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Foreword

One of the characteristics of nearly all of the
major efforts to reform social studies education of the past decade has
been the continuing concern for those basic organizing ideas that lie
at the heart of the substantive compenents of the social studies cur-
riculum. This concern has gone in many directions and has taken a
variety of forms: the search for and identification of concepts; the
eflort to explore various dimensions of concepts; the attempt to search
out the ways children form, attain, and extend concepis; the sequencing
of conceptual learnings on a continnum of complexity; and the experi-
mentation with teaching strategies that are most useful in helping
learners develop an understanding of concepts. The term “concept”
itself has been the object of a considerable amount of inquiry, with
some disagreement among zuthe*s concerning its precise meaning.

This bulletin brings together the thinking of s me of the most
prominent scholars and teachers who have addressed tl.emselves in
recent years to concepts and conceptual approaches. The names of the
authors will be familiar to readers who bave an acquaintance with
recent professional literature. The essays are based on sound scholar-
ship and at the same time are written in a way as {0 make their content
immediately applicable to curriculum development and o teaching
the social studies. The four sections of the bulleiin speak directly to
fundamental questions relating to concept teaching: What are con-
cepts? Why teach concepts? How can concepts be taught? What are the
implications of concept teaclhing? Certainly a clarification of these
basic questions should contribute immensely to improved social
studies education.

Writing for the publications of prolessional organizations carries,
as does  *.ue, its own reward, Nonetheless, the National Council for
the Social Studies wishes to express thanks and appreciation to the
editors, Ba-ty K. Beyers and Anthony Penna, and to the authors who
contributed to this 45th Bulletin of the Council.

John Jarolimek, President
National Council for the Sociai Studies
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Introduction

Tmre has been much talk in recent years
about teaching concepts in social studies. Yet, there has been litile
action. Despilte all that has been said and written on concept-teaching,
only a few constructive attempts have been made to teach students
conceptually. As a result, little purposeful teaching of concepts takes
place in our social studies classrooms today.

Many reasons account for this failure. Chief among these reasons,
however, is the fact that much of what has b¢en said and written about
concepts and concept-teaching confuses rather than clarifies. Before we
can engage in meaningful concept-teaching we must undersiand pre-
cisely what it is we are trying to accomplish. This means that we must
develop clearly defined answers 10 at least four vital questions:

1. What are concepts?

2. Why teach concepts?

3. How can concepts be taught?

4. What are the implications of concept-teaching?

We have organized the selections included here to deal with these
four questions and thus perhaps cut through some of the vagueness that
exists regarding concept-teaching in social studies. From the countless
existing reports, articles, and statements by researchers, educationists,
social scientists and teachers, we have selected those which in our judg:
ment offer the most usefud definitions of concepts, the ci=arest rationale
for teaching concepts, some practical teaching strategies, and discussion
of some of the more significant implications of concept-teaching for
students, teachers, and schools alike.

We have made no attempt here to interpret these selections ot to
explain what they mean, for, as Neil Postman and Charles Weingartner
have already pointed out so well (Tcaching As a Subversive Activity,
New York: The Delacorte Press, 1969), making sense out of what is
heie — meaning-making — is properly the responsibility of the reader
himself,
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We have, however, done several things to facilitate this meaning-
making. The selections which follow are arranged in such a way as to
relate to the questions outlined above. Morcover, they are arranged
in sequence so that each builds on or reinforces — or sometimes chal-
lenges — those that precede.

The selections included here are not the only sources on concepts and
concept-teaching, of course. Nor are they especially theoretical. They
are, in our judgment, however, quite practical because the purpose
of this publication is to deal in readily understandable terms with some
of the practical questions about conceptteaching that bother most
social studies teachers. If we have chosen well, perhaps the ideas pre-
sented here will help clarify the nature of concepts and concept-teaching
and suggest ways by which the teaching of coucepts can becoine a
reality in our social stugies classrooms.

Barry K. Beyer
Anthony N. Penna
Carnegie-Mellon University
December 1970
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PART |

What Are Concepts?

Bcl’ore we can engage in teaching concepts we
must clarify precisely what a concept is. The selections that follow
attempt to generate by definition and example a more precise meaning
for the term concept. A practical definition of this term should evolve
frem these selections.

In the first selection Richard F, Newton deplores the present state
of confusion about the use of the term concept. He cites definitions
by psychiologists and social scientists, however, which may eliminate
much of the present ambiguity. He concludes that their definitions
point out the hierarchical and interrelated nature of many concepts.
Selections which follow use concepts from different social science disci-
plines to illustrate the nature and meaning of concepts. Barry K. Beyer
diagrams a concept of decision-making in order to illustrate the char-
acteristics of concepts in general. Zoc A. Thralls shows how a concept
classifies the common features of objects and occurrences. An excerpt
from areport of the 1llinois Department of Public Ins*ruction describes
the nature of open-ended and closed concepts from history. The selec-
tion by Verna §. Fancett summarizes the onutstanding features of
concepts.

Tha remainiu; two selections are excerpted from the work of two
curriculuin centers. The report of the Syracuse Social Studies Cur-
riculum Center identifies an+' describes concepts from the various rocial
sciences which may be used as a basis for orgarizing social studies in-
struction. The staff of the Carnegic-Mellon University Social Studies
Center, whose report concludes this section, not only identifies and
describes selected social science concepts but also classifies them accord
ing to their utility for learning, Identification, description, and classi-
ficaiion of concepts are essuntial prerequisites for meaningful roncept-
teaching,
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RICHARD F. NEWTON*

Concepts, Concepts, Concepts

Il seems that periodically certain bits of jargon
sweep through the field of education with the fervor of a raging forest
fire. Such was the case with the phrase, "progressive education.” The
“child-centered curriculum” was, and still is, twisted and distorted to
justily many questionable practices. To paraphrase a line from Ay
Fair Lady: Educators don't care vhat they do exactly so long as they
pronounce it eorrectly. Today we once more are adopting a new word
for our vocabulary — concept. One need only look at some of the new
teacher’s editions of classroom tex!s to appreciate how acceptable this
word has vecome. 1 most cases the word is used with an almost sys-
tematic ambiguity, and is rapidly reaching the point at which it witl
become almost useless for any meaningful discourse. Before we reazlt
that point, however, we should make a determined attempt to rescue
it from the linguistic morass into which educators too {requenty wander.

Since psychologists are quite often rather precise in their use of the
language, it might be well to start with them. Robert M. Gagne in a
recent article writes that . . . concepts are prior to principles and in
this sense are simpler than principles. To learn a principle, one must
have previously learned the ccncept of \ hich it is composed.™

Jerome S. Briiner works from another appruach and states. “The
working definition of a concept is the network of inferences that are or
may be set into play by an act of categorization.”? He scems by the
word network to define a concept as a relationshi® rather than an
entity unto itself. . ..

Byron C. Massialas and C. Benjamin Cox in a recent book are quick
to point out the misuse of the word concept in educational literature,
They go on to state that . .. concep* may legitimately 1efer to a logical
structure which groups objects or phenomena within one class or

* Richatd F. Wewton, “Concepts, Conceple  Concepls.” in Social Fducation
32:41-42. January 1968,

3
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4 CONCEPTS IN THE SOCIAL STUDIES

category.”® The words “logical structure” may easily be interchanged
with Bruner’s "network of inferences.” In sociology the concept “social
stratification” may veridically be called a network of inferences which,
in turn with other concepts, leads to the formulation of the principle
that all human behavior is ultimately predictable. In this sense, “A
concept . . . is a cognitive af straction.”*

Massialas and Cox use the term concepl from the point of view of
a social scientist. Herbert Feigle continues in this same vein, but
clarifies it a bit more by explaining that . . . the sotial scicntists, like
the natural sciextists, strive to discover high-level theories which will
explain many facts with a few simple concepts.”*

This process might be applied to the various postulaccs underlying
the theoretical construct of a democracy. Underlying the basic concept,
one might have an elected head and a representative assembly. These
then become the facts, or pieces, of our network of inferences, which
lead to the concept of a democracy.

McLendon is rather clear on this point and writes, "A concept
classifies particulars that have relatable fcatures, for example, moun-
tains, multiple causations, drmocracies, trades, elections, and cullural
transmissions That is, if we find that government "X" has the par-
ticulars of 2 known democracy and that the particulars of government
“X” relate in the same pattern as those of the known democracy, then
we may say that our goverminent “X” is a democracy, This is to say
that the particulars fulfill our criteria; they form the network which
we call the concept of democracy.

At this point it should become clear that concepts differ in the
size of the areas they embrace. While some cover a wide spectrum,
others cover a relatively small field. It is not proper, Lowever, to infer
that there is any relationship between the magnitude of a concept and
the complexity of it. In effect, it becomes even more complex when
one realizes that a concept may be part of another even larger concept,
What one eventually has is a hierarchy of concepts, all of which may
be inter-dependent.

Returning to our example of a democracy, it is clear that a democracy
is a concept, but an exccutive head of state is more than a [act, per se;
it, 100, is a concept. The same may be said for a julicial or legislative
branch of government. The concept that we call a democracy is the
interrclations between these branches, or functions. Thus one can, it
50 inclined, literally create a flowchart of concepts under our original
concept — democracy. ...

‘The term concept takes on a very limited definition when used in
the context that we have been using it, a definition that is quite

e A g 5ot i Wb U e R
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Concepts, Concepts, Concepls 3

different from the sidewalk usage the term too often receives. The
“network of inferences” definition seems to be the one most widely
accepted. But even with this, problems exist; namely, no one is clear
on the idea of a hierarchy of concepts. It is Loo easy to infer from the
general literature that all concepts are on the same plane of sophisti-
cation. This is simiply not true. Some are very simple and may be
comprehended by anyone, while others defy explar:tion. The problem
is that too many people outside of the tight world of psychology and
scholarly education have picked up the word concept and misused it
to the point of absurdity. . ..

FOOTNOTES

1 Robert M. Gagne, "The Learning of Coucepts.” The School Review, 73:195,
Autumn, 1965,

2 Jereme S. Bruner. A Study of Thinking. New York: John Wiley and Sons.
1056, p. 224.

3 Byron G. Massialas and C. Benjamin Cox. Fuquiry in Sorial Studies. New York:
McGraw-Hill Company, 1966. p. 47.

4 1bid,

5Irving Morrisselt, editer. Conzepts and Structures in the New Social Science
Curricula. West Lalayette, Ind.: Social Scicnce Educatica Consortium, 1966. p. 19

8 Jonathon €. McLendon. Social Studies in Sccondary Education. New York: The
Macmillan Company, 1965. p. 48.
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ZOE A. THRALLS*

Developing Geographic
Concepts

rI:le term concept inay be applied to a class or
gioup of objects, vccurrences, situations and/or ideas which have
certain qualities or characteristics in common. Thus, we have a
concept when we recognize a group of objects, occurrences, situations
and ideas which have a resemblance or common elements, To such a
group we give a name or lakel, The name or labe! refers to the com-
mon clements or characteristics and ignores the details in which the
object, the situation, or the idea differ. For instance, the term river
refers to a large naturzl flowing stream of water. Specific rivers such
as the Congo and the Mississippi differ in details, but both are rivers;
that is, both are "large natural flowing streams of water.”” Both have
many characteristics common to all rivers. The term “metal” or
“metallic” is (12 name or label that we may give to all objects which
have certain common characteristics, although they may vary from a
penny to a stove, or even a mountain of iron. Honesty, intcrdepen:
dence, or conservation arc all concepts or certain groups of abstract
ideas,

Cronback, in his Educational Psychology, says: “A concept has two
aspects. It is, first, a classification ~r discrimination. The person recog-
nizes what events or objects the concept applies to. Second, it is a set
of assoviations. Once a thing has been classified, we call up many
associations ahout t" : clx s, Is the egret a bird? H su, then it probably
lays cygs, has leathers, makes a nest, follows migration habits and has
a mind lcss keea than a waamal”!

In geography, for instance, if * counti | s.-h as Tibet is a high
platean, we tecall the tarious ascociations we have with the term
“platean” 1t is an extensive, ncarly-level arc 1 of clevated land. Tt may
be surrounded by n. .« - «ains or bordered by steep scarps on one or

T % From 7oc A Thralls, “Th Ymportance of Devcloping Geographic Concepts,”
Jowrnal of Geogrephy, $9:279, ptember, (960, Reprinted with poimission.

6
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Developing Geagraphic Concepts 7

more sides. It is probably arid or semi-arid. The population is usually
relatively sparse. Some questions also ar.se in our minds (What type
of plateau is it —intermontane, piadmont or continental?} as we try
to extend our concept of “Tibet as a platean.”” The moment that we
are able to classify an object, event, or situation, we have a basis for
thinking about it and extending its meaning to us. ...
FOOTNOTE

1 Lee J. Cronback, Educalional Psychology, Harcourt, Brace and Jovanovich, Inc,

New Yorik, 1954, p. 251,
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BARRY K. BEYER*

A Concept of Decision-Making

A concept is a mental image of something.
The “something” may be anything — a concrete object, a type of be-
havior, an abstract idea. This image has two basic dimensions — the
individual components of the concept as well as the relstionships of
thesz components to each other and to the whole.

One way to describe a concept is by a woid or phrase which conjures
up the appropriate image. War is a word which suggests a particular
mental image about a type of violence or conftict. Dog suggests a
mental image about an entirely different concept. Indian and culture
and decision-naking and spatial interaction sa2gest still other concepts.
The list is almost unending.

Concepts, however, are not mere words themselves. Words are only
labels used to suggest concepls. Because they are so imprecise and
usually mean diflerent things to different people, words cannot
thoroughly describe a specific concept. Neither can simple defnitions.
Concepts are much more complex than that.

A concept of decision-making, for instance, is a complicated inter-
relationship of many elements. A mental image of decision-making
might be diagrammed as follows:!

Factors
shaping the
decision

Decision.
Maker

Processof
nml'ing
drcisions

The resulting
decision

" ¢ From Bariy K. Beyer, Inquiry in the Social Studies Classioom: A Strairgy for

Teaching. Columbus, Ohio: Chailes E. Mcnill Publishing Co., 1971,
8
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Concept of Decision-Making 9

What this iinage suggests is that when a political scientist thinks about
decision-making, he thinks about who makes the decision, what factors
are considered in making the decision, how the decision is made and
the resulting decision itself. The combination of these four clements
forms a concept of decision-making.

Yet each of these elements is itself a composite of a number of other
elements. *When, for example, this political scientist thinks of a
“decision-maker,” he is concerned about its individual traits (it may
be a person, a group or an institution) and its background, training,
value system and ideology. His conception may be represented as
follows:

Background
or history

Trais

Training

&

Decision-
Maker

bE

Idcology

When he considers the “factors shaping decisions,” ne may think about
the information used, the influence of outside events, the expectations
of the decision-maker's clientele or constituents, the ideology of those
involved as well as their frames of reference and the goals of the
institution represented.

Furthermore, when he thinks about cach of these items he probably
considers even other more specific aspects of each of them. For example,
he would most certainly include in the category of “information used”
such things as sources of this information, types of information (such as
hard data, personal opinion or advice, and precedent) and the various
alternatives available. In this same way, cach of the elements which
constitute this particular concept of decision-making may similarly
consist of 2 number of other interrelated factors. Taken together these

16
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10 CONCEPTS IN THE SOCIAL STUDIES

constitute a concept of decision-making that may be diagrammed as
in Figure I,

Outside
Exvents

Information
Used

-
0 f(\l“()ll\
f =

Praceucf
kg decisions

Sieps
Guiding Rules

Figure k: A Concept of Decision-Making

Ieolags

Lnplementation

Q)

This diagram represents a mental image of a concept — the concept
of decision-making. It is not the only way such a concept may be
imagined. Different people might conceptualize it differently because
of the way they go about it, the questions they ask while they do it,
the nature of the data used and the degree ol intellectual inquiry they
employ. Some might not include all the elements included here.
Others may well include many more or quite different elements.
Nevertheless, this iz one way to conceptualize decision-making.

FOOINOTE
1 Based on a sci of analytical questions reported in Edwin Fenton el al, A High
School Social :.udies Curriculum for Able Students: Final Report of USOE
Project — H5 041 and M-292, Pittsburgh: Social Studies Curricslum Center, Carnegie-
Mellon University, 1969, p. 28.

.
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ILLINOIS CURRICULUM PROGRAM

Concepts in History™

A concept consists of the uses that are made
of a term or verbal sign. Let us consider some historical concepts, for in
this way we shall illustrate more ceuucretely what we mean by “concept.”
For example, let us take the concept democracy and inspect some of
the uses that are made of it. The term “democracy” is frequently used
to refer to a form of government in which political power rests ulti-
mately in the hands of the people, i.e., the governed select those who
govern them. Thus, this use of the term “democracy” contributes to
the formation of the concept democ.acy.

But the term "democracy” is also used in other ways. It sometimes
points out features or characteristics in a society which emphasize the
development of individual persons, i.e., free communication of ideas,
free interaction zmong individuals and among groups, equality of
educational opportunity, widespread participation in the public de-
cision-making process, and equality of economic epportunity. These
further uses of the term contribute to the concept democracy, and it is
in this fashicn that concepts grow. In sum, a cencept consists of the
several uses that are made of a term, and as old uses are extended and
new uses are assigned, a concept is broadened. Moreover, as a term
begins to be employed for multiple purposes, the concept develops a
family of uses possessing both similarities and differences. . . .

The view that the world of reality presents itsel{ to us already neatly
classified is erroneous, particularly in regard to historical concepts.
The world of reality does not so present itself; it is we who do the
classifying. ‘That there is nothing inherently necessary in the ways in
which we classify is demonstrated by the fact that some systems of
classification seive our purposes better than others. Consequently, if

* From Fied P. Bam.s, od,, Developing Cunr(pl:-—d. Study in the Teaching of
History, The Curriculum Rescarch Scrics, Bulletin No, G- TWO-A, 1llinois De-
partmenl of Public Insiruction, 1958. pp. 1-4.

I
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12 CONCEPTS IN THE SOCIAL STUDIES

one wishes to claim that concepts are precise and definite, he will have
to find more convincing arguments for his claim.

The inexactness or vagueness of historical concepts is manifested
even in the most stiingent use of historical terms. For example, the
concept democracy sometimes includes reference to a form of govern-
ment and sometimes, to certain features of socictal life. In the future
it might include meanings or uses growing out of changes in the con-
ditions of living. Wherein are the exact boundaries for the concept
democracy? It is our conclusion that there are no exact boundaries for
the uses in this concept (and for the uses in most historical concepts).

Historical Concepts are Open-Ended

Most empirical concepts are open-ended or essentially incomplete
because it is not possible to formulate a complete description of them.
There are two reasons for this fact. First, no matter how many features
one may state about an object or event, there is always something more
that can be said about it. For example, new techniques of observation
may be formulated which would enable us to observe some properties
of an object or event not previously observed. Second, there is always
the possibility that current terms will be used to refer to emergent sets
of events. New usages of “democracy” and “imperialism” are a case
in point, Open-endedness as a fundamental characteristic of empirical
concepts may therefore be defined as that inexactness or incompleteness
of observation and description which yields no precise boundaries for
the use of a concept.

There are, however, cases wlhere something approaching "closed"
concepts is attainable even in history. Consider the concept freason.
As defined in the Constitution of the Unitzd States, “Treason against
the United States, shall consist only in levying War against them, or
in adhering to their Enemies, giving then: aid and comfort.” Does
constitutionally defined treason provide us with a corplete descrip-
tion of the concept? It does only if the concept is employed in like
contexts. For example, for the purposes of classifying certain acts of
Amertcan citizens against the United States ia time of war, it dos pro-
vide us with the specific and definite boundaries of its use, However,
for ather purposes, such as classifying the a.'ions of American Com-
munists in time of peace, it does not provide us with such definite
boundaiies.

Some historical concepls are, therefore, like theoretical concepts.
When they are employed according to their stipulated use, they func-
tion as closed concepts. However, in historical studies these closed
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concepts differ from theoretical concepts. They are not defined in
terms of other concepts within a theoretical system, and they are not
defined for the purposes of explaining and predicting generalizations.
These closed historical concepts, like most empirical concepts, are used
for the purposes of describing particular phenomena in our werld of
experience.

In eflect, most historical concepts are stated in the vocabulary of
everyday language and are used for the purposes of ordinary com-
munication. This is a fundamental reason why most historical con-
cepts are open concepts. The subsequent growth of closed concepts in
history appears to be largely dependent upon the formulation of a
system of specialized, abstract concepts and the development of a cor-
respunding tecknical vocabulary.

Hie
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VERNA S. FANCETT*

Social Science Concepts
and the Classroom

TIC staff of the (Syracuse University Social
Studies) Curriculum Center has used as a working definition (of con-
cept) the following composite statement drawn from the literature.

A concept is

—an individual’s own way of making meaning of things he has
experienced.

—a mental image which assists a person in classifying his ex peri-
ences, and which continually changes as his experiences accun u-
late,

—an abstraction or general idea in the mind of a person which
represents a class or group of things or actions having certain
qualities or characteristics in common.

~a synthesis of a number of things an individual has experienced
and conclusions he has drawn about his experiences.

~1epresented by a verbal symbol which indicates the real content
of the insighits and meanings the word evokes in the mind of an
individual.

Although the reader may not completely agree with this definition
of concept he js asked 1o accept the above statement for the purposes
of the present discussion. It is expected that the way in which the
Center has applied the term will become increasingly evident as the
illustrative list of concepts is examined, and as the units prepared for
use by students are read.

The Center has identified three types of concepts:

— Substantive concepts

~ Value concepts

-.Concep(s of methods

* From Verna S, Fancett ef af, Social Science Conrtpu in the Classroom, S)n(usc
Univasity, Social Studics Curticulum Center, 1968, pp. 4-8.
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Hlustrative concepts were chosen under each of these three cate-
gories, and outlines to define them were developed. Substantive con-
cepts selected include such items as sovereignty, scarcity, and culture.
Value concepts include loyalty, dignity of man, and freedom and equal-
ity. lustrative of the concepts of method are cause and effect, the
geographical approach, and the historical method. . . .

Concepts

Concepts are abstractions which refer to a class or group of objects,
all of which have characteristics in common. Concepts apply to 2 num-
ber of related facts und observations, thus having a degree of gener-
ality that facts do not have. Toncepts do not refer to single objects. . ..

Concepts may refer to physical or material objects, or they may refer to
more abstract ways of thinking about non-material phenomena or at:i-
tudes. Examples of the first type of concept are “mountain,” "plateaw,”
“desert.” On an even simpler level a child may have a concept of “dog,"”
but it has been said that the concept of “dog” can be reached only after
the student has seen, felt and heard many dogs.* A concept on = still
higher level would be “animal.”

Words are not concepts. They may represent concepts when they
refer to a class or category of ideas or things, Concept formation is,
therefore, quite distinct from mere fact learning; it is also distinct
from the committing of a definition to memory.

Concepts of the non-material type represent a greater degree of ab-
straction than the examples given above, and concepts of this type
abound in the social studics. "Republic” is a concept, and "govorn-
ment” is another of a higher level or abstraction. In the same ~. 4y the
concept “city” and “urbanism” or “metropolitanism” reflect different
levels of abstraction. The highest types of abstractions are found in
concepts such as democracy, justice, liberty, rights and responsibility.
Althouglh these concepts cannot be seen as physical ebjects, they have
meanings which have grown out of human experience.

Concepts are built as the learner is able to develop a general idea
on the basis of his own experiences. No oae ran “give™ a concept to
the learner; ie must develan it for himsell. Concept development ex-
tends throughont life as one grins (or accumulates) a more mature
understanding on the basis of his experiences. vicarions or direct. Con-
sider, for example, the way the concept “‘power” expands as one’s
experiences accuniulate,

Concepts provide short cuts which make it possible for us to think
and to communicate with cach other. They help us to organize infor-

T e Mylus M. I‘l;‘;,‘““—(;l‘{(q»‘uma_nd the Curriculum.” \pcial }dxl(:!ii;;: _I;|\V.rar'
1963, p. 21,

o
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16 CONCEPTs IN THE SOCIAL STUDIES

mation so that data take on new meaning as they are related to each

other.

It would be neither practical nor possible to attempt to draw up a i

complete list of the concepts we attempt to build in the field of the
social studies, What we can do is 1o agree upon some concepts that
need to be built progressively throughout the student’s experience in

the social studies. Other concepls are over-arching in nature and apply
to the total educational experience of each student. Value concepts. for
example, can and should be built into all subject-matter areas.

. . . the concepts selected by the Syracuse University Curriculum

Center for emphasis include:*

SuBSTANTIVE CONCEPTS:
Sovereignty
Conflict — its origin,
expression, and resolution
T he Industrialization-
Urbanization Syndrome
Sccultrization
Compromise and Adjustment
Comparative Advantage
Power
Morality - Choice
Scarcity
VaLvE CONCEPTS:
Dignity of Man
Empathy
Loyalwy
Asprcrs oF Meton:
Historical Mcthod and
Point of View
The Geographical Approaci
Causation
] Observation, Classification,
’ and Measurement
Analysis and Synthesis

Input-Output
Saving

The Modified
Market Economy
Habitat

Culture
Institution
Social Control
Social Change
Interaction

Government by Consent
of the Goverr.ed
Freedom and Equality

Question-answer
Objectivity
Skepticinm
Interpretation
Evaluation
Evidance

* We have altricd this Jist by adding to it all the concepts identificd by the
project as reported in Roy A Price . al, Major Concepls For Social Sudies,
Syracuse: Sedial Studics Conviculum Center, 1965, pp. §-35.

ERIC
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SYRACUSE UNIVERSITY
SOCIAL STUDIES CURRICULUM CENTER

Major Concepts
for Social Studies™

(The Social Studies Curriculum Center at Syracuse University has
identified and described a number of concepts that may be taught in
the social studies classroom.) The 34 identified concepts have been
further broken down as 18 Substantive Concepts, 5 Value Concepts and
11 Aspects of Method. . . . Briel descriptive statenmients have bren
drawn to add definition to the concept titles. (Following are brief
descriptions of several of these concepts:) *#

Il is impossible for any individual, political
party, or nation to dictate life to such an extent as to assure total
acquiescence to all its desires by all outside forces. Compromise,
adjustment, and resolution of conflicts by other scans becotne an
essential part of facing reality.

When conflicts arise there often comes a tine when advantages must
be weighed. Tt cvan becomes advisable to permit an opponent to obtain
advantages in 1esources, time, geographical position, morale, or public
opinjon in return for adveutages considered of greater vahie in gaining
a final objective,

Dering the Sccond World War, the Allies decided it was to their
advantage to ship copper (indirectly) to Sermany in return for desper-
ately needed ball hearings. CGhina was a major source for tungsten steel
{required for armmor plate and armor picrcing shells) duiing (he
Korcan War. On the basis of comjurative advantage, the British sold
trucks to tlie Chinese in seturn for shipiments of tungsten.

* From Roy A, Price of nf, Major Concefits for Social Studics. Syracuse: Social
Siudics Coniculum Center, 1955, pp. 4, B, 11, 18,2524, 23-29, 50.

** This is a rcprosintative scluction of the concepts dicted in this 1cport, For a
full desaription of the complate liat of conupes, sec pp #:35 of this report,
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Comparative advantage extends from the child deciding whether to
trade a sand bLucket for a sand shovel while constructing a castle on
the beach to decisions regarding the exchange of prisoners of war.
Without an understanding of this concept, a citizen is ili-equipped to
face a world in “hich no one ever does achieve “total victory.” Stu-
< ats should understand this concept in order to appreciatc the necd
for long range consideration of goals and methods. . . .

Habitat and Its Significance

Ecosystems are produced by areal associations of interconnected
physical and biotic processes, without the interference of man. There
are five groups of physical and bivtic processes involved in forming
these areal associations: (1) surface features; (2) climate; (3) water;
(4) blota; and (5) soils. Each of these elements forms a subsystem of
related parts, and each could be made the subject of a book or a
course of study by itself.

A habitat is an ecosystem that has been more 't 1 s modified by
the presence of man. Ever since man has occupied 1he earth it has
been subject to changes made by human action. These changes were
partly carried cut by plan, and partly were unexpected products of
his action. Primitive man set fires to aid his hunt, and these have had
a prefound effect on the pattern of vegetation.

Nine major habitats can be defined. Each is an areal association
of interconnec.ed physical and biotic features; but each occupies a
particuiar place in the concept of global patteins. Eight are related
to the patterr of climate; the ninth includes high nountains which
insert an clement of irregularity into the global patteins of habitat.

Habitats are significant, not only beeause they have in patt been
creatcd by human action, but zlso because thev provide the “natural”
surrounding of man's occupance of the earth. Any human sodiety, if it
is to survive for long. must fonn a workable connection with the earth’s
resources, The habitat is the resource base of man’s sodieties. It is of
the utmost importan.e, then, to develop a valid concept regarding the
significance to man of the features of habitat. The student should not
go out into life believing all his actions and his culture are determined
by his physical sutroundings, and tha: he cannot alter this relation-
ship. ...

Culture

In the popular meaning cultwe generally refers to the fincr things
in life such as ait, literature, music, and philesophy. Culture in this
respect is related to personal refinement. The “cultured” individual is
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expectell “to prefer Bach to bebop and Beethoven to boogie woogie; he
knows the difference between the philosopher Plato and the planet
Pluto; his palate presumably prefers crepes suzette to corned beef and
cabbage, an‘l French champagne to corn liquor; anid he would rather
read Shakespeare in blank verse than Spillane in what could be mis-
taken for prose.”! However in sociological usage, and the manner in
which we shall utilize it in this paper, culture is a much broader
concept than perscnal refinenient. As Dr. Paul Meadows has pointed
out, the -e are now about 257 diflerent definitions of the word culture,
eact piacing emphasis in a particular direction. We shall use the
following definition:

Culiure is the way of living which any socicty develops to meet its funda-
mental needs for survival, perpetuation of the species, «nd the ordering
of sucial organizitions, learned modes of behavior, knowledge, beliels,
and all other activities which are developed in human association.
Cultare then is man's contribution to his environment.?

It is everything men think, do, and have as members of society. It
shoukl be noted that eulture, for analytical purposes, is often divided
into its material and nonmaterial parts. Afatesial culture comprises
the physical objects of the culture, including ihe ways in which they
are used. Nonmaterial cu’ture consists of values, beliefs, ideas, customs,
ideologics, and social siructure. Although the ronmaterial aspects of
culture are less tangible, they are often the most impottant. In the
American culture, the automobile is part of the maierial culture,
while the belief in “equality of opportunity” is part of the nonmateria!
culture.

An undewstanding of each individual as a part, immersed in a sea of
“culture” from birth to death, may help many young people to appre-
ciate the relationship of the socicty around them to themselves as
individuals. This could help many youths to avoid blindly striking
out in all ditections in rebellion against tne invisible pressures of their
culture.

Social Change

Change is a ncutral process; it may be “progress” or “decline”
depending on the perspective of the observer. It should Le noted that
some socicties change at a more rapid ate than do other socicties, and
that some institutions within a society change at a more rapid 1ate
than do other institutions in the same society. Jt has been suggested
that the accumulation of sotial and cultural phenomena is important
in this respect because it tends to accelevate tne rate of change? The
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fact that change occurs unevenly among and within societies means
that it is necessary to look not only for the external causes that channel
changes in one direction rather than another but also to examine the
inherent flexibility of the social structure being changed. The student
of social change should recognize that any theory of change is calling
attention to important sources of social change rather than an ex-
planation of the single cause of change. There is probably no one
factor or consistent set of factors that is responsible for all social change
in all societies.* Nor could one factor, operating by itself, be considered
as the sole cause of any one single change. (This idea is further ex-
panded in a paper concerning the concept of multiple cansation,)
Contact between cultures or the interaction of new ideas or material
goods within a culture often results in a modification of knowledge,
attitudes and skills of the people. The development of modern means
of communication and transportation have made possible a wider
distribution of cultural items and ideas. Innovation, as means of
meeting the challenge of social, economic, and political problems
should be understood as an important factor in social change.

Diguity of Man

The largest religions, and their accompanying philosophies, have
developed a belief in the preciousness of human hife. Hindus and
Buddists so revered human life as to refuse for centuries to take
another life. For fear that a human soul has by transmigration entered
an animal, the Hindus even avoid crushing an insect.

In the western world the Hebrews from 500 B.C. developed a new
respect for human life in the expansion of the ulea of a soul. The
Judaic-Christiar respect for the individual life was then carried on into
Jslam. On thie basis of this background it could oe expected that most
men would respect the dignity of all other men. In practice this is not
the case. Non-violence, prohibition of killing. and respect for life is
not the same as regard for the individual as a personality. Both
democratic and totalitarian forms of government profess to exist for
the bencht of their «citizens. Too often, however, the state which is
supposed to be the servant of the people is treated as if it were more
important than its individual citizen.

Students should become aware of the importance of the dignity of
every other individual. Instead of just thinking of “society,” and doing
things for the "good of socicly,” the young citicen should be stiiving
to work and cooperate with feliow individuals. Dignity is defined in
our dictionaries as worth or mcrit. Human dignity should imply to
every citizen the worth of all individuals, This is worth which exists
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because the individual exists, and not because of his achicvements.
In many parts of the world today 1bere are highly intelligent people
who ran neither read nor write, and whose ethics or social background
is such as to deny them a job, access to courts, ot sufficient food for
survival. In such rircumstances worth cannot be judged by accom.
plishments or social position.

This concept includes a knowledge of these social and political in-
struments mmen have developed to preserve and enhance human dignity,
especially in the western world since the Age of Enlightenment. . . .

Empathy

The Dictionary of Social Sciences defines empathy as the abiliry to
understand others through being able to call out in one’s self responses
identical v ith or similar to the responses of others through one’s own
experience and behavior. It is a basic [unction in society in relation
to sharing the attitudes and Lehavior of owhers. Less accurately, but
more coi>rlully, empathy has been referred to as “putting one’s self i-
the othcr man'’s shoes.”

Important in the above definition is «he phrase through one’s own
experience and behavior. The extent to which one may nnderstand the
attitude or bLehavior of another depends on the experience and the
breadth of knowlecge one has of the culture and individuai problems
of the person he is averipting to understand. 1t is not possible, for
example, for an American to understand why a Congolese or a Viet-
namese responds as he does to current crises without first knowing a
great deal about tribal cistoms, Buddhism, underdeveloped agrarian
sodicty, tropical climatic conditions and 1he history of the pcople and
the area thuy occupy.

By employing enspathy in the face of conflict, we are helping demo-
cratic governments to function more cfficiently. Conflicts between
labor and nanagement, between school districts, or between nations
have a better chance of being resolved when both patties practice
empathy. However, no one can teech empatiay; no one can teach
students how to put themselves in other’s shocs. Instead, we should
teach the concept cl umpathy, as a value, with the hope that students
who accept this as a value may try to put it into piactice. . . .

Historical Mcthod and Point of View

History is a process, 1 continuing development involving constant
change. It is impossible to understand the world in which we live if we
assime history to be a static body of information neatly compiled for
all time between the covess of a 1extbook.

(0]
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To teach an understanding of history, it is good practice to make the
student act as an historian and, thereby, to require that he explain a
period or an event as part of history. Even as 2 temporary short-term
historian, the student should appreciate the need for interpretation.
This in turn will reveal \lie problems of interpretation. Every citizen
who seeks an explanation for any event should be made to understand
he has a point of view.

The historian is an observer who stands amid the process much as
an angler standing mid-stream while casting about him [or his catch.
This observer must realize events are flowing by him, and that his
particular place in time and space (his community, profession, church,
school, etc.) arc toloring and molding his thinking through moral
pressure, stereotypes, and other current influences. Therefore, the
observer has a point of view in time and space. All previous observers
have received past events from other points in time and space, and
their interpretations of events have been passed on 1o the current
observer colored and molded by the influence of other time-space
coordinates.

A good historian or a competent citizen should recognize that all
evidence passed on to him is an interpretation by an earlier observer,
and that he is himself re-interpreting an interpretation, limited and
prejudiced as he is by his own position in time and space.

A student understanding these problems of a continually changing
process can he tauglit something of selectivity of facts. He can learn
respect for all evidence, and the need to doubt all evidence without
becoming a skeptic or cynic. This is necessary evaluation of evidencc.
Furthermore, the student can hecome aware of the need for contimmal
re-evaluation of past evidence, noting the certitude of one generation
often is labelled fallacious by the next. A healthy respect for chronology
will develop better understanding of the relationships of cause and
effect, and furnish an essential 100! in the development of the historical
method.

It is important for all students to learn the “historical method™ of
1ecognizing and dealing with evidence, epistemology, thy s, hypothesis,
point of view, sclection of facts, evaluation of facts, interpretation,
chronology, and cansal relationships. Just as the social sciences have
inherited the scientific metitod from the physical sciences, they have
found ali information in their own field is subjuct to the above
factors, and that all social sciences to some degree employ the historical
method. . ..
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Causation

The relationship of cause and effect has occupied philosophers
throughout the ages. In modern philosophy we find Francis Bacon
discussing this concept in his Novum Organum in 1620, Baruch
Spinoza (1632-1677), referred to as the most important philosopher of
the Renaissance, carried his mathematical approach to ethics (drafted
in terms of definitions, axioms, and postulates), throughout his dis-
cussion of causation.

These philosophers, and their predecessors and successers, were
concerned with causation as a part of their search for an explanation
of knowlcdge. Today, as in the past, only a handful of individual; are
consciously inquiring as to the nature of knowledge. Just as most
persons accept air for breathing, stop signs for highways, and the
markel economy as part of everyday living without further question,
so they fail to show curiosity with regard to knowledge.

In ihe teaching of the concept of causation we aim to develop a
method of thinking as well as an understanding of causes and effects
around us. Causation, as an aspect of method, should be integrated
willt the substance of several disciplines.

Students shouid realize first, causes and effects are rational; second,
cause and effect have the chavacter of multiplicity, In the first instance,
this means that operation of cause and effect can be understood by
men if only they know cnough about the factors involved in the causal
chain. The sccond instance (subconcept) means that a single act may
bring about (cause) scveral cffects which scemingly become more
isolaied as the serics of effects expands. . ..

FOOTNOTES
! Bierstedt, Rubext, The Social Ordes, An Introduction to Sociology, p. 104
T oauck and Warren, Socielogy: An Intreduction, p. 8 (Rtalies inxited by the
authars of this rcparl)
2 Milton 1., Barron, Confen porary Sociology, p. 606.
4 Arnold M. Rose, Sociolagy: The Study of Human Relations, p. 335,
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EOWIN FENTON
JOHN M. GOOD
MITCHELL P. LICHTENBERG*

Selected Social Studies
Concepts

TIB staft (of the Social Smdies Curriculum
Center at Carncgic-Mellon University} has identified six types of con-
cepts involved in the social studies. We have called the first type
universal concepts: culture, socicty, or civilization, These three terms
are really synonyms. They are not particularly useful tools for students
because they encoinpass too niuch. None of the three guides the scarch
for data because caclu includes everything about man at a particular
time and place, Yet a student should know that all men live in a
culture and b¢ should be able to analyze that culture scientifically.

The necessity to divide universal concepts like culture, society, or
civilization for purposes of analysis suggests a second group of con-
cepts. For want ol a better tenn, we have called them macro-concepts —
four of which are particularly important: economic system, govern-
ment, social structure, and region. They parztlel {our academic dis-
ciplines: economics, political science, sociology-anthropology, and geog-
raphy. A culture, society, or civilization can he studied by examining
each of these subdivisions using the tools which spedalists in cach
discipline have developed. But these macro-concepts suffer from the
sanie deficiency as the universal concepts: they do not guide the search
for data because each one indludes too much.

Macro-concepts can be snbdivided by types. For example, we can
dassify political systems as traditional, totalitarian, democratic, au-
thoritarian, parliamentary and so forth. Economic systems, social struc-
" ¢ biom Edwin Fcn_n::(;—al.,- A I{Aig_hASr‘hAo;)[ Social Studies Curriculum For Able
Students: Final Report of USOE Profect — HS 641 and H-292. Pitisbuigh: Social

Studies Curticalum Center, Catnegic Mellon Univetsity, 1965, pp. 25-32. Reprinted
with permission,
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tures, and geographic regions can be classified in a similar fashion.
Although these subdivisions are useful for comparative purposes, they
are still too broad to provide effective guides through data.

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

Mainly from

Mainly from Mairiy from Sociology and
Political Science Economics Anthropology
Leadership Values and goals Role
Decision making Scarcity and choices Status
Institutions Resources Norms
Idcology Price Social Class
Chizenship Distribution Groups
Production Group intcraction
Economic growtl Culture change

We do not contend that our list is the only uscful on.. Another
group ol investigators might turn up with another list of ninctcen or
twenty-five or fifty concepts which is equally uscful. There is no single
struettre to the social studies. Eacl person brings his own structure —
his own “body of imposed concepticns” — to any investigation, Rather
than claim to have discovered “the” structure of the social studics, we
are prepared to make a more limited argument: the list of concepts
we teach students to learn and to wse is likely to lead to hypotheses
which both sodial scientists and stidents woald agiee are useful for the
investigation of sodctics past amd present. Beyond this claim we do
not wish to go at this stage of our rescarch,

Each of these analytical concepts im 1lics questions. Take icadership
as an example. Modein political scientists know that leaders play
a particolarly vital 1ole in aay political system, They want to know
a number of questions about a sexicty’s political Teadership. Who are
the leaders? What are their atuibutes? How do they gain and maintain
support? Tow can a citizen get access to them? Onee the student knows

¢ Note that we hase not indhuded analitical concepts fiom geegraphy under the
macoconapt tegion, Ovr curriculum nowhere sticsses this arva of social science,
partly beaause no o on our stafll was 2 sufhdiantly skilled geographor, This
omiwien, we beliovg is a shoricaming of oar anticalum, We have, howaver, tanta-
tisely identificd analytical conapts conang from geography, thay are arcal disti-
bulion, arcal assodiation, amd arcal infcradion.

o
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a concept like leadership and has learned analytical questions asso-
ciated witlu it, he is prepared to embark on a search through data with
a powerful conceptual scheme in mind. If he knows the concepts we
have identified and the battery of analytical questions associated with
them, he is stiil better prepared. Most of all, if he has learned to ask
questions — a process which we teach almost daily —he will have
developed the habit of thinking hypothetically. This habit is the most
important of all. More than anything else it distinguisiies the inde-
pendent, creative thinker from the hack who simply compiles data
outside of a disciplined conceptual scheme.

The full list of analytical questions associated with concepts may
clarify the scheme we lave developed. Some analytical questions are
themselves interrogative statements of sub-concepts. (What technology
is employed in production? How is gross national product related to
consumption, investment, and government expenditures?) Without
seeing our list of primary analytical questions, a scholar cannot know
whether or not we have overlooked basic aspects of a discipline. The
questions associated with each of the . . . concepts which follow
(are)....*

Decision Making — The process by which a political system deter-

mines for what purposes governmental power will be exercised.

a. What are the f{ormal rules for muking decisions? The informal
rules?

b. In what leaders and institutioas clocs decision-making power reside?

¢. What factors influence decision-making? How docs ideology influ-
ence it? The personal attributes of leaders? Institutions? The desires
of citizens?

d. How docs information flow to the dedision makers? What influence
docs it have?

e. How are decisions carried into «ffect? What sanctions are used to
enforce decisions?

Citizenship -- The rights of individuals to influence how societal
power will be used, their obligations to submit to governmental power,
and the process by which they accomplish these functions.

a. How docs a citizen influence how public power is uscd? Does he
have a role in the decision-making process? How docs he obtain
access 1o dedision-makers? What influence doces e have over tiwemn?

b. How docs a citizen get information about government?

* This is a rcpresantative sclection of the concepts described in this repon. For
a full desaription of the tomplite list of concepts, sce pp. 25-32 of this 1cport.
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¢. How does government aflect the life of the citizen? How does it
restrict his freedoin? How does it enlarge his freedom?

Resources — The supply of raw materials, capital, and human skills
available to a society.

a. What natural resources are available?

b. What human resources are available?

¢. What capital resources are available?

d. How are the three types of resources combined to produce goods?

Production — The process through which goods and services are made

or supplied.

a. In what ratio are three types of resovrces combined to produce
goods?

b. What economic institutions influence production?

c. What technology is employed in production?

d. What is the nature of the entrepreneurial function?

Role — The functions and activities society expects individuals with

specific characteristics to perforni,

a. How arc roles assigned by society?

L. What Jdoes society expect of individuals who have certain roles?

¢. What different roles is a particular individual expected to fulfill?

d. How can an individual prepare himself for a particular vole? Are
some roles closed off to certain individuals?

Social Class — A large group of people who share many things in
common and who are classified by other members of the community
as belonging together.

a. What are the classes of 2 givenr community? What criteria are used
to place people in a class?

b. Can someanc carn membership in a given social class, or must a
person be born iuto it? How open are classes to people born outside
them?

c. How are classes mranged in the social structure? What roles are
awigned to the upper cdasse<? The iiddle classes? The lower?

Cultuxe Clange —The process by whict 2 cultwe adjusts to new

circumstances or a new environnient,

2. Has a new invention promoted culture chenge? If so, in what way?

b. Has diffusion fromn an outside source produccd change? 1f so, how?
What was the agent of diffusion?

¢. Has a change in one arca of a culture (technology) produced a
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condition demanding change in another arca (lamily structure) ?
Has there been a lag between the first change and tire second?

In addition to universal concepts, macro-concepts, and analytical
concepts implying questions, we have also identificd a number of
procedural concepts having to do witlht the way in which social scien-
tists and historians inquire. "The most important procedural concepts
are as follows:

Social Studies quertion - A question whiclt can be answered by the use
of a method of inquiry for social studies. “Did Christ live?” is such a
question. “Was Christ divine?” {s not.

Hypothesis — A tentative explanation for an event posed as a part of
the inquiry process.

Fact — A statemcit about a person, cvent, ctc., which meets the tests
for historical credibility.

Data — Any information xbout past or present society.

Evidence — Data which has a bearing on a hypothesis under investiga-
tion,

Frame of reference — (also bias or point of view) — The way in whiclt
a person’s entire life experience has conditioned him to look upon the
world.
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Why Teach Concepts?

Tle present  information explosion repre-
sents a new phenomenon in mankind's history. Never before have
studer:ts had so much information to learn and so many ways to learn
it. The variety and types of personal and vicarious experiences stu-
dents may undergo have greatly increased due largely to rapid tech-
nological advances. The result of all this is that students are literally
bombarded by a dramatic and overwheliming amount of expericnces
and information.

Mcemorizing al! this information :md experience is not <nly futile —
because so much of it becomes obsolcte within a short time, but it is
also impossible. Students need to be able 1o make sense of this informa-
tion rather than become storage bins [or it. Yet, unless we can find
efficient, cohercnt means to organize the burgeening amounts ol
information from so many sonrces, the task of making it mean some-
thing becomes impossible,

This is wheie concepts enter the teacher-leaining picture. Concepts
organize or order experience and informatinn. Teacling students to
invent concepis to order experience, to discard that which diverts
learning and Luikd that which clarifies and explains expericnce, scems
to be a crucial objective of social studies instruction today.

The sclections in Part Two of this volume suggest a rationale for
teaching concepts it social studics. In the first selection Paul Brandwein
asserts that concepts structuie the random experience of the learner,
Lawience Metcalf argues that concepts are ncither tnie nor fale but
dynamic reprecentations of our decisions to dlassily information in
particular categorics. An 1llinois Department of Public Inwiuaction
report desaibes four ways that concepts assist the learner. In a final
selection, Jerome S. Bruner suggests what lemners gain by categorizing
experiences,

Since concepts are usclul tools for Tearning, they should be primary
objectives of teaching. The ideas presented here may well provide a
sound bacis for conceptteachirg in social studies.

20
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PAUL F. BRANDWEIN*

Concept as Ordering

Can children examine all behavior, all en-
vironments, all llnman objects, all human events, all experience? To
ask the question is to deny the possibility. Paul Todd, reviewing
proposals for the revision of the social stadies, quotes *he esiimate
that “every minute, 2,000 pages of books, newspapers or reports are
published somewhere in the world . . . enough to fill a thousand fect
of hookslelves every day.” He adds that imbedded in this mass is
“a hard core of new knowledge sufficientiy large to confound even the
nmost devoted scholars.” Yes, and sufficiently Jarge to confound even
the most devoted scholar-teacher — and to crush 1he child.

If we cannot turn to topics of subject matter (commonly called
“content”™} or to “facts” p.s se as a reassuring way of building a
structine for the curriculum, perhaps we can turn to the child's
expericnce. We find — at first to our dismay, and then to our reassur:
ance — that the child’s experience is greatly randomized, and that a
schiool proposes, if anything, 10 reduce the randont encounter and
replace it with a non-random encounter that fosters a meaningful
experience. Why? Simply because time for life, for learning, is limited.
In fact, to base a curriculum on thie random experience is to give up
instruction, for instruction implies structure. Instinction depends on
nonrandomized experieace; that is, it depends on a struclure ex-
pressed in the purpose and design of the school. The school is con-
cerned with nhucted learning, with learning experiences that are
carclully selected and sequenced in a curziculum. .,

A curriculum based on a conceptual structure in a sense catalyres. . .
the need to 1educe 1andom encounter by selected, planned and there-
fore nonrandom expericnce in seaich of meaning, the need to embrace
the stiuctur2 of schooling, whether graded or nongraded.

*From Toward A Discipline of Responsble Conawnt hy Paul F. Brandwein,
copytight © 1969 by Hatcourt Brace Jovanorvich, Inc. All tights rescivad, Reprinted
by peimission of the publisher.
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Concepts have stability. New nations may develop as “new datz,”
but the concept of “nation” remains. Within a child’s schooling in the
past gencration, Africa exploded into nationhood. It can be argued
that the “old facts” about Africa that were taught the child are no
longer tenable, and no longer can serve the child, but the concept of
nationhood 1was, and is, tenable and still serves the child in his
attempts to unde-stand his culture and to live successfully in it
Postulate a child entering the first grade and being subjected for the
next twelve years to a “lact”-oriented, topic-centered course of social
studies. At the curient rate of generation of knowledge, perhaps little
that lie learned will be “true” as “fact” at the ume of Pis leaving
school. His '‘school life” would, in a scnse, have been “wasted.” Postu-
late another child, one taking part in a curriculum based on concepts.
.« . Twelve years later, the data will have changed. China may no
longer be Communist, or may be fascist; the satellite states of Russia
may all be democratic, or part of Russia may be so inclined; the
United States may have fifty-four states, the Constitution yet another
amendment; the wheat, corn, rice, and oat crops may be even larger; a
new teclmology may be burgeoning and we may no longer e inter-
ested in “outer space” but in “inner space.,” Nevertheless, “nation,”
“scarcity,” “man,” “interaction,” “norms,’ “values,” “family,” “inter-
dependence,” “community,” “environment,” “time,” “rules,

v

law,"”
“role” will be concepinally his, with a host of viable subject inatter
to feed them. He can use these concepts 10 explain the new nations,
the new cycles, the new behavior he meets.

Concepts in the social sciences are maps of the social universe,
They remain relevant to life and living; heuce rhey are stable intel:
lectual currency.. . .

One day, children at the first level in a class int the inner city of a
farge city were asked what they had scen on their way to school. It was
during a lesson on the nature of their immediate environment —a
familiar and comfoitable lesson. The list included: boys, buses, trees,
birds, houscs, girls, cars, dogs, stores. The Tesponses were interesting
from the cognitive aspect. Note that at first the children did 'rot, in
geaeral, say “a brown-haired, Blue eyed boy” (charactarisiics gleancd
from foriher questioning) or "a brown, speckied bird” or "a small
white dog with black cars and a black 1ail.” 'They observed, they + id,
“a boy,” " a bird,” “a dog.”

Clearly, when we obseive a familiar object or event and we are
asked for a first tlcvtiplion, we nsually do not catatogue its spedial
identifying characteristics, It secias as if onr 1esponse predicates thar,
we quickly catalogue and categorize what we pxiceive into 2 “thought
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systeny,” a ready-made set of concepts (boy, bird, dog, bus). We have
developed, as it were, habitual tracks of association. \We make, it scems,
a relatively consistent response lo a consistent set of stimuli. The base
of concept-formation is consistent response coming from experience
{pricy response) in the setting of our environment,

..« A concept (a thiought system, a habitual track of association)
categorizes; it is part of a mental filing system for quickly sorting
experiences. At this count, there are some three billion people on
earth, cacli of them different; there are some trillions of permutations
of their facial characteristics. But we limit tlte number and embrace
them all into the concept “man.” Further nuestions and directives will
Lreak down these concepts into “kinds” and/or “varieties” But our
first filing is under “man,” or "mankind” or “people.” The same is
true for the dress of man and «woman, Take color of dress alone, There
are perhaps seven miliiosnt permutations of color; cach js a stimulus to
whicdlt we may respend. But we develop conceptual orderings, if only
to he able to deal with the overload of stimuli in the envivonment; we
place man’s dress into one or a few orderings. Thus we cconomize on
the mental encrgies tequired for developing consistent response, by
reducing the amount of leamning required to develop the consisterit
response. We order the environinent by developing habitual tracks of
assocjation, or concepts.

A concept is a mental construct, isolating from experience the
common attributes that idemify objects and cvents. A concept is
mental content apat from sensation and image as such. Thus the
concept “teacher,” once formed, is apart from specific relation to the
image of “Mr. Howard” or “Mrs. Aldicot,” but categorizes a host of
teachers. A coneept is flexible; it is host to an incredible variety of facts
firring it. The concept “candy” exists it the mind, and candies in ali
forins — clocolate creams, fudge, rock condy, bars, drops, and the
like — exiv inn the experience, whiclt formed the 1aw material of the
cotcept. A\ new object in metal foil, 1esembling a chocolate bar, and
gotten perhaps in a candy store is casily categerized as candy, not as
a rock, a bird, or a boy. Its common atuibutes, its consistent stimuli
(foil. shape. odor) form & consdstent 1cspense — candy. A concept
attained cocrces thought ~ and perhaps action.

Poscession of a concept cases Jaarning. Possession of 4 concept almost
automatically applies past experience to “present™ events, or objects,
or “problems.” "Too often, however, a concept has been devefoped out
of “invalid” experience, out of a "random” experience, and it canies
with the stiginata™ of the invalid expericiiee — a stereotype of human
behavior. A concept can be “wrong.”
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FOOTNOTE
1 The Social Studies and the Social Sciences, Amcrican Council of Learned
Socicties and the National Council for the Social Studics, Harcourt, Brace & World,
New York, 1962,
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LAWRENCE E. METCALF*

Is a Concept Ever Right?

Discussion of . . . concepts may deteriorate
into an argument over the correct meaning of a concept. Even the
textual materials teachers assign to students may use an expression
such as “true democracy.” Foolisl: argument over what a concept
really and truly means arises from what I. A, Richards has called the
proper meaning superstition. Many of us believe that for every word
there is one and only one correct meaning. Instead ol agreeing that
terms are diflerently defined and making an eflort 1o find out what
a ternu means when sed in a discussion by someone we engage in a
fruitless effort to show that it ought to have this rather than some
other meaning.

Concepts do not reveal the nature of reality, not even our most
desariptive concepts. Instead they represent our classification of stim-
ulus inputs. The fact that we dlassify stimuli into certain categories
rather than others does not mean that conventional categories are
more true than any other set of categories we might invent. In fact,
the process of concept formation often results in new categories which
gain acceptance over more traditional ones.

A major insight that teachers must communicate to their students
is that concepts are ucither true nor false. If we try to prove the truth
of a concept, we confuse students at two points, the nature of concepts
and the nature of proof,

It is true that scientists have a criterion by which they dedide that
one conceptual system is betor than anothar, It s the aitaion of
predictive benefits. Confronted with a (loice berseen two systems they
will choose the ote that cnables them to predict the most with the
greatest acanracy, Scieniists hke to das. ify events, processes, and objects
for the purpose of increasing human control of the euvironment, 1t a

* From Lawrence B, Motcalf, "Teaching Feonomic Conecpts in the Social studics”
in The Councilor, March, 1960. pp. 30-51.
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given conceptual systera will not explain what another system can
explain, it will be rejected for the new system. But science does not
ask what is reality really tike but rather how are we doing in our
attempt to predict, explain, and control events.

In the social studies students diverge greatly in their values, pur-
poses, backgrouni, and perspective with the result that they are prone
to argue over the meuning of concepts when they ought to be con-
cernad with the problem of definition. We should appraise definitions
not as to their truth or falsity but as to their clarity, definiteness,
consistency, conveationality, inclusiveness, and theoretical power. By
theoretical power we mean the number of possible relationships be-
tween it and other concepts which is an indirect measure of its power
to predict and expiain. . . .

e
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ILLINOIS CURRICULUM PROGRAM

The Functions of Concepts
in History™

Conccpts serve the learner in a number of
ways. They may be used as intellectual tools in perception, generatiza-
tion, prediction, and evaluation, It is to their function in these four
categories that we now turn our attention.

Concepts help us focus our allention on specific things in experience.
That is, concepts help us to be seleciive in looking at experience by
cnabling us to single out objects and events in terms of the presence
of certain specifiable features or characteristics. For example, the con-
cept state helps us to recognize cevtain sitvations in history by identify-
ing the presence of a politically organized body of people, occupying
a definite territory, and living under a government which possesses
both internal and external sovereignty. Ta effect, we impose patterns
on some of the discrete items of a sitwation and thus make parts of
the situation meaningful to us. However, it should be noted that some
parts of sitvations pass unnoticed; the, lie below the threshold of
awareness, Either we do not possess the conceptual tools to discrirni.
nate some aspects of situations, or we are not immediately concerned
with themy, But even though we do not impose neaning on all aspects
of a situation, concepts do provide us with necessary tools, for we
could not focus cur attention on anything specific in experience unless
we anployed them, They provide us with the knowledge of what to
look for in expericnce, 14 is in this sense that concepts frante experience
or direct perception.

Concepts are employed as the variables or constants in our gen-
eralizations. Concepts are necessary in the formulation and subsequent

* From Fied P. Batnes, ed, Paveloping Concepts — A Study in the Teacking of
History, The Curticulum Rescarch Scrics, Bulletin No. G-Two-A. dilinois Depart-
ment of Public Instruction, 1958, pp 4.6,
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testing ol gencralizations, Consider the following generalization. "1{
war occurs, then infation will [ollow.” The two concepts of impor-
tannce in this generalization are war and inflation. Notice the role
these concepts play in the generalization. Each concept points out a
set of conditions that can be observed. The words of the statement,
particularly the words with logical functions like “if"” and “then,”
assert that there is a conncction between the two sets of conditions.
Given the first ser of conditions, a war, andl it will be followed empiri-
cally by a -wond set ol conditions, an inflation, It is the use of
concepts to point out objerts, events, or relationships, that makes the
formulation of such statements of connection possible. In addition,
without the formulation of statements of connection between concepts,
we would not be able to make, communicate, or test generalizations.
It 1s in this scnse that they are fundamental to generalizing.

Concepts are wied to deal with the realm of the possible. By “the
possible” we mean events or situations which may in time be realized.
We have indicated earlier how concepts help us to establish incaning
in experience, They enalde us to single out objects and events in terms
of specihable characteristics. Concepts enable us to deal with the realm
of the possible in mucl the same way. By using symbols or terms we
can project states-of-affairs and plan how to go about achieving them.
Consider such concepts as universal public medicine (or analogously
universal public educationy, free interaction amnong social groups asd
an economy of abundance.

The charactaistics referred to by these concepts cannot be observed
in immediate experience, but nonetheless sucl concepts have meaning.
They are meaningful because we can specify the characteristics of
expericice which they are used to refer to. For example, the char-
acteristics that universal public medicine is used 1o refer to include
paynients for medical services for all who need them and the provision
of such medicat services under pubtic policy,

Morcover, in being able to specify such possible or potentizl states-
of-allairs, we are in a betier position to consider means of achieving
them, For example, having made more specific what we meat by
universal public nicdicine, we are now in a better position to consider
possible sonrces of 1evenue, possible basic medical services that all
should have when tiiey need them, and possible policies [or governing
the provision of such seivices. It ds in this fashion that concepts are
used to deal with the realm of the possible; that s, with prediction.

Conceplts are wsed to cvalunte persons, objecels, or events. Thus far

o we have talked mainly about the use of concepts to describe, point

E MC out, or reler to objects and events or zelations among then. But when
f a: ‘
4
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we begin talking about the evaluative use of concepts we are con-
cerned with more than just describing things. We are concerned with
judging something as good or bad, desirable or undesirable, com.
mendable or not commendable. Consequently, when we use concepts
to evaluate things, we are not necessarily describing anything. Instead,
we are stating our opinion of something. For exaniple, suppose we say
that Woodrow Wilson was a great American. Suppose, further, that
our purpose in saying he was a great American is to praise him and
to get others to accept his principles. In this context we would not be
describing Woodrow Wilson, but we would be rating him. Jf someone
were to ask us, "Why do you say that Woodrow Wilson was a Great
American?” we would then present reasons for so evaluating him. We
might say that Wilson showed a basic understanding of America’s
persistent international and domestic problems and proposed far-
reacliing programs to deal witl these problems. During his presidency,
he formulated the basic ideas underlying the League of Nations and
the Clayton Anti-Trust Act. In stating our rcasons, we would be
presenting by implication our critetia or fules for calling someone a
great American. And in this context the use of the term “great”
consists of praising or commending someone because he has displayed
an understanding of fundamental internationa! and domestic probleins
and has proposed far-reaching programs to deal with the problems.
It is in this fashion that we use concepts [or evaluative purposes,
Throughout this analysis, concets have been viewed from a logical
standpoint. We liave examined some ol the characteristics of concepts
and have used illustrations from history to show how these character-
istics may be employed most fruitfully by the history teacher....
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The Role of Concepts
in Learning

\ ‘ e begin with what seems a paradox. The

world of expetience of any normal man is composed of a tremendous
array of discriminably different objects, events, people, impressions.
There are estimated to be more than 7 million discriminable colors
alone, and in the course of a week or two we come in contact with a
fair proportion of them. No two people we see have an identical ap-
pearance and even objects that we judge to be the same object over
a period of time change appearance from moment to moment with
alterations in light or in the position of the viewer. All of these differ-
ences we are capahle of secing. for human beings have an exquisite
capacity for making distinctions.

But were we to utilize fully our capacity for registering the differ-
ences in things and to respond to each event encountered as unique,
we would soon be overwhelnied by the complexity of our environment,
Consider only the iinguistic task of acquiring a vocabulary [ully ade-
quate to cope with the world of color diffctences! The resolution of
this seeming paradox — the cxistence of discrimination capacities
which, if fully used, would make us slaves to the particular —is
achieved by man’s capacity to categorize. To categarize is to render
discriminably different things equivalent, to group the objects and
events and people around us into classes, and to 1espond to them in
terms of their class membership rather than their uniqueness. Our
refined disoiminative activity is reserved only for those segments of
the environtaent with which we are specially concerned. For the rest,
we respond by rather crude forms of categorial placement. In place
of a color lexicon of 7 miilion items, people in our socicty get along

* From Jerome S, Bruner el al, 4 Study o] Thinkirg. New York! John Wiley
& Sors, Inc, 1956. pp. 1+, 10, 12:18. Reprinled with permission.
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with a dozen or so commonly used color names. It suffices to note that
the book on the desk has a “blue” cover. M the task calls for finer dis-
crimination, we may narrow the category and note that it is in the
class of things called "medium blue” It is rare indced that we are
ever called upon to place the book in a category of colors comyprising
only thie unique hue-brightness-saturation combination it presents.

The process of categorizing involves, if you will, an act of invention.
This hodgepodge of objects is comprised in the category “chairs,” that
assortment of diverse numbers is all grouped together as “powers of
2," these structures are “houses” but those others are “garages.” What
is unique about categories of this kind is that once they are mastered
they can be used without further learning. We need not learn de novo
that the stimulus configuration before us is another house. If we
lLave learned e class "house” as a concept, new exemplars can readily
Le recognized. The category beconies a tool for further use. The leara-
ing and utilization of categorics represents one of the most clementary
and general forms of cognition by which man adjusts to his environ-
went, ...

Language, Gulture, and Catcegorizing

Yhe categorics in terms of which man sorts out and responds to the
world around him refiect deeply the culture into which Iie is born,
The language, the way of life, the religion and science of a people:
all of these mold the v y it which a man experiences the events out
of which his awn history is fashioned. In this sense, his personal history
cones to reflect the traditions and thougiit-ways of his culture, for the
events that make it v)» are filtered through the categorial systens he
has learned,

By categorizing as cquivalent discriminably dillerent events, the
organism reduces the complexity of its environment. 1t is reasonably
clear “how™ this is accomplished. It involves the abstraction and use
of defining propertics in terms of which gioupings can be made and
much will be said of these things later.

A second achievement has also been mentioned: categorizing is the
means by which the wbjects of the world about ws are identified. The
act of jidentifying some thing or some cvent is an act of “plading™ it
in a class. Identification implics that we are able to say either * There
is thingumbob again” or “Therc is another thingumbob.” While
these identifications may vary in the richness of their claboration,
they are never absent. A certain sound may be heard simply as “that
sound which comes from outdoors late at night.” Or it may be heard
as “thosc porcupines chewing on that old tree stump.” When an cvent
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cannot be thus categorized and identified, we experience terror ir the
face of the uncanny. And indeed, “the uncanny” is itself a categery,
even if only a residual one.

A third achievement, a consequence ol the first, is that the estab-
Tishment of a category based on a set of defining attributes reduces the
necessity of constan! learning. For the abstraction of defining proper-
tics makes possible future acts of categorizing without benefit of
further learning. We do not have to be tauglit de nove at each en-
counter that the object before us is or is not a tree. If jt exhibits the
appropriate defining properties, it “is” a tree. Learning by rote that
a miscellany of objects all ge by the nonsense name BLIX has no
extrapolative value to new members of the ctass.

A fourtlt achievement inherent in the act of categovizing is the
diveclion it provides for instrumental activity. To know by virtue
of discrhminable defining attributes and without need for further
direct test that a man s “honest™ or that a substance is “poison™ is
to know in advance about appropriate and inappropriate actions to
be taken. Such direction is even provided when we come up against
an object or event which we cannot place with finality. To the degree
the new object has discriminable properties and these propertics have
been found in the past to be relevant to certain categorics, we can
make a start on the problem by a procedure of “categorial bracketing.”
The object appears to be animate; what does it do il it is poked? It
stancds on two Jegs like a man; doc. it speak? Much of problem-solving
involves such repeated regronping of an object until a pragmatically
appropriate grouping has been found. In short, such suceessive cate:
gorizing is a principal form of instrumental activity,

A fifil achievement of categorizing is the opporwunity it permits
for mydering and relating classes of cvents. For we operate, as noted
before, with categoy systems — classes of events that are 1clated 10
cach other in various kinds of superordinate systems. We map and
give meaning o our world by relating classes of events rather than by
relating individual events. “Matches,” the chikl learns, will “cause” a
set of events Gilled “fives.” “The meaning of cach class of things placed
in quotation marks — matches, canses, and fires — is given by the im.
Leddedness of each ctass in sudh relationship maps. The moment an
object iy placed in a category, we have opencd up a whole vista of
possibilities for “going beyond™ the category by virtue of the super:
ordinate and casual relationships linking this category to others. . . .

~
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How Can Concepts
Be Taught?

Allhough there has been considerable study
and discussion about the nature of concepts and their role in learning,
there has been somewhat less attention to effective ways of teaching
concepts in the social studies classroom. Of course, reports of numer-
ous, sonietimes claborate, psychological studies and experiments sug-
gest how we conceptualize and how various aspects of this process
operate, Yet, there is all too little translation of the implications of
this research into actual teaching techniques and strategies, especiatly
in terms meaningful to classroomn teachers. We need much more re-
search and disciission before any precise way to help students learn
selected concepts can be clearly delimited. Nevertheless, what study
and researcl is available does, indeed, offer some valuable hints for
those ceacerned abont teaching concepts.

There is one point on which many studies of concept clevelopment
to date scem lo agree — concepts cannot be taught. Concepts cannot be
given by one person to another at 2ny level higher than that of simple
recognition. Teachers can identify a concept for students and expect

“them to know it on the cognitive level of recall. But teachers cannot

expect students to internalize it, to understand all its various inter-
related facets and ramifications, by simply labeling it.

Rather, concept teaching neans something other than passing on
information about a particular concept. It means helping learners
invent — develop — their own mental images of a particular concept.
The word “help” is the key. Teaching concepts. properly understood,
means facilitating student conceptualization. It involves ncither pure
exposition on the part of the teacher nor pure discovery on the part
of the student.

For conceptualization — the process whereby concepts are formed —
is something only learners can do. It cannot be done for —or to—
them. Conce.es are inventions, not discoveries. They do not exist “out
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there” just waiting to be found out by somcone. Nor can they become
the intellectual property of a learner by simply memorizing what
someone clse thinks they are. Concepts must evolve in the minds of
the students themselves. Concept-teaching thus requires the teacher
to guide and facilitate this process.

There are a number of techniques teachers can use to facilitate
concept development by students, In general, these involve a judicious
intermixture of exposition and inquiry. Students need to work with
examples of whatever it is they are conceptualizing about, and these
examples must include positive amd negative illustrations of the
essential facets of the concept. That is, some examples must contain
these facets and thus illustrate their significance while other examples,
by not coutaining these facets, must underscore their relationship to
the concept being developed. Deductive as well as inductive learning
must be employed — that is, students must seck out features that
should exist given a definite description of a congept and also generate
or inducc other features as they study further examples of the concept.
A strategy embodying all these techniques is essentially an jnquiry
teaching strategy.

The following selections ilJnstrate various aspects of concept teach-
ing. Bertha Davis' comnments, excerpted from a presentation made at
Yale in 1966, describe briefly a rationale that urdergirds concept
teaching in social studics. Gertrude Whipple describes briefly how
concepts are built from experience. Some theoretical aspects of concept
teachiug ave then described. Robere CGatroll reports conditions neces-
sary for concept formation and teaching concepts. A suggested strategy
for teaching concepts is piesented in the sclection by Robert Gague.

Selections illustrative of concept-teaching in the social studies class-
room follow. Zoe A. Thralls describes in general terms how two
specific geographic concepts might be developed in the classroom. An
excerpt by Barry K. Beyer then illustrates a specific strategy for
developing a concept by leading the 1eader through the process itself.
A report on how an actual class engaged in developing a historical
concept then follows. In conclusion, Verna Fancett's selection notes
some cracial points that must be 1emembered in any effort to help
students conceprualize,

Concept teaching — facilitating stndent conceptualizing ~ is not
casy, Nor is there any specific tried and true, single tight way to do it
‘There is much we do not yet know about concept development and
how to guide it. (et we do have here some insights into some tech.
niques that seem to work well in the social studies dassroom. Con-
sideration of these techniques can be most useful in planning lessons
designed to “teach™ concepts.
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BERTHA H. DAVIS*

Conceptual Teaching
in the Social Studies

Conccpuml teaching . . . is teaching controlled
by conceptnal aims, a definition that does not define until ance defines
conceptual aims, Bue before we define conceptual aims, we must con-
sider the significance of that key word, “centrolled.” Conceptual teach-
ing is controlled by conceptual aims,

.« Much of the bad teaching of social studics stems from the by-
product fallacy, which consists of two premises and a conclision.
Preniise Onc goes like this: Social studics is charged with responsibility
for developing concerned citizens and for giving these citizens the
background and skills that they nced o think aitically about and
cope constructively with social issucs. ‘These are among the jobs of
social studies education; every course of stndy or cunticulum revision
project stys so at the heginning of the book, Premise ‘I'wo: Teaching
social studies means taking students through prescribed social stadics
courses. Students cover the content listed on the pages that follow the
list of aims andl objectives. Conclusion: 1€ students are taken through
those pages of course content, the objectives stated at the beginning of
the course are heund to result as a by-product of coveting the course,
They won't be. Objectives cannot be achieved a, a by-product. They
cannot be achieved in a course unless every class session is controlled
as to its materials and activities by a specific conceptual aim.

So were back again to the guestion — what are conceptual, hence
valid. aims? To put it another way-- wbat are the only reasons for
dealing with a given body of content? What ate the only reasons for
using a given method? Nete the clear implications of these questions.
Content is not its own exanse for being taught; it must be used for a

* Boatha H. Daris, New dffroaches to the Teacking of Sorial Studies: 4 Repory
of the Flovoith Yele Conference on the Teeching of Sccoial Studics Apail 1F and
16, 1966, New Haver: Yale University Office of Teacher Training, 1966, pp. 48-51, 51,
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purpose. There is no method that is self-justifying; it must be used
for a purpose. Whatever content or method one uses in the social
studies classroom must be deliberately and consciously controiled by
one of these aims: to develop or reinforce an interpretive understand.
ing; to develop or reinforce a generalization; to deepen insight into
a concept; to develop or reinforce an attitude or value; to teach or
apply a skill of inquiry. These are conceptual aims.

Simply for the sake of insuring that we are talking the same lan:
guage let me give you very brielly the meanings which I attach to
these terms. 1 use the term “interpretive understanding” to mean a
declarative statement which secks to organize a body of content in a
meaningful way. An understanding has specific referents of time
and/or place. On the other hand, a generalization in my vocabulary is
a declarative statement that has wide applicability to many times and
places. I use the term concept to mean a word or phrase about which,
without specific referents, one lias a set of ideas. Social studies educa-
tion is concerned with helping pupils develop increasingly sophisti-
cated meanings for a whole host of concepts — democracy, climate,
culture, power, conflict, and the like. By skills of inguiry, 1 mean
all those learned ways of asking and answering social science questions.

The phrase “conceptual teaching.” therefore, s just a shorthand
way to describe social studies teaching controlled by the kind of aims
here enumerated and defined, It is an apt phrase for the Brunerizn
climate of our day, although jts basic gospel of teaching for meaning
and the power to see meaning is at least as old «s Socrates. . . .

(I a) lesson based on questions and answers . . . requires mere
regurgitation of text or other printed content, it is ivo more “teaching™
than (a) monologue. It is lesson-licaring, babysitting, or whatever
term of denigration you rhoose to apply. It is a waste of taxpayers’
money because a teaching machine or programnied text can cover
ground just as efficiently. Il no program has been written for the
content to be covered, any adult who can keep one paragraph ahead
of the pupils and keep them from ctimbing the walls, can hear the
lesson perfectly well. The janitor comes to mind.

On the other hand, il the questions are focused on a conceptual
aim, if the teacher has planned her approach 10 the lesson, her ques-
tions, and ler teachiing materials in terms of an interpretive under.
standing, a generalization, 2n attitnde or value — then the question
and answer lesson becomes an art form. , . . A tiuly conceptually
oriented .. lesson is particularly useful for the inductive development
of understandings and generalizations. Indeed, for this purpose, 1
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would say it is the cqual of any other mcthod, not excepting inde-
pendent study or discovery.

Whether such a lesson is based on one textbook or on a variety of
waterials is irvelevant, The point is that in it the teacher plans to
usc* content — use content not hear it —for the achievement of a
conceptual aim. Take some examyples: The subject is Athenian and
Spartan education and the teacher uscs that content to develop by
questioning the generalization that a society uses its educational sys-
tem to perpetuate its values; the subject is the power of the President
and that content is used to develop insight into the concept® of presi-
dentizl power; the subject is the industtial development of the United
States in the pre-Civil War period (or the post-Civil War period) and
the content is used to develop the concepts® of sodial overhead, tzke-
off, industrial maturity; the subject is the causes of the Spanish-
American War — the conceptual aim is concerned with the role of
public opinion in the formulation of forcign policy; the content s
Jackson and the Bank — the aim is concerned with the problem of
monopoly power; the content is the provision of the Bill of Rights —
and the aim focuses on the persistent problem of achieving halance
between individual liberties and social controls; the content is the
refonns of the Jacksonian period —and the teacher tries te develop
an attitude of respect for those who devole a lifctime to concern for
the wellare of others; the subject is political parties under Washirgton
—and the concepturl aim focuses on the generalization that in a
democracy a system of political parties is essential for the resolution
of conflict, "T'he subject is the Progressive movement — and the teacher
uses the content to test the generalization that “Constitutional democ-
racy is a highly aristecratic form of government, depending for its
success on the self-selection of a natural aristocracy to provide a leaven
to the civic lump.” Each of these picces of content, obviously, could
be used for other purposes. The significant point is that in each les-
son content was used for a valid coaceptual purpose, not merely
regurgitated. . ..

Somec of you may remamber the delightful story that Presidenmt
Butteificld of Weslevan University tclls of his Deerfield Acadeny
training. He recalls as andial to his educational experience the occa-
sion when the headmaster's wile, a gifted teacher, said to him: “Victor,
wlien are you going to stop teying to remember and start trying to
think.”" This is the heart of the matter — to get pupils to think. Con-

* Editery” emphasis.
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tent doecsn’'t guarantee thinking: only content controlled by purpose
can do that. And method doesn’t guarantee thinking; only method
controlled by purpose can de that. 3ecause the philosophy of con-
ceptual teaching makes central and controlling the kinds of purposes
that require pupils’ thinking, I recommend it to you as a philosophy
to govern your day by day teaching, and as a guide through the shoals
of contem porary innovation.
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GERTRUDE WHIPPLE®

How Concepts Are Built

Conccpls develop from concrete to abstract
as the learner draws from his experiences a gencral idea apart from
the particulars hie has noted. No one can give the learner a concept.
He must build it out of his own experiences. The process is a gradual
one that usually takes place over a period of years, as the child has
experiences that contribute to growth in meaning. Let us consider the
concept of a mountain. In the preschiool or primary years the child
learns that mountains rise far into the sky, that some are covered with
now all year round, that certain activities are carried on in nmiountains,
and that there are mountain peaks and mountain ranges. In higher
grades, under gool instruction, this concept is steadily enriched. The
child learns that the height of 2 mountain is measured from sea level,
that, as one limbs a high mountain, the vegetation changes, that some
mountains on the ocean floor have heen lifted above the sea by move:
ments of the earth's crust, and that over very long periods of time
rivers gradually wear them down again almost to sea level. He comes
to understand the historical significance of mountains, mountain
passes, and wountain peoples. Also, as he stuclies various niountainous
regions, he notes differences in thie mountains of the world, for ex-
ample, the Rockivs with their wide valleys and sharply peaked sum-
mits, and the Central Andes with narrow, deep valleys and wide
expanses of gentle slopes at high dlevation. Of course, not alt children
will veach the highest cegree of meaningfulness for this or any
other conce .

Buitding up the child’s background of experience is of tiemendous
importance. For example, if it is desired to teaclt the meaning of con-

¢ From Galiwle Wtipple, "Geography in the Elementary Social Studics Program:
Concepts, Guneralizations, and Skills to be Duvcloped,” in Presten E, Jamos, od,
New Fiewpoinis in Geography. Washingion: National Council for the Secial
Studics (29th Yearbook), 1959, pp. 113114,
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servation, many opportunities may be provided the child to see the
eflects of both failure and success in the practice of conservation. In
the case of the city child, the front yard of the school may offer lessons
in plant and soil conservation; Lhe may observe places where trees,
shrubs, and flowers have been neglected, and other places where they
have leen well maintained. The rural child, on the other hand, may
be encouraged to observe the use of creeks for sewers, and the harm
done by the burning over of grassland and weedland; he may also see
contour plowing and other desirable practices. In a brief survey. almost
every community will show a number of practices that need to be
corrected, and others that have had beneficial effects.

Persons who have experienced lack of conservation, perhaps in a
rundown farm, forest, business, residential neighborhood, factory, or
mine and have been successful in correcting the condition, may be
brought in to tell the class what problems they faced and what steps
they took to overcome these problems.

Thus, a real comprehension of the meaning of conservation results
from a series of varied experiences. If those provided are too few and
too abbreviated, the child will not realize how destruction of resources
makes it difficult for all concerned.

Concept formation is distinctly different from mere fact learning.
A child may report facts accurately after reading a textbook and yet
have no grasp of the concepts implied. . ..
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JOHN B. CARROLL*

The Formation of Concepts

One necessary condition for the formation
of 2 concept is that the individual must have a series of experiences
that are in one or more respects similar. . . . Experiences that embody
this concept are “positive instances” of it; experiences that do not
embody it may be called "negative instances”” A further necessary
condition for the foimation of a concept is that the series of experi-
ences embodying the concept must be preceded, interspersed, or fol-
lowed by other experiences that constitute negative instances of the
concept. As the complexity of the concepls increases . . . there is 2
greater necessity for an appropriate sequencing of positive and nega-
tive instances in order to insure adequate learning of the concept!
At least this is true wheu the concept has 1o be formed {rom non:
verbal experiences only. . . . Bul concept learning from verbal ex-
planation, as will be noted below, must, as it were, put the learner
through a  ries of vicarious experiences of positive and negative
instances. For example, in telling a child what a lion is, one mnst
indicate the range of positive and negative instances — the range of
variations that could be found in real lions and the critical respects
in which other animals — tigers, leopards, etc. — differ from lions. . . .

It would be relatively rare to find a concept taught in school by
the procedure of showing a student a series of positive and negative
instances, labeled as such, and asking him 1o induce the nature of the
concept with no further aid. Such instances could be found, of course;
perhaps they would exemplify a pure “discovery method,” and per-
haps there should be more use of this method than is the case. The fact
is that a pure discovery method is seldom used, because it is rather slow
and inefficient. Exen if a teaching procedure incorporates “discovery”
elements, it is likely to be combined with deductive elements. The

¢ Cayroll, John B., "\Words, Mcanings and Concepts,” Hanward Educational Review,
34: 181, 191.195, 202, Copyright © 1969 by President and Felfows of Hanvard College.
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concept to be taught is described verbaily — perlaps by a rule or
definition — and the student is expected to attain the concept by
learning 10 make correct identification of positive and negative in-
stances, For example, he is told what an "indirect object™ is and then
is given practice in identifying the indirect objects (positive instances)
among other words (negitive instancesy. Many simple concepts can
be taught by a wholly deductive procedure. For most students, the
dictionary definition of tern will be a suficient stimulus for attainment
of the concept. On the other hand, it is well known that purcly
deductive, verbal procedures are frequently insufficient to help learners
attain concepts, . . .

... Not every concept is learned solely in a formalized, premranged
school setting. The school envivonment is in mauny ways continuous
with the out-of-scliool cnvironment; concepts are learned partly in
school, partly out of school, . .. A child lcerns the concept “dog™ not
by having the coneept described to him bt by learning to vestrict
his usage of the word dog to instances tegarded as positive by the
speech community. Tn this process there are many fale responses --
cither false positives (calling a non-dor, a dog) or [alse ucgatives (he-
lieving a dog to be a non-instance) . before an appropriate saries of
reinforcoments preduces correct ¢oncept attainment, Similar phe-
nomena occur with concepts in the school cunticulum, A child who
has been told that his cousing visiting hiin from Peoria me “tourists”
may not realize that tourists o not need to be relatives, and when
he is wold that the Germans who have settfed in his town are “immi-
grants,” he may believe that all forcigners visiting his town are
immigraots. . ..

What is actually going on in most scl ool leatning of concepts is a
process that combines in some way deductive and inductive features.
Descriptions and definitions provide the deductive clements of the
process. The several parts of a description or definition specily the
atitibutes . . . {of) the concept. The order in which these specifications
arc arranged in the desaiption and presenterl to the stadent may have
sunrething to do with the case of concept attainment, particularly in
the case of complex concepts with many attributes and complex inter
relationships, . . . As yet we have no well unded generalizations
about the order in which the aiteiial attributes for a concept shovld
be presented.

At the same time inductive procedures entail the citing of positive
and negative instances of the concept, We know from concejt attaim-
ment tesearch that leaning is facilitated mote by pasitive than by
negative instances. . . . But in realiife concept lemping, the number
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of dimensions that may possibly be relevant is less limited; the func-
tion of positive instances is as much to show which dimensions are
relevamt as it is to show what values of them are critical. We may
specalate that the real value of what we are calling inductive pro-
cedures i concept learning is to afford the learner an opportunity to
test his understanding of and menory for the clements of verbal
descriptions and definitions. This testing may even involve the con-
stiction and testing of alternative hypotheses.

... To an adult, the differentiation between the concepts designated
by tourist and immigrant looks almost trivally simple. Aside from the
sheer memory problem in learning and differentiating the words them-
selves, wlhat are the soutces of conlusion for the chilkd? In specific cascs,
a tourist mul an immigrant might have many common characteristics:
Lotl mighi be from a forcign commury, o1 at least from sone distance
away from the Jocal community; both might be of obviously noit-native
culture becanse of dress. complexion, speccl, and behavior; both might
be doing what would appear 1o he “sight-sceing,” though possibly for
dificrent purposes. The differences between a towrist and ait immigrant
might not be very apparent, being primanily differences of motivation,
Indeed, a tourist might become an immigrant overnight, just by de-
ciding 10 be one.

... There is a sense in which the concept-attainment experimeital
literature is relevant to the child's problem in leaming the acanings
of the words towrist and fmpdgrant. 11 the ¢hild is presented with
vatious instances of people who ate cither v -aists or inmiigrants,
properly laheled as such, but with no further explanation, it will Le
the ¢hild's task 10 figure out what atnibutes or characteristics are
relevant to the differentiation of these concepts, This migt occur
cither in schiaol or outside of school. Most likely the instances of tour-
ists and inmmigrants will be relatively sporadic over time, and the
instances may not vary in such a way as to show what attiibutes are
tiuly relevant. For example, all the tomists may be obviously American
whiereas all the inmigrants may be obviously Mexican, let us say,
‘Flie towmists may all be well-diessed, the immigrants poorly dressed,
and so on. 1 the natural envitonment is like a grand concept-forma-
tion expariment, it may take the <hild 2 long time to attain the
concepts towrist and fmmigrant; indeed, the onmvitonmend may not
be as informative as the usual experimenter, since the child may not
always be inforned, er reliably infonmed, as to the correctness of his
guesses. No wondar a child might {orm the concept that & tomist s
any well-diessed person wlio diives a station-wapen with an out-of-
state license plate!

-
.
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The purpose of teaching is to short-cut this capricious process of
concept attainment within the natural environment. Through the
use of language, there should be relatively little diffzulty in explaining
to a child that an immigrant is one who moves from onc country or
region to another in order ta change his petmanent residence, while
a tourist {s one who travels around for pleasure without changing his
permanent residence. One can use simple evplanations like: “He's
going to stay here, have his home here . .. or “He's just traveling
around for the fun of it while he’s on vacation, and someday he'll
get back home.” There shauld be no difficulty, at any rate, if the child
has alrcady mastered certain prerequirite concepts. Among these pre-
requisite concepts would be: the concept of home or permanent resi-
dence and all that it implies; the concept of the division of world
territory into different countrics and those in turn into regions; and
the concept of taveling for pleasure or curiosity. It is very likely that
the child who is having trouble understanding the concept of tourist
vs. the concept of immigrant has not got cleamly in mind these pre-
tequisite notions that constitute, in fact, the criterial attributes upon
which the distinction hangs.

Alternatively, a child might be having ueuble because he has not
dispensed with ireclevant aspects of these conceptss he might think
that a tourist has to be always an American, whereas an immigrant
must be a foreigner, because he has scen 4merican tourists and
foreign immigrants. no American immigrants nor foreign tourists, The
ingenious teacher will think of the possible miwunderstandings that
could atise through the infinenve of hirelevant atiributes of tourists
and immigrants.

... Concepts can be taught. One pracedure can be called induc-
tive: it consists of presenting an individual witl an appropriate scries
of positive amd negative instances of a concept, Jabeled as such, and
allowing him to infer the naturc of the concept by noticing (constant)
features or artributes. This is the procedure followed in the usual
concet formation expaiment: although onr present knowledge atlows
us to specify several necesary conditions for the formation of a con-
cept, we stitl lo not know what conditions are sufficient.

Another poceddure for concept teaching may be called dedudtive,
and it tendds to be the favored procedure in school leaning (and, in
fact, i all expository prose). Tt is the technigque of vresenting con-
cepts by varbal definition or description. This technigue has received
refatively little attention in psychological experimentation, but it
seems to parallel inductive concept attainment in the sense that verbal
descriptions are - pedifications of criterial attributes that can enable
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the individual to shortcut the process of hypothesis, discovery, and
testing that typically occurs in the inductive conceptattainment pro-
cedure. Nevertheless, it is not known how relevant our knowledge of
critical factors in inductive concept formation is for the guidance of
deductive teaching procedures.

-..'The efficient learning of concepts in school probably involves
both inductive and deductive procedures. An analysis of typical con-
cepts of the sort taught in school shows that they do indeed follow
the models studicd in psychologicat experimentation, but that they are
more likely to involve complex relationships among prerequisite con-
cepts. The difficulties that learners have in attaining a concept are
likely to be due to their inadcquate mastery of prercquisite concepts
and to errors 1aade by the teacher in presenting in proper sequence the
information intrinsic to the definition of the concept. . .,

FOOTNOTE

YEail B. Hunt, Concept Learning: An Information Processing Problem  (New
York: Wiley, 1962).



ROBERT M. GAGNE*

Guidance in Concept Discovery

Itis of sonic importance to note that a Iearning
situation can readily be sct up to require human beings to discover
concepts with almost no guidance. Goldstein and Weber (1965) ar-
ranged a leaiing situation in which learners of high school age were
asked to make a choice on successive ex postires of two nonsense figures.
Confirmation of correct responses was provided in such a way that in
onc group of Tearners “position” was tlie correct choice (ic., the one
on the right), aud in another gioup, a particular appearance was
carrect. ‘The sabjects were asked simply to indicate choices, and mini-
mal veebal <directions weie provided. The positional concept tned
out to be much more difficult for these human subjects to discover
than was the appearaiace concept. But in cither case, it took a rela
tively Imge number of wials before the discovery was acnally made.

If onc examines these kinds of situations dispassionarely, they lead
naturally 1o the following condusion: Discovey without guaidance
makes the learning of concepts a tenibly slow process. It is quite evi-
dent that adult lnunan beings do not typically learn concepts by this
method. 1f one wants an adult to tearn 1o choose the one on the 1ight
he says, “on the 1ight,” and the concept is attained in a single trial.
I one wanus efficient hehavior ina reversal problenm: by seven-year-olds,
e says “opposite,” and the concept is avpilable for use o1 once. Exam-
ples from schoo! learning sitnations are not different in prindiple.
The student docs not start 1o learn what a cefl is by divovaring that
this is its name; he is told what it is. "T'he child does not begin the
process of discovering what a cirde is by searching for a drawn drele;
hie 1y told what it i That is to say, whea the (labels) have been

® brom Rabat M. Gagne, “Vaviatics of Laamning and 1he Corapt of Discovay ™
Y in lee SO Shetman amd Fvan R Keidar, Ols, fearning ™ Diceien: A Critical
]:lk\l‘c Appraisal. Chicago: Rand McNally Cowmpany, 1966, pp. HZ-14),

L $322 56
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previously learned, as verbal yespenses or some other kind, it is con-
siclerably casier o arouse their recall by means of some verbal instruc-
tion than it is to expect them to be discovered. . ..

It is true that there must be a difference between the use of a previ-
ously learncd concept by an adult in a new situation, on the one
hand, and the absolutely brand-new learning of a concept by a young
child, on the other. Perhaps the Jatter is not and cannot be done
simply by transferring a previously learned verbal label, acting as a
medtator, 1o # novel situation, The young child must have to responid
to a rertain number of instancas of a given class before he is able
to respond conceptually to any member of the class; and in addition,
e must have differentiated negative from positive instances. . ..

As a hiypothesis concerning how a child might learn a concept, the
following is ofiered . . . :

{a) Show the child enc instance of the concept (e.g., edge, as the

edge of a piece of paper), and say, This is an edge.

(b) Lhow him another instance, such as the edge of a swimming

pool, and say, This is an edge.

(c) Show him a negative instance, such as the side or top of a

cilinder, and say, This is not an edge.

() Show hiin still another ob;cct, such as a cup, and pointing

appropriutety, say, This is an edge, and, This is not an cdge.

(c) Ar atest, give the child a bex and say, Show e the edge.

«.. More exaniples, both negativ: and positive, might be needed
for some childicn than for others. A teacher might prefer to use a
questioning fori ol statement in most cases, rather than the declara-
tive form But it is most important to note that this is a highly
guided pracecdure, which requires communicaation through language
for its success. ‘There may be an intzrnal process of Viscovery in the
attainment of the concept, but the external Jearning situation is one
which uses extensive guidance.

6
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ZOE A. THRALLS*

Development of Concepts

Tc acquisition of concepts in any field is
gradual and cumulative because a concept is a complex affair. A (st
dent) may recognize the word “climate,” but may not have much of a
concept of “cimate”* 'Thus the teaching of concepts requires Loth
time and skill on the part of the teacher — skill in introducing the
concept and time filled with numcrous appropriate pupil experiences
related to the concept. A concept must have meaning and usability
before it becomes a part of the tearner's thinking. The teacher cannot
give meaning 15 the learner. He can act only as a guide as the learner
gradually conshukis concepts out of his own experiences.

... The teacher mu<t keep in mind constantly that the process of
learning is gradual and cumulative. He cannot expect complete under-
standing at the time the concept is introduced. The growth in under-
standing of a concept proceeds step by step in ascending levels of
difficulty. ‘This expansion of a concept, or growth in understanding
may be illusteated with some examples. One example, the siver,
is fairly simple; the sccond concept, latitude, is more ditfzult and
complex.

The term river means “a large natmal flowing body of water.” The
learner first Becomes acquainted with a specific river either through
actual experience or vicarioudy through reading and pictures. He
leams that it is a lage Mlowing body of water. It has banks, a channel,
and slow or fast current. He may note that man uses the river as
a highway,

Next, he has experiences with other tivers and neotes their particu
lar characteristics. Some flow rapidly, others slowly. Some have deltas

* From Zoc A. Thralls, "The Impotta e of Dasddoping Geographic Concopts™
in the Journal of Grography, $9:280 282 (Scptember 1900) .
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at their months, others do not. Some have low fairly level land for
their banks; others flow between high rocky walls. He begins to
discriniinate hetween rivers and other large bodies of water. At this
stage he is increasing his gencral informat.on about rivers. His con-
cept of 1ivers gradually gains in clarity, specificity, and abstractness.
By this time, he recognizes that although rivers differ, they have
common characteristics. He has gained the basic meaning of the
terny, river. He can now use the term with real understanding.

He is rezdy to acquire a more comprehensive understanding of
rivers and to classily rivers in various categorics, e also iegins to
understand how man's activities may be affected by diiferent rivers
and how man may nse them. He now has a rich and meaningful
concept as a part of = system of icleas.

Latitude is a much nmore difficult concept to acquire. It is an
abstract idea to start with and also is dependent npon a backgrourd
of experience with such concepts as sphere and direction. Latitnde is a
means of measuring distances by degrees north or southt of the equa-
tor. (Learners) can memorize that definition, but jt will have no
meaning to them and they will not be able to wse it unless the con-
cept is developed step by step nnder the teacher’s guidance, Further-
nore, a certain intellecinal maturity is necessary.

First of all, the learner must recognize the difficulty of locating
places on a sphere such as the earth. How can that be done? In
atterapting to solve that problem the necessity of latitude or some
means of location and measurement Lecomes evident.

By questions, the teacher helps the Icamner o recall the equator
arl its meaning and the poles. These texms the (leniners) should
have become acquainted with in the fourth srade, ‘The teacher guides
them in recatling how they used such general terms as “half-way 1o
the North Pole,” or “near the Equator.” Now a more exact method
of measurente.t is needed. The teacher introduces and explains lati-
twde and degrees of latinude. In his explanation, he compares the
lines of latitude to east-west streets aad degrees to the nimbers on
the houses which help us tocate a fricnd in a dity. Some learners are
bothered by the fact that the tines of latitude run east-west, yet they
measme distance north-south. If this peint comes up, the teacher may
mark off on the blackboard a seéries of lines one foot apart up from
the chalk tray. Then the learner will sce that these parallel lines help
one 10 find the distance up from the chalk tray, although the lines
run the opposite direction. Exercises that 1equire the learner to find
on the globe anc on maps citics at varions latitudes north and south
of the Equator should follow this explanation,
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"The next step is to guide the learner in 1ecalling from his fourth
grade experiences the significace of location at different distances
north aud south of the equator in trms of length of day, sun posi-
tion, and climatic conditions, Then, in the fifth grade, the (learner)
learns how Qatitude is related to the frost-free season, tite crops raised
in northerny and southern United States, the length and severity of
winver, and other every day items. ‘Thus, in vecalling his fourh
grade leianings and adding new information, he begins to sec the
significonee of latitude in man's life on cartir.

Learning and application activities should follow discussion, The
purpose o' these activities is to make the corcept clearer and more
exact. Fhe adtivities should require the leainer to locate a numhber
of places bo'li noith and south of the equator by latiukle. Then he
should be anle 1o 1ell approsimately (1} the sun 1 asition dwing
the summer and during the winter at dut place; (2 the length of
daylight in the winter and in the suminer; (3) the probable length
of the fiostfree season, and {4) thie possible crops i there is sufficient
rainfall. Of cour~ other factors affect thie <row  raised in any arca,
but latiwude is always onc vital factor,

Notw that is as far into the concep of latitude v hich o fifth grade
(student) iy able to go, and some may not b able to reach that
level. Not all {studenis) can be expected to attain the same Jevel of
tnderstanding. In the sixth and seventh grades, 1he learner may he
able to take further steps forward under the teacher’s guidance.

Thus, the building of concepts...is a gradual and commnlaive
process. It really never ends, but the tearlier can be [alily satisfied
when the child is able to use the concept 1o attack new pre” " s, For
instance, if the (learner) can vse the concept of Jatitude in attacking
stich questions as these:

Over how many degrees of Tatitn'lr does Chile extend? s it in the
north or south Jatitude? What d -« -t ¢ great extent of latitude (17° 8.
to 55° 8.} suggest concerning dimatic conditions in Chile? In what
months of the year would crops be harvesed in Central Chile? Whit
possible aops might be raiwed in Central Chile?

Gradually the (e iner’s) concept of Tatitude is extended and he
notes cortain factors which noodify th lats of Latitude, such as
terrain, location en a west or cast ¢oaw or in the interior of a con-
tinant. He also gains new concepts and modifics or extends the con-
cepts of latitude and dimate. Fle may e able 10 develop some simple
goneralizations cuch as, "The dimate of a region is influcnced to a
latge extent by its latitude™; “In the middle Lidwude lands have four
seasons, and the weather vavies with the scason.”
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Teaching Concepis
in the Classroom

\Conccpts cinnot be given or told to anyone -
at least not beyond the Tevel of simple recognition, anyway. We niust
develop our awn concept of something if it is to become @ useful part
of our cognitive libvary. . . . Teaching concepts . . . really means
putting students into lemning experiences that will facilitate theiv
own conceptiralization about a given congept.

Conceptualiving iv a lengthy process. It consists hasically of two
steps. T requites us finst to interralize a jwdimentary shucture of a
concept, a kind of skeletal mental image incomplete and unfleshed
out in tenms of all ity more subtde dimensions and intertelationships
but still possessing at least some basic cloments. "Then, we must use
this concept to analyze new o paricnce or data in order to develop
new insights and meaning. In o doing we broaden the initial coneept
by adding dimensdons that hevome apparent dming this expericnce,
Helping studerts conceptualize thus tequites us to guide than in
engaging in these two operations — inttoducing a concept and then
Lreadening or rehning it

Introducing Concepts: Concepts may be introduced in any of sev:
cral ways, One approach is o tell the students our image of a given
concept - to outline it for them and then desaribe it hy giving an
itlustiative exanple or two, Or we might present a concept as nnagined
and explained by a social scientist. Fither sy, ve ac only present
ing -- telling - giving the students somceone dee’s vanion of the (on-
copt to be studied. Ukdng ihis approach can familinize students with
the road outiings of & concept, hut they will not undastand or know

S hromy Barey Ko Bovan Trgudes dn ihe Scdial Studrec G A Spateg, for
Tracking, Columbus, Ohic: Chatles FoMandl Fabliching Co 1451 Reprinted
With poamision
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this concept as a result. Internalizing a cencept — making it part of
ore's own mental library —1equires student use of the concept to
analyze ncw und different bodies of content in subsequent lessons.

A much more useful approach to introducing students to a concept
and to conceptualizing is to involve the students in learning activities
that require them to invent their own conceptual images about a
particular thing. This requires ns essentially to engage the stu-
denis in:

1. Brainstorming

2. Grouping or classifying

3. Nentifying interrelationships
4. Synthesizing

Brainstorming is exactly what it iinplies — listing of all the vaiious
implications of a word or phrase or its synonyms or implications or
associated terms. Its purpose is to get into view all the possible aspects
of some particular idea er object. This is the first step —tiying to
become aware of all the vaaious ternis or behaviors assaciated with a
particular concept. ¥t may bt done by merely deciding to “Think
of all the things that are associated with X,” without any specific
preparation. Oz, such an activity might well follow some experierce
that contains certait- elements gencrally associated with the concept.

Once these associated terms or features have been listed for all to
see, the; muast be categorized. Ali those terins with similar features
should be placed in a single group and the group labeled with
whatever term describes the cemmon elament.

Then the groups must be examined in order to determine which
ones might have any relationships to each other. Some will appear
to be elements of major significance while others may be related to
one of these clements.

Once these relationships have been established, the groups may be
arranged — mentally or visually as in a diagram — so as 1o 1nake these
relationships readily appareat. This operation is really a synthesizing
of all the data. The result is a concept — a nental image of what.
ever it is we have been working with.

Suppose for example. we with to develop a concept of landscape.
First, it is nccessary to brainstorm abont it. What do we think of
when we think of Tandscape? Perhaps the following terms come to
mind n ost veadily:

h>mes roads billboards
1.ees Awings valleys
.owers thrubs rivers
hills «chools parks
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crosion telephone poles gravel pits
tall grass Natlands [actories

"There could, of course, be many more items. But Tet us work with
these. Are any of these similar? Do any have something in common
with any other? Perhaps these cculd be grouped as frllows:

A B
homes hills
schiools valleys
roads crosion
telephone poles flatlands
pvks Lrees
swings flowers
billboards shrubs
gravel pits tall grass
factorics rivers

Items i group A are man-made, The others are nature-made. Yet,
closer inspection suggests that these groups might cven be further
subdivided into:

C D E
homes roads swings
schocls biliboards parks
factories gravel pits

telephene poles

F G H
trees hille crosion
flowers va' s
shrubs flatiands
tall grass rivers

Categories G, 1D, and E contain differ:nt classes of man-made things.
Group G consists of stinctures that house people or propetty. D of
sttuctines that service people, E ol recreatisnal structures. The 1e-
maining groups have been drawn from the mature-made category:
F consists of things that grow on the ground, G of surface featmes and
H of onc way the sinface features evolverl.

Now what a2 the relatienships baiween these groups? Perhaps
the image that cimciges is something like this:
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This diagram is a represcntation of a mental image of landscape, Of
course, it is obviously incomplete in terms of how a geographer
might conceptuatize it. He might, {or instance, zdd a diniension of
“origins” to the clement of suifice features aml peshaps a dimension
of “caues” (meaning the kind of soil, temperature, and rainfall con-
vibuting to the giowth of the vegetation) to that of vegetation.?
Cartainly the oncept will be altered in timve as it is vved 1o analyse
a wide variety of fandscapes.

It is neither always possible nor even desiriible, nowever, to hase
the introduction of a concepi solely on the past experience or knowl
edge of the students. In many instances stdenis lack expatiences
or inforntation that cnable them ta brainsterm profitalily abmut cer-
tain kinds of concepts, espedially the more abstract concepis such as
decision-making, imperialism or spatial intcrartion. Instead, students
may brainstoim in response 1o a stimulus or lea: ning experience de-
signed by 1he teacher to provide them with examples of the concept
being introduced.

Instead of having students brainstormy off the top of their heads
about the elements of landscape, for example, a teacher wmight present
the dass first with a large painting of a landsape — or a photograph
or drawing of & landwape — or sevarul paintings or pictuics of dif:
ferent types of lanriwapes. The students can examine thew examples

* A« did John brasor Hart in his anicdle 'Sclocted Congeprs i the Goegraphic
Anatyds of Rural Arcae,” in Social Fdication, Docomber 1966 ppr. G0 e,
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and identify a number of things they see. A list of what they cbserve
can then be made and (be introduction of the concept of landscape
will be weli un.ler way.

Pictures aren’t tie only media or resources that may be used, either.
In introducing the concept of landscape, for instance, the teacher
might provide each member of the class with a poem aliout a land-
scape, or a short essay or even appropriate excerpts front an explorer's
diary and then have the students list the kinds of things referred
to as part ¢ T 1he landscape in eaclu source. Or, the eatire class might
g0 t the classroont windows and record the difterent things they see
outside as part of the landscape. A wide variety of sources are avzil-
able for use in stimulating brainstorming about any particular con-
cept. Whether a concept is irtroduced by the teacher himself by
telling what he thinks it is, or by students brainstorming out of their
own experience, or by the class analysis of some examples of the con-
cept, it is important to remember that this is only the first step in
coneeptuatizing. The next step — and the cvucial one — is to broaden
the concept, and, iu the process to internalize (lears) it.

Broc:"eniig a voncept: ‘I'lhie sccond major step in conceptualizing
is using the concept in whatever forir ir 5 1s emerged fiom the intro-
ductory stage to analyse new data. Tie tams of guiding students to
develop their own concepts, this vicans simply providing rhem with
oppoitunities to wortk with duta that will not only reinfcrce the
basic clements of the concept but wil) also broaden the total concept
itself by adding new dimeasions, In so doing the basic elements of the
concept may be altered comsiderably as exparicnce with new data
e ses their modification, amalgamation or even oultright elimina-
tion. "Viie process of refining a concept is never-ending, for the more
a concept is used the more uscful 1t Lecomes— and the niore it is
then used.

Broadening and refining concepts 1equire the use of difterent
kinds of Jata. Initially students should work with data that icllect the
esscntial elements of the concept as they have thus far Leen developed.
Then data having other elenents commonly associated with the
concept may be introduced and analysed so that new dimensicns of
the concept will cmerge. Finally, data that is somewhat similar but
which tacks the basic ingredients of the cencept imay be examined --
not to broaden the concept itself so much as to reinforce its essential
elements by contrasting them with diffarent data.

1t is quite possible, for example, that initial cfforts o conceptaalize
will neglect one o1 more dinensions of a concept whid we or others
believe are important. 'Thetelote, students must be put in toinch with
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nev data, the analysis of which will lead themn to at Jeast consider
adding this dimension to theic image of the concept. H students fail
to include a category of “Liousing structures” in their initial image of
landscat e, for mstance, and most experts believe this to be an impor-
tant vart of landscape, then we must provide the students opportuni-
ties to use duti in which housing structures are very prominent — such
as a photograph of a honsing developiment pechaps. As a result of
this «xperience ihe studants should add a pew dimension to their
cencept in order to provide a catczory to account for this type of data.

Having thus guided the students 1o invent their own concept of
landscape as desaibed above, we can help them broaden and refine
it by having them wse 1his cos cept to explain a varicty of new data,
Tve concept of landscape described above may certainly be enlarged
as it (s used to aralyse the fandscape of Brasil when studying that
country in world geography, the landscape of Boston in studying the
eightht grade nnit on the American Revolution and in studying some
of the work of European painters in the Furopean history course.
This same concept may even be used 1o make sense out of a painting
perbaps by Remington, a film on Asia, a selection from ke Red
Bedge of Courage, one’s own front yard, the battle field at Geaysbing
or even a photograph of astionauts on the moon. Tt could be used to
make meaningful any particular site for any event at any time or any
place in history.

Knowledgr of concepts may be evaluated in a varicty ol ways, too
Whether or not a stilent has devcloped a well-defined concept of
fandscape, for instance, may be determined by asking him to describe
it orally or in viriting — or even by drawing a picture. Or, he might be
given thice or four pictures taken in & certain arca o1 a topugraphic
map or an acria’ photograph and be asked to describe the landscaje
he sces, In any case, shonld his description inchide comments about
the major elements of Jandscape as developed in class, then it would
be fair to assiume he has begun to internalize this concept. If there
appears little recognition of these elements, however, then further
inquiry into the nature of landscape may bLe in order.
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Students Develop the Concept
Imperialism’

T

.lmpcri:alism has thie advantage of being 2 key
concept for uncerstanding the cveats that shaped American foreign
policy dwing the period, 1898-1901, and for understanding interna-
tional relations tod ty. It is a concept for which ¢here is no complete
definition — a sort of “2ccommodiating term™ coveting a number of
events and genetalizations open to exception. Also it is a team about
which there will be diffecences of meaning heid by nienibers of
a Juss,

... The following procedure was employed. Prior to class discus-
sion of the meaning of imperialism, students were asked to write what
imperialism meant 1o them. A follow-up discussion was conducted by
the teacher for the remainder ol the peried to formulate a class defini-
tion for the group’s use of the term. In a subsequent period students
were asked to take their class definition of imperialism and (1) to
apply it to the paiiod of the Spanish-American War, stating whercin
the definition as foimulated by the class was adequate and inade-
quate; (2) to apply it to the , . . period of American foreign policy
in the Fisen"ower Administration, stating wherein the definition was
adequate and inadequate; and (3) to state what the analysis made
in (I) and (2) suggested to thein about a concept such as
imperialism. . ..

‘The proccdure that developed with this particular class might be
summarized as:

1 dclecting a key concept.

® From Fred P, Ba s, ¢d, Deveaping Concep - — A Study ‘n the Teacking of
History, The Curricutum Rescatth Series, Bullctin No. G-Two-A, 1llincis Depart:
mcnt of Fublic Instiuction, 1958, pp. 10-28.
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2. Involving students in a verbal expansion of the concept as a means
of reducing it to words that refer to action. (Getting an operational
definition.)

3. Involving students in setting rules or conditions for their uce of
the concept.

1. Applying the dehnition, with agreed-upon conditions, to seveial
different situations as a means of developing discrimination, accu-
vucy, and flexibility in using the concept. . ..

The Operational Definition of Abstract "FCerms

A importit factor in helpirg students develop competence in the
use of an abstiact term, such as “imperialism,” {s to have them veduce
it 10 words that refer to actions and behaviovs which are part of tacir
experience.

In the class referred to above, each of the students stated {n writing
and moast of thein expressed orally in the discussion period those
actions and behaviors on the part of nations that to thew were signs
of imperialism. Representative student responses ate cited helow to
illustrate "the verbal Gilling out” that students did in redu-ing the
meaning of “imperialism™ to behaviors and actions for whiclt they
had already developed vather accurate meanings.

I call a country iinperialistic if it interferes in the aflairs of another
covn.ry to jzain Lencefit for itsclf. This can be done by spreading propa-
ganda or supporting some faction that will achicve the things that the
country is tying to do or by using out-and-out force. If a country uscs
force tu gain complete control over avother country as the Soviets have
done with their satellites, then that is imperialism. 1€ a country has 2
coloninl empire that it forces to trade only with the riother vountry or
impost  other restrictions upon, then that is impcrialism. If a coun'ry
spreads its potural idcology to other countries ard ¢yuses them to change
their type of government to the first counury's type, then that is im-
perialistic.
[ ] L] [ ]

When I think of a country being imperialistic I am usuaily not tkinking
in a very complimentary way of that nation because the word, ‘imperial-
ism," has become one with a shady meaning. An imperialistic nation, to
me, is one with goals 1o expand beyond its borders for the purpose of
bringing other arcas and people of the world under its influcnce to
cstablish some sort of empire.

Imperialism has a negative meaning and I usually speak of it in reference
to a nation that forces its goscrnment, traditions, and laws on another
country.
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... This “verbal filling out” suggests the importance of providing
opportunity for all students to reduce abstract terms to a level as
close as possible to things and actions that come within their
expericnce. . . .

Distinguishing Between Conditions
for Use of a Term and Causes of Events

Helping students to think through conditions for the use of an
abstiact term cin create problems unless the teicher is alert to the
case with which the discussion can shift 10 causes of @ state-of-affatrs.
The abstraction taken from the running notes of . (Jass discussion
illustrates this point:

TEsCHER:

Dox:
MARY:

ErAxine:
Jise:
BrrTy:

TEACOER:

BriTy:

TEACHER:

STEVE:

TEACQUER:

TEACBER:

Can we come to some agreeinent on the meaning of this
term, “imperialism?” What does it mean to you?

It's one natisn inteifering in the aflairs of another nation.
iUs a strong -ountry that wants prestige or fand or control
of another country.

Why, it's simply a country that’s attempting to build an
empire,

Impetiatisim means some kil of influence on another
country or people.

I'd «all the Spanish-American War imperialistic even
though it was fought to frec the Cubans.

IE imperialism has a connotation of control or influence,
why do you say the Spanish-American War was impcrial-
istic. although it was fought to free the Cubans [rom
Spanish rute?

Cuba get its independence supposedly, but the Plaut
Amcndment gave the United States control over Cuba for
sonie tinic,

Are we in agrecment, then, that inlpcri:elism exists when
Nation X attempts te influcnce or control Nation Y?

We ought to add to that — by getting control or posses
sion of its natural resources.

(Tle statement read: Imperialism exists when Nation X
attempts 19 influence Nation Y by getting control or
posscssion of its natural resources.)

Are there otlier conditions that should be considered?

(Pause)

Conditions that give tise to or promote imperialism?

7S
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Jone: Overpopulation. Countries have to find a place to send
surplis population. Colonies make a good place.

JoE: When a country needs markets for surplus products.

Mary: Industrial development.. .

Frep: Underdeveloped areas of the world crewie a vacuum that

invites imperialism. Some nations — usually big ones —
move inio the vacuum.

Dox: A nation’s sccurity and welfare goals may cause it to o)
low an imperialistic policy.

The first seven student responses indicate that the students were
describing acticns of nations, and in so doing they were developing
an operational definition of imperialism. ...

In the abstraci given above, the reader will note that con<cnsus for
a portion of the definition scems 1o have been reached at the point
where the group agiced that, “imperialism exists when Nation X
atternpts to influe.ce or control Nation Y. At this point the teacher
attempted to keep the discussiv,, open for further consideration of
conditions for use of the term, but the discussion shifted suddenly to
causes of imperialism. The wording of the teacher’s question is the
key to the sudden shift in the direction of the ana’ysis. By adding,
“conditions that give rise to or promote imperialism” the teacher
directed student thinking away from conditions for use of the term (o
conditions that describe ot tell how a state of imperialism comes into
existence. . ..

Conditions for the use of a term and conditions that describe or
tell how what the tesm stands for are 1wo quite different things. Tle
former is an essential aspect of concept analysis whereas the Jatter
is not. When the purpose of a discussion is to set the rules or condi:
tions for use of an abstract term, the teacher needs to be wary of shift.
ing thinking away from the development of an opcrational definition
to a discussion of causcs. To shilt inadvertentiy front one to the other,
without helping the class to understand what is happening. is to
contribute to student misunderstanding ol the concept and the condi-
tions for its use.

Rcefining and Searching for Better Concepts

Having formulated a dcfinition for the use of a concept. students
may think that they have a complete definition that is adequate when
applied to different situations. Providing experiences whereby stu-
dents learnn that operational definitions give only sufficient conditions
for the usc of a term is important to developing an understanding
of concepts....
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In the classroom analysis of the concept fmperialism referred to in
this discussion, the teacher provided such an experience for the stu-
dents by asking them to apply their definition of imperialism to the
periods of the Spanish-American War and to the current period of
Amcrican foreign policy indicating wherein their definition was ade-
quate and inadequate. They were also asked to state what their
appli~ation of the definitjon to these two periods suggested to them
about tle concept.

The dehnition that developed in class discussions and that was
applied to the two diffcrent periods in the nation’s fereign policy
follows:

Imperialism exists when Nation X attenpts to influence Nation Y by
getuing control or passession of its natural resources or by making Nation
Y dependent on Natien X for manufactured or imporied goods or by
making Nation Y accept the political or religious creed of Nation X,

Excerpts arve taken from students’ papers to illustrate how the
application of a dcfinition can seive the dual function of providing
practice in “testing” a definition in several different situations and of
helping  students tecognize  the adequacy-inadequacy of their
definition.

Sample A

According ‘o the definition, American policy at the tiiac of 1he Spanish.
American War was impcrialistic because we inflicted our own system of
gorernment on 1he people of the temitorics gained as a result of the
Spanish-Amecrican War. 1lowever, T don’t believe it is this simple. One
factor in a nation’s actions, which is not included in the definitisn, is
motivation. We controlled these territories as we did for the benchn of
the people. We intended from the first to prepare them to govern them.
selves and eventually they were frced. I am not sure that these two
diflerences make our policy non-itnperialistic, but 1 think some provision
should be made for them in the defnition.

It scems 1o me that the only question in applying this dcfinition to our
present forcign policy is whether the United States is tying to make
other nations accept our idcology - the democratic way of life. In my
opinion the use of persuasion cannot be considered imperialism, and 1
think this should be clear in our definition, i.e., that impcrialism exists
when nauions ere mede to accept these ideas against their will. This
rules out persuasion. In other respects 1 think this definition is clear

enough,
&) . s . . .
l: lC oo Irapplying the definition to Americar foreign policy at the
time of the Spanistc-Amaican War, the student in Sample A finds it

. r]wt .
"
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adequate. But, then she goes on to point out that since no provision
is made in the definition for a nation's motives and intentions, the
definition is lacking in completeness. She raises the question cf
whetlier or not it is quile accurate to use the texm “incperialism” to
describe the nation's policy at that time,

Since this point had not been vaised when the class de-cloped is
dehinition, it is of some interest to the teacher that several students
inade somewhat similar observations in testing their definitions. . ..

In applying the definition to the nation’s current forcign policy,
the student in Sample A raises the question of persnasion as an action
that is or is not a condition of imperialism. For her it represents an
extension of the definition and one that scems to have broadened her
understanding of the term.

‘The excerpts that follow are cited to illustrate further the kinds
of modifications that other members of the class regarded as necessary
in the use of the ucfinition.

Sample B
1 think the second past of the definition should be changed and restricted
so that imperialism is not the case if Nation Y gcets its materials from
more than one Nation X or il only one Nation X is involved, the costs
are fair in terms of the value of goods received.

Sample C

Ir cenain times a nation is forced to take the offensive against im-
perialismt by indulging in it. I think in such an instance that we can
hardly be condemned for trying to keep the USSR out of the Middle
East, There can be ne absotute definition of ‘imperialista It must be
relative 1o what the vorld situation involves and what has come before
in the country. I would add as a condition to the dcfinition — ‘if such
action ¢flects a change for the worse in the freedom and welfare of the
people of Nation Y.

... In samples B (and) C...students suggest that in ovder for the
definition to be adequate in today’s world, it needs to include condi.
dons desaribing a nation's action in respect to trade and foreign aid.
There appears to be some question in their minds as to whether or
not alliances, forcign wid, and trade-investment developments among
nations today e new actiors of nations that are signs of imperialism
or of somctiting clsc. Front the fact that theose concerns were expressed,
it might be 1casonable 1o assume that stwlents weie making a won-
scious cffore aritically to examine their defnition and 1o identify at
what points it was adcquate and inadequate when applied to givat
situations. . ..

Fhe procedute of applying the definition to two diffcaent sitvations
sccins 1o have involved students in a process of adding to and sub.
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tracting from, as well as re-examining and 1e-interpreting conditions
for the use of the term — important activities in the critical searchiug
for better concepts.

Setting Limits for Use of Co..cepts

Another kind of proLlem that developed in the discussions of the
meaning of imperialists was that of agreeing on the li'nits to set for
the nse of the term. This is an aspect of concept analysis that can be
useful in helping students understand the nature and function of
historical concepts.

Teacuer:  We've raised the quettion of determining at what point &
nation becomes imperialistic. It's like crossing a line. Up
to a point it is and beyond a given point it isn't imperial-
istic. Whete is the cutting edge in our use of this tern?

Dox: s sumethiing you have 10 creep up on. Once you get on
it you've kind of passed the point already. It's hanl to tell
because vou can't ook at all the events and see the effect.

Frep: 1 don’t think there is a cutting edge. The concept is just
used to know relative standards thought of a country. You
can only say that one country is more imperialistic than
anotler.

HeieN: Therc are o many factors involved that it's almost impos-
sible to sprafy a pointat which a nation's activity becomes
imperialistic. A cutting edge would he puely arbitrary
and very dificult to agiee on. 1 think it would be more
uselul to et up conditions for the use of the term, and
the more the country met them the more imperialistic it
would be.

Working with their definition anid applying it to difterent periods
in the nation’s history helped to make students aware ol the diff-
culty a group entounters in reaching agiceinent on any one paint that
might serve as a cutting edge for their use of the term, “imperialism.”

... The difficulty of scuing a cutting cdge became apparent to
the class, and this was the time to help them understand that his-
torical concepts, unlike concepts in scicnce, are “accommodating
tams” that cover a great many events hagpening in different places
at diffcrent times, In history we o not specify that any single event
or set of events must be present if a state of aflairs is to be termed
“impetialivn.” To do so would be to destroy the utility cf the con-
cept. Hence, fmpiciialism, like many concepts in history, has an ele-
ment of vaguenews that makes it difhcult to “pin down.” Helen is
s1ying predisely that, in the absi actio i from the notus given immedi.
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ately above, namcly, "A cutting edge would be purely arbitrary and
very difficult 10 agree on.”

Identifying and Using Concepts
That Describe 2nd Rate

A fifth aspect of concept analysis important to the socia’ studies
teacher is helping stndents to recognize and understand the descrip-
tive aud rating functions performed by concepts. Words like “good”
and “bad’" are used to approve or disapprove; lo give or deny value
to people and things. But few words are limited just to rating or
describing. More often words d=scribe and rate a. the same time. The
reader will immediately think of a number of such terms in the social
studies, e.g., "Americanism,” “rngged individualism,” “democracy,”
“revolution,” “capivalism,” “socialism,” “communism,” “liberalism,”
“conservatism,” “radicalism.” Each of thes. terms describes or tells us
something about the actions and operations of pcople or things, and
in so doing the term is performing a desciptive function. But these
terms also perform a rating function: they commend or deprecate,
praise or blame, approve or disapprove.

Let's take the term “imperialism” with whick we have been working
in this discussion of concept analysis. When the students in the United
States history class develope.® their operational definition, they were
desaiibing actions of mations, that is, influencing and controtling
anoher nation by (1) getting control of its natural resources; (2)
inaking it dependent for manufactured goods; (8) imposing its insti-
tutions on another people. The term, in this sense, is used to describe.
However, “imperialism"” is one of those tenns that may also be used to
tvaluate or rate, and this occurs when opinions get mixed in with the
description. Two of the students’ initial written statements on the
meaning of imperialism illustrate this point.

Imperialism has a negative 1aeaning and 1 usually speak of itin reference
to a naiion that forces its governn ent, traditions, and Jaws on another
country.
¢ L] *

When I think of a country bring imperialistic, I am usuaally rot thinking
in a very complimentary way of that nation because the word, ‘imperial.
ism,” has become one with a <hady meaniig. An imperialistic ration, 10
me, It one with goals to expand beyond iws borders for the purpose of
bringing other ateas and people of the world under its influence to
establish some sort of empire,

Q. In cach of these two statements, “imperialism™ is used to describe
E lC and rate. In the first statement 5t rates and describes at the sam  ime,
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In the sccond statement the student uses the term to tell us how it
stands with him, aud in the last sentence of the statement, “imperial-
ism” serves a descriptive function,

Undoubtedly, these two students assumed they were describiug
actions of nations, that is, telling what the tem “impetiatism” meant
to them, when actnally they Lad gone beyond this to state an opinion
of imperialism. In both instances they used the term to tell how
imperialism stood rvith them. Although they judged it bad, it might
be good or bad depending on the criteria they used in arriving at their
judgment. For example, onc person might hold that nincteenth cen-
tury imperialism, as developed by western European nations in Asia
and Africa, was bad. His criterion for arriving at this judgment is that
all people, regardless of race or creed, have the right of self-determina-
tion. Since, in his opinion, the actions of western nations did not
micasur: up to his criterion, he rates imperialism bad. Another person
might approve ninct.enth century imperialism, using as his criteria
the devclopmeat of naturai resources, the modetnization of iadustry
and transportation, and the cducation of the people of underdevel-
oped areas of Asia and Africa

Pisagrcements of this kind can be reselved by deciding which is
the better sct of criteria for rating impcerialism or any other set of
conditions. To do this it is rccessary to set up and reaclt agicement on
jome criteria to determine which is the better set. 1f suchi eriteria are
lacking or il agreement cannot be reached on those supplied, the
individuals concerned will contintie to rate imperialism differently,

1t is impottant if students are to develop skill in the use of concepts
in the social studics that they understand the dual function many
concepts serve. It is equally important that students know when tley
2nd others arc using terms to describe or to rate or to do both of
these. They need also 10 be conscious of the criteria that ae operating
when terms are used ta approve or disapprove. They necd, likewise,
1o recognize that when people disagiee on criteria, they will rate the
sa-ne thing differently. ...

Attempting to detetmine what sules or citeria people have for
their opinions should help students develep some undenstanding of
the impo:itance of criteria as the key to determining whether or not
any basis exists for reaching agreement. When abstiact terms are
used 1o cvaluate or rate, and theie is disagreement about criteria,
troubls is inevitable, be it in a classroom discussion or in an interna-
tion1i confaence. Students who are able to act on these understand.
ings a1e developing more cficient concepts and becoming more eff
cient thinkers,

8L
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How Concepts Develop

Conccpl development begins in early infancy
and normally continues thonghout life. Thus the child enters schoo?
with a number of concepts in the piocess of development, and it is
well to remember that many concepts will continue to develop as a
result of experiences outside of school. In pointing out the preeminent
role of concepts in an individual's life Russell connments: “The alult's
concepts determine pretty well what he knows, what he believes, and
thus in large part what he does.”?

... Concepts develop in the classtoom out of a stimulus provided
by the teacher. The student looks at a picture, reads a passage from a
book, listens to a spcech, [eels the surfice of a raised reliel map,
or tastes strange food from a foreign land. The (impressions) grow-
ing out of these sensory expxeriences are the first step toward concept
development. The student describes to himself what he senses and
how he feels about it, moving back and forth between the sensory
experience and his thouglts about it. The accuracy and emotional
content of his perceptions infuence the extent of his progress in
developing a concept. I le is expected to be content with temember:
ing what has happened, little progiess toward concept development
will be made. What he needs is time to think in order to solve the
problem of 1ncaning by organizing his perceptions to sce how they fit
into what he already knows — his mecmories and mental images, or
ima’ 'nation.

#ay be that the student is conflronted wita a situition so unique
that he has no past experiences to use 25 tools for transforming his
perceptions and feelings into a meaningful pattern. He faces ideas
that are entirely new. In this case his concept will be initiated on the
basis of the single experience, and will be described in his inind by the

* From Veana 8. Fancil et al, Social Science Concepls in the Chissrocm. Syra-
cusc: Social Studics Curricutlum Center, 1968, pp. 21-25.
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perceptions and feelings gained at that moment. Or, b2 may have had
some experience in the past which is related to this concept, but may
be only vaguely aware that something is familiar; he may be unable
to decide why it is familiar, and. therelore, be unable to use the mate-
rials for fnther development of he conczpt. He is not able to establish
the necessary relationships with something he already knows If he
does recognize sicnilarities between the present and past experiences
he can begin to fit the parts together, to extend the base of his under-
standing, in other words, to develop a concept.

Imagination plays a significant role at this time because no two
events or ideas in human activity are likely to be identical. Imagining
how one event might be related to other events requires more creative
search than simple recall of a concrete item. One might consider the
process of thinking at this stage as a sorting through memories until
the right item is located. All the while, inemories and imagination nre
being influenced by emotions as the searcher describes to himself how
he feels about what is happening. I€ this does not take place concept
attainment is abandoned.

Having identified velated wawrials, the learner then abstracts the
relevant elements and sets aside the irrelevant, Connections between
the relevant elements are songht and tested, and adjustinents are 1nade
as relationships ave clarified. Gradually the pathways are made be-
tween items of knowledge which expand an origiual idea into a larger,
mote powerful whole. A more complex concept has been formed. In
the future, under dilferent circumstances, confronted with diflerent
materials that stimulate Liis thinking, he will repeat the processes of
sensing, perceiving, recalling, imagining, abstractirg, discriminating,
relating, testing, generalizing. His concept will be adjusted and re-
formed as understanding grows, The process may be repeated again
and again or the concept may be 1etained, with little cihange, for long
periods of time. . . .

Vuried Experiences Do More
“i'o Promote Concept Development
Than Repetition of the Same Expericnce

As has been emphasized, each individual builds his own concepts;
ne one can “give” a concept 1o anot! ‘1. A variety of experience, re-
lated to the same genetal idea or coicept, cnables the learner to
recognize the central idea involvid. Such experiences should make
use of as many kinds of scnsory experience as possible, in contrast (o a
single stimulus, sucii as the teacher's voice. The cffectiveness of varied

o
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experiences form the basis of the multimedia approach to coramuni-
cations.

If understanding of a concept rests upon the repetition cf a single
experience there is considetable likelihood that the understanding will
be extremely narrow, and possibly even distorted. As truth is said to
have many faces, so does a concept. Abundant expericnces, all of which
focus on the same general concept, should protect the learncr from
stereotyped patterns of thought.

Concepts Develop From Vicarious Experiences
and From Noting Similarities and Differences
As Well As From Direct Exprriences

As our social order becomes more complex the opportunities to form
what Joyce has called “observed concepts” become fewer. Direct ex-
periences may consist of verbal statements made either in person or
by means of films, radio, or televisior. They aiso result from physical
activities and from first-hand experience with objects in the environ:
ment.

However, since concepts are abstractions many of them grow out
of inferences based upon comparisons and contrasts in what is per-
ceived, what is remembcred, and the mental images one tetains. Both
inductive and deductive reasoning may be employed in developing
concepts, 1t is possible to provide a concrete demonstraiion in order
to allow the learner to reason inductively and develop his own idea
of the concept involved by moving from the known to the unknown.
Other concepts may need to be developed deductively because they
may not be demonstrable or because the method of induction is too
time-consvming.

Concepts Are Acquired Chicfly Through The Medium Of Words

The iinpottance of verbal learning has been pointed out by Brow-
nell and Hendrickson: "We deal with facts and relationships which
are recorded, studicd, Jearned, remembered, and used by means of
words.”? ‘There are other ways of Iearning in addition to words —
perceiving, motor activity, and feeling. But as the individual acquires
facility in the use of language more an* more of his leaming depends
upon words.

This dependence on words sometimes leads the leainer astray be
cause the term encountered means something quite different to the
learncr than was intended by the author. Exncst Hern noted some
thirty years ago that social concepts appealing most [requently in
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books and periodicals are poorly understood. His conclusion is
startling: “The more crucial and basic the concept, the more seriously
inadequalte, apparently, are the student’s ideas about it.”? Professor
Horn reports numerous studics which indicate misconceptions arising
from the meanings of words. He comments that words which express
the author’s thought reasonably well are significant to the reader only
in so far as they are related to his purposes and experiences.

Concepts Develop Slowly In A Child’s Mind

Concepts appear to become morc securely fixed in a child’s mind
when they are developed over a pericd of time, rather than in a single
concentrated study. This is what Jersild refers 1o as "seasoning” — the
opportunity a child has to have related <xperiences, recall past experi-
ences, sce connections, and test refationships in a continuum of situa-
tions as he matures.

The process may involve much “learning and unlearning,” even
relearning. as he recognizes inconsistencies in his understanding and
adjusts the pattern of thought to accommodate the new learning. Thus
when a concept grows in a student’s mind he Loth gains and loses, for
in order to change his concept he must put aside some belief previously
held to Lie true to acconmnodate something else hie has come to accept,
In the long process of maturing the student will experience many such
changes related to his understanding of concepts. . . .

Concepts Pevelop At Diflerent Rates For Each Person

The rate at which concepts develop will differ from person to per-
son, depending on age, maturity, intelligence, persenal characteristics,
motivation, past expetiences, and — as a result of this — the extent of
conceptual understanding brought to the learaing task also will differ.
At the upper grade levels where students are usually expecied to work
with many types of concepls, teachers find that some students require
more time to understand relationships of an economic nature than
those that are political or social. To others, it may be concepts such
2s causation, viewpoint, or objectivity that scem most difficult of all
1o change.

FOOTNOTES

1 David 1t Russcll, Chitdren's Thinking. (Boston: Ginn and Co, 1936}, p. 120.

P William A. Browne!l and Gordon Handrickson, “"How Children 1camn Informa-
tion, Concepts and Generalirations,” Learnivg and Indhruction, 4%th Yearbook, Part
I, National Sodicty for the Study of Educztion. (Chicago: Univasity rf Chicage
Pross, 195Gy, p. 93.

} Eincst Mo, Methods of Instruction in the Social Studies. (New York: Charles
Scribner’s Sons, 1337), p. 145,
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PART IV
What Are the
Implications of
Concept-Teaching?

Suc(css[ul concept-teaching in social studies —
at all grade Jevels — requires that both teachers and students behave
somewhat differently than they do in a traditional classroom setting,
Concept-teaching has important implications for teachers in how they
plan learning experiences, guide them to fruition and cvaluate the
results. It also has implications for liow students learn and what they
do in the classroom. And finally, concept teaching has numcrous im-
plications for a school's cntire K-12 social studics curriculum and
cducational progrom, Kdentifying some of these implications is the
puirpose of this con tuding section.

The Leginning teachers referred to in the report of the study by
Agnes Inn that follows were first-year tcachers in a scheol system that
las a concept-oriented social studies cuniculiim, However, the kinds
of problems and concerns with which these teachers had to cope as
they tried to “'teach™ concepts for the first time are the same kinds of
problems and concerns that face any teacher — experienced or inex-
perienced — who tries to engage in concept teaching for the first time.
‘Thus, the points made here are quite relevant to all cducators initiat:
itg concept teaching in social studies.

"The final selection s intended 1o do what we have been unable to
fi vd done elsewhere, to point up some of the lundamental implications
o’ conceptteaching for social studies teachers and studernits, v is by
n» means definitive. Theie are certainly many more obvious and somse
hite subtle implications we have negledterd to mention. ‘I'kose impli-
cations induded, however, are thow ovayone engaged in concept-
teaching in :ncial sticies ought 1o be aware of, for unless these are
dearly understood and dealt with in a pasitive fachion purposciul
concept-teaching will most likely 1cmain far liory a reality in the
chassroom,

&8l
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AGNES M. S. INN*

Beginning Teachers’ Problems
in Developing Social Studies
Concepts

T\c task of providing a sequence of learning
expericnces that leads to the conceptual objective is not an easy one.
... The chicf dificulty encountered by...teachers (has) to do with
selecting and providing relevant learning experiences for pupilst
Relatir z specific learning activities to the attainment of specific con-
cepts and generalizations proved to be particularly bothersome. This
difficalty was noted repeatedly in the logs kept by the teachers and in
those kept by their supervisors. It was revealed again in their plans,
expressed in private conferences, and observed during their teaching.
These sample reactions from the teachers illustrate their concerns:
1. Seclecting sequential activities, cach related to the main idea.
Selecting the best activity to lead pupils to the main idea.

Using a variety of activities: doing soraething besides discussion.
Mainteining a balance of activities beiween reading-type and doing.
type an: between small-group and large-group endeavors.
Clarifying the purposes of activities for pupils.

Conducting discussions without having pupils become restless.
Formulating thought questions to guide pupils during discussion.
Wording questions in a way pupils understand what is wanted.
Relating fzcts and specifics to main ideas in distussions.

An analysis of the expressed difficulty of these beginning teachers,
namely, seleciing suitable learning experiences for pupils, provides
us with some valuable insights into the complexities of guiding concept

bl

DD

¢ From Agncs M. S Inn, “Beginning Teachars” Preblems in Descloping Social
Studics Concepts,” in Sncial Education (Nov. 1966), pp. 510-511, 518,
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development. First, the teachers’ own grasp of the particular concept
or generalization is critical. It is not simply a matter of possessing
sufficient content background that supports and clarifies the concept;
it is equally nceessary to have a grasp of the dimensions of meaning
or lcvels of abstraction of a particular roncept.*

In planning. the teacher must be able to analyze a concept into
component elcments and must also be able to arrange such elements
on a continuum of difficulty. This is not possible -anless he has some
depth of understanding of the concept hiimself. The teacliers’ limita:
tions in this respect were observed in two ways. They had difficulty in
analyzing the conceptual objective in terms of levels of complexity.
Teachers tended to perceive the "understanding of a concept” as an all
ar nothing affair rather than as developmental and continuous. Ob
servation of their teaching revealed also that they often did not recog-
nize the children’s statement of the generalization because it was not
couched in the language of the teacher or expressed in the way he
believed was correct. It was apparent that the teachers were not fully
aware of the dimensions of meaning or levels of abstraction of concepts
and generalizations and, therefore. encountered difficulty in guiding
concept developinent.

Second, clues that suggest appropriate learning activities are often
overlooked because teachers do not realize that a conceptual objective
itself may suggest leads to suitable pupil experiences. For example,
one of the conceptual objectives identified for a unit on Japan by a
sixth grade teacher was “The physical features of Japan influence the
ways of living in that country.” This relationship can be more readily
understood if pupils have had soine experience with its application to
situations with which they are presently familiar. This suggests the
possibility of a field study beginning with observation and identifica-
tion of plhysical features found in the children's own environment and
relating these to occupations and other aspects of living. Using this
concrete expericnce as a foundation, the class can now move into
intensive inap study and related research on how the people of Japan,
or any other pait of the world, are influenced or affected by the physi-
cal features found there. learning experiences fur this concepiual
objective could have been limited to reading about physical features
and their ¢ffect on people’s lives. But such an experience js a mature
and advanied way of dealing with this idea. Preliminaiy to an en
counter with it at this level of abstraction, the pupit shoull have
experienced it in a more familiar and fundamiental fonn and context.

* Editont’ emphasis,



O

ERIC

Aruitoxt provided by Eic:

<o

84 CONCEPTS IN THE SOCIAL STUDIES

Third, the teachers’ comments clearly suggest that their search fo
learning experiences that are varied, interesting, and meaningful was
often done without sufficient concern for the conceptual objective to
be developed. They tended to want learning expericnces that were
exciting and differcut, but they rarely tied this search to the objective.
The beginning teachers in the study made a conscientions effort to
include learning experiences other than the conventional ones such
as reading books, viewing films and ﬁlmslrips, and discussion.

The desire to scek and use varied and interesting learning experi-
ences is in itsell commendable. But unless such experiences and activi-
ties are directed to the auainment of specific obicctives, additional
difficulties will be er ountered. For example, a foutth grade teacher
employed role-playing activities for each major concept in a series of
units contrasting ways of living in various parts of the world. This
teacher appeared not to sense the inappropriateness of this activity as
a mcans of extending pupils’ understanding of certain concepts. Nor
did "2 papils’ responses suggest to her that the activity was not
achicrivig jts intended puipose. It was cvident that she was not sensi-
tive 10 feedback from the pupils. Another teacher used drawings as
the chief method of having children express cheir grasp of the nrajor
idea in their study, There was little anparent concern for the ap-
propriateness ol chis “interesting” technique to the conceptual objec:
tive under study. She was scemingly not alert to the children’s difficuliy
in reducing complex ideas to pictorial representations. Time and
again teachers in the study found themselves in a pattern of seeking
in"eresting and varied learning experiences without examining them
for their applicability and appropriateness to the objective and to
the children.

Fourth, teachers’ reliance on discussion throughout the development
of a unit study needs to be reevaluated. The enlightened use of
discussion is, of course, well established as a desirable learning activity.
Nouetheless, when the discussion technique is indiscriminately em-
ployed and pupil contributions naively accepted, the opportunities for
learning inaccurate conceptions and mistaken information are ever
present. Too often the purpose of a discussion was not clear either to
the pupils or the teacher. Consequently, the expericnce became a
recitation by the more verbal childicn or a Afalogue between a par:
ticular child and the teacher. Ficquently the *2acher asked questions
that supplied chiklren with answers or questions requiring one-word
answers. In cither case, there was little if any need for a diccussion.
Many teachers, apparently, do not realize that discussions are of
various types — that the learning being sought at the particular time
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influences the type of discussion to employ. This study suggests un-
mistakably that teachers need greater skill in framing questions that
stimulate discussion.

Observations of discussion periods wheie children were to draw
condclusions, to generalize, or to demonstrate tacir giasp of the objec-
tive, revealed that this type of discussion was most difficult. Reaching
for the idea often consisted of the teacher presenting a series of leading
questions to the pupils. As pupils responded to the questions, the
teacher rejected those responses that did not answer the question,
The procedure more closely resembled a trial and error recitation than
a discussion. In some cases, the development of the idea was limited
to recall of facts withont the necessary relating of these details to one
anothier in some recognizable pattein. In other cases, the discussion
was not supported by learnings developed during the study; hence
there was not a common point of reference for both teacher and pupils.
In many instances the chalkboard was not utilized to record points as
they were made by pupils; thus an important tool was overlooked for
lielping children summarize and generalize. Discussion can be an
important teclinique for concept developmeant, but this study indicates
that it requires skillful handling by the teacher if it is 10 be so used.

This exploration of teachers' difficultics with learning experiences
that lead to the development of concepts has many implications for
tie teachers’ role in guiding concept development. In a sense, the
teacher is a programmer of instuction because he has the task of
breaking down o1 analysing the eunceptual objectives into “teachable-
learrable chunks.” He also has to design learning experiences that
are appopriate to each objective and that are at the same time man.
ageable by the children. This is the individual teacher's task because
it is he who makes the final decision regarding the actual study and
its implementation. No curriculum document, course of study, or
resource unit can replace this aspect of the teachet’s planning. In this
respect, the teacher's role in concept development is crucial.

FOOTNOTE

! This papcr is based on a study conducied in «lccted elementary schools in
Havaii duting the 196165 scliovl year: "Ap Invistigation to Explore Ways of
Helpirg Intern Teachars Analyze and Use Conceptual Objediives”” (Unpublished
Goctoral disscrtation, University of California, Beorkeley, 1966.)
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BARRY K. BEYER
ANTHONY N. PENNA*

Some Implications
of Concept-Teaching

r]:aching woncepls — or, more accurately, help-
ing students conceptualize — is not easy. It cannot be done well in the
context of the traditional social studies teaching-learning situation, for
conceptteaching requires more on the part of the teacher than telling
—and it involves more on the part of the student than mere listening,
reading and reciting. 1 we expedt students to think conceptually, we
need to understand the essential nature of concept-teaching and its
implications for the teather, stndent and curriculum alike.

Implications for Learning

Concepts are mental intages. They are highly personal inventions.
They grow fiom our own experiences. Because concepts are personal
and because they are manmade, there are natvrally many ways to
conceptualize about tie same thing. When several different cor.cepts
or images of the same thing do exist, however, one is not the correct
concept and the others wiong. Concepts cannot be evatuated in terms
of their "rightness” or ‘‘wrongness.” Rather, the degree to which a
concept helps explain reality detennines its utility and hence its
validity.

While it is true that no two concepts of the same thing need neces-
sarily be alike — that there is no single "right” way to conceptualize
about anything. some conceptuatizations may be much more accurate
explanations of reality than may other conceptualizations of the same
thing. That is, the experiences of some people may lead them to
develop more precise and at the same time mioze universally applicable
concepts than might other pxople whose toncepts evolve from dil-
ferent, more testricted experience. For example, a concept of spatial
interaction evolved by a person who has spent years studving the

-_'_(;;;g—h_; © I_Qio—!i;‘r;‘h»_&;;- ;&Av;h(;; N Penna, f‘ﬂ;r:(}:ic_-.\lcll»(‘rr;
University, Pitsburgh, Fa. Reprinted with pormission,
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distrihution, arrangement and interaction of things in space, is likely
to be much rore precise and descriptive of reality than {s an image
of the same concept articulated by a ten-year old. A concept of resource
allecation developed by an experienced economist is tHkely to be more
useful in explaining expetience than is a concept about the same
thing made Ly this same ten-year old. Helping students conceptualize
about concepts such as spatial interaction, resource allocation and
others cvolved by social science experts and having demonstrated
analytical or descriptive utility in making sense of experience is con-
sidered by many to be an important objective of social studies
education.

Concepts do not emezge full grown, however. They evolve. They
change over time as cxpetiences change. The process by which concepts
1ake shape is 1eferred to as conceptualiring, andd this is something only
a conceptualizer — a learner — can do. It ccoot be done to him ot
for him. Conceptualizing is not memorising whot somcone clse thinks
a specific conceprt s, nor s it trying to guess what a teacher or scholar
is 1hinking. Conceptualising means examining and rellecting on
similar expericnces 10 onder to identify their common elements and
buill an ordrily image of them.

The implications  f this for stadents are quite significant. Con
ceptualizing iz hard work, It requires active, intellectual invo™ —ment
by 1he lcarner. For students accustomed 1o memorizing what the
teacher or test presents and then regurgitating it on an exan —for
students accustomed o seeking and finding “right™ answers — for
students accustoried to sitting and listening ~ for students who are
“fact-oriented,” initial cfforts at conceprualizing can thus be quite
frustrating and somcerimes (ravmatic.

Eflective conceptuaiization seqnives a new set of autitwdes toward
learning as well as a new set of learning behaviors. Since concepts
evolie anly gradually, a conceptualizer must he willing to tolerate
considerable ambiguity or uncertainty. He must be willing to exist
and pasist T1oa situation that js somewhat open — until the bioad
outline of a uselul conceptual structure begins to develop in his mind,
Concepts don’t pop up instantancously, Earge eapericntial inputs ave
requirad to generale, validate and broaden concepts, and this takes
comsiderable time, Thus patience, too, is a necessmy 1cquisite for
conceprualizing. Studcnts must be willing to wait while useful con-
cepts avolie as they oxomine and teexamine da in dheir cffeits to
davelnp a conceplual grasp on expericnce,

Concgpas do, indeed, give us handles on expericnce, Tnvanting con-
cepts is nothing more tan imenting intellectual tools, This process

(
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of invention is somewhiat analogeus to discovering something. It is
as powerful in the intellectual sense as is the discovery that takes place
in the clarification of a problem or in the yerification of hypotheses
or in the final synthesis of a line of inquiry. Conceptualizing is a
creative act,

The ability 1o organise experience conceptually — to conieptualize
—is, in faur, as important as creating specific concepts. It is the ability
to conceptualize as well as knowledge of whatever concepts we develop
that provide ns with the intellectual power to muke meaningfel later,
yet ‘mptedictable, expericnce. ‘Thus, learning now to conceptualize
enhances a student’s potential for learning by providing him with the
skills needad te develop broader and perhaps even new conceptual
structures in the futme and thereby to push outward the frontiers
of his, and cven our, knovledge. Consequently this process is jtself
a product, And the ability to use this product is a vital objective of
concept-teaching.

Implications for Tcaching

Social studies teachers may engage in at least three different types
of concept-teaching. Sometimas concept-teaching merely tequires help-
ing students conceptualize about (articulate a concept of) whatever
itis that concans them o1 whateva it is dhat develops nawarally from
a given body of conter 1. At other times, concept-teaching may mean
helping sudents aefine, Dlout or pethaps breaden a simplistic or
genaral imege they alteady have of 2 concept that in ity more exact,
complex foris may be extrancy nseful in orderivy expericice,
Finally, concept-teaching may involve putting students into learning
st tions whae thay can come into ontact with dimensions or faccts
of a concept which experts consdder an extramely hade, useful and
valid organizer of expericnce, but which they — the students —might
not othawise develop well on their own. Most peaple seem to have
this thitd (ype of concepr-teaching in mind when they talk about
“teaching” concepts in the sodial studies dlasstoom,

Regardlzw of which of the above tapes of conreptteading one
withes 1o cngage in. however, thae are o number of implications
which mins e recognived # suddy teaching is to he cfective,

Fint and fwemod, conceptteaching implics a rew view of the
role of Tacoeal tontent in the dassctoomn and, indead. in the atite
ainicilura, in conaept-eeaching content muet he vieweld as a wchicle,
net as an ent i itedf, Phe content of a lesson wost be vicwed pri-
maihy as a vavy of hdping learas conceptuglize abone a partizula
idea o thing, The real subdance of the Tesem amd i Lt e hasic
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cognitive objective must be a specific concept, Factual content serves
only to facilitate conceptualizing by providing positive and negative
examples of thie salient [eatures and interrelatiors among the features
of the particular concept to be learned. As long as teachers see wieir
first job « passing on content — factual data — concepts will not be
purposcfuliy learncd. A new view of content is needed for successful
concept-teaching.

A second implication for teaching stems from the nature of the
conceptualizing process itself. Concepts evolve slowly, only alter re-
peated experience with examples. One cannot teacl one concept one
class period, consider it learncd, und teach another the next. It takes
coasiderable time to introduce a concept ard then much more experi-
ence with it befere it becomes a useful part of one's frame of 1eference.

Morcover. conceptiialization is usuatly sequential. This means that
more complex concepts are mually built on simple concepts. Thus,
knowledge of certain concepts, such as site and situation are pre-
requisite to developing a uselul concept of place. Knowledge of
scarcity, price, demand and supply imay be prerequisite to developing
a valid concept of market economy. And 0 on. How well one an
conceprualize depends frequently on what concepts lie already has
developed and these, in tuin, conditiun thie kinds and nature of con:
cepts hie will invent inc the future.

‘Third, in planning for concept teaching a teadher should know what
concepts the fearner alicady posseaes as well as thie concepts he will
most likeiy need 1o develop intellectually in the fuwne. This means,
oo, that il a teacher is going to asist students to davelop a concept
ahout a particular phenomenon — imprviadion or dandsceepe, for o
arnple, he, the teacher, must fivst articulate his own image of this
concept or have considerable knowledge about how this concept has
been conceptualized Ly expeats. Unless the teacher has a lear image
of the concept he wishes students to develop, he will he unable to
acate leaning expericaces and selece kearning martcrials that will
contair, clues to some of the more esential facets of 1he concept. 'L he
conceptualization that thus evolves from the lessons may well be most
inaccurate and useless.

There are implications for how one teaches. too. Security in concept-
teacl ing may not always lie in knowing the ane ver, the pecise con-
ceptual image that may cvohe from the learning experience, but
rather in knowing how to go about concepivaiismg — in knowing
what to do next. The Loy to purposeful  muept-teaching is a thorough
knowledge of and skill at using a strategy of inquiry. Facilitating
conceptdasclopment is wedded to inguiry-teaching.
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Introducing a concept, whether it be by teacher pres .ntation of an
already existing conceptual model or by student brainstorming of their
own hypothctical image coniesponds directly to the hypothesis-forma-
tion stage of inquiry-tcaching. Broadening the dimensions, fleshing
out the skeictal facets and refining the relationships of the elements
of a concept by examining positive and ncgative exemplars corre-
sponds to that stage of inquiry called hypothesis-testing. And con-
ceptual statements, attempts to describe a concept, involve essentially
skills of synthesis, drawing conclusions or generalizations. The most
productive concept-teaching utilizes inquiry-tcaching strategics, strate-
gies in which the students cngage in learning experiences which
require them to use all the skills, attitudes and Lnowledge associated
with developing problems (or .nvestigation, hypothesizing answers or
alternative solutions, testing their lypotheses and drawing conclusions
about the validity of their original hypothescs.

A fifth implication for teaching concepts has to do witlt evaluation.
Evaluating concept-teaching is best accomplished when lcarners are
asked to apply their concept to explain data that is new to them. Thus,
if students have been conceptualizing about imperialisut they might
be asked to analyse and describe Russian involveinent in eastern
Europe in 1969 or American involvement in Southeast Asia in the
fate "60°s. In cither instance we would expect them to describe thesc
events in terms of the salient features of the concept with which they
have been dealing. Any inability to apply the concept to the new
situation could result from many things, but one significant reason
might be student failuze to internatize the concept. Consequently new
experiences with the concept will have to bhe undertaken.

A wide varicty of techniques arc available [or evaluating the nature
and degree of sophistication of concepts held by students. Objective
test items can test for simple recall of basic elements of the concepts
or ¢ven for application of them to new data. Esways or oral exam-
provide opportunities to explain or interpret new data in the light
of selected concepts. Translating and interpicting new data from onc
form to anoiher -- such as [rom a map to a graph to a written para-
grapl --s1ve the same purpose. Creative activities, where students
st o womething on their own —such as plan a campaign to in-
flvence a specific geoup, for example — may well reveal their concept
of dedision making. Regardless of whidi techniques we use, however,
the key to successhil evatuation of concept-teaching lics in putting the
students in a situation where they must apply their perception of tic
concept to e avaluated agiinst new dara.
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Finally, there are also implications for the kinds of instructional
materials used in teaching concepts in the social studics classroom.
Purposelul conceptualizing requires more than a textbook. The per-
sonal expericnces of the student play an important role —as data
banks and as perceptual screens — in any conceptual learning, But so.
too, do other media, Therc is in all conceptualizing an important
affective dimension, a dimension of fecling or cxperiencing. It is
almost impowsible to develop this dimension in a classroom setting
without the use of audio and visual media, media which can help the
student become involved in experiences about which he is trying to
conceptualize. The use of multi-media is an essential tool of effective
coucept-teaching — not in the sense of “show and tell” nor as merely
supplemental to a lesson, but the use oi multi-media as an integral
part of the teaching-learning cxperience,

Any concept may be taught — its learning facilitated — at any grade
level albeit perliaps ot always in its most sophisticated form, This
doces rot mean that the teacher’s task is to force his version of a specific
concept into the heads of his students, however. Rather, his task is to
create learning expericnces which help his students articulate their
own versions of the concept. The student concept at first may not in-
clude dimensions the teacher fecls are bavic. It may not even use the
words he uses to dexribe its essential clements. But given 1epeated
opportuitics to work with content illustrative of this concept, the
students may gradually fiesh it out, add new dimensions and change
others. Eventually a rather complex suucture of intairclationships
and invights may begin to emerge, and the students will be well on
their way to conceptualizing.

Implications for the Curriculum

‘Fhere are a vast number of concepts that may be legitimate objec
tives of sodial studics instruction. But teaching roncepts consumes
time votadiously and time is relatively shoat. Henee, teachers and
curricnlum speciatists must limit the number ol concepts they attempt
to teach in the dassroom. What does this imply for the curriculum?

First, it is nccessary to (ioose a limited number of concepts as
leaming objectives. This means that some aitesia for slecting which
concepts to teach must be devised. There are many such possible
critezia, but perhaps some of the following might be most uselul in
silting thiough atl the concepts competing for indusion in the social
studies curricutum. Afimative answers 10 these questions may well
mean these concepts ought 1o be induded in the curticulun,

9¢
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I. Is the concept considered essential to an understanding of a par-
ticular discipline or field?

2. Is the concept usclul in making sense out of problems that are of
contemporary concern or lkely to be of major future concern?

3. Does the concept have nmeaning for the students?

4. Is the concept likely to Lelp individuals make future expericnce

weaningful — does it ri.e useful questions, the answer to which

will help us understand experience?

5. Is it applicable to particular content that we feel we must use in
the classroom?

Answers to these questions will in many instances be hard to come
by. At times these answers will require considerable reseaich by the
curriculum designer. At other times answers can only be arrived at
on the basis of classroom experience in attempting to teach selected
concepts to specific students, At times the answers will depend almost
solely on the philosophies and biases of those making the decisions
about what to include and what to exclude. And, at times the prefer-
ences, expressed needs and interests of the students will infhiuence some
answers. Nevertheless, these and similar questions must be asked if
we arc to climinate the trivial, iirelevant and useless from among the
host of concepts *ve could teach. Using criteria such as implicd here
may enable teachers to sclect for instruction those concepts that truly
will be most valuable to youth in explaining human expericnce now
andl in the futne,

A sccomdd implication s that a sodial studies curricnlum must be
a cacfully stuctured sequence of learning experiences expressed in
tarms of concepts to be learned 1ather than content to be covered.
This means a number of things. "The curriculum must be sequential
in that simple but basic concepts sust be inttoduced and somewhat
internalized before more complex ones can be introduced. Thus con-
cepts of fink, node, and flow are prerequisite to an undastanding of
the concept of spatial intevaction. Concepts of nation, investment and
exploitation may vy well need to precede any attempt to concep-
tualize in a meaningful way about imperialism, Elementary grades in
social studies might best be devoted to conceptualizing about these
pracyuisite, basic, conaete concepts while Jater years may be devoted
to devcloping raore tophisticated, complex, abstzact concepte.

A concept-ariented curriculum v oudt be sequantial also in the sense
that the concepts selected for instruction must be repeatad over and
over again at dificrent grade levels. One concept cannot be taught
and prestmced to be lcarnad one day @ nd anotlier the next, 1T hey niust,
instead. be dealt with acpeatedly at inacasing lesels of complexiy,
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This may mean topically organized courses — courses organized on the
basis of the concept to be dealt with rather than the chronology of
the content being used as a velicle of learning. Or, it may mean a
sort of spiral organization in which the same few basic concepts are
dealt with each succeeding year but in terms of new data and at
increasingly more sophisticated levels.

A sequential concept curriculum  structure implies, too, depth
studies of a yather iimited amount of content rather than coverage
of vast sweeps ol duta. Again, this means consideration of topical as
opposed to other types of structures although there is no reason why,
within a topical framcwork, content cannot be arranged in some other
order such as clironological. Whatever way it is organized, however, a
curriculum designed to teach concepts must from the very first focus
on concepts, not data. It must be thought of and designed in terms of
the concepts to be taught, not the historical, geographical or other
content to be studicd. Only when this is done can concepttcaching
succeed.

Conclusion

Teaching concepts is not difficult once the nature aof concepts and
of conceptualizing are undersiood. But teaching concepts cannot be
easily done in the framework of the traditional social studics class-
room or cenienlum structure. Many things must change. Concept-
teaching. above all else, involves more than just talk about concepts.
It means tca-hing for conce stual objectives in the classroom — every
day. And this 1equires careiul planning and considerable reflection
on the part of the dasacom teacher and curticulum builder, for con-
ceptteaching is different from wraditional classroom teaching and its
implementation does have many implications for all conceined.

do
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For Further Study

Numerous articles, books and parts of books
deal with —or attempt to deal with — concepts and concept-teaching
in social studies. Unfortunately, the vast majority of these confuse
rather than clarify. However, we have identified several publications
wlich may be extremely useful to those interested in further study
about concept-teaching and learning. These titles are listed here,

We have arranged these references so that they proceed from the
most general discussion about concepts in social studies (selection 1)
to more specific descriptions of concepsts and concept-teaching in the
classroom  (selections 2 and 3} to analyses of selected psychological
aspects of concept«levelopment, from both the teacher’s and learner's
points of view (selections 4 and 5). The final entry in our list, Brunei’s
A Study of Thinking. is a rather sophisticated analysis of the cognitive
bases of concept formation. .\ careful study of these selections, in the
order suggested hiere, should not only inciease one's knowledge about
concepts in cocial studies but also cnco.arage further thinking —and
teaching — abeut cencepts in the social studies classicom!

1. Iiving Morrissett, od., Coneepts and Structione In the New Socinl
Seience Curvicufa, West Lafayette, Indiana: Sodial Science Educa.
tion Consertium, 1967,

1 he first section of this conference report (pp. 11-49) [ocuses on concepls
in he social sicnde cutriculum - specifically on concepts and the
structure of knowledge, organizing a cumicvlum around concepts and
the relationships between concepty, process and valees,

2. Lawience E. Metcalf and Maurice P. Hunt, Teaching High School
Social Studice. New York: Harper & Row, Publichicrs, 1968, Seeond
edition,

This revised social studics methods 1ext is a elassic discussion of 1cfective
thought as a 1cacking method. Pages 83108 are devoted 10 how o 1each
a concepl. Tadhniques and approaches for tcaching other ¢oncgptual
objectives are dewribed on pp. 104166,

at
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. Marlin L. Tanck, “Teaching Concepts, Generalizations and Con-

structs” in Dorothy McClure Fraser, ed., Social Studies Curriculum
Development: Prospects and Problems (39th Yearbook of the
National Council for the Social Studies). Washington: Natioaal
Council for the Social Studies, 1969, pp. 99-106, 115.123.

A brief desaiption of concepts as a type of abstract knowledge with a
suggested strategy for teaching concepts. This chapter also deals with
other types of abstract knowledge not to be confused with concepts.

. Asahel D. Woodruff, Basic Concepts of Teaching. San Francisco:

Chandler Publishing Company, 1962.

A collection of brief reports of psychological and educational studies
and of the author's views on teaching and learning with pp. 77-154
devoted to the processes of learning from expericnce and pp. 155-214
discussing concept learning and development as well as plarning for
concept-teaching. -

Robert M. Gagne, The Conditions of Leaning. New York: Holt,
Rinehart and Winston, Inc., 1965,

~

In Thapter Five, Gagne describes the difierences between multiple dis-
aimination learning (the learner’s ability to distinguish among pcople
and objects) and concept learning ~the learncr's ability to catecgorize
as a class particular people and objects,

. Jerome S. Bruner, Jacqueline ]. Goodnow, George A. Austin,

A Study of Thinking. New York: John Wiley and Sons, Inc.. 1966.

This book presents in detail reports of the experiments and findings
about conceptualizing of the Cognition Projcct in the Laboratory of
Social Rclations at Harvard Univarsity, Chapters One through Four
discuss the nature of concepts and cone'pt attainment.

10:
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Yearbooks

Forticth Yearbook (1970), Focus on Gceography: Key Concepts and Teaching
Strategies, Phillip Bacon, ed. $5.50 (490-15264); cloth $7.00 (490-15266).

Thirty-Ninth Yearbook (1969), Social Studics Curricutum Developnicn: Prospects
and Problems, Dorothy McClu'e Fraser, ed. $4.50 (470-15240); cloth $5.50
(490-15242).

Thirty-Eighth Yecarbook (1968), Inrcinational Dimensions in the Social Studics,
James M. Becker and Howard D. Mehlinger, editors, $4.50; clothbourd $5.50.

Thirly-Seventh Yearbook (1967) Efcctive Thinking in the Social Studics, Jean
Fair and Fannie R. Shafte, ¢ditors. $4.00; clothbound $5.00.

Thirty-Sixth Yearbook (1966), Political Scicnce in the Social Studies, Donald H.
Riddle and Robert E. Cleary, ed.tors. $4.00; clothbound $5.00.

Thirty-Fifth Yearbook (19u5). Evaluation in uocial Studies, Harry D. Berg,
editor. $35.)0; clothbound $5.00.

“hinty-Fourth Yearbook (1964), New Perspeciives in BWor'd History, Shirley H.
Engle, editor, $5.00; clothbound $6.00.

Thity-Third Yearbook (1963}, Skill Devclopment in Social Studics, Helen
McCracken Carpenter, cditor. $4.00; ciothbound $5.00.

Kulletins

Bullclin No. 44 (1970), Humanities and the Sodial Studics. Thomas F. Pow¢ll, ¢d.
$3.50 (498-15246).

Botletin No., 43 {(1969), 4 Guide to Hunan Richte Education. by Paul ). Hines
and Leslie Wood. $2.28.

Bulletin No. 42 (1969). American History Bcoklist For Hish Schools, Ralph A,
and Marian R. Brown, editors. $2.50.

Bullctin No. 41 (i963), World Civilization Booklist: Supplementary Reading for
Secondary Schools. by the World Civilization Booklist Committee of NCSS:
Morris Gall and Arthur F, Soderlind, Co-Chsitmen. $3.50.

Bullet'n No. 40 (1968), Tcachcr-Made Fest I'core in American History: Emphasis
Junior Hich School, Dana Kurfman, cditoe, §2.00,

Bulletin No. 39 (1967), Productivity and A.atomation. . 3. Jehring, editor. $2.50,

Bullctin No. 38 (1966). Reading Guide i1 Politics amd Govcriment, by Roben
H. Cornery, Richard H. Teach, and Joscph Zavmuna 11 $1.50,

Bulletin No. 37 (1965}, The Stdy of Totlitarianion: La {nductive Approach
(A Guide for Teachers), by Howard D, Mohlinger. $200,



