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"Preface
s . The -Anthropology Curriculum Project, University of Georgia,
s happy to collaborate with .Professor Thomas' Dynneson in making )
available the survey Pre-Colleqiate Anthropology: Trends and - -
Materials. This survey should be especialiy useful to teachers -
in identifying materials, practices, and research related to the
teaching of anthropology. .

‘ This work was originally commissioned by Eric Clearinghouse
»1in Social Studi€s. When it appeared that the study would not be-.
*  disseminated, the Anthropology Curriculum Project undertook the
. ‘task. Professor Dynneson, however, is entirely respon;ib]e for
' .the contents Qf the review and appraisal. :

) The Anthropology Currieulum Project, University of Georgiﬂb :
was funded during the period 1964-1969 as one of the Office of ' 5
Education "Project Soctal Studies . Since 1969, the Project has
Ycontinued with limited funding from the University of Georgia to
. StimuTate résedarch related to anthropg}ogy and education and to . ‘\\
‘help maintain the visibility of anthrépology as a school Sybject. '

ﬁﬁbfication and dissemination of Pre-Colle iate Anthropology
contributes to this objective. - Comments for Tmproving this survey

may bé directed to Professor Dynneson. .
i

M.J. Rice
“WiTfrid C, Bailey
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INTRODUCTION

In sp1te of _the fact that anthropology courses and units haVe \
been taught in a few elementary and secondary schools in the past,
the discipline is not a wideTy accepted or taught subject at these
levels. Some have argued that it may never become a full member of
the social studies curriculum because of the problems that must be
overcome in order for anthropology to gain wide acceptance: These >
problems include: teacher preparation in anthropology, local and ) )
state approwval of anthropology courses, competition for "slots" in
the curriculum from history and the other social sciences, pargnta]
and community resistance ‘to anthropological explanations of man's
development, and lack of sound and appropr1ate materials for classroom \
use. +

: " There are also those who fee] that these prozdems can be qvercome. |
* ~ One can already observe the progress that has beeh made in terms oﬁ\\.

“the increase, over just the last decade, in materials for the pre-
college 1eve1 More. and more curriculum speciakists and teachers are ‘
expressing interest in.anthropology and some states now permit in their
curriculum guides the inclusion of anthropology as an independent sub-
ject within the social studies curriculum, a]ong ith. history, geography,
government, psychology, economics, and socio]ogy ‘ )

This book is directed to those people who .wolild 1iké to See
anthropo]ogy assume d dgreater role in“t curriculum. Primarily it
is addressed to social studies teachkp§--especially .social stydies
teachers who are planning or would 1y£e to teach anthropological
subject matter but are relatively unfamiliar wﬂth tge content :of the
field and the curriculum resources available\to' help them in théir
efforts. This book will also be of interest to social studﬁes special-'
ists-and department chairmen-who wish to have a generaT ov¥erview of
anthropology education; and anthropologists who would“Tike to know about
the status of their field in-the pre- co]]eg1ate rriculum will find -
the book of some use. _ ° :

Chapter I traces the-growth in th F importance of anthropology as a

- part of ,the school curriculum from the _Second World War to the present.
Chapter II discusses the reasons for indluding anthro%o]ogy in the
curriculum and outlines the content and'structure of the field. Readers
who are already familiar with the field may wish to sk1p this part o
the book. Chapter III -contains short essays by the d1rectors of three
of the anthropology curriculum materials development projects. The
directors describe their projects and reflect on some of ‘the basic «
issues with which they attempted to deal in their developmental work.
These essays were written especially for this book, “in order to give
readers a deeper sense of the nature and direction of current thinking
about anthropology in the cdrriculum. Chapter IV is the most important
part of the book for teachers; in. this chapter a variety of cur??cuTum
. materials for teaching anthropology -at the pre-collegiate level )

dedcribed. . The author. has been selectivé rather than comprehen ive,

’ -~ ’ , ‘ . /
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dealing -only with materidls that can be readily obtained either through i
commercial publishers, project offices, or the ERIC system.™ He has -
also attempted to select on]yvmateriédsf%hat are of high qualdity in _
‘terms of the soundness of their conterit, the clarity and grade-level
appropriateness of their presentation, and their appeal and manage-
ability in the classreom. Chapter VI is intended primarily for teachers ‘
.who are new to the teaching of anthropology; it contains a number of e
procedural hints and resource suggestions to help in the construction
~# * " of anthropology. courses and units. v '
T ‘In addition to the main body of this book, an appendix .has been
included. The appendix is a selective annotateqd bibliography of re-
gources for teachers of pre-collegiate anthropglogy. While the N
- materialg in the bibliography are helpful to thgse teaching anthropology
courses and Units, they are not as: substantive as the materials de-
scribed in Chapter V of this book.. ’ _ T
In conclusion, a word of explanation is appropriate as to the origin
of-.this book: S
After almdst ten years of teaching American history at the high
- schoel level, I found myself dissatisfied with the goalsiand content
of the courses as they were usually taught. My students were tremen-
dously curious about people in general and human behavior in particular,
The most successful lessons were those that involved incidences that
- 7.~ exposed the humanhess of our historical leaders. Thus, I concluded.
a that.yoqu peop?e,ﬁaS-well as adults, are fascihated by -human behavior--
‘ a fascination that 'does not wane during one's 1jfe span. Toward the ~
"~ end of my public school career I began to orgahize my cCourses completely e
- around men and events that became case studies in Human behavior. I :
. was more :than.satisfied with the results. . S -
e o2 The''idea of tegching humafi behavior through anthropology began, for
\ 4fie, in the éarly 19f0s. In.1968, while at Stanford on a history fellow-
‘ship,. I began to discuss the practical aspects of “teaching anthropology
with Richard ‘E. Gross. Convineed that,+it was not only practical, but
ineyitable, I attended the ‘University of Colorado where I worked with
. the social studies education faculty and the anthropology faculty.  This
book is the culmination of one aspect of that work, - .
~To describe a discipline such as.anthropology, is, ho simple matter.
~ I have attempted to give the reader my best understanding of the field
and I alone am responsible for the content as 1t is presented within,

‘Thomas*L:_DynneQOn
8 August 1975
Odessa, Texas

.y
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ANTHROPOLOGY:  NEWCOMER TO THE SOCIAL STUDIES CURRICULUM

Among the social science disciplines, anthropology is a relatively -
recent arrival in the pre-college social studies curriculum. Though :
the ‘concepts and methods of anthropology have been applied to the study °
of educational problems since at least the bdginning of the twentieth _
century (Spindler 1963, p. 53), anthropology ﬁas not béen a recognized -
course in the public school curriculum until the last few years. c 2

A

The Socfé] Studies Curriculum BeforeIWOr1d Wan5IIb“ c , ¢

History has been the dominant discipline in the socidl studies -
curriculum since public schools, were firgt,constituted. Most social
studies teachers have been trained‘in.deéiitments of history, though
some have academiic. minors in- the social sciences. The:nearly exclusive

- role of history in the curriculum has been described in the Encyclopedia
© - of Educational “Research (4th ed., p. 1231), which divided the develop- -~
- ment of socia] studies into five periods. Prior to 1893 history emerged

-~ as the social studie$ curriculum, with some attention given to geography
. » " .and "civil government." The period from 1893 to 1916 saw the maturation
of history as the dominant, almost exclusive component of the social -
'studies curriculum, with some peripheral attention to oivil government,
physical geography, economics, and sociology. This came about under the
leadership of several national committees, particularly the Committee on
Social Studies of the National Education Association (Wesley 1942, p.
212). During the: third period, 1916-1936, ".:.genuine 'social studies®
came into being, challenging the stranglehald of history and witnessing
~ the inclusion of content from the disciplines of poljtical science,
‘'economics, human geography, and sociology as’separate or cross-
_disciplinary subjects" (1942). During .the period from 1936 to 1955,
internatjonal and domestic. upheavals stimulated strong criticism of the
sotial-studies curriculum: "The call dvdse for locally de ermined (and
nationally chaotic) curricula, stressing societal needs, grtzenship
education, and individual adjustment" (1942). o ‘

The Social Studies Curriculum Since World War II

) The ff?ih, or contemporary, period described in the Encyclopedia of~
" Educational Research runs.from 1955 to the present. This period has T
witnessed the development of a "new social studies" movement in which
the social®science disciplines have gained a larger share of the curric-
ulum. ~Most of the social-science disciplines had obtained a foothold
in the curriculum during the third period, from 1916 to 1936, and re-
sumed building on 'that basis during the contemporary period. Howeyer,
anthropology did not make its first appearance in the curriculum until
the post-World War I1I period.‘”iﬁ'

00014
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. It is difficult to*pinpoint exactly when anthropology first entered * -
, the curriculum, but it is clear that this did not occur until the latter !
part of the ferties. Margaret C. Fallers has suggested that, following 451
World War II, public school social.studies teachers were becoming inter- - .,
ested in dhthropology as a result of the attention focused on non-Western. -
;- peopTes -during the war. | R ‘ - *-,r§.
" . Both teachers and students felt called upon to try to come to ]

" terms, not onT¥®with the West, as they had in the past, but . ok
‘also with the great pon-Western nations and high cultures and - .
with the smaller societies then emerging from the dissolving : ’
colonial empires. Existing social studies. curricula provided
few .tools for this purpose. The hope was that anthropology
would help supply the.tools. Also, the idea of understanding
other cultures "in their own terms," which many -people, including .
many'anthropologists, felt was the principal contribution of .
anthropology,.somehow helped to stave off the nagging problems
of value judgment which at the time seemed so disturbing: S

. evaluating the Nazi period in Germany, distinguishing the sqcial R
revolutionary elements from the totalitarian ones in Russia, '
distinguishing the}positiﬁ% trom the destructive effects of the
‘colonialxiregimes upon non-Western peoples, deciding the amount
and kindékof developmental aid appropriate for the new-nations.

Furthermore, as it became clear that the U.S. was not going to ;
solve all its domestic ethnic and race problems through the ‘
operation of the "melting pot," new tools were also needed to
understand the various social groups of the U.S. and their ,
interrelations. (Fallers 1968, p. 105) ’ . e
Apparently, however, the post-World War II increase in interest in |

anthropology did not manifest itself in more than a few isolated in- ,

stances in the social studies curriculum. John Chilcott (1962) -has b

written that, while courses in anthropology increased at the college

level after the war, the public schools remained-almost totally (nin-

terested in the discipline. As late as 1955, E. Adamson Hoebel (1955,

~ p. 292) doubted that anthropology had-any chance whatsoever of becoming
part of ~the public school curricylum and believed that, if it djd, it
wou?d never gain the recognition given to history, chemistry;§or physics.’
Probably the entry of anthropo}ogy into the curriculum b gan with
individual 'teachers working selected concepts from the fi&ld, such- as

race and culture, into their already established social studies courses.

In the 1950s, the first descriptions of pre-college.courses in anthro-

pology bedan to appear in educational journals. By .1958, the.Pennsyl-

vania State Council of Education recommended a mandatory course in world

cultures for all graduating students. Included in the recommendatiocn

was a stipulation that the course requirement become effective by 1961
(The Study of World Cultures in Secondary Schools 1962). 1In 1959. and
1960, courses were reported in Columbus, Ohio, and in the state of
Washington (Reese 1959; Dunlop 1961). However, by 1958 anthropology
was still not among the courses required for certification of teachers
in any state (Lunstrum 1968, p. 137). ;
One of the few available reports of the status of anthropology at
the end of the fifties is given by Malcelm Collier in The Encyclopedia
of Education (1971, pp. 228-232):

. , »

, . .
P ) . : ~ L
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In 1960 it would have been possible to report.on every secondary
school course in the United States:labeled anthropology or
drawing extensively on anthropologital ideas and materials....
Of the 35 such courses about which information was available,
« 14 were taught in private schools, 21 in public schools. We
- know something about .the content of 29 of these courses. ' Two
~ of them focused on the archaeology and ethnology of the local
school area in order to give students firsthand experience in
investigation and to increase the relevance of social studies
to the local scene. Seventeen of the courses drew on apthro-
pology in a more general way, covering topics typical of an .
introductory college course.. In six courses the emphasis was
heavily humanistic, emphasizing a philosophical understanding -
of human nature and human societies. Values and self-awareness
- were important ingredients.in these six courses. Four of the
o= courses: took a social scientific direction, emphasizing the.
development of social science’concepts as tools of analysis
and the application of these tools to social data. (pp. 228-29)
- : Collier notes that all of these courses were teacher initiated and con-
, structured. o ‘ T
A11 these teachers prepared their own course outlines and de-
vised and supplied their own materials. °They‘drew heavily on
a few paperbacks and on selected journal articles, most of which _
had been written for adults. They were neither subsidized nor .
éncouraged By the federal government, by the textbook publishers,
s or even by the schools, which stood to gain the most by these - .
. efforts. They perceived the problems directly in their own .
- classes and devised the solutions from their own rapge of _
‘ intellectual experience. They were, in fact, tha'advance guard
who, frustrated by the dilemmas of socia%tudi®® courses, >
.. responded by working out some alternativgs,. No deubt they and
x others after’them were also responding demands of the general
national ‘ferment: the civil rights movement, Vietnam, the.black
revolution, the Peace Corps experience,. all these were forces
pressing teachers and students to greater frankness and to
greater releyance in thinking about social data. It seems.certain
that these teachers were'unaware of weach-other until the publi-
: ' cation of an article by Jack E1lison ["Anthropology Brihgs Human
o ‘ Nature into the Classroom," Social Education, Vol. 24, No. 7, e
: November 1960, pp. 313-316, 3281 which brought them into contact -~
with one another. The article also stimulated the interest of:
teachers who had not previously initiated any changes. (p. 229)
Thus, Collier sees the turning point in the movement of anthropology *
into the curriculum as occurring in 1960. ' -

THE Growth of Anthropology in the Curriculum Since 1960

During the early sixties anthropology conttimied *to be "bootlegged"
into the curriculum. Paul Bohannan noted as late as 1966 (p. 3) that,
while anthropology concepts were.already being taught in socjal studies
courses, the discipline was not part of the official public school
curriculum. However, during the early sixties substantial changes were

" apparently occurring in the attitudes of public school personnel toward

.
v & Y
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explicit inclusion of anthrobqﬁogy in the:curr/culum. For instance,
by 1968, Lunstrum was able to 'state that -
...the very mention, for the first time, /of anthropology in .
the license patterns of social studies: teaghers, even as only Y
an option, suggests that influential e]ements.iniprofes§?onaj ‘
educatijon are becoming aware of the need to treat.anthropology
in the schools. (Lunstrum 1968, p. 137) T - .
Also, during; the early sixties, anthropology experiénced its first
taste of federal support for curriculum development and discipline-

- oriented teacher training. Unfortunately, this author was unable to- S
find any ddcumentation on the history and impact of the training efforts,

to report in this™paper. Many participants, and faculty of NSF and U.S.
Office of Education institutes and academic year training programs have
mentioned the importance of these efforts-in stimulating pre-college
interest in anthropolbyy: The American Anthropological Association o
directed considerable energy toward such training activities. '

In the area of curriculum development, a much better, dotumented.
account of events is available. In 1962, the National. Science Founda-
tion (NSF) extended support to the Anthropology Curriculum Study Project,
(ACSP), its first.effort in the area of pre-college anthropology curric-

“ulum development. About the same time, NSF also began supporting the

-

Education Development Center's anthropologically oriented curriculum
development project, Man: A Course of Study; and the U.S. Office of
Education initiated support for the University of Georgia's Anthropology
Curriculum Preject and the University of Minnesota's Project Social
Studies, which was also strongly oriented toward anthropology (Collier
1971, p. 229); (for more detailed information on the. products of these
four projects, please see Chapter IV of this paper). :

The materials developed by these projects began to have an effect

-on_the curriculum at about the time Bohannan was writing that anthro-

pology was-still a bootleg product in the school curriculum. The mate-
rials that became available through the project relieved the teacher of
the burden of collecting and organizing units and courSes. . Until, this
time, teachers with 1ittle academic training in anthropology or ‘with
little energy left after preparing for five courses each day were simply
not able to "indulge their creative instincts" by identifying, Tocatjng,
and organizing anthropologically oriented learning activities for their
students. The gvailability.-of new project materials enabled the inter-
ested but hard-pressed teacher to begin to include anthropology in the .
curriculum. In addition, as these materials came to be used by more

and more teachers with success, school personnel became accustomed to
the idea of anthropology's presence in the curriculum; and this paved

the way for its acceptance as an official part of the curriculum. This

is hot meant to imply that the projects replaced teacher-constructed
curricula. On the contrary, if anything, they added impetus to the
independent effor'ts of individual teachers by helping to legitimize
their interests. :

In 1971 a survey was made of the state social studies specialists
to 'determine the extent of incorporation of anthropology into the cur-

~ riculum (Dynneson and Taylor 1974). Of the 50 questionnaires sent out,

only 20 were returned. A1l 20 of these respondents, however, indicated
that at least some of the districts in their states offered anthropology
courses. A total of 90 courses were specifically reported in the survey

\
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and most of the respondents indicated a willingness to expand these
offerings. , .. : .
The increase in visibility and stature of anthropology within the
" pre-collegiate curriculum over the last decade can be seen from a
review of the professional literature during that period: The author
pulled six books from the social studies section of a college library,
using as his criteria for selection only the condition that each be
published in a different year during {fhe decade from 1964 to 1974. -
These six books exemplify the trends in thinking about anthropology
as a part of the curriculum. ) L o ¢
In 1964, Edgar B. Wesley and Stanley P. Wronski published the sixth
edition of Teaching Social Studies in High Schgol (Lexington, Mass.:
 D.C. Heath and Company). In it, they recognize the beginnings of a
trend toward including anthropological content in the curriculum:
Anthropology is rarely taught as a separate subject in secondary
schools. Within recent years, however, a concerted effort has
been made to introduce anthropological concepts into existing
_ social studies curriculum (p. 535? ,
Wesley and Wronski describe some of the prototype materials that were
then being developed by the Anthropology Curriculum Study Project-..
However, they do not give extensive attention to anthropology, which
was. then considered .a peripheral though promising area of the curriculup.
In 1964, anthropology was still not -considered subject matter for a .
discrete course. ' : . o
In 1966, Edwin Fenton gave somewhat greater attention to anthropo-
logy as a part of the social studies curriculum. In Chapter 23 of
Teaching the New Social Studies: An Inductive Approach edited by Fenton -
(New York: Hqlt, Rinehart and Winston, Inc.), Meyer F. Nimkoff describes
the curricular roles of the behavioral sciences, among which he includes
anthropology. He notes that the behavioral sciences are beginning to be
thought of as candidates for discrete courses.
A few courses in the behavioral sciences are even offered in.
the secondary schools....Even if separate courses are not taught
in one or more of these disciplines (anthropology, sociology or
psychology), the content of the behavioral sciences occupies an >
Zmporta?t place ip every high school social studies curriculum
. p. 366). oo , .
Nimkoff cites the anthropological concepts of culture, superorganic,
culture as biologically determined, race, prejudice, conformity, culture
change, and culture lag as among the important concepts included in the
curriculum. :
The fourth edition of John U. Michaelis' Social Studies for Children
-~ in a Democracy: Recent Trends and Developments-(Englewood C11ffs, N.dJ.:
Prentice-HalT, Inc.) was pubTished Tn 1968. In it, the view of anthro- -
pology as input for, but not a distinct subject in, the curyiculum still
holds sway: ' '
An increasing number of concepts and key ideas from anthropology
are included in new programs of instruction....Units centered on
" local, state and natural history as well as units centered on
geographic study of selected regions usually included a good deal
of material from anthropology (pp. 118-119).
Anthropological concepts listed in this methods text include culture,
society, values, beliefs, traditions, customs, change, social organization,

~
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role, technology, community,.and civilization.  Michaelis also presents
a number of anthropological "concept clusters," including: :
1. Process of culture change--1nvent1on discovery, d1ffus1on,
> adaptation.
- 2. -Food getting activities--gathering, hunt1ng, fishing, herding,
ga dening, agriculture.
3. Sbcieties--folk or pre11terate pre1ndustr1a1 transitional,
~industrial. TR
4. Fam;;lgsl;nuclear extended funct1ons (b1o]og1ca1, affect1ona1
ecoromic, social).
5. Community--territory, comrion culture, collective action, fo]k
peasant, urban.
6. Characteristics of civilization--writing, accumulation of food
. and other goods for managed use, division of labor, government,

arts, sciences, urbanizatjon, trade. (pp. 118-119)

In 1970 Mark Krig et al re1nforced the close relationships between
history and the social Sciénces in The New Social Studies: Analysis of
Theory and Materials (Itasca, I11.: F. E. Peacock Publishers, Inc.).
They. defended the place of h1story in the curriculum--a step that would
.not have been necessary before the s1xt1es when history was still in un-
qu§t1oned dominance in social studies. The defense of history involved
exploration of ‘the ways in which history and the social sciences could
supplement and complement each-.other. -The book igcludes sections written
by Malcolm Collier and Edwin Dethlefsen, both of whom were associated
with the séminal work of the Anthropology Curriculum Study Project.
Anthropology is now beginning to be seen as a distinct subject but one
whith "collaborates" with others in the curriculum.

John Jarolimek's Social Studies in Elementary Education appeared in’
" 1971 (New York: The Macmillan Company). Jarolimek's book reflects a
definite shift to viewing anthropology not only as a distinct subject
for the curriculum; but one with potential as the core or integrator of
the curriculum.

Anthropology with its several divisions is often thought of as

the unifying social study....There has developed a considerable

amount of interest in the exc1t1ng possibility of social science

programs with an anthropo]og1ca1 orientation....The growing
importance of anthropology in the social stud1es curriculum-is
demonstrated by the number of major curriculum-development

projects relying wholly or in part on the concepts or content

of anthropology (p. 271).

He included the following concepts in his discussion of hnthropo]og1ca1
content for the curriculum: language, social structure, religion, arts
and crafts, physical and menta] traits, -and sim11ar1t1es and differences
in culture (pp. 271-72).

At this time, the question of whether to include anthrOpology in the
curriculum is sti]] a debated issue, but the debate has broadened so that
it is of concern to many, not just a few, teachers. John R. Lee's
‘Teaching Social Studies in the Elementary School (New York: The Free
Press)‘ﬁndicates the nature of the debate.” Apparently now the debate is .
as much over practical matters--whether teachers are suﬂi%cient]y pre-

pared to teach anthropological material--as over the apphppriateness and

validity of teaching anthropological content in the schools




.

Educators argue, often fruitlessly, about the worth of teaching
some of their anthropological ideas to children. I have no hard-
and-fast advice for you, but I must point out that children are
fascinated wjth early man....Many teachers fear the intrusion of
anthropology into the elementary classroom. Their fears are rea-
sonable, for they are based on limited coursework in anthropology.
In other cases their fears are unfounded, for if they askithe .
same categories of questions about others as they ask about .
Americans, they are on the right track....Why teach anthropology
content in the school? The simplest answer is Bohannan's:

“the culture that was adequate for yesterday is inadequate for
today and disastrous for tomorrow." (p. 344)

summary e

From the end ofWorld War IT to the present, anthropology as a part
of the school curriculum has moved from virtual non-existence to rather
high visibility and stature. Before the sixties, a few adventfrous souls
developed, independerftly and in isolation, units and courses dealing with

anthropological concepts and methods. By 1960, there was growing inter-

est in anthropology at the pre-college level, but the discipline -could
have been said to have, at most, a very precarious toehold in the curric-
ulum. In the early sixties, then, the teachers who had been constructing
anthropological curricula in isolation began to find allies--other teach-
ers doing parallel work and people in universities interested in in- .
Jecting anthropological material into the pre-college curriculum. Also,
these initiators were able to take advantage ozgﬁée general trend toward
social scientific emphasis in the social studie£. By. the middle of the
sixties, the anthropology curriculum projects QEgan to have an impact,
enabling more people to teach anthropolpgy with less effort and helping
to legitimatiZze the inclusion of anthropelogy in the curriculum.” By

the 1970s, /it appeared that anthropology was coming to be considered a
"respectable,”" acceptable part of the curriculum. Today, anthropology-
seems to have a solid foothold. ,

The f811owing chapter is-a review of the essential points of the
debate that has taken place over the last decade or so over the inclusion
of anthropology in the curriculum. It will also describe outlines of
the discipline as it has been conceived by its practitioners and the-
orists. Chdpter IV contains a description, in detail, of the materials
produced by six of the federally funded projects mentioned previously as
being so important in the movement of anthropotogy into the school cur-
riculum. In Chapter V, a number of recently developed non-project
materials (simulations and games, textbooks, and supplementary materials)
with innovative approaches to anthropological subject matter will be
described. ' ,

Unfortunately, the author has not been able to explore the products
of the many creative, independent teachers who have developed their own
courses and units. The constraints of time and money for the writing of
this book prevented the extensive collection and review effort that would
be necessary. The author hopes that readers of this book will not take
his exclusive focus.on project and commercially developed materials to
mean that teacher-constructed materials are of low quality. He has no
sound evidence on this issue. What the exclusion of these materials does

' S
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mean is that such materials were not available to the author and are not
generally availahle to potential users. The ERIC Clearinghouse for Social
,Stud1es/Soc1a1 Science Education hopes to remedy this situation eventu-
.ally by focusing its collection and dissemination efforts ‘more on teacher-
developed materials in a]ﬂ the 50c1a1 sciqpces ) 7

T
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' CHAPTER' 11
THE ROLE OF ANTHROPOLOGY IN THE SOCIAL STUDIES CURRICULUM -

Sometimes it may seem that every conceivable "field" of human knowl-
edge is clamoring for its own niche in the school curriculum. 1f the
¢ curriculum were to incorporate.all these candidates, the child would
spend 24 hours a day, seven days a week in school. .1t is necessary to’
be selective about what to include in the curriculum; and, thus, it is
necessary to be very clear about the rationale far including anthro-
pology ‘in the social studies.

The Rationale far Including the Social Sciences in the Curriculum

As pointed out in the previous chapter, history has dominated the
socialystudies curriculum until very recently. This is partly because
history is an old discipline, dating at least from the Iliad and 6
Thucydides; partly because the social sciences all have relatively: short
histories; and partly, perhaps, because an overview of human- endeavors
as given or attempted in history seems to be an appropriate beginning to
the study of people. ‘ '

. In the contemporary period, the social sciences have come to claim
‘ a share of the curriculum previously held by history. Social scientists
feel that particular social sciences ge beyond history, which emphasizes
the idiosyncratic experiences of,. individuals and groups, to develop gen-
eral knowledge and principles of human behavior which neither they nor
/ the historians consider a part of historical scholarship. They feel that
o the concepts and structures of the social sciences provide students with
more powerful tools than history can provide to understand social inter-
actions and to cope with specific problems of the past, present, and
future. For more detailed information on the rationales for history and
the social sciences in the social studies curriculum, the reader should
refer to The New Social Studies: Analysis of Theory and Materials, by
Mark M. Krug, John B. Poster, and William B. Gi11ies IIT {Itasca, I11.:
F. E. Peacock Publishers, Inc., 1970); and Social Science,in the Schools:
A Search for Rationale, ed. by Irving Morrissett and W. Williams 3tevens,
Jr. {New York: HoTt, Rinehart and Winston, Inc., 1971). .

The Rationale for Includjng Anthropology -in the Curriculum

- Anthropology is a unique socid! science in many ways. Perhaps the
strongest rationale for its inclusion in the ‘social studies curriculum
comes not so much from its uniqueness--its differences from the other
social sciences--as from its many commonalities with not only other social
o - sciences byt also the natural sciences. Some anthropological techniques
: and concepts are shared with the natural sciences, while qthers are shared )
with the social sciences. Thus, anthropology can be used quite readily as ** ' .
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an integrator of the curriculum. (For one well-developed argument in
favor of anthropology as integrator of the social studies curriculum,
see "Proposal for the Unification of Secondary School Courses: Through
Anthropology," by John H. Chilcott, in Clearing House, Vol. 36, March
1962, pp. 389-393.) ' ’

Lawrence Senesh has described the curriculum arrangement in which
one science serves as the core for.integrating™the others as "orchestra-
tion" (Morrissett and Stevens, 1971, pp. 125-135). While Senesh has
‘argued for and developed a K-6 curriculum using economics as the core,
others have used anthropology successfully in this role. Sequential
and spiral types of programs drawing on all the social sciences, with
anthropology as the central component, have been developed by the
University of Minnesota's Social Studies Project and the Taba project,
both of which are discussed in Chapter IV of this paper.

In order to give the reader some notion of the potential of anthro-
pology as a curriculum integrator, the sections that follow in this
chapter will describe the content and structure of the field and then
discuss the interrelationships between anthropology and the social
sciences, the natural sciences, and the humanities. ~

The Content and Structure of Anth}opology

Before proceeding with an explanation of the relationships between
anthropology and other fields of study, it would probably be useful for ,
those readers who are relatively unfamiliar with anthropology to have an
overview of the field. It is not the intention here to set forth a de-
finitive statement on the scope and structure of the field. As with all
the social science disciplines, countless battles have been waged in
academia over just this question. The purpose of the overview sketched
below is simply to provide a quick review or first view for the "“unini-
tiated" reader who has limited time. Readers who desire a somewhat more
detailed, but still brief and eminently readable discussion of the his-
tory, content, and methodology of anthropology should refer to Pertti
J. Pelto's The Study of Anthropology (Columbus, Ohio: Charles E. Merrill
Books, Inc., 1965).

Defining anthropology is no simple task. The definitions given by
anthropologists generally tend to be inclusive rather than exclusive,
encompassing man and all his activities. For instance, Alfred Kroeber
(1923, pp. 1-2) referred to anthropology as "the science of man" or .
"the science of man and his works." Ralph Linton, recognizing that such
broad definitions did not help to distinguish the special interests-of
anthropologists from those of other scientists, noted some of the unique
emphases of anthropologists within their broad concerns held in common
with other scientists: X g

Anthropology is commonly defined as the study.of man%nd his

works. This definition would include certain of the natural and

all of the social sciences, but, by.a sort of tacit agreement,

anthropologists have taken as their primary fields the study of
human origins, the classification of human varieties, and inves-
tigation of the 1ife of the so-called "primitive" peoples.

(Linton 1936, p. 4) ]

For the purposes of this paper, it may Be clearest simply to define
anthropology by briefly describing what are usually considered to be its
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major subfields today. Most anthropologists probab]j’fhink in terms of -
at least two primary subdivisions of the field: cultural anthropology
and physical anthropology. Beyond these fwo subfields, there appears to
be some.disagreement as to what other major:subfields, if any, the field
ought to be divided into. It appears %o this author';that at least two .
other commonly recognized subfields ought to be brpkeén out from the whole
and placed on the par with cultural and ﬁ&sica] a hropp]ogy: “archaeo-
logy and applied anthropology. This is”for two rBasons. First, neither .
. of these subfielég‘can be accurately classified wholly within one or the L
- ~- - other subfields. as being cultural oy physical anthropology.fthough aﬁplied
- anthropology usually deals with prgdominantly cultural iSsues). Bot
archaeolpgy and applied anthropo)6gy draw substantially on concepts and
° methods ;from both cultural and physical anthropology. Second, the meth-
: odologies of theseetwo subfields and the issues with which they deal offer
particularly dinviting oppor Unities for pre-college student invalvement
in the learning process. /Thus, even if the argument.for separate status
within anthropology cannot be made on a logical basis to the satisfaction
of the professional anthropologist, separate treatment in this paper
seems merited solely from the standpoint of the teacher searching for
action-oriented strategies and issues that will intrigue and stimulate
his students. : ' |
Linguistics is a third subfield that is often considerea separate
from either cultural or physical anthropology. However, this author
sees no particularly strong pedagogical reason for treating it separately
at the pre-college level and linguistics does appear to him to be quite
legitimately classifiable within cultural anthropology. Thus, linguis-
tics is here considered as a subdivision within cultural anthropology 4.
along with ethnography and ethnology areas which are commonly subsumed -
- under cultural anthropology. Within physical anthropology, the study
. ..0f human morphology, demography, primatology, and human evolution are
© gconsidered-as subdivisions. Archaeology is divided into 01d World
zprehistory and New World prehistory. Applied anthropology has not been ‘
- subdivided, since for nearly every subfield of anthropology there is an
applied branch. The chart below may help the reader to keep these sub- ,
fields and divisions within subfields straight in.his -mind while A
reading through the brief descriptions of the subfields that follow.

7

Figure 1
THE. SUBFIELDS OF ANTHROPOLOGY
CULTURAL ANTHROPOLOGY _ | PHYSICAL ANTHROPOLOGY
Ethnography - . Human Morphology
Ethnology € — — > | Demography -
Limguistics - _ i .. Primatology
B ' Human Evolution

ARCHAEOLOGY 2)7,'

01d World Prehistory
New World Prehistory

APPLIED ANTHROPOLOGY
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«Cultural Anthropology. Cultural Anthropology deals with human
interactions as they are mediated by culture. Charles Winick gives the
following definition of culture in his Dictionany of Anthrépology:

A11 that which is ndnbio]ogica]_anﬂ‘éocigﬂ Iransgitted 1n a

society, inc]uqingaartistic, social, ide ogidakf and religious

- patterns of behavior, and the techniques for mastering. the

environment. (Winick 1970, p. 144) v . |

Though the pqimary interest of the cultural anthropologist is. in
- human culture, this' does not mean that physical things are ignored.

- The cultural anthropologist is interested in the. mutual influences of
the physical environment and culture and of human genetic endowments
(the physical anthropologist's domain) and culture; and, ef course,

he is interested 1n the material aspects of culture -- tools, artistic
products, and the like. - ' i P ' :

As mentioned above, four important subdivisions within cultural.-
anthropology are ethnography, ethnoldgy, technology, and linguistics.
Ethnography is sometimes defined.as descriptive anthropology. The

root "ethno™ comes from the Greek, roughly meaning race, people, or
_cultural group. Ethnography is concérned with the accurate description

of cultures and the methods of gathering information to produce such
~description. The :emphasis is on field methodology, including such
techniques as interviewing informants and participant observation. _
Quite frequently, the ethnographer focuses his efforts on identifying
themes that characterize the culture under investigation. o Voo
v . Ethnology is ethnography plus anthropologi€&l - theory or the anal-
_ysis of £ieTd data in light of different anthropolegical theorjes. By

* tombining theory with field or other research data, the anthropologist

s able to compare cultures, studying the ways in which they are alike
- and the ways in which they are different. Ethnologists are interested

in discovering laws-or principles that might explain cultural similar-
ities and differences. '

' While ethnography and ethnology are concerned. with culture.broadly
conceived, the other subdzvision under cultural anthropology--linguistics--
is distinguished By ‘the fact that it focuses on-only certain aspects of

~a culture pr culturgs. Anthropologically oniented linguists are con-
cerned with understanding the spoken, symbolic, and gestured.communica-

" tions. Language, of course, is at the heart of the notion of cylture.
The complex communications of which humans are capable are what make
culture possible, since this is the way culture is “ransmitted from

. generation to generation. The anthropological linguist, trained'in the
disciplines’ of philology and etymology, is primarily concerned with the
non-written languages of the world, with tracing ancient contacts between
cultures through similarities in languages, and in exploring the influ-
ences of culture on language and language on culture.

. -Physical Anthropology. While-cultural anthropology focuses pri-
marily on the acquired aspects of human .1ife, physical anthropology
focuses on mas's- inherited genetic characteristics. Physical .anthropol- -
ogists study human biological development, the distributions of gen$tic '
traits, and the genetic interattions among populations over time. There
arej of course, many areas of overlap and interaction between the in-
terests and findings of cultural anthropolegists and of physical anthro-
"pologists. As mentioned earlier, physical anthropology may be subdivided
into four areas of study: human morphology, demography, primatology, dnd
,human evolution. ' ‘ ‘

-~ “
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- inherited characteristics found among various breeding groups are studied

~genetics enables the anthropalogist to help explain how-changes in form

history. Both cultupral and physical anthropgl

and conceptual content, with cultural and physical anthropolpgists,

"Several techniques are used to establish accurate chronologies within

" e ) - 15

Human morphologists study the physical fogm and strudture,of human Y
beings. jﬁgay are 1nterested in the physical characteristics that dis-
tinguish humans from other species and in the variations in these char-
acteristics from one human subpopulation to another. The distinctive

in ord#k, to learp the "wMy" and "how" of characteristic or trait develop-

ment..‘Rgge is, of course, a question of great interest to human mor-

phologis s;k There is an obvious overlap here between the concerns of -

cultural anthrogologists and students of race--witness the widely debated '

issue of the relative influence of gggetic inheritance ("nature") and

culture ("nurture") on various human characteristics, such as intelligence.
Demography is the study of wital. statistics. Demographers attempt . -

to discern patterns in population .size and density. They also make .

comparisons ampng the distribution and ranges of variogus vital statﬁstics--ggrﬁ

such as age, birth rate, and death rate--of human subpopulations. - | e
Primatology is another area of swtudy often considered a subfield of

physical anthropology. Primatologists study mammals in the order Primates ,,

which includes humans, apes, .monkeys, and other related forms such as

lemurs. They examine the various physical traits and behavior patterns®.

of monkeys and apes in order to obtain insights into human characteristics

and behavior. , . c
* Students of human evolution trace the development of the human form

from fossil remains.  The fossil remains provide the anthropologist with

clues to the stages of man's physical develdpment, while the study of

L

were possible. .
Archaeology. Archaeology differs from cultural and physical an- -
thropology in two ways. First, archaeology is ciented solely .to pre-

. , gerféﬂcgmpass a much broader
time span including the present, and with cultural anthrgpology, at least,
the drientation is predominantly to the present. Second, because . .
archaeologists are interested in the past, primarily*prehistoric, deve]og:fpng .
ment of man, the methods employed must necessarily be differen aq%gﬁMﬁ? - %
Timited than those avatlable tfo anthropologists studying 11vin§#§% fan
beings. One cannot interview a Cro-magnon skull or determine the color ,
of its skin. - . -

The archaeologist, however, has much in commen, both in methodology

He is interested in both the cultural and physical devatopment of
humankind and how they fit together. The archaeologist tries to recon-
struct ways of life of prehistoric human beings in a holistic manner,
including-attention to physical conditions (both bodily and environmental),
aspects of material culture, and aspects of spiritual culture. To
accomplish this reconstruction, the archaeologist must rely on,bits and
pieces of mAterial remains (artifacts) that have survived the natural
elements and the exploitations of man since they were left behind by
anciient peoples. . They combine these pieces of evidence with information
garnered from bodily remains and geological and botanical findings to
infer g complex, integrated (as much as possible) picture of how past
humans must have lived.

_ The method of a'ssigning archaeological evidence to particular time-
periods is especially important and problematic to the archaeologist.
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o cultures and among cufgures.  Ohe way to determine the age of a site
7 Ts to study its locatior in the earth!s geologic layers. This is called
. stratigraphy. Tree-ring dating methods, or "dendrochronology," is another
. yfamiltgv procédu%q'useful.in some instances. Recently, some very sophis- )
. ticated laboratory techniques, such as .the carbon-14 method, have been . -,
developed.. = ,,. - ’ S B , \
- ArchaeoTogy is traditionally divided into 01d World prehistory and
New World prefristory.. 01d ‘World prehistory is the study of human acti-
vities &n Europe, Asia, and Affica prior to the time when written records
. evolved, - New World prehistory is the study of human actjvities in the °
¢ . MWestern.Hemisphere prior to European exploration and conquest, at which
time written records of events in the hemisphere.began to appear.
Applied Anthropolegy...As its name implies, this subfield focuses
_“on the application of geneéralizations developed in’ the other subfields °
,to real-life, contemporary situations’ Physical and cultural anthropology
- -and archaeology are more "scientifically’ oriented in- that they seek to
d¥scbver genera] laws and principles of human cultural and physical
. development and change. Applied*anthropology is oriented more toward
" action or practice and, as a result,” it js as much concerned with pre-
scription-as with description, and generalization. It is the problem- .

v’

“solving wing of the d¥scipline. , e
Applied anthropology has always been a major element .in the dis-
«cipline, often responsible for moving the thinking of the discipline
. forward and stimulatingdinquiry into new 4reas. However, overall, the
¢ thrust of anthrdpology has. been toward the past and toward the study of
non-Westernized, non-industrialized peoples. Today there is a growing
- contingent of applied anthropologists who argue for the use of the.
anthropological approach in solving .immediate problems of public policy .,
in_both Western, industrialized cultures and- the so-called developing
.cultures. Applied anthropologists Have already been influential “in .
areas such as education, public health, urban and rural problems, laber-
management relatjons, and racial and minority problems. Federal, state, .
and municipal-governments; as well as industry, have used the services
of anthropologists. Applied anthropologists are also called upon to
-perform services in implementing public policies once they have been
enacted. For instance, as a result of recently enacted state and federal

.

historic preservation laws, anthropblogists are being asked to conduct -
" “surveys’of’sites scheduled for airport, Highway, and other public works
construttion’ L , N

L
[ 4 -

The Relations of Ahthropo]ogy to the Social-and Natural Sciences and
the Humanities o

Fi »

¢

As.one might guess, thé concerns and. tools of the cultural anthro-
» pologists often overlap the concerns and tools of the other social sciences
and.the humanities, while the concerns and tools of the physical anthro-
“ Egdogists overlap substantially the concerns and taols of the natural
sSciences. Brief descriptiond of some of the salient areas of mutual
.~ interaction between anthropology, the social sciences, the humanities,
and- the” natural sciences are described below. s ,
Anthropology and the Social Sciences. The cultural anthropologist
and the archaeologist have drawn heavily from the concepts, theories,
.apd methodologies of the other social sciences in their investigations

Ly——
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and interpretations .of both -ancient and modern cultures. - Through appli-
cation.of social science knowledge, the anthropologist's cross-cultural
comparisons have been illuminated and their studiesgﬁ&ye been related to
the undérstanding of our own contemporary society.

Sociologists have been primarily interested in the issues of con-
temporary societies. The scope of their studies?inqludes;social organi-
zations, group behavior, and group structure. .Cultural anthropology has
been- greatly influenced by the methods and theories of the sociologists,
even though the primary intérest of the anthropologist~has been in the
study of non-Westenh and historical peoples, while thé sociologist has ,

- focused on contemporary Westernh peoples. : -

Psychologists are 'mainly concerned with human behavior and its .
cognitive and emotional aspects. (Experiméptal psychologists, of course,

also study the behaviof of other animals,ithough usually this is done

in order tb gain insights into humgnybehavidr.? Anthropologists have

adapted many of the theories and methods of psychology to examination

and interpretation qf whole cultures. For instahce, -a number of anthro-

poldgical interpretations of cultures have rested on Freudian foundations.

- The influence of culture on personality has been of ‘particular interest_
to some anthropologists. ot v R

Geography has many parallels with anthropology. Like anthropology,
it attempts to integrate natural and social sciences. Geographérs‘have
been particularly interested in the interactions between man and the -
environment--how physical features of the earth such as climate, topo- - .
graphy, and natural resources have influenced human populations and how _
human populations have used and influerced their physical surroundings. v
The &cological anthropologist shares this interest with geographers.
Anthropologists, for instance, are interested in the relationships
between changes in crop patterns and culture. ’ ' LT

Traditionally, political scientists have studied the nature and .

- functioning of man's political institutions. For the most part, political .
scientists in the madern period have focused their attention oh the poli-
tical institutions of the so-called civilized nation-states. The anthro-
pologists have been able to call their attention to a broad range of
political alternatives in non-Westernized cultures; and they have also
examined the intimate inter-relationships among politics and other com- .
ponents of a culture.

Economics ‘is primarily concerned with the production, exchange, g
distribution, and consumption of goods and services in "modern," technical,
industrialized societies.  The anthropologist generally focuses on the
operation of such systems among tribal and peasant peoples.” The issues:
are often similar to those of "modern" societies, but the arrangements for
‘handling them differ from one group to another.

' Anthropology and the Humanities. Cultural anthropologists and
"archaeologists have appTied their methods, concepts, and theories to
"exploration of what we call "the humanities"--arts and crafts, music,

folklore, literature and language, arid history--in all thé cultures they:
have studied. - ’ . o

Both ancient and modern men have expressed their beliefs, -emotions,
and utilitarian adaptations in their arts and crafts. The archaeologist
studies the art forms of ancient civilizations. He studies ceramics,
bas-relief,” frescos, figurines, structures, and implements that have
survived the ages and seeks to "reconstruct"” past cultures through piecing
b . . o , _ .

f
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together fiagments of_the%e_remains},.The cultural anthropologist is
- interested in the art forms and technological implements of contem-
Y porary peoples, o ’ C :

The anthropologist is also interested in musical instruments, forms,
and structures and-in the purposes and uses of music in different cul-
tures. /The anthropologist is particularly interested in the function of
music as it pertains to cultural meéanings; this includes the ceremonial,
religious, and recreational uses of music. - .

_ Folklore, storytelling, and oral traditions are found almost univer- -
sally among men. The anthropologist .gains insight into the culture of a

~ people by learning about their myths and -legends. There are, of course,
many parallels between this and the interests of students of modern
literature., ° - T . ' _

Anthrapologists are also interested in the symbol systems of ancient

~and contemporary cultures. While working with non-Western cultures, the
. ‘anthropologist encounters many dialects and tanguages that are not written.
- Anthropological Tinguists have developed phoneticcalphabets whereby "pre--
viously. unwritten languages can be recorded. In their explorations .of A
past_cultures, archaeologists  have uncovered hieroglyphic and picto- .
grapﬁﬁc symbo]s-that*cannop be interpreted by the descendants. that 1jve
-in the -area today. The archaeologist may spend years trying to inter-
.pret these’writing systems “in order to learn more about ancient cultural
patterns. . . : :
~ The discipline of history, of course, has many close ties with
anthropology (as well as with the other social sciences, to the extent . .
that i1t is sometimes thought of as one of the social sciences). Both
archaeo]é%ists and historians are interested in the events of the-past. - o
“The major difference between the two, perhaps, is that the archaeologist
works -primarily with the unwritten traces left by past cultures, while
the historian seeks to piece together the 1ife of the past through use
of written records. .
Anthropology and the Natural Sciences. Both cultural anthropology
and archaeology draw substantially frem the natural sciences but '
physical. anthropology has especially close ties to these disciplines.
Physical anthropologists are often trained in the natural sciences.
The study of the physical nature of man began in the 19th century ‘and
continues today in the field studies. and laboratory research work of the
physical anthropologist. Refinements in natural science content and
methods. are adapted to the study of man; therefore, the:physical anthro-
pologist must keep abreast of the developments in the scientific world"
as well as developments in the behavior@l sciences. -
There. is a particularly close relationship between anthropology and -
the bielogical sciences. The physical anthropologist is interested:in
both the anatomical and the genetic aspects of .human 1ife. Man's physi-
cal characteristics, body compesition, nutritional patterns, and-health
practices are studied by the physical anthropojogist. ° He may- take. ' .
measurements and blood samples for .typing or note variations in skin -
color, hair form and texture, nose'shigfs, and many other characteristics
that make one population differept fr another. The study of genetic.
traits is important to the physical anthfopologist because of his ' -
interest in the processes of biologjcal adaptation to the environment.
For instance, the physical anthropologist may study the stability ahd . -
variances of physical characteristics within a population in order to.
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determine the extensiveness of the gene pool available to the .population
being investigated. Such information may help the anthropologist to
discover physical relationships among populations, both past and present;
that may also have some bearing on the understanding of the development
of cultural patterns. In the field of primatology one can see particu-
larly clearly the relationships between physical and cultural anthropo-
logy. Primates provide interesting comparisons to man, both anatomically
and behaviorally. The physical anthropologists. have been particularly
interested in the physical aspects of primates that can provide keys to
the understandimg of man's biological evolution. _
Geology, paleontology, and botany all provide useful tools to the
physical anthropologist for exploring éhe,influences of the physical
environment on man, past and present. Through geology (the study of the
physical history of the earth) and its subfield, paleontology (the study
of the remains of animals and plants form past geological periods), the
archaeologist can gain clues to the physical conditions with which early
man had to cope and thus perhaps better understand the meaning of the -
implements and symbols he left behind. The archaeologist and physical
anthropoldgist are particularly fascinated with the Pliocene and
Pleistocene Periods, when the hominids. (early humans) were evolving.
Of particular interest to both physical and cultural anthropologists,
also, is man's use of plants in past periods (as well as present). The
relationship between plant domestication and the growth of civilizations
is a particularly intriguing and rich issue in both anthropology and
botany. A people's food supply may strongly influence their technology,
their religion, and other aspects of their culture.. - '

Summary

As can be séen from the preceding sketch of'interre]ationships,
anthropolpgy shgres many interests and methods with the other social and
natural sciences and the humanities. The author would 1ike to stress
again that anthropology is ideally-suited to provide the structure with
which to weave together many disciplines into an -integrated school cur-

riculum. . : , .
- The brief notions about areas of overlap that have been mentioned
in rapid, staccato fashion in this chapter would, of course, have to be
deepened and structured with more elaboration jn order to produce a .-
full-fledged integrated curriculum. This is a big job./ It-would re-
quire the combined efforts of practitioners--who know. the needs and'
conditions-of their own school systenfs<-and anthropologists and other
scientists (perhaps from nearby universities and governmental agencies)--
who know the content and methods of the various disciplines involved.

_ Such ambitious efforts to restructure the curriculum for a school
oy district are highly desirable, in the author's eyes; but it is
recognized that this is not necessarily the first objective of many
readers of this volume. Less ambitious objectives, such as restructuring
“a single social studies course, are equally important in that they can
"-lead to gradual curriculum change and they are sometimes.the only feasi-"
ble' way to effect change. ' The chapters that follow provide information
on materials and procedures that readers might utilize in small-scale

(as well as massive) curriculum revisions.

N
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- CHAPTER 111
THREE ESSAYS BY ANTHROPOLOGY PROJECT DIRECTORS i

“Those who d1rected anthropo]ogy proaects in the 1960s and early
'1970s have important insights into the problems of teaching anthropo]ogy
at the pre-collegiate level. 1In this chapter Malcolm Collier, director -
of the Anthropology Curriculum Study Project; Marion J. Rice, director
of the Anthropology Curriculum Project; and Chales Mitsakos, editor
of the Minnesota Project Social Studies share their experfencés and
ideas regarding anthropo]ogy and its place in the curriculum. Because
most proaects are in a post publication stage these comments are timely
reflections on the potent1a1 of the disciptine.

-~ N »

. ~ ANTHROPOLOGY CURRICULUM STUDY PROJECT: ONE ROUTE FOR ' o

‘ PRE-COLLEGIATE ANTHROPOLOGY * - °
N | . .

P ‘ . Malcolm CO]iign'

. To the extent that anthropology had been ser1ous]y considered in
. the high school curriculum, the tendency had been to see it as separate
' from history.. The Anthropology Curriculum Study Project's (ACSP) assump-
tion was that the most (perhaps only) desirable results would come from
- a blending of the two--the teaching of history would be improved by .
-including anthropology with it. ~The assumption was that selected ideas
“and data from anthropology should be dispersed throughout the curricu-
lum--in social studies, biology, and other courses.
“ ACSP really hoped to provide something that would affect all parts
_of the social studies curriculum and perhaps even touch the schoo]

- "7 itself. Materials that convey some of the content and methodology of
anthropology--the biological unity of man, the variety of human -experience,
the universality of the pro of cultura] chande--could provide an
integrative reinterpretation of .the data of human history, rather than
the collection of separate histories characteristic of the social studies.
And by being relevant to students at their points of interest, by trying
to involve students in observing data and in drawing inferences and
generalizations, perhaps we could institutionalize change in the schools.

Most curriculum projects of the sixties found their-audience within
a group of teachers who already had some professional identification.
The high school teachers of chemistry, mathematics, and English, for
example, could be readily located. The potent1a1 audience for anthropol-
ogy, on the other hand, did not correspond with any existing group but.
rather had to be self-selected from the total group of school adminis-

trators and social studies teachers--a situation which presented some
. A ‘ _

A
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special conditions. The ACSP assumption .was that, initially, material
- would be prepared for teachers who already were eager to use them and
that, %in the long run, the.crucial function to support would be the
teachers' owh effort at intellectual and professional development.
- ACSP" began by seeking information from high school. teachers who

had already taught anthropology courses and by seeking to.identify areas ’

of the existing curriculum to which anthropology could contribute in
. ways not yet made explicit: identifying productive anthropological
“ideas, preparing materials, trying them out, revising, discarding, again
identifying ideas and preparing materials. The experimental versions
of ACSP.materials were continuously evaluated. Because ACSP efforts
,were directed toward bringing about behavioral changes in students and
_ teachers, evaluation of materials relied primarily on classroom observa-
. tion and on interviews with students and teachers by project staff
‘members . N A ' S o ‘
The result of these procedures was the publication of Pattern$ in
Human History. ACSP had earljer published three anthropology paperbacks:
An Annotated Bibliography of Anthropological Materials for High School
Use (a guide for 1ibrarians, teachers and students); The Great Tree and
the Longhouse: Culture of the Iroquois; and Kiowa Years: A Study in
Culture Impact.” The hope was that these two studies would supply an
anthropalogical orientation for local and state histories. Patterns
is a multimedia course designed for the first semester of a world history
course or as a separate anthropology course. How it has been used--how
widely, how appropriately--is very hard to know. -Useful answers would -
require extensiye'research, partly because of our -hope that the ideas
and the materials of the course would influence the curriculum and .
:teaching beyond their explicit setting. We hope also that alternative
routes through these same materials may have developed--routes that take
‘account of the qualities and needs of the particular teacher and of the.
unique class before him or her. And we hope that there will be revision

of the materials themselves, updating the information and the interpreta-
tion of data: '

THE GEORGIA ANTHROPOLOGY CURRICULUM PROJECT--A TEN-YEAR
RETROSPECT: 1964 - 1974
. by
- Marion J. Rice

Funded in 1964 under the aegis of Project Social Studies as "The
Development of a Sequential Curriculum in Anthropology, Grades 1-7," the
Georgia Anthropology Curriculum Project continued after termination of
federal. funding in 1969 under the sponsorship of the College of Education
University of Georgia.. Over the years, the focus gradhally shifted from
the development of curriculum materials as the main objective to a very
modest research and development center with three complementary objec-
tives: applied experimental curriculum research using psychological
constructs drawn from learning theory; the use,,of anthropological tech-
niques to study the process of schooling; and the development of curric-
ulum materials. The product outcomes are therefore multiple: there is
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not only the curriculum artifact and the research in the form of a
doctoral dissertation; there is also the graduate in social science
education who has been trained in methodolegical aspects of psycholagical
and anthropological research. This change in focus has assured a pro-
gram continuity, even on a very modest scale. . ~ ~

. Project Productivity. The Preoject completed the spiral curriculum
- for Grades 1-7: Concept of Culture; New World Prehistory; Case Studies
of Modernization:  Japan, Kenya, India; O1d World Prehistory; Compara-
tive-Cultural Change: Mexico and the United States; and.L]fe Cycle.
In addition to this integrated curriculum, the Project developed several
independent Units: for kindergarten or first grade, The Anthropologist
at Work; for middle school, Language; for upper élementary-middle school,
two programmed texts, Evolution and Archeological Methods; and for high
school, several ‘units, Race, Caste and Prejudice, Education for American
Indians, Political Anthropology, and The Culture of Cities. The Tatter
two units were cooperative projeécts with the Atlanta and Fulton County .
School Systems. The Project also produced the color sound film,
Archeological Methods. ) '

The Geography Curriculum Project, also at the elementary level,

was a spin-off of the Anthropology Project, and hopefully will lead to
a joint training program in cultural geography and -anthropology for
Junior college teachers. Elementary.units of the Geography Curriculum
Project, beginning with kindergarten, are: Earth: Man's Home; Place
and Environment; Resource and.P¥oduction; Comparative Rural Landscapes;
Population Growth 1n the United States and Mexico (tutor text); Black
Population Distribution and Growth in the United States (tutor text);
Functions of Cities (tutor text). A transportation unit is in prepara-
tion. : -

In addition to the formal project report in 1971,. the Project has
completed a small research grant report and 13 doctoral and master's
theses. Five doctoral dissertations have been completed under the
auspices of the sister Geography Curriculum Project. )

Individual and classroom ‘sets of all materials are stocked by the
Project and may be purchased by: check or purchase request. The research
studies are also available for Joan review or sale.

Project Future. The Project will continue on a very modest basis,
with an emphasis on empirical studies related to materials and methods,
such as structured and nonstructured, egrule and ruleg, reception and
inquiry, and mastery learning. " Identification of treatment task, pupil,
teacher, and situational variables requiring systematic'research provide
a wide opportunity for social science education research, using the
subject matter of anthropology and geography. 1In addition, the Project -
would like to extend the attitudinal change studies initiated by Kleg
and followed up by Troutman and Frech. A third area of interest is .
cross-cultural and comparative education studies, with greater emphasis
on anthropological methods of observation and reporting. )

There is no-doubt that the lack of outside funding limits Project
effectiveness, particularly in the area of diffusion. ‘The cost of
maintaining a booth at the annual NCSS convention, for example, became
tdo expensive, as did systematic mailings of descriptions of curriculum’
deveTopment and research findings. The restriction of funding to . '
University research assistantships makes for slow productivity-=-one
curriculum development unit and one research study per trainee in NN

i
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two-year period. But there is a hidden advantage: the trainee is now
involved in all aspects of curriculum development and research, from the
formulation of the research question to the design of the curriculum,
evaluation of the field test, and the writing of the research study.

‘This community of interest between student and Project goals has made

for a high degree of esprit de corps among our research assistants.
The overlap of graduate students from year to year also builds a sense
of continuity although particular research topics change with student
interest. Thus, although the Project certainly makes no great splash
on the current curriculum scene, we believe that we are in a position,
in the long run, to make a solid research contribution to curriculum
development. “ '

Notwithstanding the elapse of time, the content of the anthropology
materials remains basically sound. This results in large part from the’
fact that while many new exciting paleontological, biological, archaeo-
logical, and ethnographic finds have been made in recent years, they
have largely-reinforced rather than changed the knéwledge structire.

The updating of earlier matérials, however, would not only permit a more
attractive packaging, if funds were available, but also the opportunity
to correct some of the earlier errors of commission..

Conceptualization of the Project. The Georgia Anthropology
CurriculumProject grew out of the concern for the lack of content in
the elementary social studies curriculum. It was®deliberately conceiyed
as a subject-matter curriculum, the organization of the knowledge of a
particular discipline in a logical manner to facilitate the transmission
of concepts, facts, and generalizations to young learners. Cognitive

outcomes were explicitly designed, so that the curriculum sequence would .
-transmit an overview .of the main organizing ideas of anthropology and the

ways anthropologists asked questions and collected and interpreted data.

As the decade wore on, however, social studies interest, in our
Judgement, tended to shift away from a concern with the content of dis-
ciplines and the structure of knowledge to the affective domain. A
concern for the disadvantaged led to an emphasis on self-concept.  Then
the environmental orientation arose. Then value analysis began to re-
ceive more attention. '

After ten years, we think that the original conceptualization of
the Project is sound and fruitful. Basically,.it -reflects a value )
Judgement that the main institutional purpose of school is schooling,
i.e., the systematic transmission of the knowledge of our cultural
heritage. Anthropology, as one viewpoint, conveys a universal, non-
ethnocentric perspective concerning man and culture, or at least modern

-anthropology aspires to that end. The concept of curriculum as.know-

ledge to be mastered conforms to the essentialist tradition of the
rational ends of schooling, using disciplines to expand and enlarge the
intellectual skills and horizons of man.

The original Project did not posit affective outcomes from the
teaching of anthropology. It is simply assumed that the increase in
knowledge of other cultures and observation of universals in the be-
havior of people across cultures would contribute to a reduction in
ethnocentrisn. Because of the interest of some students in attitudinal
change, the Project subsequently sponsored three studies in this area
and would “1ike to do more. On the whole, they indicate that increased

“knowledge of other people does lead to a reduction in ethnocentric

L}
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responsey, as measured by attitude scales. The problem of valideand -
' reliable instrumentation is, in itself, an extensive research field,
~ and one which warrants detailed investigation.

In the course of time, the Georgia Anthropology Curriculum Project .
came to be associated with an expository or deductive curriculum, as 4gf&$
opposed to the more popular "inquiry" curriculum. This development is . A
interesting, since the Project from the outset placed heavy emphasis on
the methods and procedures used by anthropologists in finding and in-
terpreting data. The teacher's guides did not prescribe a set me thod-
logy for teaching; each teacher was at liberty to develop his own pro-
cedure for teaching the unit, although some general procedural sugges-
tions were made. However, since we did not advocate inquiry, then, - *
paru passu, we must advocate the-opposite. Since there is no inherent
contradiction between the subject matter conceptualization of curriculum
and the essentialist position of didactic teacﬁing, the Project became
identified with expository teaching. More recently, we have formalized
a position relative to reception learning. - ) o y

In retrospect, the curriculum language of the '60s to the present
uses’ curriculum in a dual sense--both as an artifact embodying subject-
matter to be learned-and a teaching-learning process in which teacher
and students interact to acquire the knowledge or skills embedded in.
the artifact. The concept of curriculum as content to be learned and
method as a process to be learned may be an oTd fashioned dualism.
Certainly many curricula antedatihg-the'xﬁos took their name from the
process of .learning, such as "the activity curriculum" or "the problem
solving curriculum.” So it was only natural that curriculum writers of
the '60s should speak of "an inquiry curriculum."

But an examination of the organization and structure of much of the
well known "inquiry" material shows 5incestuous relations with the "tra-
ditional” subject-matter text. There is an organization of material
into units or chapters based on topics or questions, there is often a
collection of readings or documents written in expository essay form,
all tied together by an expository overview and sufmary. Focusing .
‘questions of both an open and .closed nature are used to fix student
attention on the major learning outcomes as ‘coneptualized by the devel-
oper. There is nothing inherent %in this material which makes.it an
Minquiry curriculum;" the responsibility rests with teaching, and should
be properly classified as a teaching.method. Joyce and Weil, in Models
of Teaching, help put this issue into better perspective, in which the
emphasis is on the teaching mode and not the curriculum. In some cases
the processes are inimical to knowledge acquisition; the process itself
becomes the content. Where such extremes of method exist that it is

~ impossible to compare efficacy in terms of the sdme produact, it is _
impossible’ to make empirical comparisons. The judgements can only be .
made on the basis of values--and polemics. ' .

As the social studies move on into the decade of the '70s, it would
be highly-desirable ‘if the various curriculum slogans would be dropped
in favor of a research stance toward procedures and methods that facil-
itate pupil learning. One of the most promising ideas, which has long
been implicit in attempts to individualize instruction, is Hunt's con-
ceptualization of "match," a fit between the conceptual and attitudinal
level of the learner toward instruction and the degree of structure. °
Search for more efficient means of facilitating pupil learning is the
historic task of applied education and cannot be solved by curriculum v >
polemics. ' )

4 -
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This does not mean that have not made errors and learned from
our. mistakes. To recite all of them would fill a catalog. A substan-
tive mistake was made in.our first efforts in the grade four pupil text,
Concept of Culture, in which the conceptual load is too abstract. We _
think the Case Studies in Modernjzation, in contrast, is a more-reason:?
ab¥e approach. It should ff&¢ recognized, however, that it will alwa \
be impossible to prepare curriculum material "at grade evel." In a
recent field test, material to be used at about 7.8 grade level was
written, according to the Flesch formula, at-grade 6. In the sample of
500 children, 28 percent read at the fourth grdde level-and below, the
tenth percentile and below on national norms. Attempts to reduce con-
ceptual load before the 1960s contributed®to the lack of content in the
social studies, a very real spectre that again confronts the social

"studies as, under the heading of "communication,” it becomes identified
.once more with language arts in the elementary and middle schools.

A tactical mistake was probably that of writing supplementary units
in anthropology by grade leve}, rather than a course of study in anthro-
pology for a particular grade. This grew out of a subject-matter view
toward the organization of the curriculum--there should, in a final
curriculum, be an opportunity for several disciplines, working in- con-
junction, to be developed over the years. Hence the rationale for
sequencing. The realities of textbook adoption, however, are different.
Schools typically desire books which cover a complete course of study

“for a year, not material of a supplementary nature. While this may
have reflected negatively on the marketability of the product, it has

. assured a research independence. We can operate as a curriculum re-
search center, with marketing a desirable but minor functjon.

The conceptualization of anthropology and geography as subjects
to be learned remains a fruitful source of interdepartmental collabora-
tion between the Project and the academicians at the Uni§ersity of .

' - Georgia. MWe intend to follow 'this direction, while trying to open up
new opportunities for attitudinal and cross-cultural res¢arch. In time,
the ‘pendulum cycle will again swing Hack, as it did in the late '50s,
to a focus on schooling as the development of cognitive skills through
the disciplines. This is the historic function of schools in Western
culture. This does not mean that schools, as social institutions, do
not contribute to the maintenance of many qQther virtues prized by the
culture. 1Inevitably the way the disciplines are handled and taught. will
reflect many of those values. ' The disciplines-curriculum approach helps

. us to keeﬁ our focus on the main task of curriculum ‘research--the re-
o . .

lated methods which facilitate learning. i
- ’ « O
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ANTHROPOLOGY -IN TOMORROW'S CURRICULUM

by

/

Char]eé L. Mitsakos.

Few of the social science disciplines have had the impact on social
-studies in the elementary and secondary schools that anthropology has
had during the .past ten years. -Anthropology, prior to then, had tradi-
tionally been considered an appropriate subject only for college-level
courses. It has becdme an integral part of a growing number of social
studies programs throughout the United States. This impact has had
an interesting history in the public schoots and seems “to have an even
more promising future. -

Experiences with anthropelogy in schodls in the sixties were in-
fluenced to a large extent by,in-depth courses such as Man: A Course
of Study, the Anthropology Curriculum Study Project's materials, and
the University of Georgid. Anthropology Curriculum Project's materials,

* Ideas from these materials were reflected in the revision of major

9

social studies textbooks. These. courses’ provided ‘sound instruction in
.the content of the discipline and,-to some extent, in some of-.the pro-
cesses of the social scientist. Implementation of these materials
usually meant the elimination of 'some other material, intensive training
of 'staff, and, in some cases, community relations problems over issues
such as evolution or thé substitution of a baboon unit for a fifth

grade American history unit, , '

. These:curricula were introduced at a time when there was also a
demand for materials| that were "relevant," that deve]ogsd analytical ¢
thinking skills, ang’that presented a wosld view. Some"of the new

- anthropology materials incorporated these characteristics and proved

effective. Others,, unfortunately, developed analytical skills at only
the lowest levels of the taxpnomy. Instead of memorizing the-major
‘natural resources of New Jersey or the length of the Mefrimack River,
students memorized definition&™of culture contact and evolution and some,
unfortunately, were far from "relevant." In a time of ractal conflict,
peace protests, and environmental crises, students were taught all there
was to know about Aborigines, Bushmen, and Netsiliks. Never did SO many
students spend so much time studying so few people. Some materials really
seemed to do a good job in training students to become practicing
anthropologists at seven years of age.. . ‘

Things changed as the second decade of the "new" social studies
emerged. These changes will continue to ‘influence'anthropology education
in the years to come. There is now, for instance, a greater interest in

»
[ -
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v interdisciplinary social studies programs--programs that identify the
-major concepts from each of the social ;science disciplines and develop
them in an integrated fashion.* Some o% this finterdisciplinary concern
at both the elementary and secondary level goes beyond the social
sciences to the arts, sciences, and, language arts. At the elementary
level, this will require materials that are flexible enough to lend "’
themselves to teaching in open classrooms and .meet the needs of all
children, including those with learning disabilities. These programs
range” from flexible materials with'a strong social studies base such ‘as
The Family of Man, to the fully integrated Unified Science and Mathe-
matics for Elementary Schools programs being developed by Education

- Development Center (in which "scienge" refers to both the -social and
the natural sciences). At the secondary.level, programs will include
-materials that fit into integrated courses such as American studies and
humanities. ‘- This will require flexible, modular materials, such as the
individual uhits from the Anthropology Curriculum Study Project or the
Bantam Learning Anthropology kits. .o
Concepts and caqntent from anthropology will not be terminal objec- *
tives in and of themselves in the next decade, but will be employed to
— ~-develop—tnquiry and valuing.skills. The work of Fraenkel, Kohlberg, -
and Beyer will ‘influence the manner in which the materials of Bruner, R
Collier, and Rice are implemented. Social, political, and environmental :
-events in the past few years have-made it.imperative that anthropo]oglc
content be selected with a wiew to helping students develop a global
perspective and international/intercultural understanding, in order to:
prepare them for living on, their "Spaceship Earth."™ These c¢hanges will*
probably make anthropology much more attractive to elementary and secend- -
ary teachers. The de-emphasis of anthropological data per se and the
application of anthropologic concepts in interdisciplinary programs will ,
result in anthropology being taught jn a relevant manner to more students
in more elementary and secondary schools than even\Pefore: : o

»
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PROJECT" MATERIALS FOR TEACHING PRE-COLLEGIATE ANTHROPOLOGY

During the decade of the -1960s, the tﬁ?nking of educators in regard
to the social studies curriculum underwent some major changes. This
shift in outlook has come to be known as the "new sociatl studies"
movement. ' .

If one were to cite a single event that, gave the strongest impetus

to this shift, it would be the Russian launching of Sputnik in 1957. -
This stimulated a pervasive fear in the United States that, the Soviets
were pulling%ahead of this country scientifically and technologically. .
Numerous institutions came under severe criticism for their failures to
maintain ar help maintain American supremacy; and, of course, educational
institutions were among the major targets of critics. In response to the’
hue and cry, Congress passed legislation designed to stimulate”improve-
ment in the quality of educatibeal programs.in the sciences. Thé first
areas of the curriculym to receive attention under these new federal
programs were the natural sciences and mathematics.. Soon after, .the:
- social sciences, too, came to be included in the federal effort to -
stimulate educational improvement. Anthropology was included among these
and this marked the beginning of a serious, nationally based effort to
incorporate anthropology into the school curriculum. o

;

The "New Social Studies" \ '

In 1959, a group .of scholars meeting in Woods Hole, Massachusetts,
began to map out strategies that would be used as guidelines for cur-.
riculum development projects that were to be funded by the Natioral
Science Foundation, the U.S. Office of Education, and a-number of,private
foundations. Jerome Bruner, the distinguished -psychologist, summarized
the results of the Woods Hole Conference in The Process of Education .
(1960). The emphasis of the conference was on the need for developing
curriculum materials that would convey to students the "structure"
(concepts and their interrelationships) of.the academic disciplines.

The "new social studies" movement that emerged from the Woods Hole
Conference deviated from traditional social studies in several ways--'
primarily in the content that was emphasized, the ways in which that
content was taught, and the procesSes by which the curricula were
developed. The characteristics shared by most of the curriculum devel-
opment efforts that comprised the movement include: T

- 1. Emphasis on materials: Most of the "new social studie$" efforts’
were directed at developing easily "exportable" materials--that is, )
materials that could be picked up by any social studies teacher and -
used without extensive training or outside consultation. The materials
were self-contained packages that included not only student materials
but- background informatibn and detailed teaching procedures for the .
teacher. Further, effort was made to incorporate a wide variety of
types of materials in addition to the traditional reading and pictorial
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media: filmstrips, transparencies, separatés (such as large, mbunted

.photographs) and hand-outs (such as ro?e'cards and data sheets) of all '
sorts, artifacts, and other manipulatives were employed.

' 2. Complex developmental processes: While most traditiona] text-
books had been the product of one or two authors plus the editorial and
production staffs of their publishing houses, the “new social $tudies"”
movement tried out a variety of new models of currdculum materials
development. Typically a team, or "project," approach was used, in which
social scientists, university-level methods professors, evaluators, public
school teachers, and writers and editors worked togetaér. .The develop-
mental process was usually longer than- that for traditional texts, in-
corporating several rounds of development, field-testing, "and revision.
Because of the length and extent of the developmental process, as well
as its risky innovative character, traditional sources of funds (such
as school district budgets and publishing houses) were® insufficient
to support these efforts. It was the new availability of substantial
amounts of federal and private foundation monies that enabled such new
and complex developmental ventures to take place. ' :

3. Discipline-oriented social science content: Most of the "new
social studies" projects (though not all) were based primarily on one
or a few of the social cience disciplines. They emphasized the under-
standing 0f major concepts in the discipline(s) and the relationships
among those concepts, rather than the learning of specific factual
material. ‘It was argued that what students heeded in order to cope with
g _ the ever-expanding world of knowledge was critical thinking skills, such’

.as the analytic tools used by social scientists, that could be applied
to all sorts of data. The new materials were designed to move student
learning beyond the lower cognitive leyels of memory and comprehension,

* as delineated in Bloom's Taxonomy (1966). , B

4. "Inquiry" teaching strategies: Not only did the "new social
studies" projects emphasize a. new kind of conteni; they also sog&ht out
new ways to teach that content. A host of creative and often compTex

' teaching strategies were devised by the developers. Detailed instruc-

. tions regarding their implementation are provided in the teaching guides.
They employed role-playing, games and simulations, "discrepant data"
techniques, case studies, interviewing, sma¥l-group discussions, audio-
visual materials--all manner of strategies -and techniques in addition

. to the traditional reading,writing, and questior-answering approaches

- normally used in the classroom. The strategies utilized by the pro-
jects have been characterized as "inquiry" strategies (as contrasted

"with dfdactic strategies), in that they are attempts to involve the
student in inquiring and discovering for himself the concepts and
generalizations of the social sciences.

"New Social Studies" Materials in Anthropolegy

-

The anthropologically oriented materials produced during the
sixgies generally shared the characteristics of the "new social studies”
moyement. For this paper, the author has selected courses and units

" produced by six of the "new social studies" projects that illustrate
the range and variety of materials now available for pre-college
anthropology teaching. Only discrete units and complete courses that
Focus on anthrgpological material are considered here, though the
projects produted many other courses and units that make use of anthro-
pological content and methods incidentally or as a secondary concern.

Q - v v
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Anthropology units and courses. rev1ewed in th1s report were deve]-
oped by. the following projects:
‘1. . Anthropology Curriculum Project (ACP)
2. Materials and Act1v1t1es for Teachers and Children (MATCH)
3. " Education Development Center (EDC)
4. University of. Minnesota, Project Social Studies (M/PSS)
5. Anthropology Curriculum Study Project (ACSP)
6. High School Geography:Project (HSGP)
These projects all terminated by 1972 and most of their mater1als are
now available through commercial publishers. In a few cases, materials
deve]oped by these projects have not been commercially pubTished. The
" pilot versions of many of these are available through the ERIC system.
In the section that- fo]]ows, each ¢f the anthropology courses and ;
units from the six projects will be described. ~The description of each i,
includes an -overview; rationale; information on teaching procedures;
materials and content focus;-evaluation data; and a summary of the
strengths and weaknesses of the programs. .

Anthrkpdﬁogy Cﬁ::;cu]um Proaect (ACP) s )

Fadd

: The- AnthrOpology Curr1cu1um Project, directed by Marion J. R1ce and .
W11fr1d C. Bailey, both the University of Georgia, was originally funded
in 1964 by the U. S. Office of Education. ACP has deve]oped and
-classroom-tested instructional materials which present the concepts of
anthropology as a way of developing cross-cultural perspectives on human

% . behayior. Two types of materjal-have been produced. The first; A
°Sequentaa1 Course in Anthropo1qu, K-7, is a cogn1t1ve1y oriented survey
‘of anthropo]ogy as a discipline. The second, junior and senior .high
‘school units, was developed outside of the sequent1a1 program to meet
special instructional needs. A1l of the materials have been designed
as self-contained units of study to supplement ex1st1ng social studies.
programs. Each of the units takes approximately six weeks of classroom
time. Although the materials have been widely disseminated, they have
not been commercially-published. They are available from the project

and “the ERIC system. .For information on availability and prices, readers
should write to Dr. Marion J. Rice, Anthropology Curriculum Project,

. Un1ver51ty of -Georgia, 107 Dudley Hall, Athens, Georgia 30601 or check
ERIG's index, Research in Education. An .explanation of how to use the
ERIC system to locate and obtain these arid other materials discussed is
included in the Bibliography at the end of this book.

Rationale and Objectives. °"ACP materials are based on.a premise that
students of all ages benefit from 1earn1ng and understanding anthropolog-
jcal, concepts It is the project writers' assumption that such an under-
standing is. essential if students are to live effective, productive lives
within today's complex and rapidly.changing society. A statement drawn
from Concept of ‘Culture explains the rationale for the selection and
organization of content:
Any field of knowledge such as anthrbpo]ogy, consists of . ;symbols,
“or word labels, which are used.to express ideas and describe
re]at1onsh1ps An understanding or mastery of any field of
knowledge' begins with an understanding of the. symbol systems,
the .meaning of which expands and deveTops as knowledge of the
discipline is extended....The material deliberately introduces
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- anthropological terminology which may at first be somewhat
difficult for the student. As his familiarity with these terms
increases, however, it is expected that they will help him to
organize and .interpret in a more meaningful manner the world:
An which he lives. (Concept of Culture: Grade 1, pp. 2-3)
General objectives are incTuded in the K-6 materials and can be inferred
from the intraductory statements of the seventh through twelfth grade
materials. , o . o
Teaching Procedures and Instructional Strategies. The instructional
model which 1s empToyed by ACP is unique in new sgcial studies programs-- -

*

. @ deductive-analytical mode. In this mode the concepts, classification

and definition systems are presented by the teacher rather than indepen-
dently discovered by the learner. Student readings and activities are
designed to clarify, expand, and reinforce these ideas. Although not

*all of the steps would necessarily be used to teach each concept, the

recommended learning sequence for the deductive model includes the
following: ' ' - ’

1. The student is given the name {word) of the concept.

2. The congept is defined. . -

3. The attribute of the concept is identified (properties, elements,
sub-concepts). > T o

4. The concept is illustrated through positive examples. .

5. .The relationship 'of the example of the attribute is explained.

6. The sub-concepts are illustrated and explained as needed..” ,; -

7. The concept is restated, defined, and another positive example -
of the concept is given. - o . o

‘8. The student gives examples of the concept from- his' experiences

or readings which have not been given in class.:
9. The student explains the concept in his own words.
10, The student is asked to define the concept.
11. Given an example, the student is asked to supply the concept.
12. Given a non-example, the student is asked to explain whether
or not it is an instance of the contcept. : ;

13. The student is tested for an ‘undérstanding of the concept.-

(The Changing World Today, p. 5) . ' .
It should be noted that although the overal] instructional strategy
employed is a deductive approach to learning, the' inductive technique
is used within lessons to facilitate discussion of ideas. ~ "

Materials and Content Focus. ACP emphasizes four major areas of
anthropological study--physical, cultural, archaeological, and linguistic--
which are developed sequentially. Concepts taught at one level are - )
reintroduced and reinforced at higher levels. For instance, materials
at kindergarten, first, and fourth grade levels deal with the concept
of culture; those for the second and fifth grade levels examine the
evolutionary development of man. The.third and sixth grade materials = -
also complement each other. Seventh grade materials emphasize both the
cultural and physical aspects of anthropology. Thus, if a school district.
implemented the entire K-7 program (one unit per grade level), students
would have the opportunity to become thoroughly familiar with the dis-

. cipline of anthropology in conjunction with the regular social studies

program. A brief description of the content focus of each unit and the

supporting.materials for each unit follows:

b
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1. Concept of Culture: An Introductory Unit--Kindergarten. The
kindergarten unit 1s based™ upon qhose concepts which the developers have
determined are necessary to study.in order to achieve an understanding
of -anthropoTdgy. , Students are introduced to "what anthropologists do" -
through the work of ‘Mr. Anderson,:a picture-book character who doges . field
work ™h three different cultures. Materials for this unit include a T
Pupil Activity Book which contains; drawings of the Arunta, Kazak, and
Americah scene. The Teacher's Guide contains a statement of learning : i
objectiVes, the materials necessary for completion.of each lesson, : t
explanation. of important vocabulary. terms, and a detailed outline of
teaching procedures. Varied activities including role playing skits,
model building, art work, discussions, singing, and small group projects
.-are included in the program. L .

2. Concept of Culture: Grade 1. The first grade material expands
upon the conceptual-structure and elaborates on the three cultures pre-
sented in the kindergarten unit. Economic, social, and religious insti-
tutions are examined and compared. An example of the complexity of the
vocabulary is demonstrated by the terms used in one lesson--archaic,

- empirical, ethnographic, informants, preliterate, and 'subtlety. This
‘ unit contains a picture book for students which is-similar to that
provided for kindergarten but with more narrative. There is also a
Teacher's Guide which outlines procedures.to be followed, glossaries,
and statements on the content, rationale, and program objectives.
3. The Development of Man-‘ard His Culture: °New World Rrehistory:
Grade 2. This unit is divided into three subsections of inquiry. In
the first, archaeological methods are studied through an examination of .
the migration patterns of early man, ‘the paleo-Indians, and several
stages of cultural evolutidn. The second section is aimed at ridding
children of stereotypic conceptions of the American Indian; while the
third focuses on the environnmient, village history, material culture,
_ dress, economic life, agriculture, “ihimal husbandry, kipship relations,
" . and religion of the Hopi as an exampYe of New Werld Indian life which o
carries into the twentieth century. - Materials for this unit consist of
a Pupil Text and Pupil Guide, and a Teacher's Guide and Teacher's g -
‘Backgrourid Material.” The format for-these resoufces is similar € that *i
of the earlier units. All are.carefully prepared and contain sections °
designed to make easier the tasks of learning and teaching. :
4. Cultural Change: Urbanization, Detribalization' and Planned
Changes: Grade’'3. Concepts and’ topics which ‘are introduced for the
- first time in this unit and included again in the sixth grade materijal
. are culture, culture change, resistance to.change, culture breakdoyn,

W

- ~ modernization and planned change, and culture change in ‘the United States. N .
Student and teacher materials follow the same organizational pattern as -
@ *those for other ‘grades. ' ‘

, 5. Concept of Culture: Comparative Cultures: Grade 4. .Leve]
four materials pick up the concepts studied in first grade and reinforce
and develop them further. . Culture~is the focus of analysis with common i
culture, cultural variation, cultural dynamics, and enculturation as the
~major topics of study. As in the other units, ample background informa-

-tion and procedural detail is included in the Téacher's Guide and back- A
ground materials-’so that .the teacher does not need.to search elsewhere

for supporting data. o | . v
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6. The Development 6f Man' and His Culture: 01d World Prehistory: =~
Grade 5. Like Unit Two, Unit Five is a $tudy of the science of archaeol-
ogy; its history; and the techniques of scientific_inquiry which it
embodies. One chapter is,a sophisticated analysis of fossil man and his
relationship to man's physical and cultural development. The way inven-
tions effect the -speed of culturdl change is also studied. Both the
Pupil Text and the Teacher's Guide follow the same format as for other
grades. The narrative in the student material is extensive and contains
uﬂderlfned terms; in addition, there are line drawings and sophisticated
charts. . :
7. Cultural Change: Modernization and Industrialization: Grade 6.
The same student and teacher materials which are used for the third grade
are also used at this level with the exception that two new topics--

~ modernization and industrialization--are added.
. 8. Life Cycle--Grade 7. The central theme of this unit is the
comparison of the Tife cycles of people from different cultural back-
grounds. Case studies of four groups--Balkan peasants, the Chinese, - ¢
Tiv, and Americans--are examined using eight major ideas from anthropology.
These are: 1) life is a biological comtinuum that begins at hirth and
ends with death; 2) variations in the life cycle grow out of different
cultural patterns of adjustment to the biological life cycle; 3) univer-
sals in the life cycle grow out of the limits imposed by adjusting to
‘the universals of the biological 1ife cycleg 4) childhood is a period of
slow biological development which facilitates enculturgtion or the
learning of basic culture traits; 5) achievement of self-identity and
-personal responsibility during adolescence is a part of the transistion
to adulthood; and 8) changes in the patterning of the total culture bring
about ¢hanges in the life cycle. As with all the ACP un¥ts,. there is
heavy emphasis on terminology. Materials for-this unit are more attrac-
tive than those for the preceding grades. The Teacher's Background
Materials should be.an invaluable resource for teachers who have had
Tittle or no training in anthropology.

9. Political Anthropology--Junfor High. Originally designed to-
be part of the Cultural Change unit, this material can be used indepen-
dently. It deals with issues involved in human attempts to maintain
social stability--the issues of law and social control. Such topics
as values, socialization, internalization, and private rights are dis-
cussed. ) o
10.. Race, Caste, and Prejudice--High School. Race, Caste, and
Prejudice is one of the four units developed cutside of the basic K-7
sequence. The unit contains three chapters, the first of which examines
“the concept of race from both a scientific and social perspective.

_The discussion of race is expanded into a consideration of-racial -pre-
- judice which is related to socjal class and caste with special emphasis
on. folk cultures. The last chapter deals with scientific analysis of
prejudice and ethnocentrism. Twenty-seven activities are included in
the student material; they are designed to promote student. involvement
and interest. : ' ; -

11. Education For American Indians--Secondary Level. This extra-
ordinary set of programmed materials focuses on the "history, problems,
and prospects” of American Indian education. "The materials are experi-
mental in that they give teachers two methods or approaches to teaching
the same content. By following the workbook , students concentrate on_

,\ ~
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terminology, factual questions, and'questiqns which pertain to broader ‘
issues presented in the material. -This set:of material includes:
Teacher's Edition of Student Workbook, Student Workbook, Book of Readings,
and Expository Essays. -~ co . o '
12. Evolution--Elementary Level. A supplementary unit in the form
of a programmed text, was' developed by ‘Georgelle Thomas. This unit
stresses the developmeht of terminology associated with the coneept of
evolution. In addition to_the programmed text the,students work with a
Pronungiation Guide. _ : oo o
13. Archaeological Method--Elementary Level. This unit is also in
the form of a programmed text with an-accompanying Pronunciation Guide.
The concepts and terminQ]ogyiof’archaeo]ogica] field work are stressed

in this unit. & ) . _
\ ~The two other units’ developed outside the K-7 sequente (Language
' -and Changing Culture: The Urban Community) were not available for review
at ‘the time of writing this book.. In addition to instructional mate- -
- ials, the developers produged several tests for use with specific units.
They have also..published an dut]ine of the, basic concepts of the program
. apd an_occasional newsletter. i SN .
"~ Evaluative*Data. The K-7 Anthropotogy. Curriculum Project materials
~ have been extensively evaluated, both informally throuéh teacher and - ¢
+ observer feedback-during the developmental stages hndu\ormally through i
pre- and posttests of student cognitive achievement. WMarion J. Rice i B
(1968) has summarized the evaluation results in a paperi in which he el
reported on the field test of the.materials’ for grades 1 and 4 (The
Concept of Culture) and for 'grades 2 and 5 (New World Prehistory, 0ld
World Prehistory]. The materials for grade 7 (Life Cycle) and grades
3 and 6 (Cultural Change) were not ready for field-testing at the time
of this report. - : : Cot : \

Several different issues were investigated in the evaluation of
these materials. Of the primary interest was cognitive adpievement _
gain. It.was found that the use of the single-discipline approach did
produce significapt increases intachievement, though no®comparison was
made between this single-discipline approach and multidisciplinary
approaches to social studies instruction. The .evaluators found that
high verbal ability, as shown on pretests, correlated with high achieve-
ment on the posttest, hut neither sex nor race showed any significant
correlation with achievement. The sample on which the materials were
tested consisted mainly of rural, lower aptitude pupils, indicating

, that the materials migﬁt_be expected to produce even more significant
cognitive gains on suburban and urban students with higher initial
verbal abilities. Antther finding was the pupils of teachers with
specialized college-level training in anthropology did no better than
pupils of teachers without such training. ‘ '

Comparisons were also made between the deductively oriented project -
materials and a set of specially developed materials for teaching the -
same content through use of an ihductive instructional strategy. No
significant differences in achievement appeared in these comparisons. .

A major concern of the developers was that the vocabulary level -
might be too high, since they included a heavy load of specialized g
anthropological terminology in the materials. In ond study they
discovered that, in.using the same materials at different grade levels,
no significant differences in cognitive gain appeared between the grade

-
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" levels.. They concluded that apparently the reading level of the mate-
rials was not as.critical a variable as many have claimed. Also, pupil
feedback indicated that, though some students complained about the

"big words," just as many others said they enjoyed learning the new
ideas and words associated with them. Pupils did not report that they
found the materials more difficult than other social studies materials.
Pupils also reported that they found these materials more interesting
than conventional social studies materials.. ,

Three studies by Rice and others (1972); Barnes (1972); and .
Clawson (1972) conducted under the auspices of ACP examine ‘the effects
of "organizers" on student learning of anthropology materials. These -
studies were based on David Ausubel's theory that organizers facilitate ,
learning when presented to students.in advance of materials to be learned.
An "organizer" was defined as written material that serves the function
of facilitating the incorporation. and-retention of subject matter. The
. Studies examined the different effects of pre-, post-, and no organizers -
¢ on pupil learning. None of the studies produced evidence that the posi-

tion or existence of organizers had any effects. L

Georgelle Thomas. (1967) compared the achievement of fifth gvaders

studying anthropology from a programmed text (designed by.Thomas) with
that of fifth graders using traditional classroom material prepared by
ACP. The investigation found no significant differences in performance
between the control and experimental groups; rate and reading level.
were significant predfctors of performance on the posttest, and pupils
using the programmed .text completed their study of the anthropology unit
.in 50 per cent. less’time. ‘ ;- ' ’
~.In another investigation related.to ACP, Anne Johnson Hunt (1969)
examined these relationships of selected pupil characteristics to gains
in learning anthroﬁology-concepts at the kindergarten level. Materials
-adopted from the first grade ACP materials were used with 160 normal
and.disadvantaged children in 11 Georgia public kindergarten classes.
The investigator® found ‘that both the normal and disadvantagéd children
learned the anthropological concepts; neither socioeconomic status cggv////’=
sex had any significant effect on achievement; and Caucasians achieveéd
significantly better than Blacks. It was noted also that intelligence
scores were-significantly related to gains, while chronological age was
not. ' - ' .
James Edward Potterfield (1966) explored the differences in fourth,
fifth, and sixth graders abilities to™Jearn material in the Concept of
Culture ‘unit from ACP. He concluded that there were no significant
differences in the abilities of pupils at the three levels to learn the
materials; ‘Specialized training of the teacher made little difference
in the success of the unit; and children are able to learn the vocabulary
and concepts and do the abstract reasoning required, as shown by the
significant gains on the pre- and posttests. - :

Two reports from the project deal with the importance of teacher
training for the successful use of the ACP materials. In the reports
by Rice (1970) and Greene (1966) it was found that.specialized anthro- , y
pological trajining of teachers made little difference in student achieve-
ment gains in grades one and four. 'The final report of the project o
(Rice 1971) summarizes the results of most of these studies.

In addition to the many research efforts focusing on the K-7
materials, the project has done two studies related to the Race, Caste, @

1
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and Prejﬁdice méteria]s for thé high school level. The one by Kleg

(T970) reported on the following study. The unit was used with high

school students “in eight classes in three schools: a black inner-city
school, a white 1inner-city school, and a white suburban school. Three
teachers each taught one control class (not using the ethnic relations
materials) and one experimental class. Subjects were given pretests,
immediate posttests, and delayed posttests consisting,of a cognitive s
test based on the experimental unit, a cognitive-affective scale,
Remmers' attitude test, and a social distance scale. While'the results
were mixed, they gave a little support to the hypothesis that increased
knowledge about racial and social groups reduces negative attitudes
between such groups. Troutman (1973) reported on another experiment
using the Race, Caste, and Prejudice materials. He found that the
materials had significant imp?ct on change in ethnic attitudes. .

Strengths and Weaknesses. To the author of this book, the following
aspects of the ACP materials &ppear. to be their major strengths:

- ,1. The organizer of the materials is a "structure of the disci-
pline" approach in which the students learn the concepts, terminology,
and methodology of anthropology. © 7

2. The students learn to examine questions pertaining to human
culture using the scientific methods. They learn the methods of the
cultural anthropologist and the archaeologist. . ) ‘

3. The materials are organized.around signifitant, powerful anthro-
pological concepts, which-are periodically reinforced if the séquential
program is completed. ’ - - .

: 4. The sequential program exposes students to a variety of -cultures.
They study the culture, -language, and life ‘cycles of peoples from
different cultures and races.

5. The units are flexible’in that they\@re designed to supplement
existing social studies programs. Teachers can alter the units for use
in a variety of ways. ) : o

~6. The project directors designed their units so that teachers .

-do not. need to take complete courses in anthropblogy in order to teach

the central’ condepts. The Teacher's Backgraund Materials are extensive
and provide the teacher with excellent, sophisticated anthropological
information. ‘ N . '

The major weaknesses of the materials appear to be: ,

v 1. The concepts and vocabulary may be above the Jevel of the stu-
dents for which they were designed. Therefore, teachers may have to
spend extra preparation time adjusting the, materials for their students.

2. Although the directors.have suggested 'some teaching strategies
other than the deductive approach, their heavy reliance on this* approach
makes the material unattractive to many educators. The deductive approach
tends to exaggerate the-importance Qf the teacher as ‘an authoritative
figure. Many ed#cators fear that, ¥s a result, students will become .
passive, not independent, learners. - .

3. The unit objectives are not stated in behavioral terms. Thus,
it may be difficult for teachers to evaluate student progress in learn-
ing the material. ) '

4. Although the materials are labeled "experimental," they are.
available to purchase to schools. They are not of commercial repro-
duction quality., though they are certainly adequate for classroom use
in their present form. However, students who are used to attractive,
colorful commercial materials may find these lacking in appeal.
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Materials and Activities for Teachers and Children (MATCH)

, The Boston Children's Museum has developed a number df MATCH units
under the directorship of Frederick H. Kresse. One of these, A House of

Ancient Greece, emphasizes archaeological concepts and techniques. The .

unit is designed for use in the fifth and sixth grades as a supplement
to existing social studies programs. For instafce this MATCH Kit could
be used as a unit within an ancient historysprogram or as an independent
unit not integrated ipto. existing programs. Teachers might also use the
unit as the core for a larger or expanded program in anthropology,
~ Each MATCH unit relies on an array of materials, including manip-
ulatives as well as audio-visual and print materials. MATCH units are
Sometimes referred to as a MATCH Box, because the various student and
teacher materials for a unit are packaged together in one large box
(30" x 21" x 7"). .Designed for a class of 25 to 35 students, A House of
Ancient Greece was originally marketed in 1965. Since then it has been
revised and it now carries a copyright date of 1969. '
Rationale and Objectives. A House of Ancient.Greece is based on
non-verbal learning model. The developefrs state that:
Non-verbal learning takes place when the child %is meaningfully
engaged with some physical thing--be it a model, am ancient _
artifact, a pair of chopsticks, a‘lump of clay, a film, or perhaps
another child....
Emphasis is placed on learning through the use of reaT
materials, on the child as the agent of his own learning and
upon an essentially collaborative and non=directive relationship
between teacher and children. (Preface to Teacher's Guide for
- A House of Ancient Greece, 1969)" ¢
One of thd goals of the deveTopers was to design a unit that would teach

‘students the techniques of the archaeoTogist and-the.valuée of archaeolog-

ical evidence in developing reasonable conclusions. Students also ave
expected to learn to appreciate life in an ancient Greek- household. The
Teacher's Guide 1ists both cognitive and affective objectives for the
program. Though not a specific part of the objectives, many -psychomotor
skills are taught through manipulation of the actign-oriented materials.

Information on availability and prices of MATCH Boxes may be obtained

Boston, Massachusetts 02215. : C
Teaching Procedures and Instructional Strategies. Students actually
plgy the.roTes of archaeologists and simulate gathering and analyzing
evidence from an actupl site occupied during the Classical Greek Periéd.
Through the use of a lyide variety of media, students learn how to ask
"'good" questions to solve a problem, process, data, hypothesize, catego-

by writing to American Science and. Engineering, Inc., 20 OVigland Street, °

. rize, see relationships, and draw conclusions. Opporturiities are pro-

vided for role playing, model building, film viewing, and written and
oral experiences.. One of the concluding activities brings together the
students who have worked in teams on different rooms in the villa to
present evidence and interpretations. Through a seminar presentation
the overall nature of the house and the life in it is reconstructed.
Finally, students view a filmstrip which. takes them on a tour of tqp
actual site. -

Materials and Content Focus. As has been noted in “‘the Teaching
Procedures, students simuTate the activities of a present-day archaeolo-
gist, Dr. David Robinson who excavated, the Villa of Good Fortune between

. L}
N )
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1928 and 1934. Among thé materials available are a Teacher's Guide and
audio-visual materials. These consist of several large mounted pictures
of the structure and-éxcavation of the villa and two maps. Also avail-
able are six boxes of booklets and materials, one for each room, which
contain research guides, excavation notes, and the finds that were re-
covered. Also included are museum replicas of artifacts. ‘
Evaluative Data. The developers conducted informal try-outs» of the
MATCH Boxes as they were being developed and, once completed, they .
conducted formal evaluations on all the Boxes. The results of the formal
field tests are presented in a report by Kresse (1968). ék%
' A House of Ancient Greece was part of the “first generatioh” of
MATCH Boxes, which were field. tested in the Fall of 1965 in both public
and private schools in Massachusetts. Fifteen teachers tested A House -
of Ancient Greece. Evaluation data was obtained from the teachers and
from observers, both of whom gave very high ratings to the Box. Teachers
placed the Box at 4.5 on an overall syccess rating scale of 1 to 5 (5
being the most successful), Observerévwere only a bit less enthusiastic
in their ratings. The teachers felt that the most successful aspects of
‘the use of the materia}s were "that 'children's attention,’ 'interest in
the subject,' 'class discussion,' and 'apparent learning' were 'more.

. “than' usual." Observers also reflected this estimate and felt that the

Box'achieved its objectives. Teachers were also impressed with how
-smbothly the children wére able to work out potential group interaction
problems, with some suggesting- that perhaps the children's high motiva-
tion in working with the artifacts helped them solve the usual social
problems of working in,small groups.. Teachers also appreciated the fact
that preparation time was:- hot 'gréat, since the sources of information

are put directly in the children's hands and the teacher need not mediate
to any great extent. » . :

Strengths’ and Weaknesses. The following appear to this author to
be the major strengths of A House of Ancient Greece: ,

. 1. The unit requires that students formulate and test hypotheses
regarding the nature of life and culture in ancient Greece. Students
play the role of "culture detectives" as they comparé their own 1ife
experiences with those of Classic Greece.
~ . 2. The non-verbal approach of the unit is unique. Students from a
variety of cultural backgrounds should do well with this material.
Students with reading difficulties can have a successful experience with _
the unit, and students who are capable readers should enjoy the inquiry
aspects of the materialsx . . _

3. Lively interaction between team members should result due to
the nature and variety of activities that are built into the unit. For .
instance, students handle and work with a variety of different types of
materials other than the stapdard textbook and they must work together
to figure out the meanings GFf thesé’materials.

4. Student interest is likely ‘to be high because of the setting,
the materials, and the variety_.of activities: :

5. Teachers can use the unit in a variety of ways, because of the
flexible and supplemental nature of the kit. It could be used by itself,
or in conjunction with other units, or as the core or opener for an
entire program in ancient history. s

6. Although the unit is recommended for use in the upper elementary
ghades, it could be uffed in the junior high.

-
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7. Teachers have the opportunity to observe their students'
behavior in a non-directed situation and, thus, ga1n some new insights
into "what makes them tick."

The. major weaknesses are, in this author's estimation:

~ 1. The reference materials are difficult for students in the
fifth and sixth grades. (There are, however, excellent materials for
teachers, who m1ght want to teach the necessary background information
to the class prior to the excavation activities.) -

2. Teachers may find that the unit is difficult to carry and store
because of the size and weight of the MATCH Box. The Box is also quite
expens1ve though  its cost could be spread by district-wide sharing.

3. Some of the artifacts are sure to be broken or lost during use.

4. Without tables and chairs in the classroom, the artifacts and

. materials are awkward and difficult to handle.

5. Teachers may consider the extensive repacking chore a nuisance.
6. Only one class can reasonably work with the set of materials
at a time. e

Education Development Center (EDC)

" The Education Deve]opment Center has developed an upper-elementary/
mjddle-school course *in anthropology entitled, Man: A Course of Study
(MACOS). This ‘program was supported through a grant from the National
Science Foundation and was directed by Peter Dow. It is presently avail-
able through the Curriculum Development Associates, Inc., 1211 Connect-
icut Avenue, N.W., Suite 1414, Washington, D.C. 20036. A number of
outstanding scholars and educators were associated with the development
of this course, including Jerome Bruner, Douglas Oliver, Irven Devore,
Asen Balikci, and Frances Link. Among the unique features of this pro-
Ject is its dissemination and teacher training program; over 85 centers
have been established in the United States and abroad to conduct inser-
vice programs for teachers who are planning to -teach the one-year course.

Rationale and Objectives. The course focuses on the question of
man, his nature as a species, and the forces that shape and continue to
shape his humanity. The.three questions around which the course is
‘organized are What is human abeut human beings?, How did they get that
way?, and How can’they be made more so?

Five general objectives are listed by the curriculum developers:

,1) to give students confidence in the power of their own minds; 2) to

give them respect for the power of thought concerning the human ¢ondition; .

3) to provide them with'a set of worhqb]e models for analyzing the humatr
condition and the nature of their society; 4) to impart to them an .
understanding of the capac1t1es of man as a species in contrast to other
animals; and 5) to instill in them concern for the human condition in
all races and cultures.

Teaching Procedures and Instructional Strateg1es MACOS 1s orga-
ni%ed into four sequential units. The central concepts recur throughout
the-course and form the framework for the examination of progressively
more comp]ex<group pattérns of animals and man. The bulk of the course
methodology is based on comparison and contrast. For instance, the
first unit deals with sdrvival needs of the salmon and compares and
contrasts this species'”behavior with more socially sophisticated animals.
This unit establishes the conceptual pattern that is followed throughout

- the program. ‘ v
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The teaching manuals provide a variety of strategies and techniques
which range- from individual and group research, observation of primary
and secondary gource phenomena, large and small group discussion, games
and simulated*experiences: Films are also an important part of the in-
struction. : _ . .

Materials and Content Focus. In the first unit students examine ..
the life cycTe of the salmon and begin to compare the differences
between human behavior and the behavior of socially less complex animals.
The second unit of the course introduces the student to the behavior of
the*herring gull. As in the first. unit, Students investigate mating
habits, 1ife cycle, and parental 'roles in the feedi g, protecting, and
training of the young. Besides continu%ng this stu;y of innate and
learned behavior, students also learn about ways in“which the structure
of an organism influences its behaviors. The third unit consists of a
study of a babpon troop. The baboon was selected because it is.a
ground-dwelling primate with a sophisticated social system. Social
concepts such as aggression, dominance, and group_behavior are studied.
Life cycles and parental roles continue to be dominant themes in this
unit, as are food gathering practices,.defense strategies against pred-
ators, and intefgroup relationships, including communication. Students
\compare human sosjety with the baboon troop, noting the commonalities
and differences.™ In the final unit of the course, students examine the
hunting-gathering society of the Netsilik Eskimo. Narrative and film
materials are taken from the recent research of Knud Rasmussen and Asen
Balikoi. Films are important in all of the units, but they are especially
important here because of their wealth of cultural information. . As in
the other units, students look at 1ife-cycles and offspring rearing be-
havior. Social behavior is more important in this unit than in the other
units; students spend a great deal of time on family structure and social
roles, including the values and beliefs of the Netsilik culture. Com-
parisons between the traditional Netsilik culture and modern Western
culture become important in this unit. - ¢ ,

The teacher materiats include nine teachers' booklets which contain .
background information, bibliographies, suggested lesson plans, evalua-
tion strategies, and information on inservice workshops for teachers..
There is a teacher's guide for each unit with detailed procedtires for
incorporating the various types of media in the inquiry strategies of
the course. The teacher's guides contain ‘suggestions for o tional as
wedd-,as regular classroom activities.

.y Student resources include films and other audio-visual materials as
well.as a variety of print materials in student booklets. The films &re
of primary importance in this course. Most of the films are in, color with
natural sound and very little narration. As noted earlier, the' films.
serve in place of field study; students apply observation techniques while
viewing the films and use this data in the inquiry process. The printed
materials consist of 23 booklets, which are of three types. " Some are
designed to provide background information. Others are designed to prompt
concept development. A third type presents "raw data" in various forms:
Jjournals, poems, songs, stories, and ethnographic information. Other
materials included in the course are records, filmstrips, and games.

Evaluative Data. MACOS underwent extensive in-house evaluation
during the development process. The results are available in a report
by Janet P. Hanley et al (1970).
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Dow reports on the field testing which was done in 123 classrooms
in 80 schools in 14 school districts, both urban and suburban, nation-
wide, A total of 2,182 students were involved. "A variety of instru-
ments” were.used, including student pre- and posttests on information,
concepts, and attitudes; classroom environment checklists filled out by
students; interviews with 98 students and 18 teachers; 60 observations
of 22 ¢lassrooms; and questionnaires filled-out by 70 teachers.

According .to Hanley et al (1970), the pre- and posttest results
showed significant pupil gains in learning, though "descriptive"
learning aﬁpéared to be easier for the pupils. than "conceptual” learning.
As might be expected sixth-grade pupils performed better than fourth and
fifth graders on conceptual learning measures and all pupils had diffi-
culties with some of the larger concepts, such as language, innate and
learned behavior, and natural selection. S

The films were found to be a particularly powerful instructional
tool. The quality of the films and the fact that they contain real-life
footage were critical in contributing to the high degree of be]ievabi]i%y
and promoting identification by the students, important in the area of
values development. Other media, such as the concept booklets, were
also found to be more motivating than regular textbook-type material,
especially for center-city pupils. By-using a variety of media, pupils
came to be less dependent on the written word. When children were given
options, they would usually choose visual materials for their study..

" “Among the most important areas of pupil growth cited by teachers
was communication skills. The materials and strategies of the course
"encouraged verbal expression and respect for others' opinions.

Tedcher growth was.another area explored by the evaluators. The
observers documented teacher style changes in the.diréction of more open
and student-centered approaches. Teachers said that they developed néw
skills, especially in the areas of active listening, communicating,
sharing, observing, abstracting, and contrasting. First-year teachers
did, however, feel that the new 'ideas and sheer amount of material posed -
some difficulties. Teachers generally were enthusiastic about the help
given in the guides. s
o The evaluators did note some cautions. They concluded that the

materials were inappropriate for socially immature children, children of
low mental ability, and children who.do- not want to participate in
interactive activities. . :

- Susan DeBolt (1971) conducted a small, one-district study of MACOS.
Like-Hanley gt al (1970), she found teaching styles changed in the -
direction of more opemness and less dominance in classtoom discussions.
Her findings also confirmed those of Hanley et al (1970)" in regard to
the greater suitability of the materials for sixth graders than for
fifth graders. She also looked at gain scores in terms of socioeconomic
status (SES) and found that upper SES pupils did significantly better
than low and middle SES pupils on the Man and Animals unit, while both .’
-upper and middle did significantly better than low SES pupils on the
Netsilik unit. . : _ 4

. DeBolt also found ™striking" changes in attitudés as a result of
the materials, an effect not°turned up by the Hanley et al (19702 study.
The attitude changes were related to four concepts: theArctic, Eskimo
families, cooperation, and American families. . ;

’
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. John F. Calvert (1970) confirmed another finding of Han]ey et al
(1970), that pupil interest in social studies increased as a result of -
use of the MACOS materials. * Calvert ‘found that, over one year, student
feelings toward social studies as compared with other subjects improved
markedly. The change was greatest for boys.
A report by Joyce (1971, pp. 305-308)‘sheds some 1ight, on the
effectiveness of MACOS when used with disadvantaged sixth graders. A
team of two teachers, a graduate intern, and Joyce, a university pro-
fessor, used the materials in an e]ementary school in Lansing, Michigan.-
The class was of mixed ethnic background (Black, Mexican-American, and.
Anglo), mixed .socioeconomic background, and mixed school achievement
levels (ranging from second grade to sevepth grade Tevel, with heavy
concentration at the lower levels): The Ert1c1e gives on]y preliminary °
results, since the team had only been-using the Netsilik Eskimo unit for
two months . at the time of writ1ng Joyce reported, among- other things,
that 1) the lack of clearly defined objectives seemed to be somewhat
disturbing to both teachers and pupils; 2) pupil.awareness of the be-
havior models presented in the unit seemed to be growing, but pupils did
not seem to be internalizing the concepts and reflecting much on them; .
3) pupils were 'seeking greater independence in their classroom work and :
indicating preferences for work1ng in small greoups en man1pu1at1ve and .
problem-solving activities; (4) pupils were relatively unresponsive to
. the aesthetics of written materials (un]ike pupils reported in prev1ous
. MACOS evaluations), but the films were having an except1ona1 impact on
pupilg; 5) thete had been a 20-70 per tent vocabulary gain as measured
o) by pre- and posttests and the highest gain was among-the poorest readers;
and 6) some pupils so enjoyed the seal hunting games ‘that they went on )
independently to design their..own games.
Peckham and Ware (1973) reported on an evaluation of MACOS . that was
conducted during. 1969-70. in six elementary 'schools, three of which used
'MACOS and three of which followed the regular social studies program.
T?e a?stract of, the report summarizes the resu]ts’gf the study quite
« clearly:
.Nineteen comparisonS‘were made to answer threg genera]
quest1ons 1) How well are.student$ in the MAGO ogram ™ -
learning material specific to that program? 2) ow well i i
are students in the MACOS program learning these elements PR
which are common to both the MACOS and the ‘regular program? )
. 3) How are the attitudes of the students and teachers affected
by: participation in the MACOS program?

- The results indicate that there is strong evidence (as might
ge ekpected) that-the material specific to the MACOS program
s being,learned better by those «in the program. There is
some evidence that common elements of both programs, as-re-
flected on a standardized social studies test, were learned
better by those in the MACOS program. (The term "some . . ' .
evidence' is used because the comparison nearly reached con- -
ventional significance levels.)}  There was no evidence that,
there were any differences on more generalized goa]s having
» to do with: making appropriate inferences. o .,
In the area of attitudes, the students in the MACOS program . T
had a more positive view of themselves as-social .studies -
students and a more positive perception of the way their .

»~
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teachers viewed them. There was no evidence that stujéﬁt;/‘\\}
1iked social studies any better or any worse in either of

the programs, or that differences in programs had any effect
on their view of themselves as human beings.

When compared to teachers in the regular program, teachgrs
in the MACOS program perceived the students. as more int#y
ested, in social studies....Therg were no differences in the
percept1on of the amount of teacher preparation time or in
the measure of the teacher's self-concept when comparing the
MACOS program with the regu]ar program.

0f the nineteen: comparisons made between MACOS and the com-
parison group, seven of.the differen?es were statistically
‘significapt; and, all. seven of these/comparisons favored the ,
MACOS group. N
- Holmes and Davis /1972) reported<that no significant differences
- were found between tra.itiona]]y -taught=students and MACOS students on
measures of creat1venth1nk1ng and achievement of soc1a1 studies skills.
Howeveir, a pattern didsemerge from the data indicating that MACOS
materials may producé gredter verbal creativity.
. ' Nancie L. Gonzalez (1973, pp. 295-304) with the assistance of
John H. Haefper and Robert M. Fitch, investigated the.guestion of the
most appropriate kind of training for teachers preﬁar1ng to use the
MACOS materials, and reported on a study conducted in Iowa City during
1970-71. Eighteen fifth and sixth gradé teachers were divided into
three groups, each of which received a different kind ‘of fraining" during
the summer of 1970. One group received the normal MACOS ‘training,
involving 20 hours of ‘instruction familiarizing them with the MACOS
‘materials and teaching procedures; the second group received 60 hours
of instruction in basic anthropology; and the third group received both
the MACOS and the anthropology training. It was found that students of
the ‘'second group (anthropology instruction only) made significantly
greater gains from pre- to posttest than did students of teachers in the”
. other two groups. The investigators concluded that' "content, as epposed
to pedagogy alone, is a crucial variable in teaehing the course well."
An article by Vert and MacFadyen (1974, pp. 447-450, 455) describes
the experiences of one school system in TmpTementing MACOS It contains
a number of useful ideas on conducting inservice training and evaluation
.programs related to MACOS, and even offers a calendar and budget. Use- -
ful suggestions for 1mp1ement1ng’MACOS are made by Herlihy (1974, pp.
451 455? based on the experiences of a MACOS-installation network of
17" colleges and more than 60 school districts in a five state area.
In another dogument, Cole and Herlihy (1971) report exteps1ve1y
on a special MACOS 1mp1e§§ntat10n project conducted by the Eastern .

<

Regional Institute for Education. Evaluation of the teacher training
and,school installation effort indicated eleven positive results of the
_program, in the areas of participant interaction, value of the preservice
and inservice education programs, facilitation of curriculum installa--.

tions, and knowledge of the philosophy, theory), and design of MACOS.
Central Connecticut State College also conducted a, training and dis-

- seimination program for the MACOS materials and reported on its results.
Jhe gist of these reports on-MACOS teacher training and implementation
" efforts is that special training efforts and 1nsta11at10n supports make
a difference in the success of the materials.
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Strengths and Weaknesses. The major strengths of MACOS appear to

‘this author to be: - '

1. The course deals with important anthropo]ogical'topiCS'and, .

-concepts -in an intellectually' sound manner.

-"2. The students gain a great deal of knowledge about the nature.of
man. They have the opportunity to study man in relation to the rest of
the natural world. Humanistic qualities shared by all cultures are
stressed in this course. : o ‘ '

» 3. Students and teachers work .together in a joint effort to learn

.more about themselves and all of mankind.

4. The inquiry strategies promote student skills-in problem-solving
techniques. : _ v ) T
' 5. The sequential organization of the material is .quite good,
especially in regard to the reinforcement of the concepts. '
6. The materials and strategies of the course appear to stimulate
continuing’ student interest. R ;
- 7. The student booklets are well designed, varied in format, and

“attractive.

8. The'fiims SeTected,for this course are exceptionally good and.

‘could be used at all grade levels. ) ~

~The major weaknesses of the’materials include: ,

1. The materials are expensive, due mainly to heavy reliance on-
films, which are essential to the course. ~ Student booklets will not
stand up to heavy use, although they can easily be replaced and are
relatively inexpensive. . . . X
' 2. Several communities have not allowed this course .to be taught
in their schools and several others have experienced heated controversy
before implementing it. Some have reacted adversely to the course be--
cause of its evolutionary orientation. Others have objected to some of
the values that are stressed in the course--for instance, the presenta-

“tion of -human beings in communal settings. Some have felt .that the

relatiofiships shown between ‘man and the animal kingdom are too close for
comfort and have objected to teaching about evolution. And there have
been objections -to the explicitness of some of the filmed episodes--for
example, the Netsilik hunting scenes in which game is killed and pro- -
cessed. - In most commiunities,, the points of potential.controversy can
be dealt- with by teachers, administrators, and parents discussing prob-
lems and working out adjustments ahead of time. However, this does re-
quire time and effort.

3. The terminology in some of the print materials is quite sophis-
ticated. X , : \ i ‘ _ .

4. In the baboon materials, there seems.to be an excessive emphasis
on the role of dominance within the social ‘structure of the baboon troop.
‘ 5. Inservice workshops are needed before the course is taught. _
This is both an advantage and a disadvantage. Notwithstanding Gonzalez'
findings, cited under Evaluative Data above, the training provided by
EDC is excellent and helps to insure the proper, effective use of the
complex program. However, it does require teacher time and effort far
beyond the usual. :

- The University of Minnesota Project Social Studies (M/PSS)-

The University of Minnesota Project Social Studies developed a K-12
social studies program under the direction|of Edith West. - The project

)
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was funded by the U.S. Office of Edugation and extended over a period -
of five and one-half years. At present'only the elementary materials
‘are commercially available. Charles Mitsakos has served as the general
editor of the' K-6 materials, which are published by. Selective Educational
Equipment, Inc. (SEE), 3 Bridge‘Street, Newton, Massachusetts 02195.
A descriptive brochure with price information is available fronf SEE.
_ Units in this program are self-contained; that i, they can be
taught independently of each other, thus offering teachers and schools®
. flexibility in their use. Initially, however, the units were designed
for a sequential social studies_program and they can still be used in
this way. The units were extensively field tested before publication.- .
Each unit ‘comes in the: form of a kit containing classroom materials and
a teacher's guide. The guide, while leaving most of the detailed plan-
ning for actual use of the materials to the teacher, contains much
helpful information and is one of the best organized guides avai]qb]e.v“’_.‘ .
Rationale and Objectives. Professor West has stated the basic o
rationale for the design of the program as follows: ™ - .
The curriculum emphasizes an inquiry teaching strategy which .
encourages children to find out things for themselves rather
than one which emphasizes the absorption of generalizations
' presented ready made by the teacher, a‘book or a film.... .
The family is used as a vehicle to teach a series of important
-social science concepts related to culture, social organization,
social process, and site....citizens in a democracy need- to
- be skilled in the process of inquiry both as it }eads to
)+ development and testing of non-normative ideas as it can be
" .used to help make decisions about courses of action-in which
policy decisions involve. normative or value judgment.: ' o
- (Edith West, Rationale and Overview, Selective Ediucational e
Equipment, Inc., T977) : : : _
Though the approach is primarily \inquiry orignted, factual knowledge
is not overlooked. However, skill and concept development are the , :
strongest emphases of this material. The aim i5s for students to be able
to evaluate information gbout man and his activities. The suggested
. activities in the teacher's guide>usually concentrate on the teaching ,
-~ of a single important concept in each lesson. ’ »
Affective objectives.are also incorporated into the program. ' For
instance, in the unit on the Hopi Indian family, students are expected
to gain an  appreciation of foreign cultures, culture diversity, and
human dignity and to confront ‘the problem of evaluating. S .
- Teaching: Procedures and Instrugfiqnal Strategies. The materials in
this program emphasize inquir teaching\sgiitegies which encourage '

[N

o

Students' to find out things for~themselves, It ‘is also recognized, '
howeéver, that other methods are more appropriate in reaching certain
goals or developing specific skills. Importance is placed on expository
téchniques followed by practice of study skills. Details and activities >
concerning people and their ways of living are included in the content -
as vehicles for presenting the concepts, generalization, skills, and °
attitudes which the program is designed to teach.

Materials and Content Focus. The Family of Mah, which is the .
commercially available elementary component of the Minnesota program, is
a projected 13-unit series. Cowtent has been-selected to aid children
in becoming both "nation-minded" and- "world-minded." Each unit in the

o
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_ program is packaged in a separate kit'and'constitytes a learning system

taking about eight weeks of classwork. *Cultural concepts are the most -

' 1mportant concepts in the program; however, several of the units focus
on ‘historical or area- study topics. The content qf the unit is‘as
follows:

First and second grades--The series of- e1ght units for: these grades.
is. titled Family Studies. Most of these units are now available; only
two of the units in this ser1es--Hop1 -Indian Family and Ashanti Family
of Ghana--are extensively reviewed in this book. Other units developed
for these grades include Japanese Family, Family of Early New England,
Kibbutz Family in Israel, Soviet Family 1n Moscow, Quechua Fam11y of

Peru, and ATgonquin Indﬁan ‘Family. v
s Third and fourth grades--Commun1ty Studies is the title of the T

third and fourth grade, series of units. Some of these have recent]y .

been published while others should be availabte for purchase in 1975.

The third grade units deal with different societies and communities,

“with emphasis on political institutions. In the fourth grade, the .

@

emphasis shifts t0 economic 1nst1tut1ons ' L
Fifth grade--The fifth grade units will focus on regional stud1es
of the United States, Canada, and Latin America. These materials are

not °’yet available.

Sixth grade--In ‘the sixth’ grade, students will examine American
h1story from a cultural standpoint. These mater1als are also not yet
available.

The units reviewed for this study each conta1n a Teacher s Resource
Guide, which includes teacher background‘material and behavioral :
obJect1ves related to concepts, genera11zat1ons, skills, and’ attitudes.

. The heart of each Resource-Guide is a series of l'Suggest1ons for

Teachers,"” which suggest activities and related content, concepts and
obJect1vés--everyth1ng the. teacher needs for the deve]opment of* 1ESson

. plans.

< In-addition to the Resource Guides, each kit confains a wide variety
of media, such as story books that were collected for the units, games,

" cassette tapes, filmstrips, magnetic compasses, study prints, and arti-

facts. "Each kit also contains a copy of The Rat1ona1e and Overview of

~ the prograffi> «. -

Eva]uat1ve Data. The’ resu]ts of the deve]opmenta] evaluation efforts
of the Project itself and an educational.research laboratory at the
University of Minnesota are available (Final Report, 1968). Field test-
ing of the e]ementary materials was conducted in Minneapolis and its
suburbs and in Chelmsford, Massachusetts. The results of the evaluation ,
efforts were incorporated 1nto the rew1s1on process "in preparation for
publication by SEE.

The primary grade mater1a1s (K- 3)h~ere evaluated through teacher
feedback and through group interviews with pupils; the latter conducted
and analyzed by a doctoral student at the University of Minnesota and
the former by the Project staff. The pupil interviews investigated
the impact of the materials on the children’ supercept1ons of peoples and
practices of other cultures. It was found that pupils in the experi-
mental classes made a significantly larger number of responses noting
similarities between themselves and peoples of other cultures than did
children in the control classes in the same schools. There were no
significant differences between experimental and control groups in regard

hS
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to noting differences between themselves and peoples of other cultures.
The experimental pupils noted significantly more differences in environ-
- mental use by peoples of other cultures than did the control children;
and they noted more often that ways of living are learned, than did
children in control classes. The data were unclear on whether the
experimental and the control pupils understood the concept of cultural
change. ' . .

t - Teacher feedback. about use of the K-3 materials ‘was generally good.
Teachers turned in weekly réports, gave oral feedback, and filled out
questionnaires. A1l of the K, 2, and 3 Minnesota teachers said that
they wouldlike .to teach the materials again. Only one of the ten first
.grade teachers who tried the materials said that she would not want to
use them again, mentioning that sheswas "not experienced enough." The
Chelms ford, Massachusetts, teachers' reactions were more mixed, but '
tended also toward the positive side. ' ,

The evaluation done on the middle grade courses (4-6) was apparently
not as thorough and extensive, in the eyes of the developers, as that .
done on the K-3 materials. Teacher responses were, however, generally .
‘good. Teachers did comment on the great amount of work required in_
daily preparation and found the.fifth and sixth grade materials too long. .

- The Project was especially interested in the ease or difficulty of
implementing “the materials at all levels, and their evaluation reporting
contains much discussion of this. They noted that many teachers found
the materials difficult to teach at first, tpough most found it grew.
easier after having worked through the first few units. The developers
pointed out that this was probably due to the fact that the materials
are not”so tightly structured as traditional social studies materials
- and‘teachers are.given more responsibility for making choices of what
resource materials and strategies to employ. For teachers not accus-
tomed to the particular kind of content being taught and to the inquiry
approach, some adjustment period seems to be necessary. Also, if the
pupils have not had such open-ended approaches in their previous classes,
~helping students to adjust to the new approach increases the problems
for the teacher. Many teachers felt that some kind of inservice train-
ing was necessary, especially for those who had little or no previous
background in the subject matter and/or in inquiry stpategies.

~Strengths and Weaknesses. In the view of this author;: fhéySEE
materials-display the following strengths: IS

1. The teacher's guides are exceptionally well constructed. They
are thorough, yet they leave the daily planning of lessons to the teacher
for maximum flexibility. _ ' -

2. Theseyunits can be used independently or as an integrated .
sequence. One could organize them into a variety of patterns or use
one or two of them as the foundation of an entirely different program.

3. The emphdsis on skill development is especially good in the
first and second grade materials. Students learn basic skills in
geography and problem solving early, thus laying the groundwork for

their educational development. ' ,

' 4. Student interest is likely to remain high while working with
the unit material. .

: 5. The kits contain some excellent yet inexpensive -artifacts re-
presentative of the cultures being studied. :
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6. The materials are relatively easy to-handle, carry, and store.
They can be unpacked or repacked, and while breakage is always a ‘pos-
sibility, the items can be replaced through the publishei. .

The major. weaknesses appear to be: - R SR

1. There are.some inaccuracies in the filmstrips; for example, .
the filmstrips on the Hopi Indian Family contain an incorrect sequence
of ceremonial events. © - - :

2. A few of the artifacts are of marginal quality.

3, . The filmstrips are long, and if they are used according to
the suggestions in the teacher's guide, a few frames at a time, they
become awkward to use, It might have been better to have shorter film-

strips'or to‘@%é*sggﬂgs instead.

Anthropology CurriEu]hm Study ‘Project

»

The- Anthropology Curriculum Study Project has developed a one-
semester high school course in anthropology entitled Patterns of Human
, History, and two units, The'Great Tree and the Long House: The Culture -
- of the Iroquois and Kiowa Years: A Study in Culture Im?act for junior

high school.” This project was directed by MaTcolm CoTlTer under the
sponsorship of the American Anthropological Association with funding
from the National Science Foundation. These materials are presently
available through the Macmillan Company, 866 Third Avenue, New York,
New York 10022. A1l of the ACSP matérial is designed to. present the
phenomenon of culture as a unique and meaningful creation of man.

Only Patterns in Human History will be reviewed in this book. It
is organized into four units packaged into four separate kits. Although
the materials were designed to follow a sequential progression that
includes cultural anthropology, physical anthropology, and archaeology,
they have been used effectively in any sequence and in various combina-
tions. Materials in the kits concentrate on how anthropologists study
- society and offer analysis models which can be used in the study of
historical data. « :

. Rationale and Objectives. The developers of Patterns of Human .

History believe that because most men live within only one culture
group; they are limited in their understanding of human -behavior. By
identifying characteristic patterns in all human behavior,. students
can learn- to see their own culture in relation to othér cultures, to '
consider the effects of their culture upon personal conduct and the
institutions which exist in society, and to interact more meaningfu]]y
with peoples in other cultures. Among the patterns which are examined
are those that explain how societies change and why there is resistance
to change, how man adapts to his social and physical®environment, how
societies are held together despite internal conflicts, and how power
and wealth are distributed in different cultures.

Teaching Procedures and Instructional Strategies. Primary instruc-
tional strategies are aimed at the acquisition of skills of scientific-
inquiry--questioning, data processing, hypothesizing, evaluating, and
drawing conclusions. The expectation is that these skills can be
internalized and used to analyze data throughout the students' lives.
Students begin each lesson by confronting new data in some form othar
than exposition. For instance, they may look at photographs, casts
of artifacts, site maps, filmstrips, recordings, or transparencies.

»
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. They then analyze and hypothesize about man and his culture. These.
kinds of activities are then-reinforced by readings and discussions.

Materials and Content Focus. The primary subjéct matter for
Patterns in Human History is anfhrépo]ogy--the-study;of-man and his
behavior in“different environments. There is frequent shifting back
and forth from past to present in order .to maintain contemporary ,
relevance and interest. In addition, the ‘developers intend tq acquaint
the student with the basic conceptual and methodological frquwork of
anthropology, Through this, they expect students will become better
prepared to.observe and recognize patterns in.human behavior that are
unique and.patterns that are shared by all cultures.

The first unit, Studying Societies, provides.an orientatian for
the other units by guiding students to focus on ideas and tools for
‘analyzing patterns in human behavior. In this unit, two societies,

+ the Bushmen of the Kalahari Desert and the Mbuti Pygmies of the Congo
rain forest, are studied in depth. The student is introduced to anthro- -
“pological field studies in order to gain insights into the nature of
man in a primitive state. . . ) '
~ . The unit is divided into three topics. The first topic is "Life
~inh a Small Society--Description.” In this part of the unit the .
students study the life and behavior of hunter-gatherers by concentrating
on the Bushmen of the Kalahari Desert. The next topic is "How Human _ -
Societies Operate~-The Significance of*Status and Role." Students ’
‘work with the concepts.of status and rple in terms of their own society
and learn to apply .these concepts to other societies as they learn how
societies operate. The final topic in this unit is "Life in a Small
Society--Analysis." * In this part of the unit the students focus on
the Mbuti Pygmies of the Congo rain forest. -They are expected to apply
the concepts of status and role to these hunter-gatherer people. Field
techniques such as interviewing and direct observation are’ introduced i
as students begin the-analysis exercises. o . .
} The _second unit of the course, Origins of Humanness, emphasizes prob-
lems in physical anthropology. .In this unit the student is concerned
with two questigns: "Who Are We?" and "What Are We Like?" Students
‘learn to apply giethods from physical anthropology as they investigate
the origin and development of humans to gain insights intp the com-
plexities of understanding the social and biological characterjstics
of humans. _ . _ 7 , _ ) ,
The third unit of the course is The Emergence of Complex Societies.
This unit emphasizes the societal development of man during the past
10,000 years. Students, Took at the transition of human cultures from
the hunter-gatherer groupings fo the complex social organizations of
' tribes and states,.the emergence of early civilization, the evolution
of law, and the importance of religion in modern 1ife. .
E Unit four, the final unit in the course, is Modernization and
Traditional Societies. In this unit students examine the traditional
patterns that have dominated societies during the past 4,000 years and
the difficulties of transforming agricultural and peasant-based soci-
eties. This unit is especially effective in gaining understanding
of contemporary issues.-in international affairs.
Each unit in Patterns in Human History is packaged separately in a
cardboard box, 125" x 125" x 34", The Teacher's Guide for each unit
contains explicit lesson plans for implementing the course. Student
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materials include readings, records, filmstrips, transparencies, wall
charts, photographs, and casts of artifacts.
Evaluative Data. In 1968, ACSP added a research program to its
. curriculum develdpment effort. The program had two objectives: to
examine the behavioral effects of the materials on students, teachers,
and schools and to produce information for revision and adaptation to
local conditions: of the course materials. The research staff planned .
to conduct the investigation over an 18-month period from January 1969 :
to June 1970. .However, several events--including funding constraints,
school disruptiong, and personnel changes--forced modifications of the
plan. , The portions of the research effort that were carried out are
reported thoroughly in Two-way Mirror (1972).-
. Patterns in Human History was used by 16 teachers with approxi- | ,
mately 1,200 tenth grade students in eight high schools. in two districts
in California. Both were large, urban districts with ethnically and -
socioeconomically mixed student populations. The teachers were not
given special training for teaching the materials. (An equal number of
students and teachers in the same districts served as a control group.)
Two types of studies-were conducted: ethnographic and cogn1t1ve
In the ethnographic studies, the researchers focused primarily on ques-
tions related to the 1mp1emenat1on of the innovation. Through direct v
observation, focused interviews, standard stimulus interviews, group
. interviews, and examination of other data (such as accreditation reports
and school publications), the researchers gathered information on '
behavior patterns and attitudes in the schools and communities. From
this they drew a number of ‘implications and recommendations for imple-
mentation of Patterns. They noted that world h1story, "the traditional
curriculum offering at the tenth grade level...is firmly embedded in
the curriculum structures of most schodls" though there is much teacher
criticism of the content and organization of the world history course -
(Two-way Mirror, 1972, p. 196). Thus Patterns might best be presented
as a means of reshap1ng the world hfstory course, rather -than as a
compet1tor with it.
.the ethnograph1c data suggest that considerable emphasis
should be placed upon the fact that the course is a study of
human history approached from the per%pect1ve of anthropologists.
This implies that methodological parallels between the disciplines
of history and anthropo]ogy should be unveiled whenever poss1b1e'
and that teachers in social studiés departments be continually
reassured that both the content and prescribed teaching methods
are not totally foreign to their own exper1ehces This po1nt _
is critically important because there is an absolute minimum of
-ethnographic -data from the, research pregram teachers to suggest
that the course will be favorably received if PATTERNS is pre-
sented to them as strictly a course in anthropo]ogy (Two-way ,
Mirror, 1972, p.196) ,
Also, the researchers- noted that "it appears that at least a minimum
degree of resource personnel training and other support services in
school 1is essential if teachers are to structure the classroom
learning situation in a manner that is consistent with the nature of
the student experiences prescribed in the Teaching Plan of PATTERNS."
This training and support is necessary to help teachers who have, in
the past, thought of themselves in a primarily dominant, information-
transmitter classroom role.” The materials call for quite different

o
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\ _kinds of transactions betweén students and teachers. Finally, the
‘ ' ‘reséarchers suggested that effective «implementation must involve the
\ teachers themselves; though a new curriculum.can be imposed "from the
\ top down,” continued maintenance of a new program requires the commit-
ment of those who teach it. This commitment can best be achieved
‘ through working directly with the teachers themselves in the process of .
\ . implementation (Two-way Mirror, 1972, pp.. 196-7).

The cognitive studies of the research staff sought to determine -
the effects of Patterns dn two aspects of student learning:  intellectual
skills and "internal representations." By intellectual skills, the
researchers meant "inferred operations or activities carried out by the

-human nervous system in manipulating data relayed to it from sensory
organs and tissues." Comparable labels would include "intellectual
skills," "data-processing skills," "intellectual maneuvers," and "cogni-
tive strategies." By internal representations, the researchers meant

© the inferred ability of the human nervous system "to make and sretain
some kind of record of events and other phenomeéna, to represent elements
from experience in some internal fashion....When expressed in language,
mental representations take the form of names for and statements about
phenomena, their properties, and interrelations among them" (Two-way
Mirror, 1972, pp. 201-2). They summarized their conclusions about the
effects of Patterns as follows: _ . o

1. With respect to the most inclusive and-abgtract conceptual
atggories appearing in PATTERNS, colrse experiences during the
§$?1ng of 1970 significaritly affected the learning of .some of N

(=]
T

the components of these concepts but ¢id net significantly .
affect the learning of the combinations of conceptual attri- T,
butes that adequately define the categories in question. '
2. With respect to the data-processing capabilities associated
with PATTERNS, course experiences during the spring of 1970 -
significantly increased student ability to'draw inferences about
societies from prehistoric artifacts and from written anecdotes
and to contrast the inferences derived . . :
3. There is no evidence that course influence on the learning
of processing skills and highly abstract concepts was.affected
by reading achievement; course effects, where observed, were
. , .not confined to any particular lével of reading ability. This
\ A does not mean that the performance of students with reading
difficulties matched the performdnce -of average or better readers;
it .dogs mean that change in performance was not related to reading
achievement--that students with reading difficulties.made as
much pre-to-post- progress as students with average or better
reading capabilities. ’ ,

- 4. There is no evidence that thé impact of the course on the
learning of highly abstract concepts is affected by initial
capabilities as medsured by tge CRT [Concept Recognition Test]
and COIN [Contrast/Infer Test] instruments; some data, however,
suggest that course experiences depress or minimize the influence - .
of initial capabilities on the learning of the data-processing

~ skills measured by the CRT test. T

5. There is some evidence of interactive effects on student

learning among sex, non-cognitive variables, and course experiences--
_particularly with respect to the skills associated with the COIN -

{
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test. Some trends in the data suggest that passivity in appear-

ance, low self-esteem, valuing of conformity, and low socio-

economic status were related to the progress made by girls.
, The evidence, however, is sporadic, and any relationships that

do in fact exist would appear to be quite weak.

6. Mith respect to the ability to identify status from anecdotal

maierials, spring 1970 course experiences had significant positive

effccts on student ability to isolate and name .such ‘positions but
appear to have promoted incomplete data-processing procedures

that by-pass the relationship of role expectations to social

positions and omit the use of overt and covert sanctioning

behavior in the presented materials. : ) '

7. Extremely low correlations between changes ih performance on .

the CRT and COIN instruments suggest that significant improvement

. in processing skills associated with the course does not depend
. on extensive change in the number of abstract concepts of the course
as a precondition; nor is extensive change in the number of ab-. -
stract concepts a student possesses an automatic consequence of.
significant change in his. processing skills. (Two-way Mirror,
Ay o~ 1972, pp. 228-9) . . '
a Recommendations for changes in the materials were made as a result
¢of the research group's findings. Most of these were incorporated into
revisions of the materials prior to commercial publication.

Strengths and Weaknesses. Patterns in Human History appears to
have the following major strengths: ' ' i .

‘ 1. The course provides the student with a comprehensive, sound -
introduction to anthropology. In it the stud&gt becomes acquainted
with the significant concepts,-methods, and issues of the subfields of
the discipline. ) _ )

2.. The learning activities are carefully described so that teachers
can, by following the teacher's guide, experience success with the course
the first time through. o ‘ ’ ‘

3. The bibliographic material is particularly helpful for teachers
without training in anthropology. : , '

4. The units can be taught independently of each other, though
they are most effectively taught as a single, sequential course.

5. The materials are of excellent quality; they are published in
a very attractive form;-and they are reasonably priced. ’

’ The major weaknesses of the curriculum include: ,

1. .Some of the student activities present Potentially sensitive
situations, which, if not handled carefully, could result in an unpleasant
experience -for students and teachers. A ‘

{ 2. Some of the concepts are overdeveloped. For instance, the
status and role information*is quite complex and extended for the high
school level. S . o
3. The materials on the Bushmen and Pygmies emphasize their tradi- °
~tional culture without reference to the modernization of their culture
- in recent years. Some critics have suggested that this leaves the un-
justifiable impression with students that their culture is somehow in-
ferior to our own. o ‘ .

4. The length of the filmstrips seems excessive. The teacher's
guide calls for the use of a few frames at a time, but this can present
management and handling problems for the teacher, &«

¥ .

N ™

00063




. 53

5. The units are‘easily carried and stored; however, they are, some-
what awkward to handle because of the unbalanced 1ids, which. tend to
fall off. :

HighQSchoo]leeggraphy Project

The High School Geography Project developed a one-year, six-unit
course for the high school level, entitled Geography in an Urban Age.
The project, supported from 1966 through 1970 by a grant fﬁomq?héA
National Science Foundation and sponsored by the-Association American
Geographers, was directed by William Pattison, Nicholas Helburn, and
Dana Kurfman. The six units of the course are packaged separately and
can be taught independently of one another.—They may be purchased from
The Macmillan Company, 866 Third Averue, New York, New York 10022.
The third unit, Cultural Geography, contains specifically anthro-
- pological material. Tt was developed by Richard F. Hough and Max C.
Kirkeberg. - It is designed to be used in a four- or five-week period.
Important concepts in this unit include culture, cultural relativism,
cultural diffusion, cultural change, and culture regions of the world.
Rationale and Objectives. Cultural Geography is designed to help
students develop abstract cognitive skills. Students are expected to use
discovery techniques for learning concepts and generalizations Felated
to culture and, patterns of distribution of cultural phenomena.
Teaching Procedures and Instructional Strategies. Like most other
programs characterized as "new social studies,” all of the units in
Geography in An Urban Age are inquiry oriented. The study is based on
what students do, rather than what teachers or gther authoritative
sources say. The teaching strategies outlined in the Teacher's Guide
-for each unit include a vast array of student activities and learning
experiences--map exercises, film viewing, large and small group
research, and discusssion. : - T o
Materials and Content Focus. Five activities comprise the content
of Cultural Geography. The first, "Different Ideas About Cattle," '
looks at the different ways that cattle are used by different societies."
Students discuss some readings and view a filmstrip on the topic. ‘
In "A Lesson From Sports," students explore the origins and diffu-
sion of sports from one culture to another. This activi y includes.
readings, an informationzgathering exercise, a mapping exercisée, and a
quiz. ‘' “Expansion of Islam" examines five historical periods in the
spread of Islamic culture. Student activities include readings, dis- A
cussions, and mapping exercises. _ . '
The fourth activity, "Canada: A Regional Question," is divided
into two major parts. 1In Part One,. the focus is on "Cultures in L.
Conflict," which. reviews the Anglo-Frefch differences in eastern Canada. -
“In Part Two, through mapping exercises, students explore the difficulties
of "drawing boundaries" between the two cultures. Activities include
readings and the use of map transparencies. -
The last activity, “Culture Change: A Trend toward Uniformity"
consists of three parts. In the first, photographs. of "traditional"
cities from all regions of the world are viewed and students guess their
locations. Next the modernized downtown sections of cities from all over
the world are viewed and students again try to guess their locations.
Part Three, "The Shrinking World," stresses the apparently growing uni-
formity of culture and relates this to changes in transportation and
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communication. The materials in this component include readings and a
filmstrip. A
The basic materials for this unit con51st of a Teacher's Guide and,
a Student Resources book. Other materials include transparencies -and two
filmstrips. The Teacher's Guide.contains a schematic chart of teaching
times and content for each activity of the unit, objectives and evalua-
tion suggestions, detailed lesson plans, background readings, and optional .
activities. The Student Resources book includes readings, maps, thought
questions, charts, discussion questions, and biblibgraphy
Evaluative Data. HSGP conducted extensive formative evaluation‘on
all of the six units of .the course. Each unit went through at least one ,
cycle of development, followed by .informal school trials in the metro- o
, _politan-area of the unit's author, followed by revisions based on feed-
\  back from the 1limited trials; and at least one cycle of formal, national
2 ’ field test1ng of the revised version followed by another round of re-
' visions in preparation for commercial publication. Some units went °
through more than these two sets of development, testing, and revision.
‘No formal summative evaluation of the completed commiercial edition of
the course has been done.
Only one published evaluation report is ava11ab1e for the Cu]tura]
Change unit (Kurfman, et al, 1968) The unit was field tested during .
1967-68 by 27 teachers in 18 states (24 public schools and three parochial
schools). The teachers were somewhat above average, in the formal back- -
ground and teaching experience in'geography. A-total of 1,250 students
in the ninth through 12th grades participated in the trials and they had
a higher verbal aptitude than anticipated for the ultimate users of the
materials. A pre- and post-unit test was administered and both students
and teachers were asked to fill out questionnaires giving their reactions
" to the materials at the end of the unit. A control group was also given
- the pre- and posttest. ¢
' The student and teacher ratings of this ynit were not as high as
for some-of the previously tested units.” There was some disparity
between teacher and student ratings of satisfaction with the various
activities in the unit. Those rated most highly by teachers tended to
be rated average by students, and those rated most highly by students
tended to be rated average by teachers. The activities that were rated
lowest by students and teachers were ultimately eliminated from the unit
in the commercial version published by Macmillan. Students showed high-
‘ est interest in the activity on different ideas about cattle, while
o .teachers were most enthusiastic about trends toward uniformity Gain
scores on test questions related to cultural diffusion were mixed, .
though there were substantial gains related to the concepts of cultural
relativity and growing cultural uniformity.
~ Strengths and W8aknesses. The Cultural Geography unit of HSGP has
the following major strengths:
1. This unit can be taught independently of the other units in the
course. It could be added to other materials for a course in cultural
anthropology or used even as a stimulating Opener for a teacher-
constructed course in anthropology.
2. The unit is organized around interest1ng and important cultural
concepts. @ _
3. The materials are reasonab]y priced and attractive
4. Each activity of the unit is welT focused aiming at the learn-
'ing of a single 1mportant concept,
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5. The unit was extensively field tested before the units were
accepted for final publication. . . .
' The unit's mdjor weaknesses include: o o g
- 1. The unit is far from comprehensive in its coverage of signifi- )
<ant cultural concepts and methods. . It would-be insufficient as the
core of a course on anthropology. o . - -
2. Many anthropologists disagree with the contention of the authors
that the world is-moving towatd a unified culture. The arguments con-
_tdined within the materials are one sided and simplistic. '
3. The materials may be difficult for poor readers. o .
.4. The paper cover with stapled binding does’ not make the materials
durable enough for long student. use. e -
5. .The filmstrips afe long and it is difficult to work with a few
frames at a time, as recommended in the teacher's fuide. -Also, some
technical aspects of the filmstrips have been criticized by anthropolo- .
gists. . o : . . et )

AThe Reaction of Anthropologists to Project Materials

Most writers of anthropology ¢urriculum projects had contact with
professional anthropologists who either advised the writers or were
directly responsible for content. In order to obtain a measure of the
degree of acceptability of project materials by anthropologists; a

- ~study (Bynmeson and Taylor, 1972) was done with the purpose of securing
the reaction of academic anthropologists to the project materials: de-
*sgribed in Chaptkr IV. - N

A panel-of experts was organized from members of the Department of
Anthropology at the University of Colorado. The anthropology panel was
made up of five faculty members. They included a physical anthropologist
whose specialties included evolution, population genetics, and variations
in modern man; an archaeologist who has worked extensively among the
Indians of the southwestern United States; a cultural anthropologist who

~ specialized in American Indian ethnology, ethnography, ethnphistory, and
Peyote religion; a linguist who specialized in phonology, linghistic
theory, and change and variation of language; and, a cultural/anthro-
pologist who specialized in religion, Africa,iand social -change.

In fairness to the project writers it must be acknowledged that
one of the major problems with a study .of this type is contending with
the .differing points of view that-emerged during the study. As with
other professionals, anthropologists differ in their positions on topics
that range from conceptual definitions to theoretical schools of thought.
Thus, it was not unusual to find differing opinions within the panel on
various parts of the project materials. It must be kept in mind that
the real issue involved in this study was to obtain the reaction of
anthropologists as a group to the idea of teaching anthropology via these
materials at the pre-collegiate level. As a result of this study, it

‘was concluded that the academic anthropologist would find these project
materials acceptable for public school use.

In the initial stages of this study, the panel of anthropologists
was instructed to rate the project materials for accuracy and representa-
-tiveness. Accuracy, with respect to the "correctness" of the materials,

—..was determined when the anthropologist looked for errors in the content
of the materials, and rated the materials according to their findings.
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Also, they were asked to rate the materials on the basi% of their ,
égpresentat1veness, considering the -nature of. the materials as_they . .
ntained subject matter which was part of :the content of antﬁﬂbpology
, The procedure used in assigning or distributing project materials -
_ to pane] members was to separate the materials, when possible, into o
* 1 the four areas of anthropology--cultural, physical, archaeqlogical, and-
- linguistic. Once the material was identified as belonging “to-one of
.thdse areas, it was - then assigned to the anthropologist who specialized
in that area. TRere were cases, however, when all of the mater1a1 from N
a project was examined by a just one, anthrOpolog1st ,

The findings which resulted from the examination of the mater1a1s . )
were recorded on a questionnaire that was especially designed for this
study. In general, the guéstionnaire was intended to extract -broad views
on the materials. For instance, the questionnaire contained a rating
system in which "the panel member rated:the materials according to a range/N\\\
of categories for acéuracy and representativeness. In addition to the
printed materials in each project the anthropo]og1st also examined-the
audie-visual materials which were extensive in.some. of the projects.

Perhaps, the most important single result from this study was found in
the. summaries from each panel member. In their summary findings the
anthropo]og1sts gave their overall v1ew of the mater1als as they per-’
tained to.pre-collegiate use.

In general, the-anthropology panel members conc]uded that the pro-,
ject materials were all accurate and representative. The main differences
between projects were with the range of accuracy and representativeness.

Some materials were rated highTy-atcurate and representative while others
were rated accurate and representative. There were only a few cases in
which parts of the project materials were rated questionably accurate,
but this occurred so rarely that it was considered: insignificant.

In most cases the summary comments by the anthropologists were . Y
positive and constructive. Their remarks were often based on organiza-
tional suggestions. rather than substantive- criticisms regarding disciplin-
ary issues. In some cases the anthropo]ogists expressed the desire: for
similar material that could be used at the co]]ege level, especially for
1ntroductory freshman level courses. :
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 CHAPTER V . ...

SIMULATIONS, GAMES AND OTHER MATERIALS
T _ o ,

Ay

Simulation and gaming have grown in popularity recently as methods
of teaching social science concepts. Many educators praise the use of
simulations and games, claiming that they more directly involve students
in the teaching-learning process. In.recent years, literally hundreds
- of social studies simulations and games have been developed. Many were
, produced as parts of the project-developed curricula, but even more have ¢
been developed independently and can'be used with a variety of curiiculum
- materials and’sequences. . , S -
1 Probably the most important advantage of simulations and games is. ~
that they replicate social situations that students might not otherwise:
be able to -experience. Simulations and games simplify reality so that
it can be examined and experienced more easily. Students can "see" the
interactions among critical variables that have been abstracted from
real social situations without having to sort out the full complexities
of real 1ife or tdke the risks involved in par dting in those ~__ '
situations in real 1ife. Further, a classroom\simulation or game can e
provide all students involved with a common re erent for theiy dis-. - . i~
cussions and inquiries. . o : T :
: Among the other advantages of simulations and games usually cited |
- - by their advocates are: thdt they offer welcome changes in classroom
a routine; that they appeal to students of varied academic abilities, and '’
R students who are.passive learners in other situations may become active
- j~—Yearners during simulations or games;. that simulations and games fre-
quently provide opportunities for students to work together in small
group$ and teams; and that simulations and games place students in
decision-making roles. ' . :
' There are many situations, however, when other .strategies serve better
than.simulations and games. One should not view simulations and games
as cure-alls for the ‘problems of a classroom.. Simulations and games are
not appropriate for tHe teaching of some kinds of subject matter; they
are grobably most appropriate for teaching certain kinds of social skills
and less appropriate for teaching some kinds of intellectual skills.
Also, though the word simulation implies reproducing a slice of real life
in the classroom, some aspects of real 1ife may not be truly reproducible
through this means and an attempt to reproduce them might only water down
their meaning for- students. For instance, Engle has described the
"opportunistic use" of simulations wherein a teacher tries to give stu-
dents the experience of making "tough" decisions--but simulations can
only render a poor imitation of what is meant by toughness here (Gibson,
1960, p. 155). Finally, the overuse of simulations and games 1s pro-
ably just as ineffective as the overuse of any one technique; a steady
diet of simulations and games would become just as dulling as a steady

4 !

diet of lectures or map exercises. , ,

*
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. Belew are described five simulations and games that are specifically |
oriented to anthropological content ‘and methods and. are: considered by |
" . this.author to be of high quality: Dig, Culture Contact, Potlatch Package
. Mahopa, and BaFa BaFa. These could be used effectively as supplements “
) to other materials. in courses on anthropology or world history.

¢

Dig

. Dig was developed by Jerry Lipetzky and first became available in
;969. It is published by Interact Company, Box 262, Lakeside, California
2040.. v v, Co ’
' Qig‘is a four-week, instructional activity which incorporates gaming
and s1mu1ation'compoqents with study of anthropological concepts and
archaeological field experience. It was designed for 14 to 36 partici-
Ypants in grades 9 . through 12 (though it can also be easily adapted for
use in grades 6 through 8 or with adults), and takes approximately 20
class periods of 45 minutes-each to use. : )
<Anthropological concepts which are emphasized in-this unit include
= the universal aspects of man's culture, the interrelationships of cultures,
4 cuTtyre change, cultural relatjvism, and arts and crafts as an expression
. .. of man's culture. The students learn and work with the methods of the
. . archaeologist. They record field findings, and take part in measuring.
-t and excavating exercises. Once the excavation phase of the simulation
is_completed, students make inferences regarding the nature of the
culture that they have.investigated. . . ' :
~ There are four phases of.activities during the simulation. In the
first phase,' the students are divided into two teams., Each team is given
) the task of creating a hypothetical culture. Special,attention is given
a te-the character of the social institutions which characterize the cul-
: ture-such as governmental form, economic system, and religious beliefs. .
x ' During the/ next phase, students devise and construct artifacts that
reflect the cultuire they-have hypothetically ¢reated. During this
activity students study the excavation techniques that will-be, used in .
. ©  bhe excavation phase of the exercise. Roles and taiks suck ds crew
chief, diggerss measurers, and so on are assigned to team members.

. In the third phase, excavation activities using archeological field
techniques dominate the attention of the teams. ,Each team buries the

‘artifacts that they have constructed for the other team to uncover. Once
the sites have been excavated, students return to the classroom and re-

« - construct each culture from the physical evidence. The final phase of
‘the exercise includes an archaeologist's report and a debriefing session.
Each team presents a final report in which is described the traits of the
“culture that they excavated. The team that originally created the culture *
- and devised its artifacts responds. to the report. .Both teams are thus
given immediate feedback about the degree of success they have achieved
by the inferehtial process.

s Qig_inc]udes a_teacher's -mgnual, a coordinator's manual, and a
student’s-manual. The teacher's manual contains information on the.con-
struction of simulation material; the. coordinator's manual contains the
rational bibliography, overview, time schedule, .specific instructions,
game sheets, and work sheets that are needed in. the simulation; and the
student manual contains an explanation of tasks for the game.

>
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Culturé Contact . > o | . ;

‘Ql . - X < . -

Cultilre €ontact was developed by Caroline Isber and Ray Glazier. ,
The Bureau of Indfan'Affairs of the United States.Department of Interior
sponsored the development of this simulation to be used as a training. -
device -in connection with Bureau Schools. It is available through Abt
- Associates, 55 Wheeler Street, Cambridge, Massachusetts 02138.
The simulation is designed to.be used by 20 to 30 student$ in .
" grades seven through twelve. It takes approximately one week to complete.

Culture Contact simulates the potential conflicts and misunderstand-
ifgs which can occur when two peoples of widely different cultures come.
into contact for the first time. Students assume various roles as
members of the two cultures and interact with each other and with members -
of the other group. An important aim of the program is to teach students
the importance of communication as a critical aspect of. interaction
~between cultures. Students should also -gain insights into cross-cultural
behavior and the ways in which culture influences individual behavior:

In the beginning of the simulation the class is divided into two
teams. The Grannister people whose culture is based upon trading in-
- cludes roles for 14 students.- The Elenian people whose culture is based
on agriculture is comprised of up to 16 class members. Each team selects
three interpreters through whom messages are relayed to the other culture. ‘
The main objectives of the simulation are for the two cultures to inter- /
act, avoid conflict, and at the same time maintain as much of their 1ife
‘style as possible. There are seven sessions in the simulation, four
planning sessions and three negotiating sessions. During the planning
sessions, the teams map out the strategies that will be used in negotiat-
ing with the other culture. The inte%preters attempt to carry .out the
plan that was developed by their team. As each negotiating session ends,
the interpreters discuss the results with their team. New strategy is -
planned, followed by more negotiation. B o

During the final session, the class reviews the outcomes of the
simulation and the consequences that resulted from their negotiations.
Students measure their ‘success by assessing what was gained and what was
lost in terms of maintaining their culture. The teacher's role during
the simulation is to organize the class for the exercise and to aid the
students in the final debriefing session. e ,
- The materials contained in the simulation package include a teacher's
guide which contains background information, 1ists of roles for team
members , procedures to be followed, methods for scoring the game, sugges-
tions for post-game discussion, rules of the game, a schematic social ‘
structure of the two cultures, and a scenario. The other materials in
the simulation include trading items, role profiles for the students, .
background information, and rules of the game for the student.

Potlatch Package

Potlatch Package (1973) by Ray Glazier in association with the
Anthropology CurricuTum Study Project is available through Abt Associates,
55 Wheeler Street, Cambridge, Massachusetts 02138. Potlatch is a two
week unit which can be used in grades six through twelve. The unit ‘is
self contained and designed to supplement regular social studies programs.
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The -traditional culture of the Kwakiutl Indians is the tqpic of the
unit. Unit lessons are designed to prepare the student for the potlatch
game which is played by the class as a culminating activity. Students
study the structure and cultural traits of Kwakiutl society--the family,
kinship, community status, competition; cooperation, and the exchange of
~material goods. e o S e

The potlatch game consists of a four day exercise in which role
playing strategies are the dominant activity. The class is divided into
two teams--one team becomes the Beaver House and the other team becomes
the Thunderbird House. Students role play a kwakiutl man or woman who
is influenced by kinship relationships and other typical cultural traits.

Game strategy centers on the Kwakiutl custom of competing for social
status which is achieved by giving away material .goods 1n a ceremony
called a potlatch. During the potlatch, one house invites the other
" house to attend such a give-away of material goods (usually blankets
and copper). The rival house then schemes to outdo its rivals in a
similar ceremony. In.the final session of the game’, the class reviews the
custom and outcome of the game and the Kwakiutl:way of life.

. The teacher's manual for Potlatch Package contains daily lesson plans
with material and equipment 1ists, detailed instyuctions, a vocabulary
list, and a glossary. Also included is an "outcome computer" which.is
used to evaluate the outcome of the game. Student manuals contain back-
ground data and role profiles. .

1

Mahopa S - N

Mahopa, a simulation of the history and culture of the North American
Indian, was developed by John Wesley and can be obtained through the
Interact Company, Box 262, Lakeside, California 92040. ' It is suitable
for 20 to 40 participants from the upper elementary grades and takes from
15 to 25 hours of classroom time to complete. The most important goal A
of the material is to make students aware of both the historical injus-
tices and current social problenis facing American Indians. The author .
states that the game was designed to correct erroneous impressions about
the American ‘Indian, teach the history of Native Americans, and to give
students a better insight into their culture.

The initial activity in the simulation is a pretest to determine
how much students know about American Indians. By doing well on the
pretest and other related activities, students can earm "culture image
points" which determine their roles in one of three tribes they must
join. Once the tribes are organized, the students study Indian culture -
and’ Indian history. Other student activities include keeping a diary in
which are recorded reactions tp the events of Indian 1ife; presenting
mini-dramas; constructing an Indian-value chart; constructing Indian
tools, weapons, and other items; and role-playing activities which
dramatize events that occurred between European settlers and the Indians.
In the final session, students discuss the current threat of extinction
for American Indians.

While-some may take issue with the author‘s contention that Indian
history has existed for 30,000 years or that Native Americans are in
danger of becoming extinct, the author's efforts to make students more
sensitive to the problems and needs of American Indians are commendable.
-, Mahopa is available in an 85" x 11" bogklet with removable plastic
binding which is designed as a guide for the teacher to use in producing
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room use. The teacher's manual also contains the purpose, objectives,
overview, and daily lesson plans. The\sQEQent materials contain informa-
tion about the game and tasks to perform.

BaFi BaFa: A Cross Cultural Simulation

BaFa BaFa was developed by R. Garry Shirts for the Personnel and
Research Development Center of the United States Navy to prepare naval
personnel for 1iving in angther culture. It is currently available from
Simile II, 1150 Silverado, La Jolla, -California 92037. Twelve to forty
players in grades nine through adult are needed to participate in the
simulation. At least two hours of classroom time are needed for a
successful simulation experience. '

BaFa BaFa begins with an orientation sessionin which the objectives
and strategy, of the simulation are explained. The participants are then
divided -into two teams. One team is designated as the "Alpha" culture--
a friendly, traditional, patriarchal culture. The other team is caljed
"Beta"--a culture similar to contemporary American society. Once the
rules and roles have been explained, each team selects a person or small
group to visit the other culture in order to learn its ways. Each
culture has rules and behaviors for jts members to follow which are
aimed toward achieving success within the simulated 1ife of that culture.
This 1life style is carefully observed by the visitors who must learn the
values, norms, and customs of the other group in order to interact ‘
successfully. Before the simulation ends, each team-member is. allowed
to visit and interact with the other culture. Throughout the activity,
each group hypothesizes about the other culture, depending upon the
behaviors observed for clues about the belief systems, The simulation

‘ends with a debriefing session in which the group is reassembled and

experiences are evaluated. : .

The Teacher's Guide contains the objectives and rules for the simu-
lation and details the procedures to be followed. The package also con-
tains paint cards, "blimmer" and "stripper" cards, chips, and pinback
buttons. It is also possible for teachers “to obtain a Do-It-Yourself
Kit for a nominal price. .

Textbdoks and Supplementary Materials

In addition to the project materials and simulations and games,
there are several other types of packaged-materials on the market that
could be incorporated into anthropology units and courses. - These include
textbooks and supplementary materials (short units and mini-course '

- materials that can be "plugged in" or used to support existing curricula).

A few of these are briefly described below. Many K-6 social studies
programs have courses, units, and lessons, which utilize anthropological
concepts as an organizer. A few of these are briefly described below.
K-6 Social Studies Programs. The Holt Data Bank which was edited
by William“Fielder contains a fourth grade program entitled Inquiring
About Cultures: Studies in Anthropology and Sociology. ‘The Data Bank

1s available from Holt, Rinehart and Winston, Inc., 383 Madison Avenue,

- New York, New York 10017. }Vafious cultures, from very simple to very .
complex, are studied. Unit titles include "Anthropology: The Study of
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Culture;" "Bands, Tribes, and Chiefdoms;" "A Growing Culture;" "Country
People in Modern Nations;" "A Changing Culture;" "Finding Out About City
Life;" "City Life in Changing Nations;" and "City Newcomers: A Move from
Country to City.". : o , : '

Materials include a student text, a Teacher's Guide, and a Data
bank. It is the Data bank with its multiple resources such as filmstrips,
records, and games and simulations that provides a systems approach to
learning, T ] | . o :

Investigating Man's World. This material is published by Scott,
Foresman-& Company, 1900 East Lake Avenue, Glenview, I11inois 60025.

The materials are mu]tidiscipiinary and based on the principle that
knowledge and understanding are dependent on the concepts and structure

of the social science disciplines. Each discipline is treated separately
at all grade levels. Thus, students examine the entire content from the
individual perspective of each disciplire. Successive levels in the
program-are Study Prints, Family Studies, Metropolitan Studies, Regional
‘Studies, United States Studies, and Inter-American Studies..

' In addition to annotated Teacher's Editions which contain lesson
plans, teaching suggestions, student and teacher resources,:and unit
questions and answers, student texts and other resources are available.

The Social Sciences: Concepts and Values. This series was devetloped
under the direction of Paul F. Brandwein by the Ceriter for the Study ‘of
Instruction. The program is-available. from Harcourt Brace Jovanovich,
Inc., 757 Third Avenue, New York, New York 10017. The overall objective
of the program i$ to help students understand human behavior and environ-

~ment by moving them through a sequential and cumulative learning ex- -
.perience based on the concepts and structures of the social science
disciplines. The same five conceptual schemes are utilized at each
grade level,-with each treatment gecoming successively more sophisticated
and complex. The one drawn ‘from anthropology states that man is the
product of heredity and environment. Thus, as students move through

the seven levels, they should become familiar and comfortable with anthro-
pological concepts. L : .

With the exception of kindergarten, all. levels include a Teacher's
Guide and student text. Study Prints plus a Teacher's Guide are avail-
able for kindergarten-level. : Lo
, Social Studies: Focus on Active Learning. Jokn Jarolimek and
Bertha Davis directed the development of this praogram which has been
published by The Macmillan Company, 866 Third Avenue, New York, New York
10022. The developers believe that children should not be taught con-
cepts. Rather, the conceptual structures of the social sciences should

.emerge from the organization of .the content and the program activities.
Among the insights students at all levels gain about man are those that
relate to cultures. At various levels of the program, the multimedia
materials include Teacher's Guides, student texts, study prints, student
worksheets, recordsg maps, and transparencies.

The Taba Program in Social Science. Hilda Taba began development
of the Taba Program in the early 1960s. The material is presently avail-
able from Addison-Wesley Publishing Company, 2725 Sand Hill Road, Menlo
Park, California 94025. Heavy emphasis is placed on thinking skills-
which are divided according to three student tasks: concept formation,
inductive development of generalizations, and ‘application of principles.
The content of the program is based on social science concepts. Among
those which appear and reappear at all grade -levels are cultural change,
differences, modification, tradition, and values.

*
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The teacher resources for each level plus A\Jeacher's Handbook to

Elementary Sociad studies; Ah Inductive Approach \2nd ed.), available

Student texts for

from Addison-Wesley, form the heart of the program.
levels are also

all-levels and audio .kits and test materials for some

available. ,

The American Indian:\A Study in Depth. This material\is an audio-
visual program suitable forN\students in grades five through twelve, which
is available from Warren Schl t Productions, Pleasantville,
10570.  Written'by anthropolagists, the program traces the history and
culture of American Indians from their first settlement on the \American
continent to the present time. Students examine tHe origins of
Indians, the divergence of their tribes, the development of their

" tures, and changes that were forced by contact with the white man.

’

Six color filmstrips with cassettes or records entitled Before \
Columbus, After Columbus, Growing Up, Religion, Arts and Culture, and
The Navajo are included in the kit. The Teacher's Guide contains a

_narrative of-each script, a summary of the major concepts covered, dis-

cussion questions, and activities. . ,

Dimensions: Countries and Cultures. This supplementary reading kit
is part of a Targer, self-pacing reading program published by Science
Research Associates, Inc., 259 East Erie. Street, Chicago, I11inois 60611.
No chronological age or grade group is suggested by SRA, but the materials
could be used with students reading at any level from fourth through"
ninth_grade. Individual student reading cards contain narratives about
the varied cultures, values, concerns, problems, and life styles of
inhabitants in 75 countries. Most selections describe specific regions-
or peoples, but a few deal more broadly with the behavior patterns of
mankind in general. v v

The kit is packaged in a cardboard box, 13" x 8-3/4" x 8-1/2". 1t
contains a Teacher's Handbook, student reading cards, skill cards,
student BoekTets, and key booklets. _ N

. Peoples/Choices/Decisions. This is a social studies program for
grades four through six which is published by Random House,. Inc., 201
East 50th Street, New York, New York 10022$k0The program was developed
under the direction of Harold Berlak and Ti thy R. Tomlinson at Washing-
ton University. One unit, A Village Family, which focuses on the 1ife
of a peasant family during the contemporary period in Mexico is espe-
cially relevant for those interested in anthropology. . ’

Besides a Teacher's Guide, student texts, and an Activity Book,
there are audio-visual.materials available. There are four filmstrips
entitled Mexico, Azteca, A Detision, and Carlos Dreams; and four-
cassettes or three records entitled Mexico, Azteca/A Decision, and Felipe
Considers a Change/Felipe Visits César. _ , . .

Power of my Spirit: The American Indian. Power of my Spirit is a -

. high school 1level audio-visual program published by Denoyer-Geppert

Audio Visuals, 5235 Ravenswood Avenue, Chicago, I11inois 60640. The
two part, color-sound filmstrip focuses on the problems-of contemporary
Indian youth as they try to fit into American society. "Clearly these
people, whose values have for two centuries been at odds with those of
the white man, are unprepared in terms of personal identity, education
and physical well-being to either compete successfully in the dominant
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society or 1ive well within their own 'group. Buffy Sainte-Marie comments
on interyiews with young Indians from coast to coast as many begin to

- voice a desire tosfinds akternative life styles that will accommodate :

-traditional customs.nd vaiues as well as personal well-being. A Teacher's
Guide with narration for the filmstrips, discussion questions, and a
bibliography of suggested readings accompanies the filmstrips and cas-
settes or long-play records. - _' T

Space:.. AStudy in Human Adaptation. This program is a seven-unit,
multimedia social -studies curriculum package designed for fourth graders.
It is available from Edcom Systems, Inc., 145 Witherspoon Street, Prince-
ton, New Jersey 08450. The major objective of the program is to intro-
duce young students to the concepts. of change, adaptation, and interaction.
Six cultures are studied--the Aranda of Australia, the Zinacantecos of

- Mexico, .the KiRuyu of Kenya, the Eskimos of Greenland and Labrador, the
‘Benin of Nigeria, and the imaginary culture ‘of Acirema (America, spelled
backward). The materials focus on the environment and jts impact on
man's culture. - oo S

- Each culture (unit) is packaged separately in cardboard boxes,
21" x 85" x 17%". These ccontain a wide variety. of materials including
a Teacher's Guide, student texts, audio-visual materials, charts, games,
and laboratory equipiment. : -
The Sun Dance People: The Plains Indians, Their Past and Present

This audio-visual program for junior and senior high school students is
based on the book, The Sun Dance People, by Richard Erdoes. It is pub-
lished by Random House, Inc., 201 East 50th Street, New York, New York
10022. Filmstrips depict the history, culture, and past and present
difficulties of the Sioux, Cheyenne, Arapahoe, Crow, and other Plains
Indians. Thrgugh the materials, students are exposed to the aspects
of the Indian culture to which they can relate. The four program-goals

"~ are: 1) to show how history affects the present, 2) to familiarize °
students with anthropological and sociological~concepts, 3) to demon-
strate the characteristics of Indian culture, and 4) to provide under-
standing of the problems Indians face -in contemporary society. Materials
include two color filmstrips, two cassettes or records, and a Teacher's
Guide, . : .

The above materials, by no means, represent the totality of programs
and units which are available. There was no attempt to be exhaustive.
Rather, the author wished to?suggest the kinds of things which can be
obtained. There are alsq materials which claim to be anthropological,
but upon examination the author felt they tended to focus more on -
sociological or historical concepts. By the same token, area studies.

» may or may not be anthropological in nature depending on the organiza-

‘e
¢
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\ CHAPTER VI o -
TIPS FOR TEACHERS

If you are going to organize and teach a course or unit in anthro-
pology, you may find the suggestions in this chapter helpful in getting
started. There are at least four sets of questions you will-want to
deal with: questions about the scope and content of your planned course .
or unit; questions about the teaching strategies to employ; questions

~ about .resources on which you can draw in putting together your course
or unit; and questions about the acceptability of your plans to the

community in which you teach:

Questions about Scope and Content

, The first question you will want to deal with is, "What do I want

to teach?" This also might be stated in other forms, such as, "What de

my students need or want to learn?" However the question may be stated,
your earliest decision in planning a course or unit in anthropology will
focus on scope and content. You must clarify in your own mind whether

you are aiming for "coverage of the field," a "sampler" of the field, /
treatment.of one or a few topics or concepts in depth, exploration of /
a single subfield (such as archaeology), or emphasis on anthropological
methods versus content. , ’

) One major influence in determining what you want to teach will be |
the amount of time you have available. If the school course schedule
allows you a full year, you might well be able to do a survey of the
field. But if you are able only to "s1ip in" a three-week unit on .
anthropology during your world history course, a survey of the field /
will be impracticable. In the latter case, you may simply decide to
include a series of learning activities on the cubtural anthropologist's
ways of tracing the diffusion .of ideas and practices from one culture to
another or on the physical anthropologist's methods of exploring the |

»origins of man. If you have the opportunity to develop a six-week mini-
course on some topic of anthropology, you may wish to focus on an in-
depth study of anthropological contributions to the understanding of
minority problems. , . T .

- In making your imitidl decisions about the scope and content of your
course or unit, you will want to try to be as clear as possible about

the reasons why you are selecting-one kind of content rather than another,
what you expect your students to learn from such -an approach, and why it
is important for .them to leafn it. If you keep these,purposes--yousr
objectives and rationale--clearly in mind, you will find it much egsier
to select specifi¢ content, teaching strategies, and materials for;your

., . course or unit from among the tremendous range of possibilities in the

field of anthropology. -
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Questions about Teaching Strafegies

: What teaching strategies you decide to use will in large part depend
on the nature of the content and objectives you select. Teaching map
skills requires different’ strategiés” from teaching social skills, for
instance. If you utilize pre-packaged materials such as those .developéd
by the projects, which weére reviewed in Chapter III, the problem of
selecting strategies will be minimized--for ‘the most part, strategies
are outlined in detail in these materials. However, if you wish to
construct your own course or unit from scratch, you will have to_spend
some time thinking through strategies. EVen in this case, the examples
found in existing, commercially published materials will provide you a
rich idea base from which to start. , ' )

‘ Among the many strategies you may wish to consider are the following,
modified from Turner (1971? ‘

Teacherfyo-student action: - Direction ,
« Exposition .
. Stories
Pictures
Demonstrations
Questions .
Resource-to-student action: Student materials (textbooks, readings,
' maps, etc)
Films, filmstrips, and slides
" Records and tapes
. : ) : Transparencies
Teacher-and-student interaction: Discussion
. Questions
v Case Studies .
Seminars
Role playing-
Games
Simulations
Small or large group discussions
‘ Debates '
Student-and-resource interaction: Laboratory experiments
o . Work with documents
Field work
Independent study
Film loops
Programmed instructipn
Manipulatives (e.g., artifact
replicas)

One very important consideration in selecting teaching strategies
is your own preferences--with what strategies do you fee] comfortable
or uncomfortable? Another important consideration is the learning
styles of students--if you have a heterogenous class, you may want to draw

?> on a variety of strategies appealing to different students at different

times during the course or unit. Also, you should consider the pacing

of the course or unit, perhaps alternating reading and writing assign-

,ments with group participation lessons, quiet and reflective kinds of
\ . work with active, even noisy learning situations, - ‘
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Questions about Resources.

. The availability of appropriate resources--materials, equipment,
space, money, people--will influence what you decide to teach and how.
you decide to teach it. Once you have a general notion of what you
want to do, you should check out*what kinds of resources you can draw
upon. You should find out what materials such as magazines, reading
books, textbooks, films, curriculum packages, and so forth are already
available in your school library, the district's curriculum materials
and audio-visual centers, the public library, and museums nearby. You
should also find out what sites might be available for field work, if
you wish to have students get out in the community. And you wild want
to find out what human and organizational resources you might draw on _
for guest speakers, field trips, and the like. After you have gotten
at least a general notion of the kinds of respurces that are immediately
available to you, you will need to,.ask, Are these enough or do I need

+ to order additional materials? And, if you need to order addifional
materials, are flinds available for paying for them or must you.stick sto
free materials? . Lo

Below are listed.a number of organizations and types of organiza- \
tions from which helpful resources may be obtained. Some ‘offer-materials,
information about materials, guidelines, and other types of resources .
that may be used directly- in the classroom; others offer what might be
called "background" material on anthropology that the.teacher can then
adapt for classroom use; and some offer both. ‘ '

The Council on Anthropology and Education, 1703 New Hampshire.
Avenue, NW, Washington, D.C. 20009, is a branch of the American Anthro- -
pological Association. It publishes a newsletter, bibliographies, and °
other material to‘help classroom teachers. Being on the CAE mailing
list is a "must" for teachers of pre-collegiate anthropology.

The American Anthropological Association, 1703 New Hampshire
Avenue, NW, Washington, D.C. 20009, puts out a Aumber of publications

that would provide useful background information on anthropoJogy, though :
they are not in a form or reading level appropridte for direct class-
room use. - : :

The Bobbs-Merrill- Reprint Series, which can be ordered from Bobbs -, '
Merrill Company, Inc., 4300 W. 62nd Street, Indianapolis, Indiana 66268, °
also includes important articles in the field that can provide back-
ground for the teacher. ‘ -

The Smithsonian Institution, Washington, D.C. 20009, publishes an
attractive magazine and also publishes other material that can be of use
in the classroom or for teacher background. e ’ .

The National Geographic Society, 17th and M Strgef%; NW, Washington, = -
D.C. 20036, of course, publishés its colorful magazine, familiar for
many years in classrooms of the nation. '

The Bureau of Indian Affairs,,Department of Interior, 1951 Constitu- -
tion Avenue, NW, Washington, D.C. 20242, publishes free and inexpensive -
materials on Eskimos and American Indians. - . ’

‘ State and local historical and archaeological societies often publish
materials on the history and cultures of peoples and sites within field-
trip distance from schools. The staff and members. of these organiza-
tions may also be willing helpers for a teacher's endeavors in creating
a new anthropology course. ° . '
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. Museums of natural history, both ones in the local area and ones
that serve a national audience (such as the American Museum.of Natural
History, 15 W. 77th Street, New York, N.Y. 10024) often publish pamphlets
- and monographs. S ' ' s

- Nearby universities can also be a useful resource, in several ways:
their general libraries, special anthropological libraries, and book-
stores can provide materials for both student use and teacher background. @
Departments of anthropology might be able to provide guest speakers or
someone to help develop a program of fieldwork at a local site for high -
school or elementary students. inority studies programs may have spe-
cial libraries or may have deve]opéq special, materia?s; also.

Professional journals in anthropology, such as Anthropological oo
u.guarterlg, Department of Anthropology’, Catholic Unjversity, Washington,

-L. 20064; Current Anthropology, a World Journal of the Science of
* Man, University of Ghicago Press, 5801 E1lis Avenue, Chicago, I11inois

60637; Ethgo]ogx, an International Journal of Cultural and Social Anthro-

pology, University of Pittsburgh, 4200 5th Avenue, Pittsburgh, Pennsyl-
vania 15213; and Human Organization, Jdyrnat of Society for Applied
Anthropology, 1703 N. Hampshire Aveniie, NW, Washingten, D.C. 20009,
contain case studies and ‘ethnographies on which could be built learning )i
units. Hobby and arts and crafts Journals are often rich sources of l .
information on American Indian crafts. AN

The National Council for the Social Studies, 1201 Sixteenth Street,

NW, Washington, D.C. 20036, publishes Social Education, a*monthly journa?

for social studies teachers that often contains information on anthro-

pology teaching. The Council also publishes books and bulletins that may -
be of help to the pre-college anthropology teacher.: ’ .

The Social Science Education Consortium, Inc., 855 Broadway, Boulder, |
.Colorado 80302, publishes information on. curriculum materials for the
teaching of all the social sciences, including anthropology, in its
Social Studies Curriculum Materials Data Book. It also publishes a news-
letter and occasional papers. " . A

The ERIC Clearinghouse for -Social Stludies/Social Scjence Education,
also located at 855 Broadway, Boulder, Colorado 80302, provides informa-
tion on materials for teaching anthropology as well as the other social
sciences. _ ’

. A-number of school districts have developed. their own programs in
anthrepology. Reports on-‘school district programs can be located: by |,
checking the Education Endex and Resources in Education, the ERIC collec-
tion index.. (Most university ‘and teather's college {ibraries have ERIC® " -
collections and the accompanying indexes. Many regional and district =
curriculum service centers also have them. If you are not sure where to ,
find the nearest. ERIC collection location, write ERIC/ChESS, 855 Broadway, -
* Boulder, Colorado.80302.) It would be worthwhile foraa teacher beginping”
to teach anthropology.to check with other schools and districts in -
his area to see if others have already done sdme development work and
collected classroom materials in anthropology. . '

A bibliography of selected articles, books, and documents: that may
be useful in the teaching of pre-collegiate anthropology is. included at
the end of this book. . o o - ‘

Your most important resource is yourself. As mentioned previously,
your own abilities dnd preferences must_ be considered when you decide on
what strategies to use. You should also consider your own Background
- and interests, of course, in deciding what content to cover. For instance,

?
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if you are a novice in the field of anthropology, you may not want to be-
come too ambitious and decide to design a course surveying the entire field.
Before you launch such a grandiose scheme, it would be wise to wait a

year or two and at least take some courses at a local university or .

. college, attend an intensive summer workshop or ‘institute such as those

sponsored by the National Science Foundation (for information write

,Education Section, National Science Foundation, 5225 Wisconsin Avenue,

NW, Washington, D.C. 20550), or do a great deal of background reading.
(A reading Mist might be suggested by someone at a local university or
college or you might start simply by picking up a standard anthropology
text and following up on the readings it suggests.) If you find your-
self in the position of having to design a survey course, but with in-
sufficient background in the field to do this, then you should seriously
consider using one of the pre-packaged curricula developed by a project.
In most cases they have been designed to meet precisely this problem--
everything, or most everything, the teacher needs to-know to teach the
material successfully is included in the package. . )
If you plan to teach only a short . unit, such extensive pre€aration
may not be necessary; if you are not familiar with the anthropological’
treatment of, say, race, 'yousmay be able to "bone up" on it relatively
quickly. However, you will want to take care .that you are sufficiently
familiar with the concepts and methods of anthropology so that you do’
not become prey to the all-too-familiar pitfalls of exaggeration, over-

- simplification, and misrepresentation. So often, what has been taught

under the name of anthropology has turned out to be an ethnocentric look
at the oddities of other cultures, or the substitution of new stereotypes
for 0ld, or an argument in favor'of the' complete relativization of values.
The study of other ‘cultures is a complex and subtle business, even for
scholars who spend their entire 1ivds doing it. Thus, the teacher should
be sensitive to the ambiguities and the potentials for misunderstanding

in the field.

Questions abdp% Community Acceptability ) ‘

" Some_of the topics of greatest copcern in anthropology é;e potentially
controversial. For instance, in recent years the teaching of evolutionary
theory~has come under attack from citizen and-parent groups in a number
of communities around the country. Likewise, topics such as race and the
culture of communal societjes are potentially controversial. Thus, in"
planning your course or unit, you may want to take note of areas of po-

. tential éontroversy and perhaps take some steps to insure that, if the

controversy does in fact occur, you are prepared to deal with it.

Clear and continuing consultatjon with your principal is a good
place to start. The principal can help®you to pinpoint areas of possible .
community objections to your plans and, if he or she understands what you
are trying-to do, he or she can as$ist you in coping with contrbversy when
-and if it arises. Other possible steps you might take in dealing with
the potential or the actuality of community controversy are suggested in
Coping with Community Controversy: Guidelines for Introducing New Social
Studies Programs by -Arthur W. Foshay (Social Science Education Consortium
And ERIC Clearihghouse for Social Studies/Social Science Education, 855
Broadway,.Boulder, Colorado 80302, 1974). ! . '

e
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_This brief discussion of the potential for controversy over the
inclusion of some anthropological content in the curriculum is not
meant to imply that teachers should be extremely wary of getting into
the field at all,  Therauthor certainly would not want to close this
chapter on such a dismal note. It might be said that all areas of the
social studies are potentially controversial, but that does not mean
that the teaching of social studies should be avoided wherever possible.
By including this reminder to the teacher to consider potentials for
community controversy, the author.hopes simply to help the teacher avoid
the worst that could come from such controversy--division of the commu-
+ nity into bitterness. By thoughtful anticipation of possible objections
to a new course or unit, the teacher can clarify his rationale for
teaching the material--and thus respond rationally to any objections
that might be raised. ' ‘ ’
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LOOKING TO THE FUTURE . . .
M 4 . , : i
At this point in the development of -anthropology as a part of the = .
pre-collegiate curriculum, several needs can be perceived. One major :
inadequacy is in the amount’ and variety of materials available for
immediate classroom application. For the primary grades, materials
are available from the Georgia Anthropology Curriculum Project and the
Minnesota Project; no simulations or games of merit are available,
though some textbooks contain appropriate material. The intermediate
level is relatively well covered. Materials are, available from the
Georgia Project, Education Development Center, the MATCH Project, and
the Minnesota Project. Several simulations and games as well as text-
books also, deal with anthropological material at this level. Materials
for junior high school and middle schools,aré quite meager. Some sup-
plemental units are available from the Georgia Project; and the Educa-
tion Development Center materiads can be used here with some adjustments.
A few simulations and games are also appropriate study for this level. At
the high school level, the Anthropplogy Curriculym Project materials
are available as well, as some supplemental units from the Georgia Project;
there are also some good simulations and.games for this level. . However,
the textbook ‘offerings are genérally inadequate. ' ,

Because of the inadequate range and variety of materials, teachers

- who are interested in teaching anthropology will still have to rely on
their own initiative in many areas. In many cases, they will have to
- adapt the materials available for their leve]s to whatever their unique
needs may be and, if they wish to deal with topics not covered in the
available materials; they will have to resort to constructing their own.
Teachers have, of course, always had to.do this and many, .in fatt, prefer
taking the initiatiye in curriculum development, seeing that as the
.creative essence of teaching. However, teachers usually create curricula \
> dealing with subject matter with which they are familiar by virtue of’
their college training. If teachers have adequate academic background'
in anthropelogy, this can help to make up for the lack of classroom
materials... And traihing in the conversion of anthropological content
into feasible classroem strategies would be even more to the point. Thus,
another need perceived by this -author is to increase opportunities and
incentives for teachers to acquire bac ground in .anthropology education.
, Further areas of need include the development of thought¥ul and .
‘ feasible approaches to two problems: the.use of anthropology as an in-
tegrator of the social studies; and the handling of community contro-’
versies that may arise over many-of the topics frequently dealt with in
anthropologically oriented courses. - _ .

In regard to the first problem; the advantages of using anthropology
as an integrator of the socia].s%udies are many. The content of the )
.curriculum can be ordered so that the.sequence and continuity of each
discipline is Mmore-closely related. For instance, the ]ower grades could
begin the study of a yariety of -cultures, while in the later grades the ’
influences of economic systems, political systems, and geographic forceiz\
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could be studied as. factors that influence culture. Anthropology would
not diminish the_influence of the other'.social sciences, -but would inte-
grate their knowledge and methods into a more comprehensive and meaning-
ful program for students. ' - DR T T _

t In today's general trend- toward more community activities, anthro- ., |
pology may provide students with wide ranging opportunities for visiting -
© .- museums, universities, excavations, cultural centers,. and art museums.

In "the .classroom, laboratory work could<become a routine part of the _ -
social studies Tesson. A great amount of materials have been developed - -
. in recent years for justthis purpose. : . ' ‘.l R
’ Therefore, anthropology contains tharacteristics which may provide -
the.schools with an alternative td@existing'programsl By its very oo
nature, anthropology is a broad based discipline. It relates to the
natural sciences, the humanities, the language arts, and the.fine arts.
Anthﬁ%po]ogists,are an integrated body of specialists who have been
- trained in a variety of.ways but who work closely together on the solu-
- tion of problems that pertain to man. ' © '
LV In spite of these advantages it would be misleading.to regard
" anthropology as a panacea for all of the problems'facing the social
studies: curriculum. “It is doubtful“that the school- officials are pre-
-, pared.to charge’ headlong into anthropotogy without carefully weighing .
any negative.cOnsequences;wbich may result from including it extensively ° -
in the curricula. Some communities have resisted the inclusion of anthro-
pology because of the previoq§'étormy,‘\motioha], and controversial de- .- .
bates which have marred the operation o some school districts. * Recently, .
California has gone through such turmoil, perhaps because it led the .
nation in the introduction of anthropology courses. Community groups
- have often resisted the introduction of’anthropology. courses for a ' p
* variety of. quasi-political reasons. In addition, social- scientists have
- constantly been reminded that history still dominates the social studies
curriculum and not much grpund has been given up to newcomers.. It is
" doubtful that anthropology' wilt=challenge history's place in the curricu--
- lum; indeed it would be doing well just to taught as an elective in
most schools in the near future. . & o Y
' ‘Even with a1 of these problems, anthropology has the potential ..
-~ for changing and strengthening the social studies curriculum. Public
. education i§'less static than inMQh past; physical plants and teaching
pdtterns have changed radically in the past decade. New*courses are
being added, and students ‘and f%aqn s are becoming more and more con- .
-cerned-with the nature of man and th discipline that is‘dedicated to ;o
its "investigation, anthropology. oo - toe :
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APPENDIX . | :

. ANNOTATED BIBLIOGRAPHY 77
OF SELECTED RESOURCES FOR TEACHING PRE-COLLEGIATE ANTHROPOLOGY.
L D .

. Below are listed a variety of resources that teachers of anthro-
: pology at the elementary and secondary levels-may find useful. There
is no intention to supply a complete bibliegraphy of such resources.
This is instead a very selectivVe list, poihting out some'of the higher
quality and more interesting resources that are available to help the
teacher and that have not already been mentioned in the text of this
papér.: <0 S S
Most of the entries have been drawn from the ERIC system, These
‘are noted by the inclusion of their ED (ERIC Document) number following
the citation. Information about the cost of obtajning copies in micro-
fiche or hardcopy (xerography) is available from the ERIC Document Re-
production Service (EDRS); P.0, Box 190, Arlington, Virginia 22210. -
The other entries: are available from the publishers noted in the

citations. . oo

Bibliographies of Classroom Resources and Teéchef'Backgrpund.Ma erials

Dynneson, Thomas:L. Anthropology for the Schools: @n Analysis of

i selected Anthropology Curriculum Projects and Units wit Content, -
Ratings by Professional Anthropologists. Unpublished octoral ,
dissertation, University of Colorado, 1972. ED. 067 328. ./~ .
' This thesis examines anthropelogy teaching mate ’aﬂs,fgr
public schools in 1light of their characteristics--coptent’, =
rationale and objectives, antecedent conditions, ev']uaﬁﬁona.
background of materials development--and the determination of - .
their accuracy and représentatioq. The study also/serves-as a - o
guide to types of anthropology material available ®nd provides. '
a listing of publjshers who offer materials. Six projects con-
taining materials entirely anthropological or units cqoncentrating
on anthropology were selected for the study.” A primary tool of
analysis was the.revised long form curricutum materials analysis
system (CMAS) developéd by the SocTal ScienEe Education .Consortium.
Professional anthropologists, representing cultural and physical <
anthropology, archaeology, and linguistics, analyzed tHe materials -
to determine the accuracy and representatﬁvegess of the anthropo- .- .

sev ' .

" logical content. The study is organized int en chaptefs. =

. Chapters I through III. contain background- materials;. IV and v, = ., .
: findings of ‘the analysis system and the results of the anthro- . '
.. -pology examinations; VI, a critique of the CMAS; and VII a review,,
- ..conclusions, and recommendations. Appendices and a bibliography -, °
are«iyc]uded. S 4 s L N
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Gallagher, James S. An Annotated Bibliography of Anthropological
?gteria]s for High School Use. New. York: The Macmillan Co.,
67. o .. ;
. This well-done bibliography contains 370 entries, each
.contisely and informatively annotated, with notes on difficulty
. and interest levels. Materials appropriate for use by high
. school students are-categorized under the headings of General
T ~ Anthropology (reference works, history of anthropology, readers,
7 and textbooks), Cultural and Social Anthropology (general,
technology and economy, social organization, government religion,
the arts and games, socialization and education, and culture
- change), Archaeology and Culture History, Language, Physical '
Anthropology, Applied Anthropology, and Culture Areas (Europe,
Middle East and North Africa, Sub-Saharan Africa, Soviet Union,
South Asia, East Asia, Southeast Asia and Oceania, and the
- Americas). . ' :
Mandelbaum, David G., Gabriel W. Lasker and- Edith M. Albert: The .
Teaching of Anthropology and Resources for the Teaching of
Anthropology. Washington, D.C.: American Anthropological
Association, 1963. ,
. These two .companion volumes are directed primarily toward-
the college-level teacher of anthropology. However, they contain.
much that will atso be of interest to secondary anthropology
teachers. The' first, The Teaching of Anthropology, contains
a series.of articles on the undergraduate curricuium in ,
anthropology intgeneral, the teaching of specific areas (physical
anthropology, cultural and social anthropology, the anthropology

*

of regions and civilizations, archaeological anthropology,
Tinguistics, and ¥plied anthropology), graduate training«in
anthropology, interdisciplinary relations'in teaching anthropology, -
academic environments in the teaching of anthropology, and some
overall perspectives on anthropological teaching. The Resources
volume contains articles on planning courses and cyrricula and -the
use of teaching aids and library resources in anthropology.
. Mclendon, Jonathon C., ed. Guide to Reading for Social Studies Teachers.
- Bulletin-46. Washington, D.C.:  National Council for the Social
. ' Studies, 1973. ED 076 470. .
This major reference tool aims to identify for social studies- <
- teachers the best available reading materials selected from the '
o overwhelming outpouring of writings of the 1960s and early 1970s.
The book's 31 chapters focus on 1) the social sciences, . 2) soci-
etal problems and issues, 3) curriculum, methods, and media, and
4) perspectives on human development. Under these four sections;
chapters written by specialists in the area discuss major writings
on the disciplines, and on interrelated topics (poverty, drugs;
mass communication, social values, instruction, institutions,

“&

society, culture, to name a few). The appendix includes an index

of authors whose book$ are cited and a directory of publishers, @ -

- with addresses. This review of the 1iterature is intended for-. )

o L ‘educators who want the best of recent scholarship and lucid, fresh
E%; " : presentations of ideas: teachers aiming to improve curriculum and
'|;" .instructﬁon;_curr%cu]ym,workers and consultants tackling school
e A ".-problems; college and university educgtors“imprgving programs and
e L working with-preservice and ihservice:teachers; librarians seeking

- resource guides; and those wanting simply to know more.

DY
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} Storey, Edward, comp. Anthropology and Education: A General Bibliogra-
o - phy. . Unpublished 197T. ED 059 T18. '

. ~ 'This bibliography of books, articles, and papersyrefléects a
broad coverage of both anthropology within the school curriculum
and ‘as it is applied to the study of education. A few titles will
serve to illustrate the scope: the status of American Indian
education; schools and systems of stratification; field anthro-
pologists and classroom teachers; and, an experimental ninth grade
anthropology course. . Items are arranged by author; they are '
unannotated; and, they are mostly drawn frem the 1960s. No index
is provided. ' o

S, .
Tools for Keeping Up to Date

Councid on Anthropology and Education Newsletter. John Chilcott, ed.
Available from: Department of Anthropology and Education,
University of Arizona, Tucson, Arizona 85721. . ,
' The purpose of the Council for Anthropology and Education (€AE)
Newsletter is to contribute to the Research and Development goals
+ of CAE through a forum in which its members can discuss issues and
share news of its various activities. ‘Additionally, the newsletter .
is a forum for conducting CAE business. The newsletter is a .
,quarterly. The first issue contained a paper by Jacquetta Burnett,
. "CuTture of the School: A Construct for Research and Explanation
in Education." Also included were news of current research,
announcements of publications, short essays and comments on theoret-
ical and practical problems in the field, and news of educational \
- anthropology courses and programs. Readers are urged to submit T
articles and itens for publication. Future 'issues of this news- '%
- ' letter are-available only to members of the American Anthropological Y
" _Association who are also paid-up members of the Council on Anthro- P
- pology. and Education. L ) ‘ :
Besides the newsletter, the Council has two other activities
) +0f ‘interest to pre-college teachers. One 6f its committees focuses
t . -on the teaching of anthropology and.another, on the preparation of
teacher education materials. For additional information, write .
o, 'the Council at’ 1703 New Hampshire Avenue NW, Washington, D.C. 20009.
‘Media Anthropologists Newsletter. Available from: Ms. C. A. James, ed.,
Social Science, Prince George College, Latgd, Maryland 20807 -
($2.00/yearly.) ED 079 199. c . .
. The aim of media anthropologists is to provide the general s
pUb]ic\g;:h entertaining, relevant anthropological background

~information through the public media. This quarterly newsletter
"disseminates information,_promotes'gwareness of presé€rit physical.
~and social dissues, and offers a means of intergommunication about .-

*Media Anthropology. Typical issues discuss current matters of
concern to media anthropologists; announce- available and current
films, periodicals, publications, seminars, and conferences; list

\ audio-visual tools, manuals, and guides; and describe opportunities,
i ventures, and studies?\xk;;:;:gs of multimedia materials, mostly:

anndtated, contain complety ibliographic information. Also
included are reviews of television media, and a readers' clearing-
house section. The lead article in the second issue of the news-
etter, for instance provided guidelines for disseminating
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anthropology through- newspapers. Two TV programs--"The Cave )
. . People of the Philippinds" and "The American Indian Movement"
. " (Today Show) were reviewed. The final article dealt with dis-
' : cussions at the National Association of Education Educatdonal _ -
Broadcasters Convention. Problems and political difficulties-
encountered by "stations were presented. Broadtasters were -made.
aware of the difficulties of media anthropology and offered
suggestions for implementing the liaison funct%on advocated

in the newsletter.. Reader cooperation is requested on a number
of specific ways for expanding the.publication . .

. | '  Tools to.Help in Pianning Cgurggg

Bohannan, Paul. Anthropologys Boulder, Colorado: [Social Science
Education Consortium, 1966. ED 013 999. .
- This paper outlines the major concepts, the structure, and
. the methods of anthropology for grades K-6. The following areas
are incTuded--1) needs and need satisfaction, 2) human personality,
3) social groups, 4) social networks, 5) humah culture, 6) change
and evolution, and 7) current cultural changes. A summary chart .
presents a flow diagram of the fundamental ideas of anthropology.
Man is an animal that is mammalian, social, and cultural. He has
- needs which are satisfied through social-structure. Social
structure generates its own needs which are served by other in-
dividuals and other social groups. The complex of social structures- -
operates in the mediumr of tradition. Changes in tradition are
achieved by innovation (invention and borrowing), which leads to
simplification or complication. Complication is resolved by
further innovation while simplification, if irreversible, leads
to evolution of culture. This paper is one of a series pub-
i lished by the Social Science Education' Consdrtium on the concepts,
‘ &hods, and structures of the social sciences. ,The series is
' designed for use by teachers and curriculum deyéquers at all
grade levéls. .
Instructional Objectives Exchange: Anthropology, Grades 4-6. Las . . -
Angeles: Tnstructional 0bT&ttives Exchange, 1971. ED 072 985.
This collection contains 42 objectives with six related test
items for each objective. An effort was made to present these .
objectives at a level and in an organization easily adaptable to°
the elementary curriculum. The major goals of the collection are
1) to present elementary students with a different way of looking .
at man and his environment; 2) to give them an initial exposure ’
'to some basic jdeas and viewpoints of anthropological theories ;
and problems; and 3) to simplify the presentation of these new
viewpoints in relation to the grade levels. The material is
organized according to the following sections: man as a unique’
animal; fossil man and prehistory; the record of culture; the
nature of culture; genetics, evolution and race. Three elements
7 are included for each-objective: 1) the ebjective, 2) six
Ta evaluation items, and 3) answers or criteria for judging the
) adequate of student responses. The objectives are stated in
] - operational terms. An appendix contains three additional enrich-
' .. ment objectives. ? :
Peod
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) Materials from ERIC for Teaching'AnthFopo]ogy

The Algonkiah Region: An Examination of the Indians within the.Eastern
Region in Both Historical and Contémporary Contexts. Learning
‘Activity Packet. Unpublished 1972. ED 079 219.

The objective of this learning activity packet (LAP) is to
familiarize the student with Indians who Tived in the eastern
region of present day Canada and the United States. Indian
life in the past, how it has-changed, and the .needs of these people
the basis of the LAP.™ Five lTearning objectives, each covering.
particular aspects of the life of the Indians, create a framework

- for various activities. o
Australians Past and Present, Inspection Pack, National Trial Print.

Australian Science Education Project,-1972. Loan copy available
from ERIC/SMEAC, 1460 West Lane Ave., Columbus, Ohio,43221.
ED 067 274. . ‘ ’ . :
The unit on the history of the Australian Aboriginal prepared
as part of the series of science units for Australian secondary
. schools is intended for approximately the tenth-grade level. The
research techniques used by- anthropologists are also emphasized
in some of the activities within the unit. The core section, which
all students are expected to complete, provides exercises that
. contrast the 1ife of present-day Australians with that of Aboriginals
‘before white settiement, including the differences in energy utiliza-
tion and impact on the environment. The options provide activities
intended to develop-understanding of Aboriginal mythology, art, and
technology, or to provide insight into anthropological research
techniques. The student book ‘Eontains reading. sections and in-
structions for activities; the teacher's guide distusses the aims
and objectives of each option -and the core, lists suitable
. reference materials, and provides limited background materials
concerned with specific aspects of Aboriginal life. A separate
" booklet-1ists the resources, availabTe from museums in each
] Australian state, that will facilitate the téaching of this unit.
Butler, ‘Eva, et al. Teacher's Guide to the Algonquins (Protetype ‘Edition).
Boston; ChiTdren's Museum, Materials and Activities for Teachers
and Children (MATCH), 1965. ED 034 Q98.
T What better way is there to 1ea3h about sohething than to hold
v . it, examine it, and take ?t apart? The MATCH project loans to
schools a series of boxes which contain materials, equipment,
supplies, and activities designed as a unit to foster the teaching/
learning of specific subjects at the elementary school level. . The
Algonquins is designed for grades three and four. It contains
materials for a social studies unit on the 1ife of the NBrtheastenn
woodland Indians. The suggested activitges in the box are related
to two basic, interdependent themes: how the Indians lived théir
daily life ‘and how they saw the natural world and themselves. A
supplementary theme is that archaeological remains and early records
. can tell us about a vanished .people. The teacher's guide describes
© ., the picturess~glothing, and artifacts the box contains and provides
detailed instructions for use of ijts films, records, games,.and .©
ries. The full unit requires two weeks of daily classes and
camn\be divided into four sections: descriptive introduction--
village life and environment; materials culture--clothing, nokake,

-
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arrow-making, and trapping; spirit help--trapping, Petabenu's )/7/“,
spirit helper, and the Benevolent Trout; and social -tife--in the
wigwam of Petabenu and Petabenu's brothers..
Clinton, A., et al. An Evaluation of the Experimental- Anthropology
: . Pro%ram at Magee Secondary SchooT, During the Spring Semester of.
<~ 1971. 'Vancouver, B.C.: Magee Secondary School, 1971. ED 057 103.

This is an evaluation report on an"experimental ‘anthropology. .
program for students at the Magee secondary school. The purpose
of the course, a detailed course outline, and the rationale.and = -,
basic generalizations of anthropology are included. A listing
of required and suggested course readings as well as student -
reactions to the experimental program are appended. ‘ :

Cooper, Nancy B. Introduction to Archaeology., Quinmester unit. Miami,
Florida: Dade County Public Schools, Quinmester Program, 1971,
ED 071 939, ) ’

This quinméster course of study for 10th through 12th grade
students examines the means and ends of archaeology so it may ‘be
better understood and shows how archaeology is used to provide a
key to wunderstanding of cultures in the past, enrich the present,
and offer a -frame of referend® for the future. Major archaeological
concepts are stressed and the methods of social scientists are put
into actual practjce by the students. Activities for each objective,

‘v utilizing a wide variety of resources, .are designed to motivate,
intended “for exploration, or .used to integrate ideas.
. Friedman, Harrabey. Primitive Socﬁeties. Quinmester unit. Miami,
’ Florida: Dade County PubTic Schools, Quinmester Program, 1971.
ED 073 000. . : Y . .

( . .Junior high students .examine selected primitive societies in
this quinmester course. ‘The concept .of culture is defined and
studied to expose similarities and differences between primitive
and contemporary man and civilizations, not simply for greater
understanding but also to permit.further insight into American
civilizatiGn. Both types of societies are analyzed for their
advantages and disadvantages and require students to explore the

: vaIUe of a simple versus complex culture. Activity units en-
: courage students to employ-the tools of the social scientists and
« examine primitive sdcieties from the anthropologist's point of

- ' ‘ view. .Course content is divided into five units which include . —
. ® information on the meaning and development of culture, the identi- - .
‘ ‘ fication of.cultural characteristics and aspects of ljfe ¢ rning . '

' environment, food, clothing, homes; social and politieal structure, -
death, and religion of the Australian Abortgines; the Ainus' of -
" northern Japan, and the Eskimos. The last unit compares advanced
and primitive societies. ‘The guide is arranged .into goals, con- _
tent, activity, and resource sectiéns. ..
Hanson, James, et al. Eighth Grade Social Studies. An Experimental
. Program in Geography and Anthropology. Unpubljshed 1968. ED

063 286. ‘ . _ - L
, ‘This introductory material ipcludes descriptions of ‘geogfaphy - '2
and anthropology as disciplines, the basic course objectives,, -

techniques for evaluating objectives and a student self-evaluation
form. The guide covers six units: "What Kind of Questions Do .,
Geographers Ask?;" "The Growth of Citie&2" "Fn What Ways Does Man's
Physical Environment- Affect his Sett]émeng Pq@;erns?;" "Introduction
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to Anthropology;" "The Geography .of Culture Change;" an
Unit--Hunger." General.objectives are included in the
material, and detailed objectives and activities are ih
each unit. Instructional materials i
each unit, together with worksheets,
and bibliographies. .The a
sheets, discussion materia
- tions for student assessme
objectives. . ;

A Program for High.School

maps, transparency
ppendix includes additional
1, and a resource bibliograpt
nt are given®in the section g

Social Sfudies: Af

\

Y.
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d "Thematic
introductorj,,
cluded for

nclude. reading references for

masters,
aps, work-
Sugges-
n evaluating

thropology.

Unpublished 1969.- ED 063 284. . .

This guide covers three units: “The Study, of Man;
duction to Physical Anthropology," including the proces
tion, descent and change in time, chronology of events,
fossil man, race, and definitions of .race; and "Cultura
pology"--Asia, Africa, Polynesia, and Latin America. G
objectives are set out at the beginning of the guide;.d
objectives and activities are listed in each unit. Inc
the guide are reprints of articles, worksheets, transpa
masters, charts and tables, and bibliographies. - There

" “Intro-

S of evoly-
dawn of man,
I Anthro-
eneral
ptailed
luded in
rency

is also a

g

listing of .the information services and embassies in th

States of members of the United Nations. ;
Jacobson, Daniel. Teaching the ‘American Indian.in the Americ
An Adventure in CuTtural Geography. Chicago: National
for Geographic Education, 1969.. ED 048 952.

In ordér to teach students about American Indian
.is suggested that a chronological approach be taken in
where it all began, what it al] means, and what of the e
Indian story is pertinent to geographic education for th
of ‘any age. Archaeology dates man's arrival in North- Am
further and further back.. "This suggests that the earlie$
moved north along the Asiatic Littoral, east by way of t
Corridor, and pushed into Alaska perhaps 40,000 years agd.
and -the new environments helped to differentiate thres c
‘cultures in the three different environments in the west
of some 12,000 to 10,000 years ago: the bison hunters, the
basketmakers, and the millers. After agriculture was developed in
Mexico about 5,000 B.C., the agricultural arts were diffused both
north and south. By the time Europeans arrived, hunters qf bison
lived on the great plains, farmers 1ived in Mexico and thd American
southwest, and groups who supplemented their agriculture by hunting
lived in the east. Finally, at present, Indians have reached a -
stage of disadvantagement, the aspects of which can be taught at
all levels of the school program. '
Johnson, ETlen K. Cultural Development. Social Studies: Lours
II, Téacher's Manual.~ Unpublished 1968. ED 064 214, .

This teacher's guide for a secondary course on cultural develop-
ment builds upon earlier Sequential learning courses and deals with
concepts and generalizations drawn from the field of anthro ology.
Primary objectives are to develop students' understanding an
awareness of culture. . Five sections comprise this 10-week cburse.
The nature of culture is presented in the first section. Section
two focuses upon early man and how physical environment influenced
his culture. The third section, dealing with archaeological
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. 80
methodology, is organized around the question: "How do we find
out about cultures of the past?" The food producing revolytion
is studied in the fourth section. Approximately half the manual
is then devoted to case studies of the two civilizations of
Mesopotamia_and Peru in section five. -Instructional materials
suggested‘fﬁﬂ]ude book, slide, and film bibliographies; student
readings; and lists of recommended classioom activities. A
student manual is incorporated into each section of the guide.
Roger C., et al. The North American Indians. A Sourcebook.

New York: “The MacmiTlan Company, 1967. ' ‘

A collection of 52 original articles by.outstanding authorities
on American Indians is organized by culture areas to provide a
general intreduction to the study of the Aboriginal populations
of North America. An attempt has been made to include articles
representative of the major theoretical points of view (historical,
psychological, configurational, structural, functional, and evolu-
tionary), as'well as those articles purely descriptive in nature.
The book also includes an extensive bibliegraphy and a 1ist of
250 educational films related to the American Indian. o

14

Weifzman, David, et al. Proposed Anthropology Elective-One Semester.

Plan I and Plan I1.” Grade 10. Oakland, California: 0Oakland

PubTic SchooTs, T969. ED 053 997.

This curriculum guide offers two approaches to the teaching. =
of tenth grade anthropology. This first is a more traditional
approach to the subject, presented with the idea of simply giving
the teacher something to build on.. The seeond approach follows
"History as Culture Change: An Overview" developed by the Anthro-
pology Curriculum Study Project. In addition, the authors try to
supplement the Association's«material by keying readings and -
materials from one approach to the other. Structurally, the -
anthropology courses are organized into units and broken down into

content, referénces, bibliography, audio-visual materials, and ' .
activities«” _— -
Humans €ame From, Inspection Pack, First Trial Print. Australian

5

Scienice Education Project, 1972. Loan copy available from ERIC/ ’
SMEAC, 1460 West Lane Avenue, Columbus,.Ohio 43221. ED 064 120.
Where Humans, Came From is a set of materials designed, for use
by students aged 15-16 to assist them in investigating the problem
posed*in the title. The student book briefly outlines the essential
features .of four explanations of human origin: special creation
(dudeo-Christian;, Greek, Australian Aboriginal, American Indian
accounts); spontaneous generation; evolution; and extraterrestrial
origin or influence. The teacher's guide contains lists of books
and readings that are supplied to trial schools fnot included in
this package), -1ists of suggested activity cards (one sample
incladed), and suggestions for introducing the unit. This is a
first trial version, and’ teachers are requested "not" to advise
students how to plan their work, but merely to introduce the topic,
explain what is required, and then .observe and record the procedures .
that students use. The trial is experimental and is designed to
provide feedback to the Australian Science Education Progéct, whose
staff wish to observe the”methods used by students in this relatively

-unstructured unit. It is not intended that students necessarily

come to hold any particular view-concerning the origin of man.
LN ¢ '
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The objectives listed are mostly affective, for example, concerned

with the way in which students choose to evaluate conflicting
eyidence. . ' ' ' !
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