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student's ability to make decisions about personal and societal
problems. The “content" to be studied is not predetermined but is
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- Since colonial days, the teaching of subjects which have become knowm as
social studies has been designed to achieve two purposes:

4A) the transmission of selected facts regarding the history,
geography,. and political organization of the United States
///'/ and some other cultures, and
B) the inculcation of certain attitudes and values,

Sunming up both purposes, social studies was designed to develop 'good
citizenship". However, as Dale Brubeker noted regarding the tern Yeitizenship",
", . . no vord with the possible exception of 'sin' has been telked about more
but precisely defined less."* Hany times teachers in rooms next door "to each
other are trying to inculcate widely divergent values; one may be teaching that
Americe has always been fair and just in its ddaling with all people and the
other is stressing the plight of the Anerican Indians; one may be teaching )
"imperialisn" using the takeover of Eastern Europe by the Russians as an example’
and the other is using the United States' conquests*in the Mexican and Spanish-
Americen Wars to teach the same concept, However, all ere developing attitudes

about our ‘country,

s S ' « bl
Some of the basic assumptions that underlie this traditional approagch are:
A) Each generation.can accurately nredict the future needs of - o
its children and thus can select the appropriate content,
values, and attitudes, to be taught. . .

B) Students are not capable of self-direction in detérnining
the content they want to learn or the menner im vhich they
can best learn it; thus, the teacher must control the plans
and make all the selections. . ,

. N

C) Students are far more alike than they are different: thefe-
fore, they must Be moved along at the same pace, through
the same lessons, doing the same- assignments, which|cover
the same content. \

- (

D) The textbook is the proper basis for study, ‘supported by
” the teacher's knowledge end occosional outside soutrges ’ .
such as films and guest speakers. Thus the curriculum is
controlled by the textwriters and publishers who ojten
produce bland texts designed 6o offend no one (and/comse-
quently they éxcite no on¢). !

-
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The Reformer 8 Tradizion

” )

This traditional approach has been attacLed since the turn of the ceﬁfﬁry_
Johin Dewey's book, .2low e .Think began his, notdriety as an educational critic.
This was soon followed by tne 1915 repoft by the MEA's Committee on ,Social
Studies of the Commission on.the Reorganization of Secondary Education.  Some
" of their recommendations could s8till be made today,‘ for example:

4) More attentiph should be paid.to the present needs of students\ \ ~
"The. best question that can be asked in class’'is the question -' " ¢ ‘
that the pupil himself .asks because he wants to know, and not . 2
. .the question thé teacher asks because he thinks the pupil ‘
’ sometime in the,future ought to know.'2 v v

.
. .
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B) Students should te given the opportunity to exXpress their convictions
by wotd and deed.3

C) Students should be trained to weigh facts and judge relative values : ¢

both in regard to the nature of the problem and the best way to s
. solve it.
/
A8 . D) It is important to teach students how to test and organize their
knowledge. - l .
E) Historical topics or problems should be taLght "unhampered by
a chronological and geographical limitations."
) F) Selecti01 of hlstorical topics and materials should be based on
- * - the pupil'scoyn {mmediatd interests and on current’ problems.7
v : \
Later in the 1930° s, Ernest Horn was a major criti¢ of the traditional
approach to teaching social stadies. Horn advocated processes of Minquiry"
and 'discovery” and clearly stated the rationale Zor these processes.
ye . Scholarship is not merely an accumulation of Lnowledge, ‘ . L€
' no matter how fundamental and well ordered this knowledge may
be; it is. alsq a point of view and a metnod of -attack. . S
- - e
v o 5
; Horn also advocated concept development, the use of primary and
! secondary sources, utilization of multi-media materials, the study

cofitroversial isgsues, and learino activities. But Horn, as Dewey, vas
anhead of his,time. - . .

»
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Change At Last

, has been discussed in an earlikr paper in this series by ilary Jean Lantz and

Finally, with the  F1Iight of Sputmixt he"puyirc—was—ready—for-eemee——_-________
changes. In many ‘cases, these changes nad been advocated for many years.
Through much effort and money the ‘‘new ‘social studies' burst onto the
scene. lhile the new social studies (which is no longer 8o new) was a
conglomeration of many approaches, it was seen as a position in opposition
to the traditional approach Many educators have " dichotomized teaching .
approaches in the social studies into two catagories-~the traditional .~
transmission position, which utilizes expository teaching on the one hand;
and the "neg sociall studies," which utilizes inquiry of discovery on the .
other hand. In this view, the terms ‘'inquiry’’ and "discovery' are ’
considered to be synonyms.  Either term designates the method of the new
social studies which involves: active learning on thz part of students, ' !
teaching students the process of learning rather than requiring them to LA
merely memorize content, the use of hypotheses to explore data and to
subsequently draw conclusions, and the utilization of concgpts .and
generalizations rather Lhan facts as the focus of study. . .

> R -

While on the surface Lhere seen to be many commonalitieg améng . '
advocates of the new social studies, several social studies e ucators Ve
have noted that there are at least two major groups or gchoolg of thought
among advocages of the nev approaches. Shiiley Eanglel0, tH1liam Gardnerll,
and James ShaVerlz, have described differences among new soci studief
‘advocates in articlcs they-have sritten., Jan Tucker*Y, Rooer Bibble ’
and Varreén Brownl3 have discerned different groups among new speial studies
advocates and déscribed them in tWeir FH.D, dissertations. F nally, James
Barth and Samuel Shermis: wrote an often cited article on this. topic, which .
.appeared in the November 1970 issue of Social Edueation.l® Their model - -

-

is probably the: ‘clearest single published attempt’ to clarify positions

within the new social studies. Each of the autnors just memtioned perceive

two schools 6f thought in the new sbecial studies. Based on their descriptivns,
*thls author hypothesized two approaches or positions which were explored

,to determine their reality in teyms of the written statements of noted educators.
This study vas undertaken in 1970 - 1971. The purpose of the study was to
determine if there were two separate sets of ideas regarding the new

approaches to teaching social studies. 17 -, . j . ~

Descriptions of Tvwo Rositions Within thl New Social Stuhies : B
Structure-Discovery: Advocates of this position believe that each

social science discipline has'a gtructure of knowledge. This structuyre

of knowledge consists of the most basic concepts, generalizations, and, -~ ~ .

methods of- investigation in the discipline. The structure(s) then should '

- »
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be the basis of the curriculum. The goals of this apptoq_h__zﬁ.fazf ______
gtudents to A) ‘develop an understandi stantive concepts aad

- generalizdations and B) to learn 'some methods of investigation that can

be transferred intq life situations. In order for students “to really
understand.the structare, they must come-to know the structure through
their own efforts--they should discover elements oI the structure for
themselves. Hence,. the instructional program for such an approath relies
hedVily on learning activities which are designed to lead the student to
make predetermlned discoveries, : . . \\} '

. L]

The teacher's rode in this "approach is not one of transmitting 4 C .

Lnowledge but ope of helping students develop the skills and abilities |
to perform tasks stcil. as collecting, analyzing, and symthesizing
evidence in such a vay that they uncover the basic ideas of the discipllnea,
Followinc the value~free, objective approach vhich is the professed‘ /h
_nom of social scientists, the structure-discovery approach does not seek
to teach values. In fact, the only study of values might z:ﬁ?hat of ° é
encouraging students to analyze the values'of some, society undgr investiga ion.
Hodever§ even the ‘decision ‘of the scientist to attempt to.k his |
personal values from infriaging on his sciéntifie conclusions is'in - “*f
itself a value choice. In addition, such values as rationality and the
value of data over suspicion and superstition are taught through this
approach. Yet, curricula strictly following this model would not deal
with controver31al issues (which are value-laden) nor ‘would it try to
teach any pantlcular societal values,

°

Reflective Inquiry: Advocates of this point of view be11eve that
the main purpose of social studies ahould be to develop students' ability,
to make decisions about social and personal problems. This 1mp11es the
ability to A) identify problems, B) apply a process of, rational invesdigation
to problems, C) make. dec131ons, and D) evaluate these decisions.
Therefore in this approacn, 4nstruction begind with the perception of a
problem by an individual student, a2 group of students, or a whole class.,
The''content’ to be studied is not pre-determined but is the data needed
to investighte the problem and male decisions about it. Nor is the
content limited to dne discipline; it is only limited by the nature and
scope of-thd problem and by the material and mental limitations and
experimental| baclkgrounds of the students. Content (historical, geographical,
political, s¢ciological, or whatevéer) s important to the degree to which
it is useful |in understanding the problem and in aiding decision-makin§.
Content, in 4| reflective inquiry class, is learned vithin the context of
the problem, hot becaude it fits the logic of some textbook writer.

As studenis investigafe any social or peisonal problem and begin
considering thk alternatives, they will find that no one scluvtion has

‘only positive donsequences and no negative ones. (1f such occurred there

would be no problem, tue solution would be obvious.,) As students attempt
to reach decisipns, values come very much into play. . But*¥alues are not

T
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" positions existed in reality or not was:
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entitfes*thaf”'he teacher tries to inculeate, nor argythey to be avéided
by students. Rather, values are very real considerations in making
decisions. In many cases, honest intelligent persons of. good will can
agree on the facts but dlsagree on the conclusion, because they have
different values wiich means there are gifferent sets of consequences
they are willing to accept. Reflectiye inquiry advocates want students
to identify their values, to re‘lect their vaiues, to learn about
others' values, and to consider value _(theirs and others') when making
decisions.- ' . g

<
o Pl

The teacher'§ role is to provoke, .facilitate, and support, To
help students identify.problems; to help them find, analyze, and synthesize
data (both cognitive and affective); and to reach and defend their decisions.

If they don't something is wrong. The teacher mgiét:;t judge the atudent
on the decision he.makes bui on. how he makes the dé on. )
[ — .

.

Based these positions (which were quite hypothetical at the time),
criteria were developed to,differentiate between the structure-discovery
and the reflective inquiry positions regardirmg seven categories of concern:

» .

A) "Vhat is the major goal of social studies?
B)
C) What are the eonceptions of process and content?

I

D) What is the role of hia*ory and the social science disciplznes
~in social s;udies’

What knowledge is of most worth? .

. . \

,E) Does the study of yalﬁes belong in social studies? -
F) Vhat is the teacher's role? . "

G) What is the student's role?

If these positions existed in reality, them it would have to be- found
that individuals do state bef@efs consistent with one or the other of the
positions and that some individuals support one set of beliefs and other
individuals support the other sei. The writings of thirty-three authors
in either curriculum theory and social studies were studied closely in
relation to the seven categories mentioned above to determine whether each
author supported the structure-~discovery vieus, reflective inquiry vieus,
expressed views that tended to reflect both positions or neither position,~
or did not express any view at all regarding tne category.

‘Basically, the standard for deterﬁining wviether these hypothetical

00007
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~ T .. TE 3/t ’or more of ‘the individual vieus could be classified
ag supporting either of the two.positions and if at least 1/4
of the views can be classified as being congruent @ith each J -
position, then it can be said thet the posgitions reflect the , .o

real woglﬁ views of the indivicuals studied. = . ot
In other words, the positions had to be dongruent with ”/6 of the
total views studied for each category enc each position had to be
. supported by at least 1/& of the individuals, Both of these conditions
were found .to hold for every one of the seven categories. Thus, on each
“of the questions stucied (categories) there are varying v1ewpoznts wh1ch
are congruent with the predictions based on the positions.
. HOWever, this,in itself dic not mean that the positions as entit1es [
N existed, since an inciv1 ‘ual could have stated views categorized as ' {
structure-discovery in three cases and those categorized as reflective . )
inquiry in four cases. If such an indivicual was typical, there may : } {
indeed be differences regarding the categories, but not in such a fashion .
as to justify the conclusion that there are c1ear1y tuo schools of thought. ,

;

Therefore, each 1nd1v1tue1 s vieus vere stuoied to %etermine vhethet <
he was consistently categorized as supporting one point Pf view es opposed
to the other, Of the thirty-three, fourteen were considpred to support
one position in all seven categories, another six were considered to
support one of the positions in six of the catevories an§ vere unclassifiable
-in the seventh, an¢ another five supportec ona position in a madjority of
categories apd were unclassifiaole in the others. Thus, 75% 6f those stugdied
consistentAy supported the views of one pos1t10n as opposed to the other, Those
who are labeled ‘'inconsistent" are labeldd as such only in relation tithe :
specific positions included in this study. It is quite likely that edh of these
individuals hes a consistent rationale for his beliefs, out thet rationale is
not compstlhle ‘with the positions cons1ag¥ed in this study. (See Table I.)

A
-

) Table I
Con51stency Lmong the Individual Viewpoints

i

e ‘ - Consigtent in

Consistent in Six or Seven Categories Majogitx‘ Inconsistent
Ernest 3ayles Meno Lovenstein® -  Arno Zellack Jack Allen
Jerome Bruner Yilliam Lowe Harold Berlak Robert Cleary
, Denjamin Cox Robert HcHee Irving idorrissett Eduin Fenton
. Shirley Engle Dyron Massialas Joseph Schwrab Howard.Kendler
v Authur Foshay grrence Metca1£ Gresham Sykes Dana Kurfman -
’ Robert Gagne Fred llevmann Franklin Patterson
Bernige Goldmark Donald Oliver o Richdrd Suchman
' Richard Gross Philip Phenix : . - Hilda Taba_ .
Robert Hanvey Lawrence Jjenesh : ‘ -
, Maurice Funt James Shaver
| .

A -
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Table IX .
Grouping of Individuals by Positions,
4
Structure~Discovery Reflective Inquiry " Inconsistent .
Arno Bellack ’ Ernest Bayles Jack Allen ' )
Jerome Bruner Harold Berlak » . Robert Cleary
Authur Foshay . Benjamin Cox R Edwin Fenton .
" . Roberts Gagne Shirley Engle Howard Kendler
_Robert Hanvey Bernice Goldmark Dana-Akutfman
Meno Lovenstein Richard Gross Franklin Patterson
William Lowe . Maurice Hunt ’ Richard Suchman .
‘Robert McNee Byron Massialas Hilda Taba
Irving Morrissett Lawrence Metcalf N
Jhilip Phenix Fred Newmann
Joseph Schwab ) Donald Oliver ,
Lawrence Senesh . James Shaver

Gresham Sykes -

Conclusions . /

As noted earlier, this study was completed in 1971. Some of those -
whose views were included may have modified some of their positions by
now. Also, a good deal more has been written im the past few years
regarding social studies curriculum. Yet, the descriptions of the positions

. still seem valid and they are useful in helping teachers conceptualize

the alternatives available to them. Such questions as the following are
useful to help both pre-service and in-service teachers develop and assess -

their own beliefs.

N -
“which position should I use as a basis of my teaching?

When is it desirable to use the othef positioh as a basis for
my teaching?

Are the positions in opposition, or are they complementary?

Which approach is best for given types of students? .
- Another ,conclusion is that ''inquiry’ and “discovery" are not synonyrs .
In fact, there are differences between the instructional process of ‘the
strugturevdiecovery advocates and the process of the reflective inquiry
advocates. While discovery and inquiry are both procgss oriented, utilize
active student involvement, and usually include some form of problem-
solving, there are differences. Below are deseriptions of the two
processes which make sense to this writer. Perhaps ‘they cen serve a
useful purposec as a focus for some scholastic debate about process educatior

>

in social studies. . o,

.
L4
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+ Discovery: a method of instructiom designed to teach substantive
consepts and generalizations, and procedaral concepts from a structure
of knowledge; either formal (created by social scientists) or informal
(created,by the teacher) ; in which the student, through problem-solving,
hypothesis testing, or some other involvement, figyres out the concept
or generalizatlon for him or hérself. Dlscovery is a convergent process
designed to help students focus on the “essenfial elements of the structure
of -knowledge. Discovery 1earni1g has a specific goal (an element of the
~ structure) which guides the teacher's planning and aids his or her evaluation
‘ of the students. Since discovery requires active studeht involvement
- it.develops intellectual skills as well ag Peachlng cognltive knowledge.’
! Thus, a secondary goal is to develop process skills rowed from social
scientists) which will enable the student to transfev/Z§s abilities to
make discoveries into the real warld.

Inquiry: a method of instruction designed to develop each student's

ability to make decisions about personal and societal problems., Thus,

~ the focus in this process is an intriguing problem which becomes the
center of study,” rather than pre-set content. - Inquiry is an open-ended
divergent process which does not require student's to reach preconceived
ends. Cognitive content is learned as‘'it applies to the problem being
studied. However, the emphasis is more on having students devglop skills
and to identify and act upon their values. There is no'set paftern Eﬁbﬁ\
must be followed. . However, a variation of the "scientific meti od" i
probably useful with some modlﬁlcatlojﬁ :

Scientific Hethod ' Inquiry “
|

' 1. Perception of the problem 1. Perception of the préblem

N

2. Stating the problem and organizing __Stating the problem

presently known data
oo : 3. Identifying the values in

3. Hypothesizing ‘ , conflict .
i4, Data gatherihg and analyslg 4. Stating the alternatives

‘ 5. Drawing conclusions + 5, Collecting evidence regarding
o ’ the alternatives

6. Projecting the’ consequences

. ' ) ’ ) of each alternative

‘ \\\ ¥ ' ) 7. Making and justifying a . ‘
L, decision \

" 8. Acting on the decision
(if possible)

‘9. Evaluatin% the decision




.
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The Positions and Humanistic Education
! -
- Regarding traditional education, Weinstein and Fantini have said

'r To summarize,.then, our ‘preserit educational system ‘glues’
highest priority to the cognitive content and regards other
content areas merely as instruments for getting to prescribed

cognitive content.

The prevailing assumption is that by - N

mastering cognitive content,

the individual learns to behave -

. appropriately as a citizen in an open society.

Wle question the

validity of this assumption that extrinsic subJect matter
’. alone can lead to humanitarian behav1or-~that is, Yhether the
cognitive man i3 necessarily the humanitarian man. -

\

f

H

H

—

Clear}y ehe

feel that traditional education has notﬂbéen humanistic

education.

The directors of the ﬂﬁmanistic Education Project of the

‘University éf North Carolina--Greensboro, feel that same way and have

stated as the goal of their project,”...the exploxation of different . b}
ways in wh ¢h affective and psychomotor dimensions of teaching and

learnifgcan be given greaté@ play whilte at the sameé time being wedded

to the mognitive dimension of teaching

Bo A.the structure-discovery and the reflective inquiry positions
involve, greater degrees of psychomotor involvement by students and to
this extent are more humanistic. However, the reflective inquiry approach,
vith ifs emphasis on value identification, value clarifiCation, and decision

making seems to offer the most in terms of human¥stic 'education, for
after all it is man's ability to value and to maLe decisions that makes

him/%uman

/ . : .
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