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ABSTRACT

The Gisciplines, the mears by which knowledge is
generated and orcanized, provide a logical framevork for the
select’ion and organization of curriculum content. Curriculun
Seveloliiont based co tha dicciplires feocilitotes contont selectieor
ana cuuplrwiion yith scicniists anl ig cosrpatible vish tha training
of tencucirs and public expectancies. A reception paychology of
learring parcllels the structure oi knouledte as a guide to wreastring
the facilitative effects of disciplined lcearning. fhe precent trend
toward non-cogritive approachecs under the rubricc of relevance zud
prouleus is self-defeating because it neglects the establishrent of
orderly and systeratic hubits of thought. The schools! role is
developrent of literacy and transnmission of culture eubedded in the
rudivents of fcrmal knowledoe; thus schools provide foundations for
professional training as wel: as transkission of culture for the
rRasses. A social problemns approach to social studies curricula does
not trensmit kunovledge, confuses the role of political action vith
scbqg&ing, and provides a sinplistic approach to the solution of
conplez problers. Curriculun is and ought to continue to be a
tracslution of tleoretical knouwledge based upon the separate
disciplines. (Ruthor/ch)
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¥Wovember 21, 1972.

Maricn J. Rice, Professor
Social Science Education
University of Georgia

Some ten years elapsed between Jerome Bruner‘'s Process of Education
and his ASCD address "The Process of Education Revisited." The former

-was a milestone in the popularization of the concept "Structure of knowledge;"

the latter marked a headlong flight from cognition to affection, from
discipline to improvisation, from educational improvement to a concern
for social reconstruction.

Also contrast the theme of this MNCSS conference, with its assumptions
of a social revolution, to the 19061 NCSS confercnce in Chicago where the
joint efforts of NCSS and the American Council of Learned Societies culminated
in the presentation of a notable scries of papers.

The historically minded will no doubt meet this session with the
boredom of d3ja vu; it may recall the earlier controversies between Essen-~
tialists and Progressivists. Based on my reading of the trends, my judgment
is that American education is now almost fully iammersed in a retread of
Proyressivism, without sufficient knowledge to see, or courage to confess,
the parallels. Although the code words will not be the same, it is my
prediction that we are entering a phase in which we will embrace all the
errors of the past without capitalizing upon the positive legacies of
Progressivism. This will result largely from the fact that the denigration
of history in the social studies has been even excelled in professional
education where it has been banished from the undergraduate curriculum and
persists only as a rennant in graduate schools. A grave consequence is that
educators are always innovating, without building on the pedagogical accom~
plishments of the past. Colleges of education are frequently engaged in
frenetic activity which is as productive as the proverbial squirrel on a
tread mill. The frequent shifts in priorities in the United States Office
of Education contribute to this running alternatively in different directions.

It is therefore appropriate, in my julgment, to have a session on
curriculum alternatives, including an examination of the place of the
disciplines. The disciplines represent the cultural element of stability
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amidst curriculum change, and I am happy to speak in their behalf. A
discussicn of curriculum alternations is not, 'owever, merely a question

of the organization and methods of ir itruction. It inevitably beccmas apparent
that technical curriculum issues are secondary, and that the main issues have
to do with more gencral notions as to the nature of society and man, the
relation of educational to other social institutions, the nature of child
development and the psychology of learning, and a vision of Utopia. 7This
paper, therefore, will be divided into three parts. The first will bricfly
deal with the wclationship of disciplines to the generation of knowledge

and their place in culture:; the second will indicate the direction implications
for school curricula; and the th...d will attempt to place the general

issue of curriculum development in the broader perspective of different
conceptions of schooling.

Part I: Background to the Discinlines

1. The cultural reality of the disciplines. I would like to begin
by calling your attention to the obvious--therc are organized bodies of
knowledge which exist as a part of culture. There may be disagreement as to
whether history, geography, axiology, or religion constitute categories
which should be subsumed under the broader classification oS social science,
but therc is agreement that such disciplines exist. The evidence of their
exister~e ig not nomiralistic but real. One can point to specific books
which xecord the major findings of the discipline; to other boocks and
articles which report the advancing frontiers of knowledge; to specific
practitioners of a discipline, who are identified by and respond to such
designations as anthropologist, economist, political scientist, and the
like; to discussions of the nature of disciplines which may disagree on
certain points but agree on the substance of the discipline; and to the
institutionalization of the disciplines in the organization of universities.

The evidence of the cultural reality of the disciplines is overwhelming. .
As an artifact, evidence is found in the realia of the disciplines, usuzlly
printed language; as behavior, evidence is found in the teaching and
rescarch efforts of the specialists. A value system iz algo implicit in
the disciplines in the form of interpretations and judgments made concerning
the phencmena described. In the social sciences, this aspect of the cultural
reality of disciplines is frequently neglected.

I am, you may reply, merely asserting the obvious. It is nevertheless
useful to begin a discussion of a pbenomenon by gaining concurrence on
the existence of the phenomenon cbserved. Various disciplines exist as
organized aspects of thz culture. It is important to bear this point in
mind. Smith, Stanley, and Shores, in their so-called cultural approach
to Fundamentals of Curriculun Trvelnoment, newer come to qrips «oith the fatt
that the disciplines are a significant part of the culture. 1In their text,
and in rost other curriculum texts, a straw house is erected to stand for
a discipline or subject approach to curriculum. They then proceed to blow
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over the atraw house with glee, completely oblivious to the fundamental
rule of cultural transwicsion: that which originates in a culture tends
to peraist until replaccd by a mcre attractive anu functional alternative.

2, The function of ths dlsciplines. This cavalier dismissal of the
reality of the disciplines results, in part, from the failure to recognize
the dynamic ard knowledge gencrating function of the disciplinea. The
typical approach of the professional curriculum specialist--who, incidental-
ly, vrites extensively about curxiculum in the abstract but rarely produces
any actual miterial for pupil consumption--is to regard the disciplines

simply as a static body of knowledae, something which has been carved up
and catcgorized, and finished.

Here let us recognize the function of the division of labor. The
disciplines cxist, and will continue to exist, simply because they are

useful organizations of previous knowledge for the generation of new know-
ledge.

Divisicn of labor is a fundamental aspect of all culture. The two
universal cultural bases for the division of labor are biological--sex and
age. The more differentiated the technology, the greater the divisicn of
labor on the basis of job specialization. Archcological records would
irdicate that ewven by the =nd of the Neolithic Age job specialization had
advanced to the point that the members of a culture no longer shared all
of the culture, but only a part of the culture, which still conformed to
a pattern. The level of living had vastly improved by the substituticn
of specialization for generalization. Specialization permitted an increase
in applied skills.

A similar development took place ia the elaboration of theoretical
knowledge. The education of archaic Greece was not bookish or verbal. 1In
the delighiful portrait of Freeman, the cducation of Kellas perhaps conformed
more to the ideal of American Progressives than at any other time. Physical
exercise in the gymnasium, playing on the lyre, and the learning of morals
and traditions through thec recital of literature constituted the basic
curriculum. But the Creeck mind was curious about man and the world in which
he lived., Some men dedicated themszlves to the pursuit of wisdom. A
philosopher was not merely an abstruse metaphysician, but a mathematician,
scientist, and keen observer of the liuman scenc. By the time of the
Hellenistic period, Greck science had made such tremendous strides that
education took a decidedly different turn from the idyll of “rcaia.
Education or scicnce tealed to leconie specizlited Decause it ras tie nature
of knowledge to differcntiate itself ints cateqories appropriate to the
subject of its investigation. It tended to become bookish because the
sheer volume of knowledge required prescrvation outside of the oral tradition.
Reading also facilitated transaigsion.

The disciplines, therefore, exist as a division of labor. They serve
two important functions. The first is that of systematization, preservation,
and transmission. Knowledge is not an inchoate numbaer of facts, but a
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distinct and organized entity. The second function the disciplines serve is
that of crecaiion. Knowledge grows from knowledge. A particulcr knowledge
system not only restricts the types of questions which may be asked, but

it also facilitates the asking of questions. The concept of discipline is
not static buc dynamic. In the nominative sense, the emphasis is on a body
of knowlcuge; in the active ...nse, it is on the principles and methods by
whiclh a bndy of knowledgs is extended. Tha concept of discipline thus cm-
bodies two curriculum constructs which are all too often treated antithex-
ically rather than as comnlementary--curticulum as subject to be learned
and curriculum a3 a process to be mastered. lore will be said about this
aspect of discipline under curriculwn implications.

3. The nature of the disciplires. The disciplines, frcm a cultural
standpoint, arve the gpeclalized aspects of langiage which permit communi-
cation about, and vicarious manipulation of, distinct plienomena. Wnlle
thougnt nay not be symonymous with words, it is rare that we find thought,
either ranifected by artifact or behezvior, wheve there are no words to
organize perception and discrimination. A discipline may bz therefore de-
fined as a language system which consists of a series of distinctive concepts
which pernit the identification, description, classification, and explana-
tion of phenomena. The claboration of such a systom does not preclude the
making of error. The history of thought in both the natural and social
sciences are replete with false assumptions which once masqueraded as truth,
such as tne Ptoler ic conception of the universe or the recapitularory-
stage theory of culiure development. Scholars, as well as politicians,
err. But even folse poctulates and assumptions have their utility, for
they stimulate inquiry, and thus the development of new insiaghts and more
acnurate knowledge.

Although languages are arbitrary symbol systems in the sense that there
is nothirca inherently logical in the correspondence of word and concept, once
certain words have been selected to represent concepts, they coalesce in
logically consistent patterns. These concept clusters constitute the
building blocks of a discipline. The eclaboration of a concept involves
& series of related concepts, so that the capacity to think within the frame-
work of a discipline, depends, in part, on mastecy of the symbol system
and their logical interrelationships expressed throuen concept clusters.
Per..aps the Lest effort to emphasize this aspect of the disciplines in
curriculum building is given in the text by Michaelis, Grossman, and Scott,
New Designs for the Elementary Curxiculum.

But a discipline consists of more than concepts, of words in isolation.
Just as the unit of meaning in ordinary lanquage is the sentence, the
unit of meaning in a discipline is a statement, for it takes a statement
to express rclationchips among concrpts. Here Henderson's analysis of cogni-~-
tive knowledye as consisting of ane .ytical and contingent statements,
prescriptions, and value statement is helpful in underatanding the dynamic
nature of a discipline, cven when locked at primarily 23 a logically or-
ganized conceptual body of knowledge from the etandpoint of cultural pre-
servation and transmission. The social sciences in particular are heavily
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laden with value statements, because the interpretation of phenomena in-
volves judgments which imply rating or grading.

It is easy to illustrate the functien of anaiytic statemeits in the
social sciences,because they are necesscrily true, if only by definitional
stipulation, as in the statemsnt: "A federal system has the powers of
government digtributed between one central government exercising national
jurisdiction and other governments, freguently called state or provincial,
which exercise powers only within their respective territories." Analytic
statenents are extrenely important to the disciplines because they utilize
a high proportion of abstract concepts and permit the elaboration of ex-
Planatory theories which subsume discrete phenomena.

Contingent statements are not nccessarily true, but can be verified
only by observing the actual correspondence between the statement and the
actual occurrence of phenonena. lost of the knowledge of the soclal sciences
+s zemote from expericnce in time and place; hence verification is usuvally
vicarious and by eappeal to authority. How does one test the truth or falgity
of this statement for example? "Federalism in the United States was a
creation of the states and was thus constructed from the bottom up; in
tiexico, national and state governments were a creation of the constitution,
and federalism was constructed fronm the top ¢own.” The social sciences
are replete with such statements.

thile value statements are generally associated with suct. terms as
good, best, beautiful, m ay statements are interpretation and judgmental and
are probably more closely rclated to a value statement than to a contingent
statcement. Teke the previous statement “Federalism in the United States
wa3 a creation of the states and was thus construct2d {rom the ) >ttom up;
« « ." Rlexander Stephens erected his elaborate trestise A Covstitutional
View of the War Beiween the States on this idea. FPui Lincoln espoused
another view--that tne Union was a reality which antsdated formal cousti-~
tution making by the states. Since this view prev-iled Ly force of arms,
it must be necessarily accepted as de facto <orr<z%. Behavioral scientists,
geographers, as well as historiang, make statements which function as either
contingent or value statements, according to the context. And the context
of the social sciences, with the variables of time and place, loom of far
greater significance than in the physical and biological sciences.

This emphasis on the types of statements in the structuring of the
disciplines has been somewhat of a detour, but Lhe detour was deliberate.
Decause the structure-process discipline advocates emphasized asking
guestions, little attention has been given to the function of statements in
the disciplines. Heither one precludes the other, but the concept of
organization implies a systematic relational system which is the function of
statements and not of questions. It is my hunch that the quality «f guestions
is dircectly related to the quality of knowledge, and that cuality of know-
ledge is eipressed primarily as a quantitative language variable. The
person who knows more has the capacity of making a greater degree of associa-
tions and relationships, and therefore can ask questions which are beyond
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the aptitude of the less knowledyeable., In brief, to generate new kxnowledge
ong must have access to old knowledge.

The objection may be made that this approach tg the discipiines places
a premium on convergent rather than divergent thinking. It does. But it
is also consistent ~ith the cultural model ' innovation by adaptation and
modification of old traits, rather than by th» invention of new traits. And
in cases vhere divergent thinking may lead t5 a new solution, such as in
medicine or enginceving, the product #s frequently tested over and over
again, w.th modals or animal surrogates. So by the tims the new invention
i3 tested vhare it counts, in tcrzins of human life or ccat, the divergent
project has become convergent insofar as its compatibility with the ongoing
culture has been confirmed. 7In art and music divergence is acclaimed and
can be toleratcd, primarily because art and nmsic are priuarily ornaments
vithout overtones of race survival. I somctimes think that the approach in
the soclal scicnees frequently borders more on the arts and the humanities
rather than scicnce, because the knowledge or absence of knowledge scems to
make little diffcrence. “Knowing that" or "knowing about" in the social
sciences secems to be rarely translated into the technology of "knowing how."
The social sciences do have certain applied fields, such as social work,
criminology, and education, but the technology in such fields sppears to
be primarily prescriptive and exhortatory, based upon the description of
collective experience as much as on systematic knowiedge.

4. The logical organization of the disciplines. Disciplined knowledge
is orderly knowiedge., Althiouun gome authors write with greater felicity
than others, there is a cormon attempt to rresent the body of knowledge in
terms of its organizing structure. Hence, the emphasis on structure is
sinply a way oxX cmphasizing order and logic, whether one conceives of
structure as a boly of knowledge, a process, or as both. Nnrmally, scientific
treatises are written as expositions. BAn exposition, as the root indicates,
is simply an attempt to expose or make clear the nature of things. It
abstracts, categorizes, and simplifies in order to make certain relation-
ships specific and to delineate particular characteristics cf phenomena.
From the standpoint of transmission, the disciplines are logical, expository
presentations of statements using facts and assumptions to facilitate know-
ledge acquaisition.

5. Professicnal transmission of the disciplines. The disciplines are
a part of culture, and their transmission, specialized though it may be,
may be regarded as a part of enculturation. among the great modes of en-
culturation are doing and telling. Telling is not confined to the dicciplines,
bhut is part of all enculturation, beginning with the gurgling noises a mother
makes with her bazbe. Telling i3 extensively used to control and direct
motor behavior and manners, &s well as to develop all types of manipulative
skills, and is by no means restricted to the transmission of the disciplines.

Play and apprenticeship are the two great modes of learning by doing,
Play is a type of learning in which the child, in a variety of roles,
imitates adult behavior. Froecbel was among the first to emphasize the
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importance of play in the education of the child. But while » child may
play like a farmer or a brick mason, and thus vicariously acquire attitudes
as well as skills, there are no models to imitate as historian, sociologist,
and the like. These specialized behaviors are highly verbal, and remoto
from the imitative experience of the child. &
Apprenticeship is probably as old as culture, and still remaina im-
portant in learning a trade or skill. 7The digsertation is frequently the
scholarly reporting of an intensive apprenticeship, in which the prospoctive
candidate does something as well as talk about something. He may collect
data to write a blography, devise an instrument to us with & particular
sample, condact a microregioral study in geography, or do field work in
archeology or ethnography. 1In the social science disciplines, learning by
doing still constitutes only a small part of the total training, measured by
hours -in covrse work and hours in he dissertation. In zsscial scicnce classert,
the two main methods of trancmission are reading and listes’ng It is my
surmise that these methods persist, not because collece prorzo-sors are
obtuse or raactionary, but because these methodologies are more efficient.
The oral clesss lecture, in its mcre formal sense, is cimply an alternate
delivery system vo the lecture given in & book. Class attendance probubly
has its greatest utility in repetition and breaking an area of a discipline
into small segments which may be apprehended by the learner., The proportior.
of time devoted to the methodologies of the profession, such as historio-
graphy and historical method in history, and statistical analysis, case
nmethods, and observation in sociology, constitute only a small percentage
of effort, as measured by hours spent in acquiring knowleage as trangaitved
by that discipiine. Deperding on tne ccngruence of one discipline with
another, e.g., the history of “exico with thce anthropology of Mexico and
the geography cf Mexico, professionals often seek training across flclds.
This is most conspicuous in area training programs. Even though students
and teachers may see the need for multi-disciplinary training, the job
market emphasizes specialization in accordance with the old principle of
division of labor. But this does not preclude any professional in one
social szlence discipline from reading widely and borrowing heavily from
another, as appropriate. Cultural studies, whether done by anthropologists,
geographers, or historians, have enriched our understanding of the concept
of culture. The fact still remains that, given the state of knowledge and
the needs for professional training, specialization rather than diversifi-
cation will continue to dominat2. And on this basis we come back to tha
fact that a discipline is also a means by which a scholar generates new
knowledge. Mo longer does he aspire to know everything--he aspires to
kiow enough about & particular discipline to master it and make some
contribution. In theory we espouge the generalist; in practice, ouxr job
market has }ittle place for them, whether in the gsocial sciences, medicine,
or some other field. The social studies educator often gives a Luddite
reaction to this specialization of the disciplines, oftcn trying to create
a new synthesis to overcome what he conceives to be thes shortcomings of the
geparate disciplines. Thisg reaction is espcially prevalcnt at the clementary
level, where thre are always attempts to glue back the falien Humpty
Dumpty of social studies.

Q
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antedated the efforts by social studies educators. tHotable nineteenth
century efforts in this direction were made by Conte in Franre with his
Positive Philosophy, Spencer in England with his Social Statics, and H. C.
Carcy in tha United States with his Princinles of focial Scicnce. 1he
Amoxican Social Science hissociation was estazbliched in 168585, 19 years befere
the ovganiraticn of the rmerican Historical Association in 1884 and almost
50 years hotore socioloyy, geographs, and political cclence organized
professzionally. ‘lre dominance and persistence of senarate dicciplines simply
reflect the fact that they represent a productive basis for the generation
of knowledga. Phenix mode this point succinctly when ha said "Disciplines
arise beenula knowledge has certain inlicrent natural qrowth ctructures.”

It therofcr2 seems logical to intreduce young learnars to the acquisition
of krouwledgo throush the mediun of the separate disciplines. DPart IT will

atteupt to interpret this delineation of the disciplineg for curriculum
developrent.

Attempts to create a comprehensive social scicnce are not new, and

Part I1I: The Disciplines in School Curriculum Devclopment

1. The disciplines form useful categories for trangmitting knowledge
for young loiymerg,. Because the discivlines exist s part of our cultural
heritago, o orgapization of curricula ky disciplines facilitate the
transmdssicn of knowledge. Since the disciplines &lso have their methods
of inquiry, a discipline organization is compatible witl emphases which go
undexr such labels as developing critical thinking, creative tiimiing, and
the like.

A diocipline approach permits the curriculum deaveloper to concentrate
on the irvortant mutters of content emphasie and the most effective methods
of presentation for different types of studsnts. fthe energy of most curricuium
specialists is completely wasteful, spent in arguinc about the mechanics of
curriculur organization rather than working to orgamyze the contont in the
most cfficient manner. 1l.e reduction of the unumber of concepts and their
presentation in simple, but accurate, language is not an easy task. The
adult wvho has not written for the child thinks of children writing as a
low level performance. The product may often appcar over-simplified and
naive, but writing and rewriting is often .iececgsary to produce a few new
pages. This 1y not nccessarily the case with contcnt which has lona been
included in school offerings. Here the tendency is simply to copy, change,
or "pretty up" what has been previously done. But where a new concept is
being introduced, . new inventive effort is required.

The dizcipline dces not require that a concept be adapted to school
instruction, but it suggests the way. In making our selections from
anthropology and geography, we have followed the nimple iulc--to emphasize
those theorceticul concents which have greatest explanatory power. Even
where the perent discipline serves as a guide for reducticn, there is often
a tendency to fozget that the beginning cf good explanation is in simplifi-
cation. A qgood example of how a curriculum developer can err is in our
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chipter “Culture Change” in the unit Concept of Culture. A comparison of
that chapter with the unit Cultural Chancge: Case Studies of Modernizatior

in Three Countries, shows that tihie rate of presentation is all important.

A condensed version, lacking illustrative detail, does not provide sufficieat
reinforcement for the development of concepts. By looking at the discipline,
however, there was no difficulty in ascertaining what were the significant
«lements in cultuval change and finding appropriate examples of modernization.

There has been little curriculum research because energy and time arse
dovoted to trying to elaborate novel curpicuium designs. I suggest that
the time might be spent in a more productive manner by adhering to a dis-
cipline design and devoting encrgies to the exploration of task variables
related to teaching and learning. Curriculum ideas, including those about
the -“isciplines, are 92 percent opinion. If curriculum specialists have any
scientific pretensions, it would scem desirable tn collect evidenve to surport
their many claime. I do not claim that organizing school curricula on the
basis of tue discipline is the best way. It is a logical w.y, hiowever, based
on the practical principles of reduction from the complex to the simple.

2. The_discipline approach facilitates cooperation with scholars.
One way of assuring the cooperation of specialists in the daisgciplines is to
have the school discipline parallel the major concepts and the structure of
the parent social sciences. Tn tnis way, the cooperation of the scholar
may be more readily onlisted. He can participate in the planning of curxi-
culum from the perspective of the discipline, and he can review cuxricula
in terms of the perspectives of that discipline. In this way, the problem
of a curricuium beconing outdated becausc of changes in the disciplines
is mininired, and the foundation is laid for cooperation in cuch other
activities as teacher training. The long and sustained interest c¢f American
historians in the teaching of history is an example of the fruitful collabora-
tion which comes from a discipline centered curriculum. In contrast, political
scientists have never had a clcse identity with school instruction, and have
only within the pist year supporied a curriculum project. Therefore, vhat
happened to the American government course? It was translated into the
famous Prclems of Dervcracy, which had no systematic substance. The
scholars in a disciplinc cannot be expected to becoma educators; they have
a differenc interest and a different €ocus. But a way to maintain a bridge
of cooperation bctween the professors in arts and science and the professors
in education is to follow a discipline organization. The discipline then
dominates the approach to subject matter selection and sequencing, although
the element of personal choice will never be eliminated.

3. The discinline approach 15 consistent with teacher training.
Normal schools and teacher colleges have been converted into general colleges.
On uriversity and college campus alike, the training of teachers is no
longer the function of an institute with a unified purpose, but is artifi-
cially split between a college or department of education on one hand, and
the college of arts and sciences on *he other. The division of labor is
highly uneqaal. At most, at the secondary levesl, a college of education
has chout seven courses--one introductory, one in educational psychology,
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nne in curriculum, one in methods, and then a quarter or half semester of
student teaching., If, using quarter hours, 180 quarter hours congtitute
the hours for a colleqe degree, our education training constitutes about

16 percent. 'Who trains tho teacherc? The professors in e’ucation? We
pretend to that claim, while the eviden-e is to the contrary. The college
of arts and sciences trzins the teachers of social studies, as they do the
tcachers of scienca, history, and mathematics. Research on teaching
efficacy generclly is based on descriptions of the congrience of teacher
behavior with perceptions of traif:s deseribed by tcachex educators. Ve do
not yat have cood studics of teacher effcctiveness, using pupil perfo:mance
as a criterior. My hunch i that the type of teacher training we give in
departments of cocial sclence education actually may be a disservice.

Prior to studant teaching, we enlarye upon the sins by vhich thay have been

taught, using m2thods that we condemn, and then exhort them to go out and
behave differently.

It would rcem that we would strive to capitalize upon e best in the
methods by which they have kheen taught, and help them to use these in their
own teachirg. They will lecture, because this is what they have heard course
in and course cut. BDut do ve ever attempt to improve their skill in
lecturing? They v:ill use a text, because texts are made available and they
have been accustowed to using tex .s. But do ve spend any time working with
students to imrvove their use of texts in thelr teaching? Uhe diseipling
approach provides a frame of reference for working with teachers wvhich is
consistent with their past and future training. We refuse to use it, but,
instead, constantly try to impose on them schema of crgunii. tion and
rethodologics in which they have not been trained, but cnly . xhorted. The
result is tho sin model of profemsional education. All teachers, from the
day they graduate, arc seen as needing in-service education. They rust
take more content courses, which simply exanierates their previous training,
and take more education courses, which repeat as graduate courses the same
deficient training of undergraduate days.

Part of this inefficiency I attribute to the difference beiwseen teaching
performance as perceived in schools of education and as perceived in arts

and sciences. The prospective teacher is caught between these two con-
ceptions.

I have already indicated what I consider the prower remedy--the revival
of the teacher college in vhich the educator is both academician and
educator. 1If that is not achicved--and it is unlikely-~there will continue
to be cognitive dissonance betwecn training in the social science departmente
and the college of education. I therefore suggest, on the basis of logic
and r.ot on tha basis of evidence, that it might be more productive in the
long run to model teacher training on the de facto situation.

4. The psychology of learning. The conception of a discipline as an
organized body of knowledge has its learning complement in the reception
learning theory of ARusubel. Here is a marriage of learning theory and
curriculum. BAccording to Ausnbel, learning is facilitated when raterial
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is structur~d in such a manner to be integrated into the existing cognitive
structure. I relate this to teaching and classroom transactions, and not
to curriculum material, although Ausubel does not make this clear. The
teacher, in interaction with the child, can ascertain what & child knows

or does not know, and make jidgments as to the integration of new learning
with old.

’

The curriculum developer, on thke other hand, is primarily concerned
with the presentation to the learner of new subject matter. while we have
not found the principle of the learner’s antecedent cegnitive structure
tc be a usefnl construct, the ideas of generality, subsumption, progressive
differentiation, and integration are useful in the developrnicn. of material.,
In receptiun learning, the lew.ner has to internalize the facts, concepts,
ard principles which are presented. The tack of the curriculum developer
to facilitate learning is thus to present facts, concepts, and principles
to the student with the greatest degree of clarity, using the principles
of generality and subsumption as a basis for the student to erect an ideation~
al scaffolding ‘9 integrate lesser principles and relevant factual'data.

The reception learning psychology of Ausubel, admittedly unattractive
and redundant, is one of the few attempts to provide a description of learning
which parallels the ieirning of subjects in school. cept for the concept
of advance organizers, the results of which are equivocal, there has been
no attempt to apply the concept of reception learning to a broad scale
curriculum effort, which would involve systematic and concurrent examination
of the task variables in learning.

Learning theories which depend on learning from books, and which involve
a great deal of memory, have long been unpopular. Far more attractive
have been those conceptualizations of learning which have involved learning
by experience, activity, or some type of motor invclvement. In contrast,
learning from books and lecture has been described as passive ®zarning,
soaking up like a sponge, little pitchers being pourel in from big pitchers,
and the like. Educational psychology is just oeginning to recover from this
overkill, which denied language a place in school learning.

One reasen, I surmise, that learning theories tied to language are not
populay lies in the nature of language. A person docs not discover his
language; he acquires it. His growth in the culture is proportionate to
his ability to receive and use new language. Cultural growth in language
requires a high degree of word specificity, for words are simply the labels
with which to manipulate concepts. Hence no word, no concept. It is for
this reason that voczbulary tests correlate so highly with reading ability
and knowledge of subject matter. Perhaps the least successful unit in our
anthropology series is the unit on Language. One reason that we prepared
this unit was the hope that socirl studies teachers might gain new insights
into lancuage as a part of culture and give increased importance to systematic
language usage in the social st~iies. Dewey made sore statemants critical
of verbal learning which, taken uut of context, were used by Progressivists
to deemphasize the importance of language and ewphasize activity. NWo
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experience has any communicable me¢ - .ng unless it can be explained in language.
Mo activity has any transferabili’ -wnless the steps and procedures can be
described in languase. If wve wi 1 extend the child's thinking capacity,
he must learn new words to express new ‘deas and must practice expressing
them in sentences. IS this is not done, the child responds in class in
monosyllables, as do so many of our college students. The teacher £ills in
the balance of the sentence and makes the assumption that the child knows

or understands. Wiile answering in complete sentences may become mechanicai,
it brhooves the classroom teacher to develop a high degree of articulateness
in the students. In the social studies, it is the use of words which give
us evidgence of how well we teach aad how well students learn. Opportunities
to collect other types of reliable evidence are few indeed.

A reception learnting model is consistent with the conzeption of the
disciplines as systems of verbal behavior. Reception learning therefore
provides one of the few approaches to school learning which permits the

researcher to investigate the task variables of school learning in a meaning-
ful manner.

In this respect, it should be noted that there is still a tendency to
make a distinction between the psychological orxrder of learning, and tne
logical order of cxposition. To this non-substantiated distinction, both
in logic and in fact, we owe much of our curriculum confusion in arranging
material for youny learners. Logical sequences are more easily learned than
illogical arrangements; organized and synthesiz 4 principles can be assimilated
more easily than disconnected {acts. The logical order is hence the pay-~
chological order for learning, and the distinction serves no useful purpose.
Abandonment of misconceptions about the psychological order of learning
make it easier to apply a reception model to the orgarization of the
curriculum for instruction.

In the previous sections I have indicated some characteristics of the
disciplines and the implications for curriculum construction. In this last
section I shall make some general remarks about the utility of the distinction
between education and schooling.

Part III: Fducation and Schooling on the Current Scene

The discipline approach to curriculum development was revived in the

‘early 196G's. At the same time there was a tremendous emphasis on com-

pensatory education. Not only would the decade see an increase in the
cognitive pcwers of children, but education would also coupeénsate for the
many social ills which children had suffered at the hands of society. So
the naive fazith can.

By the end of the decade the schools were under attack from without and
from within, %he elaborate cognitive-inquiry strategies had frequently met
with failure in motivating studcnts, and, in the inevitable pendulum swing,
the affective domain rosec in ascendancy. Critics vied in condemning thé-
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errors of the schools, and there was an increasing tendency to move from
conceptions of schoel improvement through curriculum and teaching to social
reconstruction. then educators fail tc tecach even the most rudimentary
skills, such as reading and simple arithmetic, they never hesitate to
advocate a reconstruction of society to solve their problems. Disillusion=-
mentment 18 incvitable when one confuses education with schooling, and
expects the scheols to meet all social ills.

Education, in its general significance, means rearing. Education is
the province of parents and society. Schooling is but one aspect of rearing,
and is the institutionalized means for the tvansmission of a literature
culture. Cultures which do not have reading and writing get along nicely
without schools, but whenever writing and the correlate art of reading
emerged, schools for the tcaching of reading and writing also emerged. The
specialized nature of symbolic mastery, represented by the code of an
alplabet or a counting system, required specific training. The schools
exist because the specialized needs of a literate culture require their
existence for the transmission of the cvlture.

As a gpecialized institution, schools conform to the pattern of the
general culture. This results from the fact that although the primary
purpose of the school is literacy, this major objective brings together
large numbers of pupils and teachers as parent surrogates, The school thus
conastitutes a microsociety characterized by a few adults and many young
learners. In this society there are many learnings which take place in
additicn to those associated with literacy. Manners, attitudes, and dis-
positions of the general culture, which children bring from their honmes,
interact with the social as well as intellectual expectancies of teachers.
The school is not an artificial environment, as many contend, but is designed
for the specialized functions cof literacy and knowledge transmission.
Students early learn about the expectancies of school before they enter,
and, for 12 years or more, it becomes one of the most significant aspects
of their cxperience.

Schooling is primarily concerned with the symbolic skills and the
acquisition of verbal knowledge organized in the disciplines., Notwithstanding
the emphasis of developmental psychology, the knowledge that comes with
schooling is a product not of growth but of deliberate instruction. It ise
possible to attach to the schools supplementary functions, such as trans-
portation and feeding. Depending upon the resources of a community, it may
have a rich or poor offering of extra-curricular activities. To the extent
that they are cmbraced within the scope of school responsibility, however,
they are not extra-curricular but simply an extension of the curriculum.
Although school people sometimes argue about the nature of the essential
curriculum, the layman has no such difficulty. It is the skill and know-
ledge subjects--reading, mathematics, composition and language usage, the
natural sciences, and the social sciences. In making this distinction
he reacts with gocd common sense. Apprenticeships and on-the-jcb training,
in varying degrees, can take care of the training to earn a livelihood.

But only a high degree of success in the traditional school subjects open
the doors tc a higher education, and the professional and management positions
which are typically associated with a high degree of schooling.



Q

ERIC

Aruitoxt provided by Eic:

BEST Copy BRI ABLE

24

Elementary and high schools in a literate culture form two major
functions. The first function is the one of general literacy. Since compul-
sory primary education was first introduced into Prussia in the latas
eighteenth century, it has become increasingly recognized that education
not only contributes to an individual's capacity to develop his owvn powers,
but it is also a means by which society capitalizes its manpower resources.

A country with a sopulation literate in mathematics and its own language

has a much richer population resource than a country vith the vast majority

of its people steeped in ignorance. The comrmanding lead which the North
Atlantic Community has in standard of living and technology may be partly
attriputed to their reinvaestment of economic resources into schooling, not
merely for the few but for the many. Acgainst this background, claime to
improve the schools and abolish schooling are merely irresponsible demagoguery.

Elementary and intermediate schooling also serve another function--they
are screening devices for access to higher education. Before the advent
of public education, only the rich had access to the uvniversities, except
those selectced by the Chuwrch for higher education. And even in many countries,
a discriminatory dual systcs was established, one for the lower classes
terminating at an elementary level, the other for the upper classes con-
trolling access to higher education and the prerogatives which class, power,
and education control. Uhile the United States has not been completely
successful in establishing an absolute eguality < opportunity--an equali-
zation which must extend beyond the school and enter into every fabric of
society--it has been succegsful in waking schools available to all its
children, in a continuous sequence from firat grade to college.

It must not be erpected, however, that schooling will equalize achieve-~
ment, even if the technology of mastery learning vere actually perfected.
The interaction of differences in aptitude with schooling does not lessen
differences in aptitude as measured by achievement “n schooling, but rather
emphasizes the difference between the able and the .ess able. Democracy
in education consists of providing children with an opportunity to be
schooled; it does not consist in guaranteeing that they all have equivalent
success as measured by achievement.

But it is my observation that schooling has become inundated by a
variety of professicnals whose major concern with the institution of school-
ing is not teaching, but some other function. They range everyvwhere from
guidance personnel to child development specialists. Since most compensatory
efforts have been in the area of early childhood education, it is important
to remember that the assumptions relating to the capacity of schooling to
increase the achievement of children were rarely tried. From the inception,
the child developers remained in control, and the cognitive psychology of
Jean Piaget, embraced with great enthusiasm, was so applauded because it
was not a t=zaching psychology but a developmental psychology. Many of the
sctructured approaches to the fundamental skills have shown a high degree of
pay off, as measured by pupil achievement in terms of effort. These approaches
have not proved nearly as popular as the revitalization of old programs
through federal investment. I believe that compensatory education has
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failed because it was never tried. The philosophy of most Headstart workers
precluded any direct teaching; in contrast, there was an emphasis on in-
cidental learning through play. And now the very edusators who devised

and advocated methods which may be totally unsuited for language handicapped
learners are now condemning education and the discipline approach to learn-
ing. In our preoccupation with discipline-as-process we may have ccmpletely
overlooked what I emphasized was an equally important part of a discipline--
orderly and systematic knowledge which is prerequisite to utilize methods
of inquiry.

One of the things we sorely lack in education is a sense of a time
dimension. Project Social Studies under U. S. Education auspices was initi-
ated in 1963. Before the decade was over, the experimental projects had
funding terminated. YNona of the projects used a true research and develop-
ment model. It was not until the conclusion of our own Anthiropology Curri-
cuwlunm Project did I become completely aware of how in the emphasis on pro-
duction we had mif€ed a chance for curriculum research trying to tie assump~-
tions of the nature of the learner and of schosoling to the systematic develo-
ment of curriculum material., Whilc reviews in Social FEdtication may serve

" to keep some interest in the Projects alive, it appears to me the interest

of the educational community has already shifted.

Since the beginning of systematic education, there has always been a
tension between formal and informal approaches to education. Since Rousseau,
the most notahble educational exponents have inclined toward informalisie—-
Pestalozzi ii. Switzerland, Froebel in Germany, and Parker and Lewey in the
United States, to mention a few. Dichotomies are always geceptively simple,
but it is convenient to oppose some of these different points of emphasis:

Life v. Knowledge
Action v. Study

Doing v. Ideas

Doing v. Knowing

Doing v. Thinking
Growth v, Learning
Development v, Teaching
Romanticism v. Scholasticisn-
Liberty v. Regulation
License v. Law

Process v. Product
Affection v. Cognition

These dichotomies are not absolute but seem to have become jnherent
in American education since the early part of the century. Progressivism
did not become discredited as much as it simply ran out of steam as the
most reasoncble of its ideas and procedures were adapted to the mainstream
of American education. The cognitive emphasis of the early 1960's was not
the reasoned and rational embrace of a cognitive, disciplined point of
view, but the reaction to the technological challenge raised by the Soviets.
It had a profound impact on the content of the high school curriculum, but
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scarcely affected the elementary curriculum and early childhood education.

Here the new langquage of concepts and the structure of knowledge was talked,
but it was not implemented.

Once again the pendvlum is shifting toward carcer, life adjustment,
problems, values, and other orientations of the ear!, post-war period.
These are parochi:l abberrations, and will be just as self-defeating as the
earlier curricula of the activity movement which substitutcd activity for
knowing. Anothor parochial influence, marketed under the cry of relevance,
ia ethnic studies programs--Black, Chicano, and Indi:.n. I once saw a
proposal for a Chicano studies program at a Texas University in which almost
every subject was preceeded by the qualifier “"Chicano.” The Yaculty had
the good sense not to approve a program which would have sacrificed long
term educational competence to the emotional needs of the moment. And
schooling, we have noted, is not concerned wi+th the moment. It is, above
all, concerned with the future. A..d it is theoretical and general know-
ledge, not action to meet the exigencies of the moment, which has the
greatest prospective worth.

There is an increasing tendency of curriculum developers to confuue
gsocial reform with the objectives cf schooling. I have no quarrel with
social reform; the school, with young learners, is not the place to initlate
such an effort. The schocls belong to tha poor and the rich, the low and
the high, the conservative as well as the liheral. Consequently, the idcas
wh.ch are presented to young learners must have general acceptance, and not
the view of any particular action group. & currictlum developer has every
right, as an individual, to belong to the party of his choice and to
participate in social action programs as an individual. A tcacher bears
a similar right and a similar responsibility in his role as a teacher.

This caveat of restraint is not a plea for ethical neutrality, but the
schools are not the place to air, under the doctrine of relevancy, every
immediate issue. Issue oriented curricula may Le more divisive than healing,
and stimulate unnecessary animosities. If a curriculum developer or teacher
must carry his personal views into his professional role, I admonish him

to find a new career. The appropriate career in our society for an active
gocial reformer is a politician. This gives ..im a platform from which to
issue his personal views and to create a following. If elected, he can

make his will heard as he votes. But the school curriculum is not a place

to politicize the student body much less solve all social ills.

Another defect of the problems approach is that it gives a whoily
distorted view of our social processes. Just as a course in social dis-
organization is a poor introduction to sociology, problema~oriented courses
border on a patheological introduction to American culture. All cultures
have a deficliency between the idealized norms and the practical norms of
daily action. The same is true of the United States. But every policician
ia not corrupt, every plant a polluter, and all society decadent. Some
of our social studies people seem to take inordinate glee in depicting the
worst in American society without any effort to emphasize our achievements
in politics, government, technology, Science, and the arts, to name a few.



Q

ERIC

Aruitoxt provided by Eic:

DEET £OPY AVAILABLE
17

I would raise a note of caution against such one-sided appraisals, because
the public, 10 less than the curriculum developer and soczial studies teachers,
has a stake in its peiception of the curriculum.

A major defeet of the problems approach is that it may contribute to
a superficial appreciaticn of the complexity of solving problems. While
the application of role plaving helps to give a more rcalistic simulation
to problem solving, it must always be remembered that many problems discussed
in school are not problems for the young. Inctead, they are most freguently
adult selections of problems in which it thinks children and more especially
young adults should be interested. In the context of the classroom, without
the weight of consaquence of having to live with the consequences of thelr
decision, elementary and high school children solve problems with great
facility. Such examples have often been pointed out to me as examples of the
wisdom of children. Here is a confusion of innocence and irrespongibility
with an adult's anticipation of the consequences. The cynicism which many
young people express may result, in part, from the contradiction which
becomes apparent when they realize that the problems they so bllthly solved
in school are somewhat more intractable.

Conclusion

The disciplines are the means by which knowledge is generated and
organized. Consequently, tne disciplines provide a logical framework for
the selection and organization of coatent of schooling. Curriculum develop-
ment based on the disciplines facilitates content selection, cooperation
with scienticts in the discipline, is compatible with the way tecachers
are trained, and meets public expectancies. A reception psychology of
learning parallels the structure of knowledge as a guide to measuring the
facilitative effects of disciplined learning.

The discipline approach lacks the zppeal of non-cognitive approaches

to curriculum development. At the predent time, there is a definite trend
toward such non-cognitive approaches under such general rubrics as relevance
and problems. Such approaches are self-defeatina because they neglect the
establishment of oraerly and systematic habits of thought which are pre-
requisite to success in school achievement. Schools have a limited role
in enculturation--the development of literacy and the transmission of the
culture embedded in the rudiments of forrmal knowledge. The schopl ithus .
serves the dual function of screening for professional training as well as
providing minimum cultural transmission for the masses. A social problems
approach to social studies curricula is defective in systematic knowledge,
confuses the role of political action with schooling, and provides a simplistic
approach to the solution of complex problems.

. -
—r

The most universal method of curriculum development 18, and cught to
continue to be translation of theoretical knowledge based upon the ceparate
disciplines.
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