Kentucky. Because of the region’s poverly and
isolation and the differing cultural norms of Appalachia, the researchers classified
these white children as a sub-cultural group.

Their findings differ dramatically from the traditional political socialization re-
search that reflects young people’s perzeptions of governmental institutions and
officers as benevolent, cuizpetent, functionsl and powerful. The children surveyed
in this research are less favorably inciined toward political objects. Moreover, these
children apparently do not alter this negative image as they mature. Finally, the
research suggests that the direct transfer of political values from the family to a
child may be more complicated than previously supposed.

Jennings, Kent M. “Political Socializztion and the High School Civics Curricultm
in the United States.” (Unpublished: available from the author at the Survey
Research Center, University of Michigan.)

Government Courses and Change iz Political Behavior

Rejecting political scientists’ and so=ial edecators’ opinion that high school civics
courses enhance political socialization of older adolescents, Jennings hypothesizes
that these courses effect little char.ge i:: a spectrum of political variables com-
monly considered significant outcon:es of civic education.

In this empirical study, Jennings used a national sample and a complex multi-
variant analysis permitting an asse3sment of a wide range of variables. His find-
ings indicate that incremental changes are so infinitesimal as {o raise serious
guestions about the worth of teaching these government courses—at least in their
present form. According to Jennings, their principal weakness lies in redundancy
or duplication of cues from other scurces of information— particularly mass media,
formal organizations and primary sources. He contends that students not taking
civics probably are exposed to thes2 othar sources as much as students enrolled
in civics.

This indictment substantially cupporis those social educaiors who advocate
changing the current sociai stucies cursiculum. Anyone interested in improving
secondary school civics educaticn would find this report informative and thought-
provoking.

Jennings, Kent M. “Pre-Adult Orientatiors to Multiple Systems of Government.”
Midwest Journal of Political Science, Vol. XI: pp. 291-317, August 1967.

Standards of Achievement and Attitude

This research report (one of a series reporting the Survey Research Center's study
of political socialization among high school seniors) deals with Jennings’ specific
fask of constructing an attitude or cosmopolitan scale. Jennings defined cosmo-
politanism as orientation to the lazger geo-political domains or as a continuum
from local to state to national {o :nternational. Scores on this scale were relatac
to other important political variables such as political knowledge, political inter-
est and willingness to tolerate polilical and social diversity.

The Survey Research Center elzcted to study high school seniors because for
most individuals this year concludes the conscious concentraled efforts directed
toward their civic education. Furthermore, the conditioning effects of education,
the home and other pre-adult influences have been virtually completed — a sig-
nificant time to evaluate their consequences. Since the high school senior has
been only slightly conditioned by adult-like involvements in political concerns, his
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crientatons to Cferent levels cf poelitics may be examined withor! 2lowing for the
possivie coenlaminating effects cf 26t socizlizetion

Dcring the spring «f 19635, interviews were held with a2 nztonzl provzbilily
samgle of 1669 sericrs, distribuled among preperticnately selecled priic and non-
pubLic secondary schools. ™Within each schosl (selected with a grobztilily propor-
tionale 2v the ectmated size cf ils senior class), from 1521 rancdemly designated
sericrs were inteniened with a response rate of €9%°. The 1521 range reflects
an a2itemr! to compensate for the fack cf precise, complele enollment figures &t
ihe ime the sampling frame was constrecied.

Jennings found that cosmopolilenism is sirencly releled o knowledge zad
discourse sbout larger political domains, interest in pubfic affzirs, evaluation of
politics at multiple levels, 2ng tolerance ¢f political dversity. Compared with thelr
pzrents, the students in this n2tenal survey are significanlly more cosmopoilzn—
2 pro-able result of both fife cycle 2nd generaticnal effects.

These conciuzions are especially noleworihy when compared with the result
of the Purdue Opinicn Pcolis of the 1230's. This survey empirically shows that con-
temporary studenis are both more politicized znd iojerant han their counlerpasis
in the 1950's.

It would seem imporiant for sccial researchers o alempt to delermine the
variables affecting this sigrificars change.

Jennings, Kent M. and Neemi, Richard G. “Family Siructure and the Transmis-
sion of Political Values.” Amesican Political Science Review, Yoi. 49: 169-184,
March 1968.

Yalve Change

Usiag a national probabiiity sample of f:igh schoo! seniors, Jennings and Niemi

attempted to assess the relative and differential irmpact of the family 2s an agent

of political =ociaiization. Data from the senicrs anad their parenls were ulilized %o

examine irans:nission palieras; parent-student pairs were used as ihe unils of

analysis. Comrelations were obtained for a variety of political valecs, and a brief
look at religious values provided a point of cemparison.

Jennings and Niemi feniatively reject the concept in political socialization
research that the transmission of political values from parent to child is almost
perfect. They found that, depending upcn the values considered, parent-student
correspondences widely differed though parly identificaiion remained relatively
high. For other values, parent-child congruences tapered off to moderate {(at best)
to very low on attitudes toward specific issues, ralings of socio-politice! groupings,
political cynicism: and political cosmopoltanism. In ine religicus area, simifar pat-
terns prevailed. Life cycle effects, other socialization agencies, and unstable at-
titudes apparentiy accounted for some of the digressions from the rnodel which
posits high rates Gi transmission.

Jennings' and Niemi’s arlicle projecis the school's potential impact on teen-
agers” political values if the civics curriculum were effeclively crganized.

Johnson, Fred A. “Depth versus Breadth in Teaching American History fo High
Schooi Students.” Disseriation Abstracts, 22:2713-19, 1961.

Depth Teaching versus Breadth Teaching

Johnson attempled {o assess the effect of depth teaching on eleventh grade stu-
dents’ achievement (permanent learning and immediate anid iong ferm gains) in
an Ameyican History course. In this study, the experimental group studied five units
in American History in depth. Two control groups studied 10 unils encompassing
the entire field of Americzn History. The variables of teacher, method of teaching
and the experiment’s length of time were held consiant

Johnson’s main conclusions were:

1. Inimmediate or long term achievement, the exgerimental and control groups
did not differ. The fact that students were tested fer factual knowledge of
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the entire fig'd of Americen His'pry suggests the sigrificance of this £nding
2 Cn ezch zchievement tesy, students in beth crorps magde significant gains.
3. In immedizte or long term achievement or gzins in achisvemen!, nene of
the cifferences amonyg students cf egrivalent zcacemic ability in depth or
brezadi courses was sigrificent.

In genera), Johnsen concluded thal, “Hich Schosl students mzy be lzught Amer-
ican Hislory by <ither the Cepth or brezdth method wilhoullowerning factuel zchieve-
ment” (Page 27i9)

Jam,lmieL“GradedShndyGﬁdsforSixﬂ:GudeSadﬂShﬁs.”m

tion Abstracis, 19:2027, 1958.

Graded Study Giuides and Paired Praclice

In this study, Jones compared ke instructional effectiveness of study guides adapled
lo three different 2bility levels with the effectiveress of teacher-directzd methods
excluding the use cf study guides.

in the experiment group, pzirs ¢f sixth greders independently worked with
the sludy guides. Sixth graders in the control group were taught in the conven-
ficnal manner.

Jdones concluded thal, “These materizls used with virtually complete self-di-
recltion on the part of pupils have had p7actically iie same value 2s the reguiar
teacher-direcied method of teaching social studies.™ {(Page 2027}

Apparently, teachur-direction of pupils using study grides is as effective as
the morse convenlional fechnigues of {eacher-directed instruction. Furthermore,
Jones found that the pupils enjoy2d working in pairs and with the siudy guides.

Ms.&“&uraﬁghﬂnwmqmm"wm
Vol. 21: 358-62, December 1957.

Description of the Proper Use of Generaiization

To be used meaningfully in the social studies classroom, gereralizations must be
well supported by factual information that the student needs 1o know as he reasons
toward the generalization. Jones cites nine examples of Jackson's presidency that
he used o test generalizations. He concludes this article with the judgment that
a generalization's meaningfulness is in exact propertion {o the student’'s compre-
hension and knowledge of the enuzmerated pariiculars correborating the generali-
zation. Thus, the way a generalization is delermined affects iis worth.

Jons,WiliamE“AnkmﬁgaﬁonoﬂheCaseleﬂ)odofh&hucﬁonhSekcled

Exghth Grade Civics Classes.” Dissertation Abstracts, 25:4002, January 1965.
Case Study
Jones conducted this exploratory study to idenlify problems in using the case
method of teaching the Bill of Rights in eighth grade civics ciasses and to deter-
mine teasons for using the case method in similar situations.

From: two Berkeley (Califcrnia) junior high schools, Jones used a sample of
437 students enrolled in 14 social studies classes.

<ones concluded that these students appeared {o make significant gains in
knowledge and understanding of the Bill of Righis and that they showed more
positive attitudes toward principles inherent in that document.

KingdonyFredeﬁckH.“ACompaﬁsonofﬂneAdiuememdMGudquﬂs
Um&cmmsmrmamsmumrmmu—

Factual vs. Story Forms
Kingdom attempted to ascertain whether using the factual o the story form of so-
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cial studies reading material made a significent difference in forrth crade pupils’
factual recell Popis wer2 given the factuzl and the siory fonms in 2ilemzling se-
querce {o prevent any infiuence that a repelitive orcer of presentation mightinduze.

Kingdom conciuded that each form comparatly stimulates fourth grade pupils’
faciual recall of social studies materials.

Langsion, Kenneth. “Peer Group and School and the Polifical Socializaion Proc-

ess.” American Political Science Review, Vol. 48: pp. 751-758, Segiember 1967.

Grouping and Social Attitudes

Langslon examined the effect of the schooi's less formal environment on poflitical
socializalion. The impact of the “class climale™ in peer groups and schools upon
the reinforcement or respcialization of pofitical atfitudes and behavicr palierns
was assessed.

In this empirical study, Langston dea’t with the following questions:

1. What is the relalionship between class homogeneity-helerogeneity of peer
groups and schools and the isolation of lower class studenis from the po-
litical and economic normms of higher class studenis?

2. Does the helerogeneous class climale of both the peer group and the school
have a cumulative effect upon the resccialization of working class pelitical
alitudes and behavior pattemns?

3. What are the cross cullural imgplications of these findings for conscious
manipulalion of the school environment?

Langston used 1284 studenis in Jamaica, West Indies and 1349 primary and sec-
ondary studen!s in Detroit, Michigan in collecting his primary data.
In his article, Langslon reports the following findings:
In a heterogeneous class environment, working class studenis are more politi-
cized, have more democralic attitudes, give greater support to civil liberiies,
and have more positive orientations 1o rating.
In this environmeni, American middle class and upper class students have
genersally more supportive attitudes toward the political regime:
The fact that lower class students generally defer {o ithe upper class students’
atiitudes suggests the potlential for introducing “modemizing™ norms to lower
class studen!s by assigning them to helerogeneously grouped classes.

Langston cautiously concludes, however, that the educaticnal objectives in a given
situation should be carefully surveyed tefore school administrators decide to ma-

nipulale peer grouping.

Litt, Edgar. “Civic Education Community Norms and Political indoctrisation.”” Amer-
ican Sociological Review, Vol. 23: 69-75, February 1963.

Diverse Approaches to Civic Education

Realizing that all national educationai systems indoclrinale their youth with the

poiitical order’s basic tenels and values, Litt attempled fo assess the uniformity

of this process.

in this research, Litt posited two questicns:
Do different socio-economic communities differ in the kinds of textbooks they
use in civic education?
Do these communities’ differing political aftitudes and norms affect the proc-
ess of indoctrination?
Litt surveyed three New England communities having different socio-economic
characteristics. In each, he interviewed community leaders, administered question-




nzires ip ciic ecrcation classes and central greups, and macde 2 central analysis
of cvic ecrcaton text bocks. Ameng these communities, he fzund the: ieacers” 21
siizdes, efiects cf corrses on studenis’ peliteal sifituces, and peiiteal itemes in
civic edrcation fesls were non-unifomm.

In the upper middle class communily, studenis were cxiented toward the dy-
namic ang conficling €ements ¢f ihe poLtical process. In ihe fower midcle class
commrrrily, studenls’ ir2ining in the €emernls of democralic goveinmenl was sup-
plemented by an emphasis on the lizen's responsitility. In the working-class
community, students were criented toward 2 more icealistic 2nd passive view em-
whasizing poliicel harmony.

Litt, Edgar. “Education and Political Enkghtenment in America” The Annals, Yol.
361: pp. 32-40, Sepilember 1965.

Information vs. Process
Litt investigales the reasons why so many studies Cealing with the effect of formal
civics” education on pokiical parlicipation aad attitude formalion find that there
is iittle if any correlation.

itt hypothesizes that because civics’ education has not kept pace with the
social and historical circumstances in American sociely ils influence has beenr
minimal. He altributes this apparent inadeguzcy o oulmoded civics’ texibooks and
instruction.

Litt ciles two models — the raticnal activist and the integrative consensual—-
that, in his opinion, conlemporary cosdilions have rendered anzchronistic. The
ralional activist model projects the beliefs of 19th century hiberalism: emphasis
orn: rational deliberation in the formztion of public policy; open exchange of opin-
ion in face-to-face meelings; sirong confidence in seif-governing men's ability to
decide wkat is best for the community. The inlegrative consensuzal model utilizes
civics educalion as an overt instrument of siate policy to “pmericanize™ cilizens,
particularly immigrants. <

To solve the problem of ineffective civics education, Liit proposes 2 mode!
that he iermns segmental-organizational. In his opinion, this mode! will produce a
representative cifizen: this individual will be highly trained in analylic and tech-
nical skills 1o perform an intellectual and specialized task. To produce such a per-
son, students’ training will stress acquisition of the more abstract and impersonal
conceptuz! unils dealing with a complex contemporary Amsrican society and the
training will focus on social reality.

Luciano, V. D. “Reading Skills Apprcach in Social Studies.” High Points, Vol. 46:
pp. 64-67, January 1946.

Development of Reading Skills

Luciano presenis and comments on a sample lesson for teaching slow ieamners
in social studies. In planning this lesson, the curriculum was adapted {o the stu-
dents’ characteristics by formulating an aim and creating a motivation that would
appeal to and stimulate the slower student.

The teacher assigns 2 list of words used in the lesson and pivctal questions.
Each question is presented in paragraph form a2nd the students respond by writing
cemplete sentences. Whenever feasible, questions about current events are in-
corporated in the assignment

During a study period, studenis work cn their assignments and the teacher
provides ingividual assistance. in vocabularly work, siudenis are encouraged to
use dictionaries. The teacher trfes to vary the lesson as much as possible in order
to sustain students’ interest. The téacher also prepares and distributes a daily sum-
mary that students may keep.

In addition to reading skills, students develop skills ir reading maps, charis
and graphs, and interpreting cartoons.
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IacCala,TbonusA."Céor&:a’iedhshucﬁonofSerﬁorHighSchool United Siales
History and American Lilerature Classes.” Dissertation Abstracts, 2622610, No-
m1$5.

Team Teaching vs. Traditional
MacCalla studied the effectneness of 2 coordinated program of instruction com-
bining eleventh grade classes in Uniled Stales Hislory and American Lileralure.
As measured by slandardized lests, student achievement in each subject and (as
indicaled on questionnzires) students’ and teachers’ reactions to the program were
cdelermined.”

MacCalla concludes thal, “The findings supporied the belief that “belter” re-
sults are produced in the {eam environment than are produced in the traditional
selfing..."

Mainer, Robert E. “Atiitude Change in inlergroup Education Programs,” in Reemers,
H. H_, Anti-democratic Attitudes in American Schools, pp. 122-154, Northweslemn
University Press, 1963.

intergroup Education and Attitude Change

This study dealt with the effectiveness of inlergroup education programs in pre-

ducing changes in aifitude toward discrimination. Mainer equaled inlergroup edu-

cation with the use of movies, speakers and convocalions about other groups,
cultures and religions.

Mainer found that:
12th graders became more opposed {o social discrimination than the younger
pupils did.
Pupils with higher vocabulary feve.3 became more opposed to socizl discrim-
inalion than pupils with less verbal aplitude.
In schools with intergroup programs, Catholics became more opposed to dis-
crimination than Protestants: in schoo's with no intergroup instruction, Cath-
olics became more approving of discrimination while Prolesianis either did
not change or shifted toward greater opposition to discrimination.
After exposure 1o intergroup educalion, southern students shified toward op-
position o discrimination; those not exposed {o intergroup education shifted
toward greater approval of discriminatica.

Maish, David L. and Peryor, Robert E. “A Project in World History.” Social Studies,
Pp- 221-225, November 1965.

-

Grouping
In this project, conducted in a semmer school course in Worid History, approxi-

mately 18% of the work was done in small groups (five people) involved in rcle
playing, discussing problems, etc. Most of the course work, hcwever, was accom-
plished in lectures to large groups, discussions in large groups, and students’
independent study.

After the course had been completed, students and teachers rated the effec-
tiveness of each strategy on a scale indicating “1” as most effective, “2" less ei-
fective, elc. Teachers rated the small group activily *1": students, “2."

Among the 34 students, 28 preferred the ze of the small group for discussion
purposes. In selecting the m2st valuable activity, 21 studenis chose large group
discussion: 12, smail group activity; 11, large roup lecture.

Marvick, Dwaine. “The Political Socialization of the American Negrc.” The Annals,
Yol. 361: pp. 1§2-127, Seplemuer 1965.

Description vs. Process
Using a niational sample from the National Opinion Research Center, Marvick at-
termpts to explain how events related to the Negrc revolution: in the United States

(1955-1965) have “resocialized” the Negro.
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Marvick found that Negroes®™ a2Mitudes toward public affairs widely varied in
dilerent regions and among different generations. His findings =2iso suggested that
some Negroes evaluate iheir polilical cpporiunily much as their counterparis in
Groups of underprivileged whites. Manvick found that yeung Negroes were becom-
ing invcived in the American political process but that their local opportunities 20
learn pew skills and roles in civic affairs delermined whether they could become
tolally involved.

Hlarvick concludes that civics edicalors must develcp courses that enable
Negro youlh to relale to and deal with the political arnd social realities of their new
political world. In such courses. emphasizing hislorical legalistic foundalions of
American Government necessarily would be less relevant

Hassialas,ByronG.“DsaipﬁonandAna!ysisofaHemodofTeadﬁgaﬂigh
School Course in World History.” Dissertation Abstracts, 22: pp. 1529-30, 1961.
Reflective Thinking
hMassialas studied the comparatle effects of esing the reflective thinking methad
and {he namative method in teaching Worid Hisiory to high schogi studenls. Using
€Gairol groups {aught by the narralive method and experirnental groups {aught
by the reflective thinking method, Massialas assessed the siudenls’ performance
in class discussion and paper-zand-pencil {esls.

Massialas concluded that-

1. Siudenls taught by the reflective thinking melhod jeamed 2s mcny facls
as studenls taught by the conventional method.

2 Students taught by the reflective thinking method demonstrated appreciably
more abilily to think independently than students *aught by fhe converntionai
method.

3. Students taught by the reflective thinkizg method learned how to use skills
and processes associated with the scienfific miod.

Massialas, B. G. and Zevin, J. “Teaching Social Studies Through Discovery.” Social
Education, Yol. 28: pp. 384-7, November 1964.

Discovery and Inquiry

Massialas and Zevin describe the use of inquiry and discovery and illustrate this

process and {echnigue by excerpling actual student-teacher discussions. In order

lo parlicipate directly in the process of discovery and inquiry, students had to

identify and define problems, select methods of attack, formulate and test hypothe-

ses, and in the context of observed evidence arrive at a defensible generalization.
The authors concluded that—without exceplion—the students eifectively ap-

plied the technigues of inquiry and discovery.

McAulay, J. D. “Initiating the Group Method.”” Social Education, p- 313, November
1957.

Group Method

McAulay explains how a teacker can initiate and develop group method instruc-
fion in the classroom. Because different groups of students will react differently
to this method, it should be gradually introduced and used. This 2pproach, which
involves students in cooperative activity, should be particularly appropriate for
the social studies teacher who—among other goals—tries to teach children how
to work together cooperatively.

McGarry, Eugene L. “An Experiment in the Teaching of Reflective Thinking in
the Social Studies.” Dissertation Abstracts, 22:2721, 1961.
Problem-Solving and Analysis of Basic Socia! Concepts

McGarry hypothesized that if analyzing basic social science concepts were made
the primary aim of instruction, students would make even greater gains in refiective




thinking than in social studies courses tauaht only by preblem-solving and reflective
thinking metnods.

McGarnry tesied this hycothesis with experimental and conirol grovps t2king
a course called Man in Sociely at ihe University of Minnesola's General College.

in the experimental group, ithe primary cbjeciive was 1o masler selected social
science concepls although the problem-solving technigue also was used. By in-
vestigaling fundamental sccial concepls, the students increased their undersiznding.

In the control group, the primary cbjective was 1o undersiand problem areas
by acquiring and using perlinent dala o solve or explicate the problems.

Students in both greups achieved significant gains in their ability to think
reflectively. In the experimental group, however, studenls demonsirated even grealer
gains in develcping this ability.

McGanry concludes that inslruction in problem-solving and in analyzing basic
social science concepls “is basic 10 citizenssip education.”™

M=Goldrick, J. H. “Teachinrg Research Techniques in the Social Studies.” Social
Studies, Vol. 54: pp. 15-17, January 1963.

Classroom Research
AicGeldrick suggests a sequential approach to teaching basic research techniques
to young siudents in social studies. Initially, the teacher assigns a texibook problem
that the student can investigate by relerring {o his iexibook. Then, a simple task
that can be done successfully might ke for the student te study the Getlysburg
Address and answer the question, “Whnat kind of man wrote this speech?”

The next step might involve examining a nuinber of speeches for the same
LUrpose.

At the teacher's direction, more involved questions requiring much more re-
search then could be progressively assigned.

McPhie, W. E. “Student Reporis and the Sozial Studies.”” Social Education, Vol.
30: pp. 96-98, February 1966.

Student Reports

Mc Phie believes that careful teacher planning for students’ reports would eliminate

the sterile factual accounts (based upon or copied from encyclopedias) that students

usually give.

In order %0 effectively use reporis as a teaching method, the teacher should
determine their logical assignment and provide ampie t:ime for preparation.

Teacher and student should confer about the report’'s purpose and substance
and relevant sources of information. The student also needs help in synthesizing
the material.

After the report has been presented, there should be adequate classroom dis-
cussion and exchange of opinion about its contents and meaning.

Meeder, John J. “The Treatment, in American Hislory High School Textbooks,
of the Management and Control of Industry as Consequences of Industrial
Change.” Dissertation Abstracts, 26:4422, February 1966.

Textbooks
Meeder aralyzed high sckool textbooks to determine how adequately each deait
with and explained the social-cultural consequences of industrial development in
the United States.

Meeder concluded that the texts inadequately presented topics that significantly
show how America’s industrialization gererated sccial-cultural changes and cur-

rent social problems.
Michener, J. A. “Who is Virgil T. Fry?” Clearing House, Vol. 38: pp. 521-524, May 1964.

Emphasis Upon Class Interest
Michener creates a fictitious situation in which he is a beginning teacher. All the
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facully members agree that he is not 2 good teacher: and, after examining the
records, the ficiitious Mr. Fry 2lso decides thai he is not a good teacher.

However students consider iiim an exc2llent teacher: Mr. Fry stimulates their
thinking ard cenlers class sclivities around them. Furihermore, Fry challenges
them 1o defend their ideas and conseguently they read and do independent re-
search in order {o be able to substantiaie their thoughts and views.

Miller, K. E. and Castler, J. E. “For a Change-of-Pace Activity Try a2 Social Studies

Fair.” Clearing House, Yol. 38: pp. 229-230, December 1965.

Educztional Fair

Although many high schools produce a science fair, few have sponsored social
siucies fairs. Miller and Caster describe a social studies club’s presentation of a
fair.

Three categories of entries were planned and the projecis classified as writien,
demonstrations, and displays. Teachers assisted the studenis but in no way were
involved in the judging. Political personalities and other individuals not identified
with the school awarded the divisional prizes and the grand prize won by a group
of students who wrole and directed a history of the United States staged with
appropriately periodic music and costumes. To subsidize the fair, an entry fee of
fifty cents was charged. In both the scheol and the community, the social science
fair was considered fo be very successful.

Moore, Jerry R. “An Experiment in Programmed Instruction: Yoling in lowa, Ninth
Grade Civics.” Dissertation Abstracts, 25: pp. 5156-5157, March 1965.

Programmed Instruction vs. Traditional

From five Icwa junior high schools, 60 ninth grade students were randomly chosen
to form experimental groups who were removed from classes and, unsupervised
by instructional personnel, worked through a programmed unit based on Yoling in
lowa. In contro! groups students received conventionai instruction supplement by
readings in Voling in lowa.

Moore found:

1. As measured by a classroom test, no significant differences between the
groups’ mean scores. :

2. From one level of reading social studies’ achievement to another, differences
between mean scores for conventional and programmed instruction did not
significantly vary.

3. Programmed instruction was 27% more efficient than conventional
irstruction.

4. Through programmed instruction the greatest saving of instructional time
was effected by students with the highest reading scores.

5. Students who completed programmed materials most rapidly scored higher
cn the unit achievement test.

Mountain, Mignonetie H. “Educational Games for Classroom Use.” Dissertation
Abstracte, 23:1873, 1950.

Educational Games
Mountain conducted this study to test the following hypotheses:
1. Educational games can serve as useful teaching aids in introducing and
reinforcing knowledge, aititudes, and skiils in social studies.
2. Educational games can be used effectively for purposefu! learnings in grades
one through twelve.
3. Educational games can capture, hold, breaden, and deepen the interests
of pupils.
Mountain selected 100 educational games for this study. In grades one through
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twelve, 16 public school teachers testzd th» games in their classes and evalualed
lhem cn 2 questionnaire. Dala from the questicnnaires and inlervizws with the
teachers supported the corclusion that, “All three hypolheses tested in the study
were correct™

Nadis, Maxwell L. “A Status Study of Homework Praclices and Attitudes of Detroit
Ninth Grade Social Studies Teachers and Ninth Grade Students including a
Pilot Experimental Study of Two Ninth Grade Classes.” Dissertation Abstracts,
26: pp. 5301-5302, March 1966.

Written Homework vs. Reading Text Only

Nadis used 400 ninth grade students in world history ciasses in the Delroit public

schools. Two hundred students learned world history by studying only the textbook:

200 students did writien homework assignments in addition 1o studying the textbook.
Nadis’ findings indicated no statistical difference in achievement (as mecasured

by teacher-made objeciive tesis) beiween experimental ard control Groups.

Newman, Fred M. “Consent of the Governed and Citizenship.” School Review, Vol.
71: pp. 404-424, 1963.

Changing Values using Concepts

In a comprehensive analysis of studies of political behavior, Newman suggests
that the liberal 19th century ideal—gevernment by the consent of the governed—
needs o be restructured in the context of changes in our 20th century urban, in-
dustrialized and complex sociely. Urless teachers presert the contemporary nature
and significance of this concept, they cannot achieve one of the common objectives
of citizenship education—to inculcate in the student a belief in this democratic
principle.

Newman believes that teachers might present the “consent™ concept as a
citizen’s or the people’s opportunity to select officials to whom they delegate
governmental power and responsibility. In this realistic approach, students will
accept the concept's validity and intrinsic value. Furthermore—contemporary stu-
dents will understand and view this concept as a unifying bond among free raen.

Newmann, F. M. and Oliver, D. 0. “Case Study Approaches in Social Studies.”
Social Education, Vol. 31: pp. 108-113, Febriary 1967.

Case Study
Pointing out that the term case study method inaccurately d=scribes the actual
process, Newmann and Oliver show how the methcd {which for many years educa-
tors have used) can be used in most subject areas and with varicus materials in
the classroom.

The authors cite examples of cases writfen as a story, vignette, journalistic
narrative, document, research data, text and interpretive essay.

In whatever form, case studies are used to illustrate foregone conclusions
or to stimulate controversy and debate about unresolved jssues that cannot be
stated in definitive and conclusive terms.

Oliver, L. W. and Shaver, J. P. “An Analysis of Public Controversy: A Study in
Citizenship Education.” A Report from the Laboratory for Research and In-
struction, Graduate School of Education, Harvzid University, 1962; Cooperative
Research Project 8145 (Contract £SAZ-551).

Critical Thinking and Controverial Issues

125 junior high school students were given an experimental cu:riculum including
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a usit on csilical thinking that enztled them to learn and zpply an absiract and
anzlytical system to their work in ciher unils.

In the two-year course, the experimenial group studied unils in Bisth of the
American Republic, Introduciion to the Structure cnd Principles ¢f American Sov-
ernment, Applicaton o1 Analytic and Political Concep!ls Using Specific Conlroversiai
Cases, and such probiem unils as Schoel Desegregation, the American Ingian, Fair
Compgpelilicn, Business Monopoly, Organized Laber and the New Dzal

Ojiver and Shaver report the following conclusions:

1. Studenis can learmn an absiract system of critical thinking and apply it {o
relatively simpie cases based on political and social issues.

2. Studenis do not suffer any relative loss of hisicrical kaowledge in a course
focused on conlemporary problems.

3. In this cumiculum, studenls seemed to show a grealzr interest in public
issues than their peers enrolled in more tradilional cousses.

Origresen, Le Roy. “The Relative Effectiveness of Selected Fimstrips and Sourd
Motion Pictures in Teaching Soil Conservation in Ninth Grade Soc<ial Studies
Classes.” Dissertation Abstracts, 14:642, 1954.

Filmstrips and Sound Motion Pictures
Origresen compared the effectiveness of fili. strips and sound motlion piciures in
teaching Soil Conservation {o ninth graders and determined whether the use of
visual rnaterials adversely affected students” reading about the subject
Two experimenial groups 2nc one ceatre! group participaled in the study. In

ne experimantal group, a selecied sesies of film strips and printed instructicnal
materials ware used; in the other experimentai group, the selected sound motisn
pictures and the printed materials were used. In the conirol group, only the printed
instryctional materiais were used.

Ortgresen conciuded ihat:
1. Educational film strips are more effeclive than sournd motion pictures.

2. Educational film strips and sound motion pictures are r:ore effective than
the usz of printed materials in the classrcom.

3. The use of visual materials does not adversely affect the quantity of reading
that students do.

Gain in knowledge and change in belief represented the criteria for “‘effectiveness.”

Otting, Kenneth A. “Programmed Materials Vercus the Textbook: A Comparison
of Effectiveness, Efficiency, and Motivational Aspects in a Twelfth Grade Ameri-
can Government Course.” Dissertation Abstsacts, 25: pp. 5157-8, March 19€5.

Programmed Materials vs. Textbook
To determine the comparative effectiveness of programmed instruction in American
Government and conventionai instruction including textbock assignmenis, Oiting
used 114 12th grade students in experimental groups and 101 12th grade students
in control groups. 20 programmed chapters in American government were con-
strucied for the experimental students is use.

Otiing found thatl, in two schools, the programmed groups had significantly
pernefited. In the other two schools, test results indicated no significant differencs
beiween experimental and control groups.

Parker, D. and Econopauly, N. “Teaching Civil Liberifes by i7ie Case Method.”
Social Education, Vol. 25: pp. 283-284, October 1961.

Case Study
A Purdue survey of students’ attitudes about basic democratic concepts impelled
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Parker and Econcpzuly tc be concemied about the teaching of social studies. In
their opinion, using case studies to teach civil [iberties to high schoo! students
would improve the instruction.

The authors illusirate the idea that this approach might enhaace studenis’
positive atfitudes abort the Biil of Rights by citing four cases and relevant questions
thei teacners could use. The authors also recommend that teachers inilially deal
with simple concepls and then develop the more compiex matters {0 be presented
and inlerpreted.

Remmus, H. H. and Franklin, R. D. “Sweet Land of Liberly.” Phi Deita Kappan, pp.
22-27, Ocicber 1962.

Remmus and Franklin analvze young pacple’s support of the Bili ¢f Righ!s 2s evi-
denced by findings in the Purdue Gpinion Poll, 1960. The pcil, consistina of 24
questions {such as, “Pessons whe refuse o testfy against themselves should either
be made 1o talk or severely puniched.”) was designed to ussess ieenagers’ suppor:
cf social issues inherent in the Biil of Righls.

In this arlicle, the authors substantiate their malerial by documenting the
Purdue Ogiinion Polls’ accuracy in predicling oulcomes ia natiora! elections. Ac-
cording o the authors, Purdue’s results compare favorably with findings of Gallup,
Roper angd other polisters.

According to the Purdue study:

1. Teenagers accept the Bill of Rights with respect to religious freedom, trial
by jury, and the rights of property. For the mos! part, teenagers endorse an
individual’s rioht to refuse to teslify against himself.

2 Teenagers indicalted negative atiitudes about constitutionaily guaranteed
rights of foreigners and minorities in general.

(Editor’s noie: refer to Jennings’ studies (1967 and 1968) indicating a liberalizing
of teenagers’ attitudes.)

Rich, S. M. “Promoting Critical Thinking in Internationai Stufies.” Peabody Journal
of Education. Vol. 39: pp. 24-27, June 1961.

Cross Cultural Discussion

In an effort to improve his seventh grade students’ aftitudes toward pecple in other

lands, Rich developed and used the following concepfs in teaching various world

cultures:

1. People in the worid differ greatly. After illustrating this fact, Rich dealt with
language, geography, etc. to explore and account for the differences.

2 There are basic characteristics shared by all peoples. As the class identified
and explored these common traits, students raised additional questions
about the similarities. Questions about right and wrong and ethical conduct,
however, were somewhat too philcsophical for seventh graders to
comprehend.

3. Two thirds of the world's population is dark skinned. This statistic promptecd
students to question theories of racial superiority and toc specuiate about
ways for solving racial problems in the United States.

4. There is a population explosion in the world today. Some students did not
know that this condition existed and ail students asked questions about
the various facets of the problem.

5. Revolution is a characteristic of today's worid. Most students realized that
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inis was happening and they were conce-ned about the United States’ role
in internaticnal affz ~s.

MP&RWM:BW%MWMEM
Hislory, Mathematics and Science in Hot Springs, Arkansas.” Dissertation Ab-
stracts, 25:1791, Seplember 1964.

Course in Speed Reading as Relaled 1o improved Grades

Rool's problem was o determine the speed reading program’s effecls on grades

at the junior high schoo! level. Root conciuded that in history and science but not

in English and maihematics, the program significantly influenced the grade point
average.

mmmmmmmmnﬁ;’mm
Guarterly, Vol. 26: pp. 201-211, Summer 1962
Self-concept and Molivation

Rosenbery tested the validily of fwo nolarized hvnnthocoe shaust tho offect of =
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student’s negative self-concept on his interest in public affairs. Seme behavioral
scientists beiieve that striving for political power and understanding correlates
with the desire to compensate for feelings of inadequacy. Other behaviorists hy-
pcihesize thai political apathy may be due 1o the fact tha: an individual's inner
conflicls so deplele his energy that he has nore to expend in public affairs.

By studying high school juniors and seniors in 10 randomly selected New
York City schools, Rosenberg collected data that clearly supported the “apathy™
theory although the data did not establish a strict cause and affect relationship:

1. Students with a low self-esteem are relatively uninterested in public affars.

2 Thkey are less likely than others to say that they are interested in political
matters.

3. They are less likely to report that they follow news of national or international
importance in newspapers or on radio or television.

Rosenberg concluded that the adolescent with low self-esteem appears tc manifest
all the behavior characteristics of the politically apathetic adult citizen.

This article has important implications for civic education: if a student has a
low self-concept that distracts him from matters of broad social impact and forces
him to an overwhelming absorption in his own psychological problems, no program
of social education—no matter how effectively organized—is flikely to reach him.
Fortunately, in this study, students with a low self-esteem are a minority.

Rothsiein, Amoid. “An Experiment in Developing Critical Thinking Through the

Teaching of American Hislory.” Disseriation Abstracts, 21:1141, 1960.
Critical Thinking
Rothstein conducted this study to determine whether emphasizing critical thinking
in an elevernith grade American history course resulted in the acquisitica of subject
matter and in criticai thinking skills.

O the basis of test scores in mental ability, English reading and critical think-
ing skills, two groups of students were matched. In the experimental group, the
critical thinking method was used. in the control group where it was assumed that
critical thinking derives from subject matter acquisition, acquisition of facts as the
ultimate goal was stressed.

Rothstein concluded that:

1. The experimental group developed critical thinking skills to a much greater
extent than the control group.

2. Subject matter achievement—the mastery of the facts of history—was
attained equally as well by the experimental as by the conventional method.

“It is clear that growth in thinking ability can be expected tc derive from focused
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insiructon; thal when ii-ere is such a focus, the studern!s reflect én the’r test scores
increased zbilily o apply the technigues.™ (Page 1141.)

Sandberg, J. H. “Independent Study for Bright Students.” Educalion, Yol 85: pp.
158-61, Noveiriver 1964.
independent Study
Sandberg presents his concept and technigues for using independent stuidy as a
method for invelving bright studenls in a course entitled Inlroduclion o the Social
Sciences. While compleling the course, consisting of 16 unils, studenis independ-
enlly read required assignmenls in several paperbacks that informed them about
each 2rea of the social sciences.
Sandberg suggests that this approach emphasizing individual instruciion aiso
could be adapled, in technicue and substance, {0 seminar preseniation of the
social sciences.

Schminke, Clarence W. “A Study of the Effeclive Utilization of a Classroom News

Magazine in Teaching Current E " Dissertation Abstracts, Vol. 21: pp. 1874-

75, 1960.

Effect of News Magazine in Teaching Current Events

Using nine teachers and 18 sixth grade classes, Schminke conducted this study
to determine the comparative efficacy of two ways of using a news magazine in
teaching cumrent evenis.

Method A or the limiled systematic zpproach involved using on'y the magazine
as instructional material. Method B or the supplemental systematic approach in-
volved using not only the magazine but additional optional materials for study. Each
appreach focused on the weekly presentation of a specific purpose for considering
s:ignificant current happenings and relating them to on-going events, trends and
issues.

Schminke’s {indings did not statistically indicate a significant difference between
the two approaches.

Schneider, Frederick W. “An Experimental Study Comparing the Efiecls of the
Multiple Textbook Approach and the Single Textbook Approach fo Elementary
School Social Studies.” Dissertation Abstracts, 19: pp. 97-98, 1957.

Single Text vs. Multiple Text
Schneider conducted this study to deiermine whether using a single textbook or

the muilti-textbook technique was more effective in teaching social studies o
fourth graders.

Schaeider's findings indicate that:

1. In subject-matter acquisition and improvement in behavior, either approach
achieves resulis.

2 In developing work-study skills and understandings (not specifically enumer-
ated in the Abstract), the multiple textbook approach—as measured sub-
jectively in this experimeni—seemed preferable.

3. Pupils with superior mentality in the multiple text group leamned more
£ifectively than their counterparis in the single textbook group.

Scaott, C. M. “Relationship Between Intelligence Quotients and Gain in Reading
Achievement with Arithmetic Reasoning, Social Studies, and Science.” Journal
of Educational Research, 56: pp. 322-6, February 1963.

Scott compared sixth grade students’ gains in reading achievement with gains
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in vasious stbiect areas. He found the Kighest comrelation with social studies and

the lowest with science.

In social studies, the cowelation was high for a low-ability group and low for

a high-2bility grou. This inversion was altributed to the fact that the social studies

test materizls were inappropriale for the high-abiiity group.

Scriven, Donald D. “Economic Education: identical Teaching Method and Malerials
for Secondary and Collegiate Students with Comparisons of Student Perform-
ances.” Disseriation Abstracts, 26: pp. 2526-2527, November 1965.

Secondary and Coliege Siudents Compared in Economic Instruclion Utilizing SimZar

Techns

Using identical {extbooks and instructional methods, one teacher taught a 13-unit
course in principles of econom.cs o secondary and college students.

A stalistical comparison of students’ iest scores showed:
1. In six units, no instructional allowances are necessary.
2 In ore unit, further investigation is wamanted.
3. In six units, instractional allowances for differences between secondary and
ccllege students musi be made.

Selakovich, Dan. “An Expe:mment Attempiing io Delermine the Effecliveness of
Frequent Testing as an Aid {0 Learning ;n Beginning College Courses in Ameri-
can Government.” Journal of Educational Research, 55: pp. 178-30, December-
January, 1962.

Frequency of Testing

One class of college students was frequently tested during a course in American

Government and another class was tested only three iimes during the semesier.
Achievement {ests given at the end of the course indicaled no significant

difference between the two classes.

Shafer, S. M. “Geography via Programmed Instruction.”” The Journal of Geography,
Yol. 64: pp. 77-81, February 1965.

Programmed Instruction

Shafer developed and used programmed malerials in Argentinian and Brazilian

geography with a slow class of ninth grade studer.is and he used 2 textbock with

an average class of ninth graders. In both classes, he used the discuscicn method.
After completing the two units, both groups took the same test. Shafer con-

cluded that programmed rather than textbook materials more efectivcly helped

the siow leamers.

Shafer, S. M. “Teaching Machines and the Social Studies.” Social Eduzation, Vol.
25: pp. 85-86, February 1961.

Progranzned Instruction

Shafer describes how he used the B. F. Skinner approach i» programming the

topic, How A Bill Becomes A Law. This program included 90 items to be completed

in two days. In the initial experiment, Shzfer used an eighth grade class of high

ability students who responded enthusiastically to the method.

Judging from the results, Shafer concluded:
1. Programs need to be carefully edited for clarity.
2. Programs should be designed for the individual student.
3. Social studies material can be programmed but many programs must be de-
veloped in order to provide teachers with adequate and essential materials.
Shaver, James P. “Reflective Thinking Vaiues and Social Studies Textbooks.” The
School Review, Vol. 73: pp. 226-257, 1965.

Textbooks for Thinking and Conceptualization
In order to determine whether seccadary school social studies textbooks provide

71
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aconcephm]ﬁameworkforreﬂecﬁveﬂﬁnkhgabwtsodeta]issues(mduﬁag
2ltemzlives for dea’ing with value conflicts), Shaver znalyzed 93 cumrent editions
of reputable textbooks in American government, American problems and citizenship.
Shaver concludes that:

1. The texts provide studenis with orly a minimal conceptual preparation
for dealing with basic issues confronting the United States. Although the
tmdsfremsenﬂyadﬁsesmden!stominkaiﬁw}yanddfecﬁwely. they do
not provide the conceptual framework for so doing.

2. Only if social studies teachers present exira-lextbook malerial and students
acquire relevant expersience oulside the classroom will sludenis develop
the intellectual compelencies citizens need 1o deal with controversial issves,

M,anrmawmmnnsmm
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Iiberately structured to promote social learnings for democratic behavior™ will learn
more facls and enjoy learning more than in cther iypes of iearning environments.

Skov observed sixth grade classes characlerized by cooperative teacher-pupil
planring, sharing, purposing, acling and evalualing. Facls always were laught in
terms of the children’s interests and experiences.

Skov collected data through classroom observation, anecdotal records, con-
ferences, children’s written work, evaluations, tape recordings and standardized
achievement test scores.

“According to the data, the quantity of factual learning in the observed rooms
decidedly exceeded the normail expeciancy as judged by standardized test scores.
Also the quality of the factual information learned seemed fo be superior. These
learnings were more ths:; isolated facls; these were leamings through inleraction
with their environment.” (Page £284.)

snmc.awmmsmmy.sm”mmvusozpp.m-n
Oclober 1961.

Case Study

The author presents her opinion %hat high school students need to acquire an
understanding of politics and that most secondary social studies textbooks fail to
conceptually and substantively develop this understanding.

Smith then describes how she used material designed for college classes
during a week of teaching high school students. Gi; Monday, she assigned a case
study for class discussion on Thursday. Although much of the week was devoted
to discussion of various aspects of politics, the author considered the case study
a very effective tool. (Students had begun to ask meaningful questions about the
case study on Tuesday.)

Although Smith originally had had some reservations about the students’ ability
tc use a case study, she concluded that well-writien case studies stimulate high
school students to think and reason with discrimination and cogency.

&liﬂ:,ﬂarddF.“EmidmemdLeaninghAmeﬁmHkbryﬂIwghUseof
m&wm:mwmmwmusma
whH@WMhMWO,MTm
High School.” Dissertation Abstracts, 24:5100, June 1964.

VMdWﬂMmaaFmdMWM

Smith used control groups and two experimental groups of high school students

in American History classes to measure the effectiveness of selected materials

for enhancing academic achievement.

——
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Control groups used th2 exisiing school (Musphysbaro, ilinois Tewnship High
School) collection of books Esled in the Sfancard Calalogue icr #High School
Libraries. One expesimental class used a depcsit collertion of books [listed in the
calalogue. The cthier experimental class used beoks from Doih collections. As
measured by a slandardized test in American Hislery, no significant differences
in achievement were found among ke three groups.

Trenfield, T. W. “An Analysis of the Relationship Betwee~ Selected Faclors and
the Civics Inlerests of High School Students.” The Joumnal of Educalional
Research, Yol. 58: pp. 461-462, July-August 1965.

Trenfield conducled this study {o identify faclors that affect high school studenis’

interest in pariicipating in adult civic activities and to incarporale these findings

in suggesied ways for improving high school programs in citizenship education—
narficularly in the sncial shudies,

Trenfield construcled a questionnaire that measured the reiated variables and
administered the instrument 1o 300 studenis in Lubbock, Texas. Sigaificant positive
relationships between studerls’ inlerest in participaling in adult civic aclivities
and the folicwing factors (ranked according to significance) were demonstrated:

1. Civic parficipation of parents

2. Participation in high school activities

3. Social studies achievement

4. Interest in social service occupations

5. Intelligence Quotient

6. General achievement

7. Social position of parents
Trenfield concluded his arficle with the observation that investigation of the actual
causes of students’ civic inlerest appears to be a fertile—although difficult—fieid
for resecrch.

Urick, Ronald V. “The Reflective Approach fo Social Studies Education and Historical
Expianations in American History Textbooks.” Dissertation Abstracts, 27-149A,
July 1966.

Textbooks

Urick analyzed the content of ten senior high school textbooks in American History
in order to determine their respective emphases and treatment of various aspects
of American Culture.

For the most part, 2very textbook dealt with economics and the forms and
functions of government. Very little if any substance dealt with race and minority
group relations; religion and morality; social class; sex, courtship and marriage.

Urick’s findings -onfirmed the concept that apparently “certain closed areas
in the American Culture* are neither identified nor presented and explained in
textbooks written for high school students.

Walker, Joseph. “Research Reports: Ald o Teaching Social Studies.” Clearing
House, 1-p. 179-180, November 1956.

Oral Research Reports
Waiker suggests using the oral research report as a technique to develop students’
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basic skills znd o exiend the scope of the social studies fext

Although teachers are expecied {o “cover” the texibock malerial, this leamning
can be enhanced by assigning ora! reporis that involve studenis in the following
achivities and experience:

1. Make use of sources of infeimation
2 Find malerial in the Ebrary

3. Take ncles from reading

4. Crganize facls

5. Credit sourc?s

6. Express cpinions orally

Watman, T. J. “Social Studies in the High Schools.” Education, Vol. 84: pp. 286-290,

January 1964.

Mault-Method
Watman describes and discusses the various approaches for teaching social studies
to high school students.

Tk= urit approach necessitates organized plarning and using various methods.
The problem approach should motivate students to trv io determine how policy
decisions are mads. Over-simpiified problems do not generate “frustration” which
“is a firm basis for acquiring knowledge and unders® nding.”

For high schéol students, two types of case siudies seem effective: situations
related to the students’ frame of reference or experience and situations based on
actual occurrences or significant experiences.

In describing the project approach, Watma:s secommends projects that involve
stugant effort and interest such as “get out the vote.” He does, however, stress
certain guides and cautions.

More bricfly, Watman discusses #Hhe use of mock situations, local resources,
speakers, trips, surveys, oral activities, tape recordings, reference materials, written
work, films ar.d bulletin boards.

Vieinswig, S. E. “Evaluation of Lessons 1o Teach Introduciory Map Skills in Grade

Four.” Dissertaton Abstracts, 23:1295, 1962.

Working in Groups—Iindependent Study )
Weinswig conducted this study to find out whether by working independently in
gioups cniidren can effectively learn.

Using 25 fourth grade classes, Weinswig included seven in a control group
and six in each of three experimental groups. Pupils in the control group pursued
their usual teacher-directed social studies program.

In the experime:tal groups, pupiis learned map skills from specially prepared
lessons. In group 1, pupils worked alone; in group I, in pairs; in group 11, in trios.
Weinswig concluded that:

1. All experimental groups effectively used the map skills’ lesson.

2 The experimental groups retained their learring throughout the school year.
“Teim jéamning techniques proved successfu!l in refaticn o iearning map skills
and social studies factual data. Greatest gains were shown by children working

in teams of three followed by children working in pairs and those working alore,
respectively.” (Page 1295.)

Weitz, L. “Team Teaching 2t James Monroe High School.” High Points, Vol. 46:
PP- 5-39, January 1964.
Teem Teaching (Lecture-Seminar)
Weitz describes and evaluates an experiment in team-teaching social studies and
Biology in a jarge high school in New York City.
Activities in lectures and seminars are described and student attitudes toward
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each approach examined. (Studenls seemed enthusiastic about both) Students
also were involved in library research. A project room {including tapes, laboratery
eguipment and various materials) was available for students in Biology.

Weiiz’s analysis of test resuils obtained by control and experimental groups
indicated no significant difference in achievement Teachers, however, felt that the
experimenta: group had made gains that had not been measured.

Willis, M. “Social Studies and Cifizenship Education.” Social Education, 24: pp. 217-
218, May 1960.
VYerbal Learning
Wiliis conducled a follow-up study of 51 high school graduates to determine if
democratic behaviors praciiced i the school or verbal leamings about democratic
principles apparently had made the more lasting impression.
Willis® findings abcut members of the class of 1938 indicated that verbal learn-

ing had influenced aduli behavior far less and that purely »erbal ieamning tended
to remain so.

Woiisen, i. “How io Ask Guestions in Social Studies.” Clearing House, 28: pp. 363-
364, February 1954.

- -

Wolfsen believes that the teaching of social studies can be more effective if the
teacher uses a methodology of questioning that stimulates logical and analytical
thinking. In this way, students learn how to evaluate textbook and other authoritarian
sources of information and ideas.

Combined Programmed Materials and Teacher-Led Instruction

Wood studied two approaches for teaching textbook content and its applicability
to new situations: programmed and teacher-led instruction and teacher-fed instruc-
tion combined with textbook reading.

Wood used two groups of students. In one group, students in three classes
were taught by prcgrammed instruction and teacher-led activities. In the ciher
group, students in three classes were taught by such teacherled activities as
lectures, textbook reading, worksheets. Both groups were taught by the same
method to generalize and apply generalizations.

Wood's firdings indicated:
1. Students using programmed materials learned facw. better than students
exclusively teacher-directed.

2. Students using programmed materials learned to appiy factual knowledge
as well as teacher-directed students.

3. Students using programmed materials tended to score higher on tests meas-
uring ability to apply factuai knowledge.

Woud concliides thai, *The wse of tecacher-led activities to learn factual material
may be both an unnecessary use of teacher time and an inefficient way for students
to iearn such subject matter.”

Zejen, L. D, and Gross, R. E. “Dyadic Role-Playing of Controversial Issues.” Social
Education, Vol. 24: pp. 354-358, December 1960.

Role-Playing
Zelen and Gross deprecate the general reluctance of social studies’ teachers to
deal with contemporary social issues and problems in the classroom. To counteract




this tendency, they suggest and specifically describe role-playing as an effective
technigue {or equilably presenting cumrent social problems throughout the social
studies curriculum.

Ziblatt, David. “High School Extracurricular Activities and Political Socialization.”
The Annals of American Academy of Political and Social Science, Vol 61:
pp- 20-31, Sepiember 1965.
Ext scular Activits
Ziblatt empirically {ested the hypotheses that there is a direct relationship be-
tween participation in high school extracurricular aclivities and students’ attitudes
loward politics.
Using the entire sophomore and senior classes {526 students) in Springfield,
Oregon, he conducted this study in the spring, 1963.

Ziblatt's findings suggest that:

1. A feeling of integration into the high school status system is associated
with social trust.

2 Sociai trusi, which is generated by the activities as 2 component of the
total school program, and not the actual experience of extracurricular par-
ticipation catalyzes a positive attitude toward politics.

3. Students from the working class—who most would benefit from extra-
curricular participation—are least lixely to join. Consequently, these students
do not perceive that ecuality of opportunity exists in the siatus system.
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The following flemization of the sammaries provides a calegorical and cross-refer-
enced ksting of stralegies that the social studies teacher may wish o compare
and evaluate.
Anahytic Think

Barralt, Thomas K _: lecture vs. Iaboratory, 38-39

Brubaker, Dale: substantive issves, 40-41

Casteel, P.: political scientists" methods, §2

Chilcott, J. H.- anthropological techniques, 43

Ingli, Donald: use of films, 56

Oliver, D. W. and Shaver, J. P.: poiitical and social issues, 66-67

Rothstein, Amnold: teaching American Hislory, 69-70

Case Studies

Badger, W. V.: problem-solving techniques, 38

Casteel, P.: examples, 42

Elder, R. E.: “non-directive” discussion, 48

Jores, William E.: Bill of Rights, 59

Newman, F. M. and Oliver, D. O.: varieties of format, 66
Parker, D. and Econopauly, N.: Civil Liberties, 67-68
Smith, C. £.: understanding of politics, 72

‘WVatman, T. J.: two reievant types, 74

Concepis

Brubaker, Dale L.: comparative cultures, 40

Carmichael, Dennis R.: map reading, geographic understandings, 41
Chazanof, William: American History, 42

Darrin, Garvey L_: economic principles, 45

Davis, Ozro L, Jr.: time zones, 45

Dodge, Orville N.: American History (8th grade), 46-67

Engle, Shirley H.: culture concept in teaching Listory, 49
Gombar, W_: world cultures’ course, 53

Hammock, R. C.: non-western world, 54

Litt, Edgar: outmoded political, social hypotheses, 61

Newman, Fred M.: “consent of the governed,” 66

Parker, D. and Econopauly, N.: simple fo complex method, 57-68
Rich, S. M.: world cultures, 68-69

Films

Cottle, Eugene: ineffeciive use, 43

Curtis, Thomas E.: world history, 45

Erickson, E. F.: “Gentleman’s Agreement,” 49

Faris, Gene: discussion techriques, 5

Ingli, Donald: critical thinking, 56

Ingram, L. W.: 8 mm "single concept,” 56

Ortgresen, Le Roy: filin strips, sound films-soil conservation, 67

Generalizations

Beaubier, Edward W.: sixth grade pupils, 39-40
Chilcott, J. H.: anthropology, 43

Dimond, Stanley E.: inductive, deductive methods, 46
Dodge, Orville N.: American History (8th grade), 46
Jones, S. H.: Jackson's presidency, 59

Grouping
Elkins, K. and Porier, M.: generating creativity, 48-49

Langston, Kenneth: political socialization, 60
Mainer, Robert E.: intergroup education, 62




Maish, David L. and Peryor, Robert E.- small-group activity, 62
McAulay, J. D.: introductory techniques, 63

Scriven, Donald D.: secondary and college students, 71
Weinswig, S. E.- map skills {4th grade), 74

Independent Study
Sandbergq, J. H.: exceptional students, 70
Weinswig, S. E.- map skills (4th grade), 74

Lecture

Carr, R. #.: effective techniques {junior high schoolj, 41-42

Fortune, Jimmie C.: instructlional set; cognilive ¢losure, 51

Gayles, R. N.: contextual variables, 52-53

Materials

-Beaubier, Edward W.: multipic, compiex (6th gradej, 39-40

Becker, James M.: foreiar affzairs, 40

Dufty, David: folk songs, 47

Elias, George S.: resource, 48

Fink, Lawrence A.: documents, 50

Fitch, Robert M.: primary sources, 50-51

Goebel, George: variety (6th grade), 53

Hammock, R. C.: primary sources for interrational understanding, 54
Johnson, Fred A.: concentrated vs. survey units, 58-59

Kingdom, Frederick H.: factual vs. fictional forms (4th grade), 59-60
Schminke, Clarence W.: news periodicals, 70

Smith, Harold F.: library resources, 72-73

Motivation
Badger, W. V.: case studies, 38
Brubaker, Dale L.: citizenship, 40
Cherryholmes, C.: simulation, 42
Michener, J. A.: student-centered teaching, 64-65
Mountain, Mignonette H.: educational games, 65-66
Skov, Lyle L.: democratic behavior, 72

Smith, C. E.: case studies, 72
Trenfield, T. W.: civic involvement, 73
Politicz1 Socialization
] Easton, David and Dennis, Jack: early acquisition of sense of efficacy
3 (3rd-8th grades), 47-48
Easton, David and Dennis, Jack: supportive attitude {elementary pupils), 48
, Exton, E.: “American Way of Life,” 49-50
Greenstein: images of political authority (children’s), 53-54
: Hess, Robert D. and Easton, David: citizenship training (elementary level), 54-55
Jaros, Dean: positive image of President (children’s), 56
; Jaros, Hirsch, Fleron: subcultural groups, 56-57
L Jennings, Kent M.: redundance, duplication in civics courses, 57
Jennings, Kent M.: cosmopolitanism (high schooi seniors), 57-58
1 Litt, Edgar: socio-economic diversity in civics education, 60-61
L Litt, Edgar: segmental-organizational model for civics training, 61
: Marvick, Dwaine: resocialization of the Negro, 62-63
Rosenberg, Morris: low self-esteem correlation with apathy, 69
Wiliis, M.: ineffective verbal learning, 75
Ziblatt, David: infiuence of extracurricular activity, 76

Probiem-Solving

Badger, W. V.: case methcd, 38
; Elsmere, Robert T.: United States History, 49
4 Erickson, E. F.: racial and ethnic relations, 49

o ——————

-

mw

78

3
i
|
4
i‘
‘




Gro<3 and McDonald: potential lines of inquiry for research, 54
€Cruss, R. E.: exgeriential approach, 54

Massialas, B. G. and Zevin. J.: inquiry and discovery, 63
McGarry, Eugene L_: basic social science concepls, 63-64
Watman, T. J.: policy decision-making, 74

Piogrammed Instruction
Barcuss, D. 2nd Pottle, J.: the Constlitulion, 38
Fortune, Jimmie C.: compared to lecture, 51
Ingham, George E.: two methods, 55-56
Jones, Annie L_: study guides, 59
Mogcre, Jerry R.: Veting in lowa, 65
Otting, Kenneth A.: comg ared to textbook, 67

Shafer, S. M.: geography, 71
Shafer, S. M.: How a Bill Becomes aLaw, 71
Wood, Leslie A_: compared to “teacher-led” activities, 75

Projects
Bruntz, C. G.: National Party Convention, 41

Casteel, P.: political party headquarters, 42

Cheskis, C. 2nd Held, T.: broiherhood award, 42

Dyer, J. P.: educational conference (mental health), 47
Forster, Edith C.: field trip (4th grade), 51

Miller, K. E. and Caster, J. E.: Social Science Fair, 65

Watman, T. J.: guides and cautions, 74
Questioning
Davis, O. L and Tinsley, D. C.: cognitive objectives, 45-46

Dufty, David G.: folk songs-inquiry tools, 47
Wolfsen, M.: methodology, 75

Reading
Fitch, Robert M.: source materials, 50-51
Fry, E. B.: teacher's oral and explicative reading of textbock, 52
Luciano, V. D.: development of skills, 61
Nadis, Maxwell L: text and written homework, 66
Root, Paul R.: speed and achievement, 69
Scott, C. M.: correlation in subject areas, 70-71

Reflective Thinking
Cousins, Jack E.: selected generalizations, 43-44
Cox, Charles B.: United States History (high school), 44
Cox, C. B. and Cousins, J. E.: survey of studies, 44
Fitch, Robert M.: use of source readings, 50-51

Frogge, Robert M.: compared to authoritarian method, 51-52
Massialas, Byron C.: compared to narrative method (world history), 63

Reports
McPhie, W. E.: elfective techniques, 64
Walker, Joseph: oral research, 73-74

Research

Bubriski, A. and Myers, A.: teaching techniques (high school students), 41
McGoldrick, J. H.: sequentia! steps, 64
Walker, Joseph: oral reports, 73-74

Roje Playing

Cristiani, Vincent A.: social studies achievement (6th grade), 44
Zelen, L. D. and Gross, R. E.: technique for dealing with issues, 75




Chenryholmes, C.: Intemational Relations, 42-43
Coleman, James: “Legislatare,” 43

Davison, Phillips W.: “Publi: Opinion,” 46

Mountain, Micnonetie H_: evaluation of games, $5-66

Suppiemental Sludy

Baughman, M. [. and Pruitt, W_.: achievement, 39
Nadis, Maxwe:l L_: achievement (world hislory), 66

Team Teaching

Beasley, Kenneth L.: United States History (high school), 39

Hunt, Edward 3. science and social studies (junior high school), 55
MacCalla, Thomas A.: United States History and Literature (11th grade), 62
Weitz, L. social studies and biology {high school), 74-75

Testing
Curo, Dwight M.: pre-class American History (higfi schoof), 4445
Selakovich, Dan: frequential (college leve), 71

Textbooks “

Fink, Lawrence A_: primary source documents, 50

Meeder, John J.: critique of American History (high school), 54
Nadis, Maxwell: assigned homework (9th grade), 66

Otting, Kenneth A_: compared to programmed sizaterials, 57
Schneider, Frederick W._: single vs. multiple, 70

Shaver, James P.: critical su:vey, 71-72

Urick, Ronald V.: minimal treatment of “’clos(d areas™ of culture, 73

Time Sense

Arnsdorf, Val E : teacher-directed vs. non-directed instruction {6th grade), 38
Gardener, William E.: correlation with achievement (American History), 52
Gill, Clark C.: 2mbiguous terminology, 53

Yalues

Brubaker, Dale.. comparative cultures’ approach, 40

Casteel, P.: political concepts, 42

Horton, Roy E., Jr.: Bill of Rights ‘high school seniors}, 55
Jaros, Hirsch, Fieron: subcultura, political, 56-57

Jennings, Kent M.: insignificant outcomes—civics courses, 57
Jones, Wiiiam E.: Bill of Rights (8th grade civics), 59

Mainer, Robert E_: discrimination, 62

Ma:vick, Dwaine: relevance for Negro students, 62-63

Newman, Fred M.: “consent of goveraed,” 66

Remmus, H. H. and Franklin, R. D_: Bill of Rights, 68
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