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The purpose of this study is to determine the effects

of three different types of in-service or preservice train-

ing on the attitudes of sixth-grade teachers in selected

Texas school districts toward the "new" social studies. The

types of preparation compared are the following: completion

of a social studies methods course within the last two years,

attendance at a social studies in-service training session

at least three hours in length within the past year, a major

or minor in one of the social science disciplines, or combina-

tions of these. Additional variables such as age, teaching

experience, classroom organization, degrees held, and text-

books being used are also considered.

Three hundred twenty-four respondents from thirteen

school districts completed a two-part questionnaire. Part

A seeks biographical, educational, and experiential informa-

tion. Part B contains thirty-nine statements about social

studies education to which the participants respond on a

six-point Likert-type scale. Data are treated with a one-way

analysis of variance, and hypotheses are retained or rejected

at the .05 level of significance. When a significant F-ratio
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is found on data having more than two groups, the Fisher's

t for multi-type comparisons is applied to determine where

the significant differences occur.

Analysis of the data reveals that the completion of

any one of the three types of preservice or in-service

preparation is not sufficient to produce a significantly

more favorable attitude toward the "new" social studies. No

combinations of the three types of training produce signifi-

cantly more favorable attitudes among the participants.

Analysis of the data also reveals that teachers under forty

years of age have a significantly more favorable attitude

than those over forty years of age. Teachers who have taught

three to ten years have a significantly more favorable atti-

tude than those who have taught eleven to fifteen years or

more than twenty-one years.

Teachers who have taught sixth grade for one to ten

years have a significantly more favorable attitude than those

who have taught sixth grade eleven to fifteen years. Teach-

ers in team-teaching or departmentalized classrooms show a

significantly more favorable attitude than those in self-

contained classrooms. Teachers using the Macmillan Company's

The Ways of Man and Silver Burdett's Man and Change have a

significantly more favorable attitude than those using

The Social Sciences: Concepts and Values, published by

Harcourt Brace Jovanovich, Inc. There is no significant

difference in the attitudes held by those teachers with
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bachelor's degrees as opposed to those with master's degrees

toward the "new" social studies.

It is suggested that methods courses, in-service ses-

sions, and classes in the social sciences for teachers must

be changed if they are to effect significantly the attitudes

of teachers toward the "new" social studies. Classroom

organization should be examined in order to insure an at-

mosphere conducive to active learning. Finally, textbooks

should be chosen carefully to facilitate the "new" social

studies program.
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CHAPTER I

INTRODUCTION

Millions of dollars have been spent during the last ten

years in developing new social studies programs for all

levels of instruction. New curriculum designs, teaching

strategies, and an abundance of new materials have been

field tested, and many of these are now available for use in

the public schools. Textbook companies have published new

editions of social studies textbooks to reflect what has come

to be called the "new" social studies. Texas adopted new

elementary social studies textbooks in September, 1972. Con-

cern now centers on how well these new textbooks and the new

ideas they represent can be used in the classroom, particu-

larly since the educational backgrounds of elementary teachers

are diverse in regard to their preparation for teaching the

social studies. Their training in the social sciences,

their exposure to the elements of the "new" social studies,

and their attitudes toward the innovations may well determine

how well they implement the changes suggested by curriculum

revisionists.
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Statement of the Problem

The problem of this study was to determine the atti-

tudes of sixth-grade teachers in selected Texas elementary

schools toward the "new" social studies and to assess the

amount, recency, and type of preparation the teachers had

for teaching social studies.

Purposes of the Study

The following purposes were formulated:

1. To determine the attitudes of sixth-grade teachers

in selected Texas elementary schools toward the "new"

social studies.

2. To determine the amount, recency, and type of pre-

paration in social studies methods and the social sciences of

these sixth-grade teachers.

3. To correlate the attitudes of these sixth-grade

teachers with the findings concerning the amount, recency,

and type of preparation these teachers had in social studies

methods and the social sciences.

Hypotheses

To carry out the purposes of this study, the following

hypotheses were tested:

1. Teachers who have completed a college-level social

studies methods course within the last two years (Summer,

1970--Fall, 1972) will show a significantly more favorable

attitude toward the "new" social studies than those teachers
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who have not had a college social studies methods course

within the last two years.

2. Teachers who have had a half day (three hours or

more) of in-service training in the "new" social studies

will show a significantly more favorable attitude toward the

"new" social studies than those who have had less or no

in-service training in the "new" social studies.

3. Teachers who have a college major or minor in any

one of the social science disciplines will have a signifi-

cantly more favorable attitude toward the "new" social

studies than those teachers who do not have either a major or

minor in one of the social science disciplines.

4. Teachers who have had any two types of training

will have no significant difference in attitudes toward the

"new" social studies from those teachers who have had another

combination of two types of social studies training.

a. Teachers who have had both a social studies

methods course within the last two years and three hours or

more of in-service training in the "new" social studies will

not differ significantly in their attitudes from those teach-

ers who have had both a social studies methods course within

the last two years and who hold a major or minor in one of

the social science disciplines.

b. Teachers who have had three hours or more of

in-service training in the "new" social studies and have a

major or minor in one of the social science disciplines will



not differ significantly in their attitudes from those teach-

ers who have had three hours or more of in-service training

in the "new" social studies and have had a social studies

methods course within the last two years.

c. Teachers who have had a major or minor in one

of the social science disciplines and three hours or more of

in-service training in the "new" social studies will not

differ significantly in their attitudes from those teachers

who have had both a major or minor in one of the social

science disciplines and a social studies methods course

within the last two years.

5. Teachers who have had all three types of training

for the social studies will have no significant difference in

attitudes toward the "new" social studies from those teachers

who have had any two types of training for the social

studies.

a. Teachers who have had a social studies methods

course within the last two years, three hours or more of

in-service training in the "new" social studies, and a major

or minor in one of the social science disciplines will not

differ significantly in their attitudes toward the "new"

social studies from those teachers who have had both a

social studies methods course and three or more hours of

in-service training in the "new" social studies (but no

major or minor in the social sciences).
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b. Teachers who have had a social studies methods

course within the last two years, three hours or more of

in-service training in the "new" social studies, and a major

or minor in one of the social science disciplines will not

differ significantly in their attitudes toward the "new"

social studies from those teachers who have had three hours

or more of in-service training in the "new" social studies

and a major or minor in one of the social science disciplines

(but have had no social studies methods course within the

last two years).

c. Teachers who have had a social studies methods

course within the last two years, three hours or more of

in-service training in the "new" social studies, and a major

or minor in one of the social science disciplines will not

differ significantly in their attitudes toward the "new"

social studies from those teachers who have a major or minor

in one of the social science disciplines and who have had a

social studies methods course within the last two years (but

have had no in-service training).

Background and Significance of the Study

Curriculum changes and improvement within the schools

are concomitant with changes in a society. The period of

the Great Depression brought increased emphases in the social

studies on social and economic problems. The years following

World Wars I and II gave rise to increased interests in
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international education. The economic education movement

emerged in the late 1940's, and a citizenship education move-

ment flourished in the early 1950's (1, p. 100). Several

years later desire for supremacy in space resulted in major

changes in science, mathematics, and foreign language in-

struction, and the National Defense Education Act of 1958

authorized federal funds for improvement and enrichment of

educational programs in these areas (14, p. 27).

Educators at this time were also seeing the need for a

revised and improved social studies curriculum. Paul R.

Hanna, in 1958, suggested that a national curriculum design

should be developed "to create universal understandings of

and loyalty to the values, laws, and institutions essential

to perpetuate and improve the way of life of a free people"

(13, p. 43). Charles R. Keller felt that the social studies

were in the "doldrums" and that revision was greatly needed

(19, p. 60). Richard E. Gross and Dwight W. Allen claimed

that social studies teachers had been bound by tradition,

prosaism, and improvisation for too long (11, p. 360). They

therefore proposed the establishment of a National Research

Center for the Social Studies and a National Social Studies

Curriculum Commission to assess and coordinate a nationwide

curriculum. In the introduction to the report issued after

a conference at Sagamore Conference Center of Syracuse Uni-

versity in October, 1963, Roy A. Price wrote the following:
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It appears evident that at this period when it is
generally conceded that the social studies program
is in need of major revision, efforts should be
made to overcome the lag between what we know now
from social science research and what we teach. . .
There is a need to pull together the findings of
relevant research that has already been completed,
to identify those areas where additional research
is needed, and to stimulate research in these areas
(25, p. vii).

This Syracuse Conference included thirty-eight leading edu-

cators from various government and private agencies (25).

The National Council for the Social Studies throughout

the 1950's and 1960's issued a number of documents which

provided guidelines for curriculum improvement. Other

scholarly organizations such as the American Anthropological

Association, the American Sociological Association, and the

American Economic Association likewise provided impetus for

change in the social studies curriculum. Committees, com-

missions, and projects were established by these organizations

to give some direction to the improvement of teaching in the

various disciplines within the social studies curriculum (4).

A major thrust toward social studies curriculum improve-

ment came in 1962 with "Project Social Studies," a part of

the Cooperative Research Program of the United States Office

of Education, Money was made available to stimulate research

and development through curriculum study centers, research

projects, and developmental activities (14, p. 28). Addi-

tional impetus for improvement came when the amended National

Defense Education Act of 1964 provided funds to include the
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social studies. State Departments of Education could then re-

ceive matching federal funds to enrich and improve their pro-

grams in history, geography, and civics. Funds were made

available for institutes on college and university campuses

and for the purchase of supplies and equipment to strengthen

the social studies program (31, p. 14). The Elementary and

Secondary Education Act of 1965 provided $100,000,000 of

federal funds for educational research and demonstration (14,

p. 28). That same year a survey of nearly 500 school systems

by the National Council for the Social Studies revealed that

virtually all had some type of curriculum revision in the

social studies under way (1, p. 99).

Chapin and Gross point out that no single program emerg-

ing from these projects can be designated as the "new" social

studies (4, p. 147). Norris E. Sanders and Marlin L. Tanck

(33) do, however, cite a number of general trends and shared

characteristics. For example, history and geography are

receiving less emphasis, while greater emphasis is being

placed on anthropology, sociology, economics, political

science, and social psychology. All these social science

disciplines are tied together in an inter-disciplinary

approach. A concern for the structure of knowledge is evi-

dent in most projects. Discovery and inquiry teaching

strategies are utilized, with creative, subjective, and diver-

gent thinking being required of the students. According to
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Sanders and Tanck, many of the materials developed by the

projects give students opportunities to explore values, social

reality, and conflict. Providing cross-cultural studies is

a common means of examining major similarities and differ-

ences in cultures. In-depth studies of selected subjects,

the abandonment of the traditional expanding-horizons sequence,

and an added emphasis on the non-Western world are also fea-

tures evident in a number of the projects (33, pp. 384-386).

In November, 1969, in an effort to articulate and clari-

fy what constitutes sound professional practices, the

National Council for the Social Studies established a task

force of professional social studies educators. The task

force developed the "Social Studies Curriculum Guidelines"

to aid local school districts in updating their social studies

programs (27). In the Preface of this document, the task

force recognized the diversity in opinions as to what con-

stitutes the "new" social studies and stated that such diver-

sity is good (27, p. 854). The "Guidelines" drew together

what had emerged within the past few years as the most pro-

mising and visible developments in social studies education.

As suggested by these "Guidelines," a variety of learning

resources are called for in the "new" social studies. Most

of the projects either developed all the materials necessary

to implement their work or provided bibliographies listing

appropriate materials and their sources. Typical of the

materials actually prepared by the projects are the



10

supplementary student booklets, Elementary School Economics

I and II, designed by the University of Chicago Industrial

Relations Center's Elementary Economics Project (26, p. 737).

These booklets deal with basic problems in economics and are

used as source books to supplement any social studies pro-

gram. Other projects produced supplementary books which also

serve to enrich the regular program by posing hypothetical

situations, giving in-depth looks at particular areas, and

asking questions for further research (26, pp. 742, 744, 747,

756). Project-related materials often include filmstrips,

wall charts, recordings, tapes, and picture packets (26,

pp. 726, 737, 739, 742, 756). The Boston Children's Museum

Materials and Activities for Teacher and Children (MATCH)

Project developed unit kits, called MATCH boxes. These

self-contained learning systems include a variety of films,

pictures, games, maps, records, filmstrips, and reference

books (26, p. 726).

Most of these major projects have been successful in

finding publishers to produce and market their materials.

The projects and the "new" social studies de-emphasize text-

books. Maxine Dunfee and Helen Sagl suggest that teachers

may find it difficult through the use of a textbook to achieve

the goals generally conceded to be significant objectives of

social studies education today (5, p. 126). The "Social

Studies Curriculum Guidelines" states that "learning in

social studies requires rich resources. No single textbook
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will do, especially one set up with the simple purpose of

imparting information" (27, p. 864). Ideas from the "new"

social studies found their way into textbooks, however, as

publishers of elementary school book series sought to reflect

the emphases of the "new" social studies through the tradi-

tional medium of the test. The question now arises as to

how well the classroom teacher is equipped to carry out the

objectives of the "new" social studies as set forth in these

new textbook materials.

In 1967, Derwyn F. McElroy and Ronald K. Templeton

asserted that the "vaunted revolution in the social studies

is no revolution at all, but only a small and thus far incon-

sequential insurrection that has not yet attained great

appeal in the ranks" (22, p. 106). They doomed the proposed

revolution to failure unless teacher education programs play

the role of agents of change. These two writers offered

some suggestions for preparing capable teachers for the "new"

social studies. According to them, prospective teachers

must learn a method of inductive teaching while they are in

college. Furthermore, they stress that college students

must be exposed to more interdisciplinary courses. McElroy

and Templeton foresaw changes in the social studies methods

course itself. Such a course, they wrote, must focus on pre-

paration, presentation, and evaluation of teaching strategies.

Opportunities should exist for the students to use and evalu-

ate prepared instructional materials. The authors also
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suggested that academic-year institutes be established to

train teachers already in service. Such institutes would

focus on the nature and methods of inquiry, the methods and

materials, and the current thought upon which the social

studies are based (22).

Just what specific competencies will be required of

teachers to meet the demands of the new role of the social

studies teacher in the 1970's is still speculative, but it is

clear that the new materials and teaching strategies will

place additional demands on the teacher (37). Thus, teacher

education must also occur at in-service levels. In 1965,

Hilda Taba (36) predicted that the revolution in the social

studies might be even greater than that which took place in

science and in mathematics in the late 1950's. These changes

would be profound enough, she felt, to cause a serious gap

between the current practices and capabilities of teachers

and what is expected. She suggested that in-service follow

sequential steps to combine training in the theoretical back-

ground with an action program and practical application.

Carl E. Schomberg (35) also proposes that the current

practices in in-service must be changed to meet the demands

and bring about a true revision in the social studies. He

suggests that teachers be helped to understand the scope and

purpose of social studies, to use new teaching strategies,

and to use new evaluative techniques. Schomberg and others
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(35, 18, 36, 8) mention that an effective in-service program

should provide for teacher involvement.

Jack Allen (1) believes that cooperation between the

academic community and professional education is necessary

for effective in-service as well as preservice education.

He feels that the in-service teacher education problem in

the "new" social studies is "equally as complicated--much

worse, it would seem, than the experience witnessed in re-

cent years with the new mathematics" (1, p. 103).

Ralph C. Preston points out that "periods of change are

periods of confusion" and adds that the insecurity and per-

plexity which teachers may feel as a result of the innova-

tions should not be overlooked (29, p. v). Taba (36) felt

that teacher resistance to change might be curtailed if the

change were accompanied with the necessary help for acquir-

ing skills needed to make it psychologically comfortable.

Frank J. Estvan in 1968 wrote that "Regardless of how good

a program may be theoretically, its impact upon each child

depends on decisions made by the teacher; the progress is

only as good as the teacher who gives it shape and substance

(6, p. 495). According to Theodore Kaltsounis (18), teachers

not only must be willing to accept the innovations, but they

must also be capable of implementing them. If they are not,

the real test of educational innovation, its appearance in

teaching practices, will not be met. Donald E. Mourer (24)

stresses that the purpose of in-service encounters is to

-- 
:
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provide the teacher with more knowledge which will, in turn,

increase competency. Many other writers (31, 9, 20, 16) have

addressed themselves to the importance of supporting the "new"

social studies through vigorous efforts in teacher prepara-

tion.

Dorothy Fraser (9) gives another reason for providing

in-service training to help teachers understand the new ob-

jectives and strategies. She asserts that adverse public

opinions and pressures are liable to increase when parents

and community leaders see familiartopics being dropped from

the social studies. Teachers and administrators must be the

ones who lay the groundwork to guard against negative reac-

tions. She stresses that the first step in preventing adverse

public feelings is to develop understanding and appreciation

for the "new" social studies within the profession.

The social studies has been recognized as an area in

which curriculum revision is necessary. With the help of

government and private funds, educators, curriculum special-

ists, and professional personnel from other disciplines have

focused on the problem. The commercial makers of curriculum

materials have now produced a vast assortment of new mater-

ials dealing with one or more aspects of the "new" social

studies. Textbook publishers have presented new series for

adoption in the state of Texas which reflect the emphases of

the revisionists. Five of these series were in use for the

first time in Texas elementary schools during the 1971-1972



school year. Evidence has been given that the classroom

teachers were not prepared to reflect the varied aspects of

the "new" social studies because of their natural resistance

to change. The importance of educating teachers toward

change and developing positive attitudes through education

cannot be overlooked.

Before the introduction of the "modern math" texts in

the Texas schools in 1966, in-service sessions were held for

months ahead of time. Courses were offered during the summer

through colleges, universities, and regional service centers,

and in-service sessions preceding the opening of classes

focused upon the new mathematics. If, indeed, a similar

revolution in the social studies has occurred, then comparable

programs should have been devised to provide teachers with

opportunities to acquaint themselves with the "new" social

studies. Teachers' attitudes toward change should be posi-

tive. If they are not, then such feelings may reflect their

lack of understanding of the proposed change and point out

the need for increased efforts in the area of in-service

education.

Definition of Terms

For the purpose of this study, the following terms were

defined:

Inquiry: the "kind of teaching and learning that is

based on involvement and investigation on the part of the

child" (17, p. 50).
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In-service education: a scheduled period of time during

which teachers are given information about the social studies.

Inter-disciplinar: the use of materials which inte-

grate the social science disciplines of anthropology, econom-

ics, geography, political science, sociology, and history.

"NeW"social studies: an inquiry approach to an inter-

disciplinary study of different cultures and relevant issues

with emphasis on major generalizations and concepts. These

are the components G. Allen McFarren found that the various

projects and proponents of the "new" social studies had in

common (23). These are also aspects of the social studies

which the three textbook publishers concerned indicate as

being part of their new programs (2, 3, 15).

Social sciences: the social science disciplines sug-

gested for inclusion in the social studies program by the

National Council for the Social Studies. These include

anthropology, economics, geography, political science, soci-

ology, and history.

Limitations

This study was limited to sixth-grade teachers in Texas

school districts which were in the areas served by Regional

Service Centers IV, VII, X, XI, XIII, and XIV and which had

from 3,000 to 25,000 ADA (Average Daily Attendance). The

study was limited further by utilizing only those districts

which used any one of the following three social studies
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textbooks in the sixth grade: The Macmillan Company's The

Way . H , Harcourt Brace Jovanovich, Inc.'s LL Soial

Scienc.esc: Concenptsa Yd Valuesa, and Silver Burdettt s an-d

Change. The study dealt only with sixth-grade teachers

assigned to elementary schools (grades K-6, grades 1-6,

grades 4-6), as opposed to those teaching in middle schools

at the sixth-grade level. There was reason to doubt whether

only three hours of in-service education for the "new" social

studies would be of any value. But this was used in this

study because three hours (one-half day) was the amount of

time most commonly allotted for introduction of new texts by

school districts and representatives of the publishing com-

panies.

Basic Assumptions

The data needed to determine the attitudes of individual

teachers toward the "new" social studies could best be ob-

tained through a questionnaire. It was assumed that partici-

pants would respond truthfully to the instrument used in the

study.

It was assumed that teachers would not differ in their

responses because of differences in classroom organization,

i.e., self-contained, departmentalized, team-teaching.

It was assumed that teachers would not differ in their

responses because of their use of one state-adopted text or

another.

_
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There was no reason to suppose that the teachers would

differ significantly from the population of teachers in

other Texas schools with similar total enrollments and the

same textbooks.

Procedures for Collecting the Data

The first step in the collection of the data was the

construction of a questionnaire (See Appendix G.). Items

included in the questionnaire were derived from the current

literature describing elements of the "new" social studies

and the "Social Studies Curriculum Guidelines" developed by

a National Council for the Social Studies Task Force (27).

In addition, promotional materials and teachers' editions of

the sixth-grade textbooks adopted by the state of Texas in

spring, 1972, were searched to assure that all components of

the "new" social studies were included in their materials.

When completed, Part A of the questionnaire contained nine

questions asking for biographical, educational, and experi-

ential information about the participant. Part B contained

thirty-nine statements about social studies education (See

Appendix G.).

The second step was the selection of a panel of seven

judges for testing the validity of the items to be included.

The Texas Council for the Social Studies is an affiliate of

the National Council for the Social Studies, and as such, it

is devoted to the advancement of the professional interest
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and competence of social studies teachers at all grade

levels. From a list supplied by the Texas Council for the

Social Studies, nine persons were selected for participa-

tion in the validation procedures. These included five

university faculty members involved in the training of

social studies teachers and four social studies curriculum

supervisors from school districts in Texas. All were cur-

rently employed in Texas. The questionnaire, with an

accompanying letter, (See Appendix A.) was sent to each of

the nine specialists selected. The first seven who returned

it were used. No follow-up letter was necessary. The judges

were asked to respond to each item on the questionnaire in

two ways. They were asked to indicate whether they believed

each statement to be (1) a valid statement for use with the

questionnaire, (2) an invalid statement for use in the

questionnaire, or (3) one about which they were unable to

make a decision. They were further instructed to decide

whether each statement reflected the "new" social studies

or the more traditional approach to social studies education.

Agreement among four of the seven judges was the criterion

for retaining or excluding an item for the questionnaire.

All items on the original questionnaire were considered

valid.

After validity had been established, a reliability

study of the questionnaire was conducted by the split-half

method. Gilbert Sax states, "If we use the internal
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consistency procedures, we are usually interested in the ex-

tent to which the scale measures a single variable . . .

(34, p. 231). The questionnaires were distributed to a

group of nineteen fifth-grade teachers in two school dis-

tricts included in the study. The questionnaires were re-

turned, and the scores for each respondent on odd-numbered

items and even-numbers items were tabulated. Sax reports

that

The problem of test length should be considered with
regard to our discussion of split-half or odd-even
reliability coefficients. . . correlations between
halves should always be augmented by using the
Spearman-Brown formula to provide an estimate of
the reliability for the examination as a whole
(34, p. 164).

After the Spearman-Brown prophecy formula was applied, the

reliability of the questionnaire as a whole was better than

the .01 level of significance.

The next step was the selection of the subjects for the

sample. Twenty-one school districts in Regional Service

Center areas IV, VII, VIII, X, XI, XIII, and XIV met the

previously stated requirements. Information concerning

district size was obtained from the Public School Directory,

1972-2,3. (30), and the Textbook Division of the Texas Educa-

tion Agency, Austin, Texas, provided information concerning

the elementary social studies textbooks adopted by these

districts. The superintendents in these districts were

mailed a letter (See Appendix B.) with accompanying post

card (See Appendix C.) asking for their cooperation in the
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study. Twelve school superintendents indicated that they

would cooperate in the study, while five indicated that they

did not wish to participate. Follow-up letters with accom-

panying post cards (See Appendices C and D.) were sent to

the four superintendents not responding to the first request.

Two of these agreed to cooperate in the study, but two did

not wish to participate. A total of fourteen school dis-

tricts were included in the study initially. One of these

was not using one of the three textbook series included in

the study; so returned questionnaires from their teachers

were eliminated.

A letter to the principal (See Appendix E.), four ques-

tionnaires with cover letters (See Appendices F and G.), and

a return envelope were mailed to each of the 130 elementary

schools in the thirteen school districts. The schools in-

cluded were those whose grade levels included K-6, 1-6, or4

6. Responses were received from 117 schools. A follow-up

letter (See Appendix H.) with additional questionnaires was

mailed to the thirteen schools from which no initial response

was received. Two of these schools responded bringing the

total number of schools responding to 119. The total number

of sixth-grade teachers in these schools was 335. Eleven

questionnaires had to be discarded because they were com-

pleted incorrectly. In all, 324+ questionnaires were prepared

for data analysis.
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Procedures for Treating Data

The answers on the thirty-nine items of part B of the

questionnaire were scored. The score values on thirty-one

items noted by validity judges as being representative of

the "new" social studies were as follows: strongly agree,

six points; agree, five points; slightly agree, four points;

slightly disagree, three points; disagree, two points; and

strongly disagree, one point. The eight items indicated by

the validity judges as more representative of traditional

approaches to social studies education received reverse

score values. That is: strongly agree, one point; agree,

two points; slightly agree, three points; slightly disagreee,

four points; disagree, five points; and strongly disagree,

six points.

Hypotheses I, II, and III were restated in the null form

for the purpose of testing for significant differences between

group means. The statistical treatment used was a one-way

analysis of variance. The level of acceptance or rejection

of Hypotheses I, II, and III was the .05 level of signifi-

cance.

Hypothesis IV (a, b, and c) and Hypothesis V (a, b, and

c) were tested using a one-way analysis of variance. The

level of acceptance or rejection on both hypotheses was the

.05 level of significance.

Additional variables were treated with a one-way analysis

of variance. When significant F-ratios were obtained on data
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with more than two groups, a Fisher's t for multi-type com-

parisons was used to determine which groups were significantly

different.
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CHAPTER II

REVIEW OF THE LITERATURE

Introduction

Changes in social studies education have been advocated

for the last ten years. A review of the literature reveals

concern for development of new content, methodologies, and

materials for use in the elementary grades and a recognition

of the need to prepare teachers to implement these innova-

tions. For this study, the literature reviewed will be

related to (1) the "new" social studies, (2) materials for the

"new" social studies, (3) preservice preparation of elementary

teachers, and (4) in-service training of elementary teachers.

The "New" Social Studies

Although there has been much emphasis on renovation of

the social studies, a clear definition of the term "'new'

social studies" has not been forthcoming. The ideas emerging

concerning the reconstruction of the social studies are di-

verse, but there is general agreement as to what the most

important aspects of the new curricula should be.

Jack Allen writes that some accord in the current social

studies curriculum developments may be observed in treatments

of the mode of inquiry, the content, and the attitudes and

values in the so-called affective domain. He suggests that

27
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the traditional dominance of history and geography is being

challenged, that the conceptual framework is becoming in-

creasingly global, and that extensive learning resources are

being required (2, p. 100).

G. Allen McFarren also finds similarities among the

numerous proposals for social studies improvements. He notes

that most innovators are concerned with the development of a

curriculum which is sequential, which is concerned with struc-

ture, and which uses a heuristic approach, sometimes referred

to as Reflective Thinking, Inquiry, or Inductive Approach.

These innovators, he continues, also show an interest in the

inclusion of many of the social sciences, studies of the

non-western worlds, and a variety of materials and technology;

most also support the use of an interdisciplinary approach as

opposed to single-subject arrangements (87, p. 259).

Terry Northup discusses the zeal with which social

studies educators attempted to reform social studies educa-

tion during the 1960's, but he claims that many who write

about the "new" social studies make the assumption that it is

a single movement and that all proponents of the "new" social

studies are in agreement as to the goals and methods.

Although the "new" social studies should not be viewed as a

unitary position, at a very general level there is agreement

that students should be active learners, should learn "how

to learn," and should not be allowed to rely on textbooks

and memorization, According to Northup, two schools of
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thought exist. One group wants students to discover the

structure of knowledge of the social sciences, while the

other wants students to inquire into perceived problems

relating to public issues or social problems in order to

learn how to make decisions about such value-laden issues

(102, p. 316-317).

The National Council for the Social Studies issued the

"Social Studies Curriculum Guidelines" in December, 1971

(97). The "Guidelines" was developed by a special task

force to serve as a set of standards for social studies pro-

grams. They were not intended to prescribe a uniform pro-

gram or even to propose an ideal program. Instead, they were

to function as a guide for schools and communities, teachers,

departments, and school districts interested in updating

their programs to incorporate the most promising, recent

developments in the social studies.

The "Guidelines" state that the social studies program

should be directly related to the concerns of students. The

students should be involved in the setting of goals and the

planning of activities along regularized channels that will

specifically identify concerns of students, and there should

be some choices within the programs. These programs should

be fitted to students' needs, their concerns, and their

social world (97. p. 860). The social studies should deal

with the real social world--its flaws, its ideals, its

strengths, its pervasive and enduring social issues--and
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should include analysis of controversial problems such as

racism, poverty, war, and population (97, p. 861). Many

social studies educators are in agreement with the importance

of these topics.

Harry C. Miller and Melvin 0. Alston '91), in present-

ing proposals for the development of a functional social

studies curriculum, suggest that it be planned so that stu-

dents can put to practical use learning acquired from the

social studies curriculum. In order for the curriculum to do

this, it must meet the interest levels of the students, con-

cern itself with societal problems and issues confronted by

students, and encourage extensive student involvement (91,

p. 83).

G. Sydney Lester (75) maintains that the social studies

program should be based on the needs of students. These

needs do not come in the form of arbitrary, compartmentalized

areas of knowledge but in the form of ability to deal ration-

ally with one's world. Because a problem-solving orientation

is evident in the "new" social studies, McFarren (87) feels

that there will have to be more student-teacher planning,

fewer teacher-dictated assignments, and more individual de-

termination of one's assignments.

John I. Thomas says that "teacher and student hear dif-

ferent drummers," and the central task of the social studies

teacher is to identify the "music which the student hears"

(128, p. 76). Thus, the teacher should consider what the
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student has in his favor, the groups in which the student

functions, and what the expectations of the student are. All

of this must be taken into serious consideration in order to

create social studies instruction attuned to the uniqueness

and potential of each student in the social studies program.

John U. Michaelis (89) concurs with this in saying that

adaptation of any recommended areas of study should be made

in the light of children's backgrounds and community condi-

tions.

In 1961, in calling for a "needed revolution in the

social studies," Charles R. Keller (68, p. 62) cited the need

for study of the present and the future too. Keller says

that students should look at present economic, political,

international, and social problems of interest and importance

to the perpetuation of the American system. The study of

controversial issues in these areas, according to Frank

Esposito (37), is one of the best ways of fostering critical

thinking. Maxine Dunfee and Helen Sagl (35) agree that

having children look at their society and its culture as it

exists is an important aspect of any social studies program.

One of the reasons why so much emphasis has been placed

on social studies curriculum change has been the fact that

the child's world has been broadened by television and other

media. Recent research has shown that children have a

greater knowledge of a subject prior to instruction than is

anticipated by most teachers. Phineas Goldstein (45), for
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example, notes that first-grade pupils enter school with far

more knowledge of land features than is usually expected,

while Bette Lucille Lowry (80) says that the pupils she

tested were familiar with 85 per cent of the 110 concepts

found in the third-grade social studies textbook. Similarly,

Theodore Kaltsounis (65) states that beginning third-grade

pupils knew the answers to 37 per cent of the items on a

social studies test for their grade before instruction.

These researchers are in agreement that teachers often under-

estimate the experiential background of their pupils and need

to be more aware of the wide range of differences that exist

in a group.

In view of the evidence of the previously-cited research,

it is not surprising that other research has shown interest in

the social studies at the elementary level to be low. Wayne

L. Herman (51) in a survey of 200 fourth, fifth, and sixth-

grade pupils in Pennsylvania concludes that social studies

is one of the least-liked school subjects. A study by

Robert L. Curry (28) reveals that the nearly 44,000 fifth-

grade pupils contacted ranked social studies ninth in a

list of nine possible subject choices.

Another area of emphasis in the "Social Studies Curri-

culum Guidelines" (97) concerns content. The social studies

program should draw from currently valid knowledge repre-

senatative of man's experience, culture, and beliefs. The

program should draw upon all of the social sciences such as
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anthropology, economics, geography, political science, soci-

ology, and the history of the United States and Western and

non-Western countries. The programs, they say, should

develop methods of inquiry in the social sciences, empha-

sizing currently valid concepts, principles, and theories

and representing a balance between the immediate social en-

vironment of the pupils and the larger social world (97, pp.

861-862).

Edgar Bruce Wesley, in commenting on these "Guidelines,"

points out that during the 1950's and 1960's scholars from

all the social sciences rediscovered the social studies cur-

riculum, each trying to "enlarge its sphere in the curricu-

lum" (133, p. 261). According to Wesley, these scholars

appointed committees, secured grants, prepared booklets, con-

ducted workshops, and, in general, "made noise like curricu-

lum makers" (133, p. 259). Derwyn F. McElroy and Ronald K.

Templeton (86) report that the American Political Science

Association, the Association of American Anthropologists,

the American Economic Association, the Association of Ameri-

can Geographers, the American Sociological Association, and

the American Historical Association have all voiced interest

and sought involvement in curricular revision.

In writing an elementary textbook for teachers and

students, John Jarolimek makes these observations:

All of you know how we have relied on either history
or geography or some combination of both for social
studies content. . . . During the '60's, though, we

A
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saw a remarkable expansion of the scope of the social
studies into other disciplines. Out of all this,
six core disciplines--anthropology, sociology, poli-
tical science, geography, economics, and history--
have really emerged (62, p. 2).

In one teacher's edition of an elementary social studies

series, Sister Mary John Bender (8) reports that the curri-

culum included in that particular text is interdisciplinary,

balancing and unifying content drawn from history and geog-

raphy with that drawn from other social science disciplines.

According to this author, the use of the interdisciplinary

approach will reveal the interrelationship of all the social

sciences and develop a comprehensive picture of a single

body of content.

Besides developing content from these various disci-

plines, the "new" social studies emphasizes the development

of concepts and generalizations, a utilization of the method-

ology of the disciplines, and a concern for the structure of

knowledge. Much of the literature on social studies theory

and teaching draws upon Jerome Bruner's work, The Process of

Education (14). Bruner's theses include the idea that stu-

dents derive the most useful knowledge, not by discovering

facts, but by confronting the facts with which a scholar

works, learning to question and analyze these facts, and then

drawing appropriate conclusions. It is useless to concen-

trate a student's time on the memorization of facts, but a

twofold purpose is served if the raw data are analyzed and

questioned. Bruner contends that, through this process, the
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student can learn the basic nature of the discipline as well

as a method of inquiry into that discipline. The most impor-

tant learning the child can come by is the learning of

structure--the learning of how things are related (14+, p. 7).

Thus, Bruner asserts that generalizations and concepts, lead-

ing to structure, should replace isolated factual data as

goals of social studies instruction. Bruner's influence upon

organization of the social studies is derived from the pre-

mise that "the task of teaching a subject to a child at any

particular age is one of representing the structure of that

subject in terms of the child's way of viewing things" (14,

p. 33).

Allen (2) reports that attention was directed during the

developmental period in social studies curriculum revision to

the basic concepts and structures of the social sciences.

Statements about concepts and structure were formulated for

each of the social sciences in such a manner as to make them

available for all grade levels.

Michaelis (89) writes that attention has been given to

both conceptual and inquiry approaches to the teaching of

significant topics in the social studies. He would combine

these in a program which develops modes and processes of

inquiry along with the concepts that are most fruitful in

studying man's cultural heritage. "Modes and processes

should be linked with concepts as students investigate human

activities in a variety of settings" (89, p. 68).
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Everett T. Keach, Jr. (67), reporting on the curriculum

planning for economic education, maintains that the Joint

Council on Economic Education, state councils on economic

education, and the American Economic Association are all con-

cerned with identifying economic concepts, generalizations,

and skills which can be taught to elementary school children.

He emphasizes the necessity of utilizing research to relate

the selection of content to the interest and capabilities of

the pupils. Economics should not be taught as a separate

subject in the curriculum, but an economic dimension should

be added to the social studies topics at each grade level.

Keach's observations concerning economic education are in

line with what many other social science educators are saying

about their discipline's placement in the curriculum.

If a child is to learn the mode of inquiry of the social

scientist, then the social studies classroom must take on

new dimensions; and the textbook, teacher, and child must ex-

perience a different place within the school. The "Guide-

lines" makes several statements in regard to how the student

should learn:

Learning activities should engage the student
directly and actively in the learning process.

Strategies of instruction and learning activities
should rely on a broad range of learning resources
(97, pp. 863, 864).

Recent literature has devoted a great deal of space to

a discussion of inquiry as a method of teaching and learning.
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Though a definition of inquiry has not been agreed upon, it

generally implies actively involving the child in the learn-

ing process at every level of schooling. The "Guidelines"

states that "creative inquiry is both a potent instructional

strategy and an essential competency. Mastery of knowledge,

a legitimate but not sufficient goal of education, can best

be attained when the knowledge is actively used by the

learner" (97, p. 863).

Investigation-oriented approaches to education have been

given several different names: problem solving, inquiry, and

discovery, to name a few. Gary A. Manson and Elmer D.

Williams (83) report that a capsule definition of inquiry is,

and will continue to be, impossible to develop. They tell of

the inability of social studies educators meeting at the 1+8th

Annual Convention of the National Council for the Social

Studies at Washington, D.C., to establish a mutually accept-

able meaning for the term. They say that if "inquiry were

placed on a continuum of teaching methods ranging from ex-

pository didactic to hypothetical-heuristic, it would certainly

approximate the latter" (83, p. 78). They describe two models

of inquiry teaching, the convergent model and the divergent

model. A convergent model exists when the quantity, kind,

and structure of information given the pupil are sufficient

to determine his response. The divergent model permits and

encourages a range of legitimate alternatives. They assert

that too much of what is taking place in the classroom is

_;
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along convergent inquiry lines and that this should not be

the case. A child involved only in convergent inquiry, they

believe, shows a marked inability to exercise powers of di-

vergent thinking when later called upon to do so.

Sagl (112) points out the different names given to in-

vestigation-oriented approaches to education and attempts to

clarify the relationship that exists among the three most

commonly used. Problem solving is a process by which learn-

ers inquire into possible solutions to their problems and

gather data which they organize to facilitate generalizing.

Learners are guided to discover relationships among data

by engaging in problem-solving experiences. Inquiry is a

process whereby children study a problem, formulate hypo-

theses, and develop theories. Discovery involves simply

finding an answer to a question (112, p. 55).

James L. Barth and Samuel S. Shermis (7), in defining

three traditions of social studies instruction, use the

term "reflective thinking." They define this as a method

whereby students and teacher will identify a problem,

gather facts, look at these facts in light of criteria, and

thus clarify and test ideas about them. According to Barth

and Shermis, inquiry is not leading students to conclusions,

not wandering among a variety of topics desperately thrown

out to gain the student's attention, nor is inquiry a "pur-

poseless bull session in which everyone saw what is gnawing

NEIMAN&,
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at him without being required to provide evidence or support"

(7, p. 749).

Learning by inquiry is not innate, according to McFarren

(87), but is learned; furthermore, it is a rewarding and stim-

ulating avenue of learning for teacher and student. Agree-

ing with McFarren, Michaelis (89) emphasizes that the student's

searching should be guided by questions or hypotheses which

he understands and some of which he may have formulated him-

self. He emphasizes that inquiry approaches should not be

interpreted to mean that the student discovers everything.

Discovery learning and meaningful verbal learning through

direct instruction are both necessary in order to develop

concepts, discovery skills, and interests.

Hilda Taba (124) maintains that the new developments in

social studies are good in that they emphasize inductive

learning, active learning, or discovery learning. She be-

lieves that a balance must be maintained between an emphasis

on content, on the processes of learning, and on the learner

as an individual. The ideal is

to encourage students to discover from the analysis
of original unpredigested data, to build one con-
cept and generalization upon another, to compare,
contrast, and evaluate, and eventually develop an
understanding of the fundamental structure of the
subject or subjects (125, p. 474).

Donald L. Barnes and Arlene B. Burgdoff (6) emphasize

seven steps in problem solving in elementary social studies:

(1) identifying the problem, (2) clarifying the problem,
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ing and organizing the data collected, (5) determining

possible solutions, (6) evaluating the solutions which

appear to hold most promise, and (7) further involving the

student through implementation of the solution (6, p. 24).

Believing that the skills of the social studies are

those needed to carry out objective and thoughtful studies

of social phenomena, Bruce R. Joyce (64) describes four

kinds of scientific activities which form the basis of most

social studies-skills. They are as follows: (1) making

observations, (2) making categories that note similarities

and differences in data, (3) making inferences about rela-

tionships of causation, and (4) making judgments about the

goodness or desirability of events. Joyce has developed

strategies for teaching these elements of inquiry (64, p. 343

Research studies have sought to identify skills and

abilities of elementary-age children in inquiry and problem

solving. Evalyn Barbara Rapparlie (107), for example, in-

volves primary-level students in problem-solving situations,

urging them to pursue each problem until it is solved; she

leads the children to examine the processes they use, evalu-

ate their thinking, and plan improvements in strategy. She

concludes that critical-thinking skills such as observing,

comparing, classifying, and analyzing can and should be

taught to first- and second-grade pupils. Vance Clark Fraser

(42) teaches a strategy of inquiry to fourth-, fifth-, and

,
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sixth-grade pupils and notes that the pupils become increas-

ingly able to answer questions clearly related to problem

analysis and hypothesis formulation as a result of the

skill-development activities.

Dennis R. Carmichael (19) notes that, when comparing the

effectiveness of an expository method and a conceptual method

in teaching map skills, those students taught conceptually

make greater improvements in map skills and significantly

greater improvements in geographic understanding. Richard

Gornick (46) in his study of the transfer of learning at-

tempted to determine whether or not a conceptual framework

would facilitate transfer in social studies. He identified

specific concepts from five of the social science disciplines,

developed them with the pupils, and devised a situation test

to assess the extent of transfer. His conclusion is that

transfer is greatly enhanced by the conceptual framework,

inquiry approach to learning significant concepts.

Thus, the "new" social studies seeks to develop "in-

quirers," persons who will question and be able to solve for

themselves the problems and issues that arise in their per-

sonal and societal future. With this "inquiry" approach

comes the realization that a different role must be played

by student and teacher. The National Council for the Social

Studies in its "Guidelines" supports the idea of using a

wide variety of learning activities with appeals to many

types of students. The "Guidelines" states that "classroom

--



lecturing is less defensible today than it has ever been"

(97, p. 863). Among the activities suggested as having

appeal for many types of students are making surveys, act-

ing out scripts, viewing films, listening to tapes, working

in a community project, conducting an investigation, simu-

lating and gaming, making field trips, comparing points of

view, participating in discussions, using case studies,

studying realia, and role-playing (97, p. 863).

Another aspect of the social studies which has been

widely accepted as an integral part of the "new" system

comes in the area of values and valuing. David R. Krathwohl,

Benjamin S. :Bloom, and Bertram B. Masia with their Taxonomy

of Educational Obiectives, Handbook II, Affective Domain (71)

attracted the interest of many educators. This interest re-

sulted in emphasizing the development of attitudes, beliefs,

and values, not only in the social studies but in all areas

of the curriculum. Value analysis and development cannot be

avoided in the classroom, according to Jack R. Fraenkel (38).

The teacher's actions, words, discussion topics, reading

assignments, and class activities indicate that he believes

certain events, objectives, and people to be important.

Fraenkel asserts that no one wants children to develop values

accidentally nor should anyone deliberately influence chil-

dren. He does believe that it is crucially important to

develop a "systematic design of appropriate teaching strate-

gies to bring about desired values" (38, p. 457).
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According to Joyce (64), there is evidence that social

studies education has failed in its efforts to teach values.

He suggests that perhaps this is because many have tried to

teach values only by reiterating rules and precepts (64,

p. 215). Billy J. Paschal indicates that he agrees with

Joyce when he says,

Many teachers think it logical that, since the school
is charged with the responsibility of molding the
child to the dominant values of society, indoctrina-
tion of the child in these major values is not so
much a right as a duty. It is not the teacher's
function to indoctrinate children. Rather, part of
his job is to create an atmosphere conducive to
learning, and to discuss the alternatives and their
consequences with every child entrusted to him (104,
p. 77).

Methods used in the past to help children develop values

are enumerated by Louis E. Raths, Merrill Harmin, and Sidney

B. Simon. They include such methods as example-setting,

persuading and convincing, appealing to conscience, limiting

choices, inspiring, making rules and regulations, and the

pushing of cultural or religious dogma (108, pp. 40-41).

These writers maintain that these methods may have controlled

behavior and even formed beliefs and attitudes but that they

have not and cannot lead to values freely chosen, and thus

adhered to, by intelligent humans within a complex and chang-

ing environment. They see values as based on three processes:

choosing, prizing, and acting (108, p. 31). Furthermore, it

is imperative to focus upon the process of valuing rather

than upon particular values themselves. They offer several



different methods for developing an elucidation of values in

the classroom. These include the use of clarifying responses,

the value sheet, the value-clarifying discussion, the con-

trived incident, and role-playing.

Three points are made concerning values in the elemen-

tary school by Jack Jervis and Brad Wideman. They say that

the valuation process should be an integral part of the

social studies curriculum, that it should permeate curri-

culum like critical thinking, and that it should be planned

for and cross all subject-matter lines (63, p. 329).

Fraenkel (38) suggests that the problems in values

education in the past have arisen because of the diversity of

people within the society and because of the lack of agree-

ment as to what is intrinsically good or bad. An attempt to

develop one set of values for Americans has failed. Fraenkel

advocates the use of instructional strategies such as open-

ended stories and filmstrips, panel and class discussions,

and questioning to influence value development in the desired

direction (38, pp. 460-461).

A need for teachers to have a commitment to certain

basic assumptions is stressed by McFarren (87). Since the

"new" social studies has placed more emphasis on affective

learning than was true in the past, teachers must be com-

mitted to the practice of reflective thinking concerning

questions of value, and they must be provided with opportuni-

ties to define and defend their own value judgments.



One of the most popular approaches to dealing with social

studies problem-solving and values has become role-playing.

Fannie Shaftel defines role-playing as "a group problem-

solving method that enables children and young people to ex-

plore human problems in spontaneous enactments followed by

guided discussions" (117, p. 557). Role-playing presents

an open-ended situation and allows two or more people to

carry out any action that might solve the problem. By being

given decision-making responsibility in a situation which

poses no threat, students can be taught to feel, to think,

and then to act, in that order. The same situation may be

enacted several times so that various approaches to the

problem's solution are offered. The result, according to

Shaftel, is that the students learn to respect and value a

variety of interpretations of social realities. Numerous

books, some with picture cards or films, have been published

to aid the teacher in creating effective role-playing exper-

iences (117, 101, 22).

The National Council for the Social Studies' basic

rationale for social studies education assumes that "know-

ledge, thinking, valuing, and social participation are all

essential components of the social studies program and that

commitment to human dignity is a major purpose of social

studies education" (97, p. 855). The twofold purpose of

social studies education is given in the "Guidelines" as

"enhancement of human dignity through learning and commitment
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to rational processes as principal means of attaining that

end" (97, p. 856). Knowledge in the social studies gives

one the ability to function as a reservoir of data, ideas,

concepts, generalizations, and theories which, in combina-

tion with thinking, valuing, and social participation, can

be used by the student to function rationally and humanely

(97, p. 855).

Materials for the "New" Social Studies

The literature reviewed in this section deals with

materials which have been produced by the social studies

projects and commercial textbook publishers as well as with

what educators are saying about the use of these materials.

The importance placed on the use of instructional mater-

ials is evidenced by the fact that through the National

Defense Education Act, amended in 1965, vast sums of federal

money have been made available for the purchase of instruc-

tional materials in local school districts (134, p. 221).

According to Edgar Bruce Wesley and William H. Cartwright

(134), the rising demand for more and varied materials is

based on the effort to provide for individual differences,

to give greater flexibility in social studies programs, and

to meet the need for preparation of resource units by the

teachers. Michaelis writes that

The current emphasis on inquiry has cast instructional
media in a more helpful light. The trend is to use
them as sources of data to test hypotheses, answer
questions, and solve problems that have arisen in
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individual and group inquiry. Students are guided
to approach them in a quest for useful ideas (89,
p. 303).

Michaelis believes that key ideas are remembered longer,

appreciation is deeper, and interest is higher when varied

avenues to learning are used.

A major development in the movement toward social

studies curriculum development came when the Cooperative

Research Branch of the United States Department of Health,

Education and Welfare established Project Social Studies in

1963 to make available funds for individuals and groups to

research and plan new programs for social studies education

(32). In the same year, the National Science Foundation was

granted federal funds to engage in social science research

programs (24). The Danforth Foundation, the Ford Foundation,

the Charles Steward Mott Foundation, and the Carnegie Corpor-

ation are just a few of the private foundations which also

have given support to social studies projects (96). Dorothy

M. Fraser (40) reviewed six projects in a 1962 publication

of the National Education Association, and in 1963 Michaelis

discussed sixteen projects underway at that time (90). By

1965 the number of projects had doubled (34). In 1969, the

Marin Social Studies Project produced a directory of pro-

jects, including information on over 100. The authors of

the Directory reported, however, that the "list of projects

which could be included is nearly endless" (84, Introduction).

Norris M. Sanders and Marlin L.Tanck (114) selected



twenty-six national social studies projects to appraise in

a special edition of Social Education in 1970. Though their

original intent was to appraise all instructional offerings

of the projects, they found this impossible because there

was no complete listing of the projects, there were too

many of them, and some had not yet produced materials to

review (114).

The projects, some of which have been completed and

others which have just gotten underway, are varied. Sanders

and Tanck (114) note that they can be approximately categor-

ized as (1) comprehensive, seeking to develop complete social

studies programs for one or more grades; (2) discipline-

oriented, focusing on one of the social science disciplines;

(3) area-oriented, developing studies of geographical areas;

and (4) special purpose, stressing one or more special goals

(114, p. 384). In their analysis of the twenty-six projects,

they look at the rationale and goals of each, the instruction-

al strategies and activities developed, the materials being

produced, and the special needs, problems, or cost in imple-

menting each.

A later review of some of the projects, published in

the November, 1972, issue of Social Education, utilized the

"Curriculum Materials Analysis System (CMAS)," developed in

1967 by Irving Morrissett and W. W. Stevens of the Social

Science Consortium (SSEC) staff (29). Revised in 1971 by

members of the SSEC staff, this CMAS provides a means of

I "ft.- I



analyzing curriculum ideas and materials in six major cate-

gories. The CMAS and the reviews of the projects are printed

in Social Education in order that they might aid the decision-

making process in the various school districts concerned with

the selection of materials to fit their newly-defined pro-

grams. The National Council for the Social Studies recog-

nizes that, because of the abundance of new materials and

their greater complexity and sophistication, the task of

curriculum materials selection is a formidable one (29, pp.

715-716).

In an assessment of the projects, June R. Chapin and

Richard E. Gross (21) point out that most of them utilize

materials and strategies designed to teach the methodologies

employed by social scientists. Most projects develop con-

cepts, themes, generalizations, and principles which make up

the structure of the disciplines. They recognize a tendency

in some of them to stress one of the several disciplines more

than others. McFarren (87) cites the same general trends

throughout most of the projects and states that "history will

be required to relinquish its position as 'queen of the social

studies' and become a working partner with the other social

sciences" (87, p. 259).

C. Frederick Risinger (109) suggests that the involvement

of experts from specific disciplines was a result of the

realization that a major problem of social science education

rested with its estrangement from those persons knowledgeable
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in curriculum development. He says that both the social

scientists and social studies educators were removed from

any significant contact with the public schools. The

majority of the social studies projects from which the "new"

social studies developed brought the social scientists,

social studies educators, and public school personnel to-

gether.

Though many of the efforts of the social science ex-

perts who worked with curriculum projects were geared

towards secondary level, the use of material from the major

social sciences is evident in elementary school curricula

as well. These elementary-level projects have many similari-

ties while producing contrasting types of materials.

Perhaps the best known of the projects for elementary-

level social studies is a joint project of the Curriculum

Development Association and the Education Development Corpor-

ation called Man: A Course of Study (MACOS) (96). MACOS

was, for a time, directed by Jerome Bruner, who applied his

theory of instruction to the materials. The course is de-

signed for implementation at the fifth- through seventh-grade

levels. The core discipline is anthropology, though the

scope of the project's developed curriculum is much broader.

Students are engaged actively through inquiry processes

including open-ended problem-solving discussions, simula-

tions, role-playing, and games. The classroom materials

include student booklets, six filmstrips, maps, posters,
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educational games, observation projects, and worksheets. A

set of twenty-seven films for use with the materials repre-

sents the major expense of the program for implementation

in the schools. An added expense would be the required

three-to-five-day teacher-training session conducted by the

Curriculum Development Association which is required before

the MACOS program can be used in a school system. Evalua-

tion of MACOS has revealed significant student growth between

pre- and posttests, a positive change in teaching style of

teachers working with it, and a high level of enthusiasm for

the course materials expressed by both pupils and teachers

(96, pp. 742-744).

Another pro ject involving special teacher training for

implementation is the Taba Program in Social Science, based

at San Francisco State College (96, pp. 761-763). The Taba

Curriculum Project has produced a set of teacher guides for

grades one through eight, a set of hardback textbooks for

grades one through four, and Study Activity Posters for

kindergarten and early grade one (with teacher's guides).

The Teacher's Handbook for Elementary Social Studies

(124), written by Hilda Taba before her death, is also avail-

able for pre- and in-service teachers of the social studies.

The content of the Taba series is drawn from the disciplines

suggested by the National Council for the Social Studies;

its goals and objectives include acquirement of selected

knowledge, development of academic and social skills,
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formation of selected attitudes, and development of thinking

skills. Materials focus on main ideas, concepts, and facts

to achieve the knowledge objectives. Most concepts recur,

appearing in the materials each year in greater depth than

in the previous grade. Taba's materials employ two sets

of teaching strategies, one for cognitive skills and one

for affective needs. Because of the sophistication of these

teaching strategies, James E. Davis (96, p. 763) suggests

that teachers become thoroughly acquainted with the program

before starting to use it. Staff-development institutes

are held periodically. Research has shown that teachers in

one school system who had completed the Taba staff-development

programs obtained greater academic achievement for their

students during the 1970-71 school year than teachers who

had not participated (9). Davis feels that the Taba

program will actively involve students in the learning pro-

cess, but he notes a limitation of the Taba program in this

area. Though the teachers' guides list additional sources

besides the textbook, Davis contends that the use of these

sources is strictly dependent upon the teacher's making

them available. In view of the avowed importance placed

upon a multiplicity of resources by the NCSS "Guidelines,"

he feels this to be a limitation of the program and a legiti-

mate one for concern (96, p. 763).

Another well-known program and one which is now being

published commercially is Our Working World, under the
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was initiated in order to ascertain whether elementary-

school students could be taught the underlying concepts and

structure of economics and relate these to their daily

lives. In 1964, the emphasis was expanded to focus on all

of the social science disciplines and provide a sequential

program of social studies instruction with economics as a

core curriculum. Jane Lowrie Mounts describes the curricu-

lum as being "an orchestration of the social science disci-

plines, showing their interaction and interdependence, with

economics as the core" (96, p. 739). The major concern of

the program is the cognitive area, although students are

offered a variety of activities such as games, role-playing,

and group work in which choice-making and decision-making

are implicit. Materials are now available for grades one

through three with materials for grades four through six

currently being printed. The teaching strategies focus on

the student's problem-solving abilities and analytic-

thinking skills. Active participation in the program is

encouraged, and the authors have emphasized the necessity

for the teacher to modify the program to fit the needs of

the students. These modifications can only be in the realm

of activities and resources, however, because the curriculum

is carefully sequenced to build on prior knowledge.

One of the most unique projects is the Boston Children's

Museum's Materials and Activities for Teachers and Children
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project are organized into unit kits calledMATCH Boxes, each

kit containing a variety of realia, films, pictures, games,

maps, records, reference books, and teacher's guides. These

kits are now available commercially: The City, for grades

one through five; A House of Ancient Greece, for grades

five through ten; and The Japanese Family, for grades four

through six. The rationale on which these units are based

is that "when students are actively involved in coordinated

learning experiences with non-print media, learning is

real" (96, p. 727). The units, which are inter-disciplinary,

use inquiry as the predominant learning system. A variety

of activities is provided in each unit, and they also allow

for flexibility of use by the teacher. In The Japanese

Family and The City, students deal with modern political,

social, and economic problems. In A House of Ancient Greece,

the students simulate the activities of an archeologist,

gathering evidence, handling artifacts, developing hypothe-

ses, and theorizing about life in Greece in 400 B.C. If

there are any drawbacks to the MATCH program, they would be

in the area of cost, according to Barbara Capron (96, p. 727).

The cost of the kits ranges from $525.00 to $770.00, with

each kit being somewhat cheaper without the films. However,

these kits may be used over a period of years and in several

classes each year. Capron, citing evaluative research con-

ducted on the MATCH materials, has concluded that the units
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are well worth their cost because of their potential as a

change agent. Once teachers and children have been actively

involved in the.MATCH process, they are no longer content

with a sterile, print-oriented program (96, p. 727).

The University of Minnesota's Project Social Studies

(96, pp. 758-759) has also produced some materials in kit

form. The entire K-12 curriculum developed by this project

is oriented toward social science disciplines specified for

each grade level. Inquiry is its dominant teaching strategy;

and, as with most of the projects, it offers a variety of

activities for flexibility. The units for grades one through

four are organized into multimedia units called The Family of

Man, with individual kits focusing on families in foreign

countries or times past. They contain artifacts, study

prints, filmstrips, cassettes, trade books, costumes, and a

teacher's resource guide. The kits cost approximately

$174.OO each. Printed materials for the other grades contain

student readings covering such topics as the United States

and Canada in grade five, sociology in grade seven, and

history and geography of Europe and Asia in grade eleven.

The program emphasizes direct teaching of skills and defini-

tions with expository techniques, followed by practice of

study skills. Great flexibility on the part of the teacher's

use of the materials is possible.

One of the projects devoted to designing social studies

programs for elementary through secondary school level is
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the Concepts and Inquiry Pro ram of the Educational Research

Council of America (96, pp. 744-7+5). The Concepts and In-

ciuiry Program was developed to combine the social science

concepts from all the disciplines in a sequential and cumu-

lative manner. Getting away from the traditional single

grade-level texts, the materials for grades two through six

include several student booklets with a teacher's guide for

each level. The kindergarten and first-grade materials con-

sist of pictorial information, transparency masters, and

filmstrips. A variety of activities and resources for group

and individual research projects is suggested. However,

Capron points out that a well-equipped media center is

necessary to make this program completely successful (96,

p. 745).

Some of the projects concentrate on only one of the

social science disciplines. One of these is the Michigan

Elementary Social Science Education Project (96, pp. 756-757)

which directs its attention to sociology but includes some

psychology and social anthropology. The University of

Chicago's Industrial Relations Center's Elementary Economics

Project has provided supplementary materials on economics for

regular fourth-through-eighth-grade social studies classes

(96, pp. 737-738). The Committee on Civic Education at the

University of California, Los Angeles (96, pp. 732-733) has

produced three paperback books developing concepts, processes,

and principles of the American political system. The books,
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case-study method and discussion, and they suggest other

activities in the teacher's guide. The Anthropology Curri-

culum Project (96, pp. 747-748) at the University of Georgia

has produced a variety of materials for kindergarten through

twelfth grade which, according to Cheryl L. Charles, provides

a "resource base for the incorporation of anthropological

concepts into existing social studies curricula" (96, p. 748).

The social studies projects have produced new activities,

materials, and ideas, and many of their efforts have been

highly praised. However, Sanders and Tanck write that "in

spite of widespread endorsement of the new social studies

there are reasons for close scrutiny and caution in adopting

the new programs" (114, p. 388).

Similarly, Edmund Traverso points out that the increased

use of media in new social studies materials is not "in and

of itself a solution because students can be just as turned

off by these productions as by previous teaching methods"

(129, p. 388).

Allen (2), in praising the social studies projects,

notes several areas where caution would be well-advised. He

believes that, while content knowledge is recognized as an

objective of fundamental importance, the tendency of the

projects is to conceive it more as a means than as an end.

Allen agrees with Traverso that there is a possibility that
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students will become disinterested in multimedia approaches

(2, p. 101).

Barbara Capron, Cheryl Charles, and Stanley Kleiman

(17) asked representatives of several leading textbook pub-

lishing firms if they thought publishing houses had been

affected by the social studies curriculum-development pro-

jects of the 1960's, and if so, how? Their conclusion is

that the "new" social studies movement affected the pub-

lishers in two ways. First, they were able to publish the

new projects materials, and, second, they incorporated ideas

from the projects into their own social studies materials,

primarily textbooks (17, p. 282). Some of these publishers'

textbooks did not change in their orientation so much as in

their terminology. Some textbooks simply changed suggestions

in their teacher's manuals and added new pictures, while

some publishers maintained their "expanding-horizons" ap-

proach typical of the more traditional texts with the hope

that more traditional teachers would choose to adopt more

traditional texts.

Robert Price criticizes many traditional textbooks as

being dull, superficial, too broad, or too simple or as not

stressing the important and dominant nations of the world.

He notes that it is impossible for textbooks to be current

when some states maintain policies of selecting groups of

textbooks for five-year adoptions (105, p. 21). Serious

doubts have been raised by many as to the usefulness of a



single textbook approach in developing a program which incor-

porates the goals of the "new" social studies.

The "Social Studies Curriculum Guidelines" questions

whether a single textbook can serve to accomplish the ob-

jectives: "Accomplishing objectives which represent all of

the components of social studies education depends upon more

information, more points of view, more appeals, more suita-

bility to individual students" (97, p. 864).

Until recently, commercially produced textbooks have

been the chief material used in schools, according to Joyce

(64), and no publisher will publish unless he has a good

chance of selling the books. They therefore try to fit

the textbooks into the curricular patterns dominant in the

schools. Joyce feels that this "harmony between theory

and practice and book series resulted in uniformity among

commercial textbook series and so belied potential diversity

in the field" (64, p. 15). He criticizes social studies

textbooks for their lack of realism, racial and ethnic bias,

and superficiality. There is too much emphasis on history

and geography, and the materials too often are not of interest

to the students (64, p. 20). The author testifies to having

real reservations about whether it is possible for textbook

materials to be developed that will lead primary children to

scientific inquiry, and he suggests that "at present, the

best instructional material available is a lively teacher

who knows social science and has courage to organize her

:. ,
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students to study significant aspects of his society" (64,

p. 31).

The concerns of Dunfee and Sagl (35) follow similar

lines. They feel that a textbook may create a situation

in which the teacher is an assistant to that text rather

than the text serving as a tool of the teacher. Textbooks

may set the goals, establish content, and even determine the

time given to the social studies when they are misused. A

textbook may inhibit the achievement of some of the social

studies goals such as discovering relationships, developing

a mode of inquiry, considering current human problems, and

developing values and attitudes. A single textbook and the

problem-solving approach can be complementary, they claim,

if the content is reorganized into specific sets of under-

standings and coordinated with outside sources. These out-

side sources are imperative, however, with the textbook

being used to provide background information and the sources

serving to promote inquiry and relevancy.

The use of the textbook does offer many administrative

advantages according to Harriet Talmage (126). The single-

textbook approach is the most inexpensive means of getting

materials, and it requires less time in examination of pos-

sible alternatives. The textbook enhances large group

instruction, insures a systematic presentation of content,

and settles to some degree the question of what constitutes

the curriculum of a school. Talmage goes on to say that

0-.. -- Ilw'l
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even the new materials, more often called instructional pack-

ages, can be criticized for the same shortcomings as text-

books when they become "arbiter of the curriculum of a

school system" (126, p. 21).

Research on textbooks reveals some interesting infor-

mation. In a survey of 287 second-grade children conducted

to determine their degree of knowledge before instruction,

Lowry (80) found that the pupils were familiar with 85 per

cent of the 110 concepts found in the social studies text.

In the area of values, after an extensive study of social

studies textbooks, Stanley E. Ballinger (5) observed that,

with only one exception, the textbooks examined failed to

treat values to any substantial degree. After a study in

which he examined elementary textbooks for their treatment of

religion, Harris (5) concluded that they were unduly sectar-

ian in their views.

Capron, Charles, and Kleiman (17) compiled a series of

questions reflecting the major thrusts of curriculum reform

and combining elements of the "Guidelines," the "Curriculum

Materials Analysis System," and an instructional materials

assessment instrument at Hunter College. The purpose of

these questions, which cover the most frequent cited com-

monalities of the "new" social studies such as rationale,

cognitive and affective objectives, recognition of individual

differences, emphasis on concepts from several social science

disciplines, and valuing, is to aid teachers and others
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concerned with textbook selection. The questions also call

for an assessment of the textbook--its focus on issues and

problems of concern to the students, its use of multimedia

resources, and the evaluative data available on the text-

book (17, pp. 284-285).

Henry W. Bragdon (12) suggests that a textbook does not

preclude good teaching but that a "reasonably imaginative

teacher or curriculum maker can put it in its place, will

use it to give an overview, or simply for reference . .

But too many teachers will not look beyond the text" (12,

p. 296).

Dunfee and Sagl (35) give several basic reasons why the

textbook must be supplemented with additional materials.

The textbook, with an adoption and use period of several

years, cannot be current. This concern for relevancy sug-

gests the most basic reason for use of supplementary

materials. They also feel that a truly inquiry-based social

studies curriculum calls for expanded reading resources, use

of primary sources, and the use of materials which are able

to give in-depth treatments of certain subjects. A report

by C. Benjamin Cox and Byron G. Massialas (25) maintains

that, though textbooks today represent considerable varia-

bility and offer some help to the teacher attempting to

conduct inquiry, no single text examined by them presents

the depth and analytic framework required in the inquiring

classroom.
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"Teaching materials are never an end in themselves,

but merely a means through which a curriculum is put into

practice," according to Guy Wagner (131, p. 5). Wagner

further warns that the teacher must be careful not to have

too many instructional materials that might overwhelm the

child. Instead, the teacher must be imaginative in the

use of her facilities and selective in the materials and

activities used.

Multimedia has become the term used to describe the

variety of materials available in greater numbers than ever

before for social studies instruction, according to McFarren

(87). The systems idea--use of multimedia as a coordinated

set of materials--appears to be taking hold in the social

studies as it has in science, mathematics, and foreign

language programs (90, p. 73).

These supplementary materials are being produced com-

mercially along with the project materials and regular

textbooks. Tedd Levy reviewed a representative sampling of

supplementary materials that he feels "tend to support new

approaches to social studies education" (76, p. 783). These

include realia, print packages, slides, sound materials,

audio-visual materials, books, games, and simulations.

According to Thomas, a wide variety of source materials is

necessary to meet individual needs of students, and the full

employment of such materials compels the student to compare

and contrast ideas, events, cultures, and peoples. Through
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ings can be developed (128, p. 75). Dana G. Kurfman (72)

believes that the changes in curriculum and curriculum

materials mean students will form their own social studies

programs and that each student will have the opportunity to

develop a custom-made program to meet his own inclinations

and needs.

The official publication of the National Council for

the Social Studies, Social Education, has included a special

section in their publication for analyses of instructional

materials since March, 1970. The editors of this section,

John P. Lunstrum and Donald 0. Schneider, note in the intro-

ductory issue that

we have witnessed the rapid expansion of the role
of media in education, the appearance of new pro-
ducts bearing varied claims, while at the same
time we are confronted with significant proposals
for sweeping reforms in the social studies curri-
cula. It appears therefore that the needs of our
readers point to an extension of the concept of
audiovisual education to include such components
as gaming, simulation, multi-media kits, computer-
assisted instruction, etc. (81, p. 355).

David A. Jacobsen (58), writing in this particular section

of Social Education two years later, affirms the fact that

"new" social studies educators are committed to the propo-

sition that the utilization of a wide variety of instruc-

tional resources enhances the effectiveness of classroom

teaching. He feels that Federal funds, available under

Title III, make possible the initial purchase of hard and
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soft ware, but so many local funds are allotted to the pur-

chase of instructional resources that the demand for greater

quantities of innovative and creative media has outstripped

available resources. According to Jacobsen, teachers have

continually increased their use of media, and in doing so

they have reduced a reliance upon the textbook and the

"stand-up one-hour lecture" (58, p. 304).

Even though children live in a multimedia world, Clar-

ence 0. Bergeson (1) contends that the ability to get the

most from any source is a skill which needs to be developed

and that learning resources can act as tools for the princi-

ples of learning which are active in skill development. He

suggests student use of the equipment and appropriate

follow-ups; he also contends that various media can be used

to broaden the experiences of the culturally deprived.

Other advantages of a multimedia approach lie in the indi-

vidualizing of the program, in allowing teachers more time

to give remedial help to those unable to function at the

same level as the other students, and in giving the students

untouched, mirror-views of themselves, their actions, and

skills. Chapin (20), R. Garry Shirts (120), and Samuel

Brodbelt (13) stress the ease with which simulations, games,

and most classroom activities can be developed by the

teacher and point out that the benefits of these teacher-

developed materials are often greater than those gained from

commercial materials.
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According to William D. Romey (ll), it is degrading

and condescending to refer to any new curriculum materials

as "teacher proof." He feels that, instead, educators

should work toward the creation of a curriculum-proof

teacher who makes available all sorts of materials to each

student and who is not dominated by a single curriculum.

He believes that teachers and their students should be the

decision-makers. Talmage (126) says that, as more school

systems make changes in their philosophies of education and

provide teachers an even broader base of participation in

instructional decision-making, the instructional materials

will be subordinate to the curriculum and instructional de-

cisions arrived at by concerned persons (126, p. 25).

Ambrose A. Clegg, Jr. (23) maintains that teachers do

have the talent to design excellent curricula and materials

to meet the demands of their students but that their efforts

must be supported by the larger aspect of the curriculum

system which makes specialized training, resources, and con-

sultant help available when needed. "The values of teacher

choice and decision-making should not be swept away or

sacrificed for the values of efficiency or manageability"

(23, p. 309).

Preservice Teacher Education
in the Social Studies

With the appearance of the "new" social studies came

the realization that changes were called for in teacher
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preparation. "Teacher education has suffered too long from

too many answers and too few questions," according to Charles

Silberman (121, p. 470). Silberman is just one of many crit-

ics of the public schools who have recent publications con-

cerning education and the changes they feel need to be made

both in the schools and in the teachers (53, 56, 70, 74).

These critics are not alone in their concern for improved

teacher-education programs. The March, 1970, issue of Social

Education was devoted in its entirety to articles dealing

with teacher training. Federal support for innovative pro-

grams in preparing elementary teachers has brought needed

attention to the area of teacher education (15). It is a

generally accepted fact that the new materials and teaching

strategies will place new demands upon the teacher; further-

more, any area of the school curriculum which undergoes such

sweeping changes as the social studies has done may need to

pay particularly close attention to teacher training.

In citing reasons for needed change in teacher prepara-

tion, Richard D. Van Scotter points to what teachers have

been accustomed to doing in the past: Teachers have imparted

bits of unrelated information, told their students how to

solve problems, relied on textbooks as sources of authority,

maintained a structured and orderly classroom, dominated

class discussions, and evaluated student performance accord-

ing to traditional criteria (130, p. 173). He believes that

teaching social studies in the 1970's will require a change
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in roles with teachers providing an environment diverse in

ideas, using questioning as the principal means of teaching,

accepting several right answers, promoting interaction among

students, playing the role of facilitator, and allowing

students to express themselves freely on values and ideas

(130, pp. 173-174).

Craig W. James (59) establishes five criteria for a

good social studies teacher: He must be sound in subject,

must be well-educated in terms of experience and reading,

and he must be able to communicate effectively. The teacher

must also be a person of sound mental health, able to estab-

lish some kind of rapport with his students, and have a

genuinely warm, outgoing personality. Lastly, James feels

that a good teacher should have a real desire to teach,

being concerned with "doing his job, not just holding it"

(59, pp. 215-216).

There is a difference in opinion as to just what con-

tent should be included in teacher-education curricula.

Irving Morrissett (92), for example, feels that more credit

hours in certain subject-matter courses are needed. The

National Council for Accreditation of Teacher Education sug-

gests in the "Standards for Accreditation of Teacher Educa-

tion" (95) that prospective elementary teachers should have

some advanced studies in at least one social science disci-

pline along with intensive studies in the literature of the

field and independent research. In addition, they recommend
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that at least one-third of the curriculum should consist of

studies in the symbolics of information, natural and be-

havioral science, and the humanities. The "Standards for

Accreditation of Teacher Education" recommends that prepara-

tory programs include subject matter and modes of inquiry of

one or more disciplines from each of the three categories

of the social studies: the synoptic (history and geography),

the systematic (economics and political science), and the

holistic (anthropology, sociology, and social psychology)

(95, pp. 4-5). George Dawson (31) suggests a requirement of

at least six hours in economics for teachers of the social

studies. The National Council for the Social Studies (98)

recommends a minimum of eighteen semester hours in the social

sciences, with some of this work involving interdisciplinary

courses and including some advanced study in one or more of

the social sciences (98, p. 848).

In spite of these recommendations for additional course

work, research seems to indicate that there is little or no

connection between teacher knowledge and pupil achievement

in elementary school subject-matter areas. Semour Metzner

(88) and Eugene Auerback (4) both conclude that, after equat-

ing for pupil intelligence and socio-economic status, there

is little evidence that the length of teacher preparation in

a subject bears any relationship to the student's mastery of

the subject. William W. Green, Jr.'s research (47) supports

this conclusion and adds another dimension. In studying the
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higher-order processes in elementary and secondary classrooms,

he found little variance to be accounted for by the teacher's

knowledge of the subject matter taught. Sanders (114) ob-

serves that, while a teacher's understanding of his subject

is important for his asking questions that go beyond the

recall of knowledge, specific training in the asking of

questions is a more necessary ingredient to assure a teach-

er's use of higher-level questioning. Research conducted

for the Sociological Resources for the Social Studies Curri-

culum Project by William M. Heung, Jr. (54) shows that

materials produced by the SRSS Project can be efficiently

taught by teachers with no training and that effects of

special training and preparation in the subject matter cannot

be measured in terms of student performance. Heung concludes

that "increased subject matter training and traditional

teacher training do not contribute to student mastery . .

if improvement in teacher performance is needed the answer

lies elsewhere" (5+, p. 53).

Research studies concerning teacher's opinions as to

where they think their greatest problems in teaching the

social studies lie reveal conflicting conclusions. Shirley

Caroline Wendt (132) from her survey of 147 elementary

teachers in metropolitan areas of the Midwest concludes that

subject-matter background was not seen as a major problem by

these teachers. Donald Lee Schilson's study (115) of be-

ginning teachers revealed that problems primarily occurred
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in three areas: text, curriculum guides, and supplementary

materials; audio-visual and other teaching aids; and pupil

interest, pupil participation, and teaching methods. Frances

E. Fuller (43) takes the opposite point of view after exam-

ining six studies on beginning teachers' problems. She

points out that beginning teachers are concerned about their

own content adequacy among other things.

Changes in the content of subject-matter areas are sug-

gested by several. B. Othaniel Smith suggests that a great

deal of what a prospective teacher learns from his study of

the disciplines is not to be taught to children but functions

as marginal knowledge. Therefore, he would introduce "modules

of knowledge" through seminars for preservice teachers. These

seminars could provide information from the disciplines which

would be most relevant to children, could help develop

problem-solving skills, and could aid teachers in the selec-

tion of materials from whatever disciplines were being

studied (123, p. 127). Virginia Frank (39) also suggests

that subject-matter courses be taught especially for the

elementary teacher so that he can learn the content to be

taught as well as how that subject matter is related to the

interests and needs of children.

Besides knowledge of subject matter, the methods course

is generally conceived to be an important part of professional

preparation. The "Standards for Social Studies Teachers"

states that a laboratory course in teaching methods should



72

form the bridge between theory and practice (98, p. 848).

Jarolimek (61) believes that knowing the methods of teaching

social studies is critical to the success of any program.

The methods course should have as its purpose the develop-

ment of understandings and abilities which will allow the

teacher candidate to perform certain critical and essential

tasks related to teaching. In addition, it should emphasize

the teaching process and not a body of content. Planning

strategies--such as lesson plans, learning resources,

selection of content, and evaluation procedures--should be

included in the methods course. The course should also pro-

vide opportunities for actual teaching experience in a

laboratory setting (61, p. 432).

William T. Lowe and Warren Corbin (79) investigated

several areas related to preservice methods courses by means

of a questionnaire administered to 186 educators in New York

State. A great majority of the sample felt preservice

methods courses could and should be developed, but fewer

than half felt existing courses are valuable. The respond-

ents were asked to select topics they deemed essential for

inclusion in a methods course. The following topics were

selected by more than 70 per cent of the sample: organizing

and planning lessons, motivating students, developing

process-oriented lessons, stimulating independent study,

using social studies reference materials, questioning, using

maps and graphics, locating and evaluating instructional
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materials, and using educational technology (79, p. 289).

When the sample was asked to select the three or four best

techniques to be used in social studies methods instruction,

three were clearly the most popular: (1) viewing and analyz-

ing films, video-tapes, or other mechanical reproductions of

"real classes"; (2) analyzing demonstration lessons taught by

the beginners themselves in regular classes; and (3) analyz-

ing demonstration lessons taught by experts (79, p. 289).

Simulations, role-playing, peer teaching, microteaching,

sensitivity groups, analysis of writings, lectures, and dis-

cussions led by experts were not considered to be as

necessary for inclusion in a good methods course. Among

other recommendations made by these educators were the utili-

zation of the internship idea, with the school bearing most

of the burden of the field work. They felt joint coopera-

tion among colleges, public schools, and professional

teachers was important, as was the use of better screening

procedures for selecting teacher recruits (79, p. 290).

McElroy and Templeton write that the methods course is

typically "high on incantation and low in substance" (86,

p. 107) but that this is one major area of teacher educa-

tion which lends itself to immediate corrective measures.

The methods course should provide a model of inquiry teach-

ing, focusing on the preparation, presentation, and evalua-

tion of teaching strategies applicable to social studies.

Attention should be given, they say, to educational objectives
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methods course should be the actual teaching of lessons by

instructor and students. They suggest student teaching as

a valuable experience, but they also propose that the

selection of supervising teachers be more stringent (86,

pp. 107-108).

0. L. Davis, Jr. (3) recommends several practices for

reform in professional preparation of social studies teach-

ers. There must first be an intensive and recurring analysis

of the role played by social studies teachers. Student

teaching, the most important component of teacher training,

should be preceded by microteaching experiences and labora-

tory teaching in the early and general phases of teacher

education. In addition, Davis feels that courses in the

social sciences should include opportunities to explore these

disciplines through methods similar to those the teacher will

be expected to use in her own classroom.

Several authors feel that the problems now faced can be

blamed on the universities themselves for having inadequately

trained teachers (78, 33, 3). Charles E. Silberman (121, p.

38) suggests that a closer working relationship between

schools of education and the public schools would be helpful.

Jarolimek (61) suggests that, ideally, teacher training

should be done by a team consisting of persons from liberal

arts, education, and the field. T. C. Byrne (16) notes that

the universities have seen their major role as preparing
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teachers and intellectual enrichment and have not provided

leadership in public education. He feels that faculty mem-

bers in schools of education are prone to treat any student

below the doctoral level with disdain, and he accuses them

of not providing good models for their students. Kenneth

Carlson also discusses the "hidden curriculum of teacher

education," (18, p. 9) whereby the teacher is given little

opportunity to function as guide and stimulator because

courses are taught by the expository method. McElroy and

Templeton believe that in the universities one of the great-

est obstacles on the part of the "new" social studies will

be the academic departments. They see the role of social

scientists in the undergraduate preparation of perspective

teachers as more than one of dispensing content. Descriptive

courses "about" disciplines must be replaced by courses "in"

disciplines (86, p. 107).

It is generally recognized that another valuable com-

ponent of a teacher-preparation program is the experience

gained by the student in actual teaching situations. McElroy

and Templeton (86) contend that teacher-training institutions

should seek to identify and select competent supervising

teachers and then to train these teachers for supervisory

roles. They suggest the creation of teaching centers owned,

operated, and staffed by universities to provide in-service

training facilities for the public schools themselves.
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This closer cooperation between the universities and

the public schools is occurring in many teacher-education

programs now. In the 61st Texas Legislature, Senate Bill 8

was passed which established the joint responsibility of

college/university, public schools, and the State of Texas

for the student-teaching program (127). In 1970 the Texas

Performance-Based TTT Project was initiated, based on the

idea that the setting for teacher education should be the

educational cooperative (Teacher Education Center) involving

the local school district, the college/university, the edu-

cation service center, and the community (127, p. 3). Also

in 1970 four Teacher Centers were established, with universi-

ties as the coordinating institutions. In 1971, additional

components to the Texas Project were added. One of these,

the Texas Educational Renewel Center (TERC), has as its pri-

mary goals providing technical and developmental assistance

to Teacher Centers and assuring teacher education an integral

part in educational renewel (127, p. 3). In the Model Teach-

er Education Programs, sponsored by the U.S. Office of

Education as research and development projects, there are

major efforts toward bringing the academicians, the public

school systems, and the state departments of education into

a closer working relationship (15).

In October, 1967, the United States Office of Education

issued a request for the development of proposals on educa-

tional specifications for comprehensive undergraduate and
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in-service teacher-education programs for elementary teachers.

On March 1, 1968, the Bureau of Research awarded nine con-

tracts to colleges and universities to study the feasibility

of developing, implementing, and operating model elementary

teacher-education programs based on the specifications in

these proposals (15). Among the Model Teacher Education Pro-

grams are several different approaches for developing

cooperation between all concerned with professional educa-

tors and their training.

The Behavioral Science Teacher Education Program (BSTEP)

(15, pp. 30-51), developed at Michigan State University,

utilizes the public schools as the clinic setting for

preservice teachers. University staff work in the schools

as well as on their campus to provide seminars for the con-

tinuing education of practicing teachers. The university

staff also seeks to identify instructional leaders from

practicing teachers who have demonstrated success in teaching

and in leadership ability and who exhibit highly developed

clinical skills. These selected personnel will then serve

as team leaders in team teaching, work with undergraduates,

be intern consultants, develop elementary school and uni-

versity curriculum materials, and assist elementary pupils

having unusual and difficult learning problems (15, p. 4+2).

The ComField Competency-based, Field-centered Model

(15, pp. 51-83) of an elementary teacher-education program

requires that personnel in the public schools become full
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partners in the teacher-education program, participating in

all decision-making that affects program operation and parti-

cipating in the instructional program per se. Under their

plan, a student works within the university to demonstrate

competencies under laboratory or simulated conditions; then

he must enter the practicum and demonstrate competency with-

in the context of the public school environment (15, pp. 66-

67).

The Model Teacher Education Program at Teacher's College,

Columbia University (15, pp. 105-157) calls for cooperation

between the public schools and the university from the very

beginning of a perspective teacher's program through a "Con-

tact Laboratory" (15, pp. 122-129). In the first phase of

this "Contact Laboratory," students serve four to eight weeks

as an unpaid teacher's aide in the public school classroom.

This serves the dual purpose of bringing the teacher candi-

dates into contact with children and schools and involving

the teacher candidate in an analysis of the school as an

institution and the classroom as a social system. Additional

work in the other five phases of the "Contact Laboratory"

includes a period of ten to twenty weeks of tutorial and

small-group teaching, a phase where a group of students

develop and carry out a learning unit of four-to-six weeks

duration,and an internship. A program of this type could

not be possible without close cooperation between the college/

university and the public schools.
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The Model Teacher Education Programs provide a variety

of designs for the professional development of teachers.

Hans C. Olsen studied each of the models and drew six impli-

cations from them for the preparation of social studies

teachers: (1) the use of the performance module will be-

come widespread with the focus being on demonstrating pro-

ficiency; (2) behavioral objectives will not be restricted

to the professional education component but will be included

in the liberal education part of teacher preparatory programs

as well; (3) future programs will be quite flexible with con-

siderable stress on individualization of instruction; (4)

emphasis on performance will bring increased use of labora-

tory settings on college and university campuses and clinical

settings in schools and other agencies; (5) a wide variety of

instructional media will be utilized; and (6) emphasis will

be on the analytical study of teaching, promoting teachers

as decision-makers, as individualists, and as change agents

(103, p. 326).

In-Service Teacher Education

The fact that teachers are not allowed at present to

assume the role of decision-makers and change agents is seen

by Vernon Anderson as one reason why the pace of innovation

in the social studies may be slow. He points out that people

more readily accept innovations which they have planned

cooperatively, which they perceive as relevant, and which
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other members of their group also support. He notes that

most recent studies in the adoption of new ideas show that

experience level is not always a reliable indicator of the

amount of acceptance one has for new practices and that

human factors are more central to one's role as innovator

(3, p. 27).

Joseph A. Lazzaro (73) contends that four factors out

of twenty-six are more significant than others in indicating

willingness to use a new teaching approach. These factors

are experiences in student teaching, covert or overt actions

of school administrators, school organizational structure,

and the teaching methods used by institutions in preservice

and in-service programs. Research by Everett M. Rogers (11)

leads him to conclude that teacher innovators are likely to

be venturesome, generally young, opinion leaders, widely-

traveled, more competent, and more secure in their positions.

Franklin V. Matula cites several factors contributing

to the willingness of elementary teachers to try innovations.

These are as follows: (1) an interest in the program; (2) a

willingness to use the program; (3) the teacher's perception

of agreement of each change with reference-group norms;

(4) the extent of her own self-actualization; and (5) her

perception of the control structure (85, p. 4). He also con-

cludes that commonly assumed factors such as age, experience,

and amount of education are not significant variables in pre-

dicting a teacher's willingness to change (85, p. 9).
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The need for quality in-service programs is expressed

time and again in the literature concerning the "new" social

studies and its successful implementation in the classroom.

Jarolimek states that

We have long recognized that the preparation of
teachers is a continuous process beginning at some
point in the college experience of the student and
extending throughout his professional career. No
teacher is a finished product in the sense that
his professional development has been completed.
New knowledge, new teaching procedures, and new
generations of pupils all make in-service educa-
tion of teachers an essential component of teacher
education (60, p. 329).

In-service is definitely needed, says Dunfee (34), if the

desired changes in the social studies curriculum are to be

effected quickly, comprehensively, and satisfactorily.

According to Frank H. Klassen (69), it is an accepted fact

that the teacher is the central element in the formal edu-

cation of American youth, and the level of education cannot

rise above the quality of the teacher in the classroom. This

teacher is a product of the social and educational environment

and can be subject to feelings of alienation, chauvinism, or

a sense of powerlessness to deal with problems. Similar

attitudes well may develop in a group of teachers who have

no decision-making responsibilities in the social studies

program of their schools or who, because of lack of under-

standing about the "new" social studies, are apprehensive

about the changes they are being asked to make. M. Ray Loree

says that exposure to information can serve to form or alter
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attitudes when the source of information is respected, when

initial attitudes are not firmly entrenched, when the com-

munication reflects attitudes that are consistent with the

needs of the receiver, and when the communication is accept-

able to important reference groups of the receiver (77,

p. 110).

Jarolimek (61) reports that quite frequently in-service

programs are not well done and, consequently, are ineffective

in changing teacher behavior over any length of time. He

cites their failure as being caused by lack of involvement

on the part of the teachers and failure to translate into

actual classroom practice much of what is presented in the

in-service sessions. Research supports Jarolimek's claims.

Sidney Erwin Katz (66) notes that approximately one-fourth

of the classroom teachers whom he surveyed felt the most

beneficial type of in-service training to be the demonstra-

tion type and the least helpful to be the use of a speaker.

The most beneficial areas of in-service noted by the teachers

surveyed were involvement in determining entry into and the

planning aspects of the program, provision of enough time

to allow for adequate development of the program, leaders

who encouraged participation by the teachers, and freedom

of expression all or most of the time during in-service.

Henry J. Hermanowicz (52) notes a general dissatisfaction

with in-service programs when surveying beginning teachers

in twelve states. He found in-service programs were
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frequently criticized for being dull and boring, too general,

poorly timed, or too concerned with administrative house-

keeping. Ben M. Harris and Wailand Bessent suggest a

number of areas where in-service programs fail. For in-

stance, they say that they do not relate to the genuine

needs of the participants, do not utilize appropriate acti-

vities for implementing program plans, and do not provide

sufficient staff and other resources to assure effective

implementation of in-service program activities (49, p. 4).

The importance of continuing self-renewel program for

practicing teachers has been seen by the United States gov-

ernment. The National Defense Education Act, Title XI, of

1958, established funds for the Institute of Advanced Studies,

and in 1964 it provided additional funds so that institutes

could be expanded to include the social studies (33). One

section of the National Foundation of the Arts and the

Humanities Act provided $37.7 million for institutes for

advanced study for nearly 20,000 teachers, supervisors, and

superintendents in 1968-1969 (33). Byrne (16), in discussing

these federally-sponsored programs, cites several deficien-

cies, however. He feels that, though their purpose is to

bring teachers up-to-date, they actually must serve the

remedial rather than the up-date function. Summer institutes

have tried to introduce more academic content rather than

merely present methods of using content in the classroom.

In addition, Byrne maintains that summer institutes have only
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they reach only a few people and are of too short a duration.

Cramer (2) suggests that too many teachers are not even aware

of the programs currently available in such institutes.

Schools or school systems must take the brunt of respon-

sibility for in-service education, according to Catherine

Hughes (57). This is caused by the fact that in many school

systems there are only a small number of teachers, there is

a lack of funds, and colleges and universities are not al-

ways situated nearby.

Jack Nelson (99) describes what he feels would be a

useful approach to in-service programs built on major social

issues as a focal point of study. Using an interplay of

content and methods from the various social sciences, he

suggests that experienced teachers should be involved in

developing materials for the in-service program. The em-

phasis of this program should be on opening areas of concern

to cross-discipline study.

Allan Muskopf and Joy Moss (94) describe an in-service

model developed to acquaint teachers with "open education,"

and in so doing they make many points which are applicable

to programs developed for the social studies in-service work-

shop. They suggest that workshops be held for an extended

period of time--all day, over a period of weeks during the

summer, This allows for total involvement. They strongly

question the value of a workshop carried on after school
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because of the fact that teachers may be tired and because

such short sessions are liable to be superficial. They

further suggest that the workshops include self-directed

learning and help teachers become proficient and comfortable

in doing many things. Muskopf and Moss also stress that

changes in attitudes cannot be legislated and that the idea

of voluntarism in participation must be adhered to.

The Greater Cleveland Social Science Program (34+), one

of the previously mentioned social studies projects, devel-

oped in-service education to facilitate proper utilization

of materials. This in-service program uses lectures, bring-

ing outstanding speakers in the social sciences to the

classrooms through a closed-circuit television network. It

allows the viewers to question the speakers through a tele-

phone network. A series of tapes and independent study

materials also aid the teachers.

Several ideas concerning in-service education for the

social studies grew out of the Tri-University Proiect in

Elementary Education-u-Social Science/Social Studies at the

University of Washington (60). Jarolimek, the director,

points out that a large number of teachers may be lacking

in knowledge or skills, thereby creating a need for some

type of in-service. But the number of competent persons

available to accommodate these needs is limited. To make

the best use of the available talent, the model which was

developed by Jarolimek and others employs educational
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television. They suggest a series of six in-service pack-

ages, requiring about two hours for each to be completed and

covering the topics they feel present the greatest problems

to teachers in implementing the modern social studies pro-

grams. The first package, entitled Contrasting Teaching

Styles, allows the participants to observe expository and

inquiry-oriented teaching styles, analyze their observations,

and respond to questions presented to them. The other five

packages utilize similar modes of instruction with exercises

to be completed, taped sequences to be viewed, and problems

to be solved. When the six packages were presented as an

in-service course to groups of teachers for evaluation,

their responses indicated their approval of the method of

presentation, the opportunity it gave them to reevaluate

their own teaching, and the involvement and interaction

allowed within the program.

Carl E. Schomberg (116) suggests that teachers be helped

to understand the scope and purpose of the social studies, to

assess pupil needs, and to select content and instructional

materials to fit these needs. Current practices in in-service

which must be changed include training in the use of the new

teaching strategies, sequential learning experiences, and

new evaluative techniques.

A realization of the need for active involvement on the

part of the teachers attending in-service sessions has led

Harris and Bessent to write a book on the numerous laboratory
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experiences for use in such programs. They believe that "one

learns best that which he derives from experience" (49, p. 10).

They cite the advantages of a laboratory approach, noting

that, even though it must be highly organized and structured,

a high level of involvement is maintained with a wide array

of interests and needs served. In their book, Harris and

Bessent give considerable time to describing various proce-

dures which they feel would be most useful. Some of these

are brainstorming, buzz sessions, demonstrations, group dis-

cussions, role-playing, and simulations.

Kaltsounis claims that it makes no sense to go on with

the innovations because of the immense gap between recommen-

dations from innovative projects and the practices of elemen-

tary classroom teachers. He believes that, in light of the

tremendous efforts which have gone into social studies inno-

vations, there should now be an "equally vigorous and sys-

tematic attempt to implement the changes" (65, p. 690).

In summary, the review of the literature has shown

what educators are saying about the "new" social studies

and the materials produced for implementation of the new

programs. Educators have evidenced an awareness of the need

to prepare teachers to use the "new" social studies in their

classrooms and to foresee the difficulties they may encounter

when trying to use the traditional textbook. The teaching

strategies, emphases, and materials of the "new" social

studies are now being incorporated into elementary programs.
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Serious doubt has been raised as to the teachers1 abilities

to use these innovative ideas. Teachers may find the "newr"

social studies unacceptable if they have not had an oppor-

tunity to familiarize themselves with it through college

level methods courses or in-service training sessions.

With content now being drawn from several social science

disciplines, they may feel inadequately prepared for devel-

oping these new areas of content. Though teachers may have

had a recent methods course, in-service training, or exten-

sive preparation in the social sciences, they still may not

be prepared to teach the "new" social studies because of

the inadequacies in their training.
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CHAPTER III

ANALYSIS OF THE DATA

Introduction

The purpose of this chapter is to analyze the data

collected in order to determine the factors which might have

a significant effect upon the attitude of sixth-grade teach-

ers toward the "new" social studies. All raw scores on the

thirty-nine items on Part B of the questionnaire (See Appen-

dix G.) were summed for each participant. The summed score

on these items was then used as an indicator of that teach-

er's attitude toward the "new" social studies. Each hypoth-

esis compared groups of teachers who had different types of

preparation for teaching the social studies. For groups in

each hypothesis, group mean-attitude scores were computed;

these were taken as a measure of that group's attitude

toward the "new" social studies. The mean data for all

groups were treated by using a one-way analysis of variance.

Each hypothesis was accepted or rejected following the pre-

sentation of the results related to that hypothesis.

While some of the data obtained on Part A of the ques-

tionnaire (See Appendix G.) regarding biographical, educa-

tional, and experiential background of the participant were

not used in the hypothesis testing, some other portions were

101



102

treated with a one-way analysis of variance followed by a

Fisher's t for multi-type comparisons when significant

F-ratios were obtained. These data are presented in the

section following the report of findings concerning the

hypotheses.

Hypothesis I

Hypothesis I stated that teachers who have completed a

college-level social studies methods course within the last

two years would not have a significantly different attitude

toward the "new" social studies from that of teachers who

have not had a college-level social studies methods course

within the last two years.

The members of Group I (N

methods course within the last

score of this group was 192.16

15.57. Group II (N = 265) did

methods course within the last

attitude score was 191.50 with

15.40. The figures in Table I

one-way analysis of variance.

The F-ratio was not large

the .05 level. Therefore, the

= 58) had a social studies

two years. The mean attitude

with a standard deviation of

not have a social studies

two years and their mean

a standard deviation of

indicate the results of the

enough to be significant at

null hypothesis that there

would be no significant difference in the attitudes of the

two groups of teachers toward the "new" social studies was

retained.
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TABLE I

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO
HAVE HAD A SOCIAL STUDIES METHODS COURSE

AND TEACHERS WHO HAVE NOT HAD A
SOCIAL STUDIES METHODS COURSE

Source Sum of Squares df Mean Squares F

Between 19.84 1. 19.84 .0833

Within 76419.83 321. 238.07

Total 76439.67 322.

Hypothesis II

Hypothesis II stated that teachers who have had at least

one half-day session (three hours) of in-service training in

the "new" social studies would not show a significant dif-

ference in attitudes toward the "new" social studies from

that of those teachers who had no in-service training (or

less than three hours) in the "new" social studies.

The members of Group I (N = 217) have had at least one

half-day session (three hours of in-service training in the

"new" social studies, and the mean attitude score of Group

I was 191.61 with a standard deviation of 15.68. The mem-

bers of Group II (N = 107) did not have one half-day or more

of in-service training in the "new" social studies, and

their mean attitude score was 191.46 with a standard devia-

tion of 15.00. The figures in Table II indicate the results
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of the analysis of variance applied to the means of the two

groups.

TABLE II

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO
HAVE HAD IN-SERVICE AND TEACHERS WHO

HAVE NOT HAD IN-SERVICE

Source Sum of Squares df Mean Squares F

Between 1.62 1. 1.62 .0068

Within 76904.27 322. 238.83

Total 76905.89 323.

The F-ratio was not large enough to be significant at the .05

level. Therefore, the null hypothesis that there would be no

significant difference in the attitudes of the two groups of

teachers toward the "new" social studies was retained.

Hypothesis III

Hypothesis III stated that teachers who have had a

college major or minor in any one of the social science dis-

ciplines would not have a significantly different attitude

toward the "new" social studies from that of those teachers

who did not have either a major or minor in one of the social

science disciplines.

Members of Group I (N = 120) have a major or minor in

one of the social science disciplines, and the mean attitude

score of this group was 193.56 with a standard deviation of
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15.49. The members of Group II (N = 204) do not have a

major or minor in one of the social science disciplines, and

their mean attitude score was 190.38 with a standard devia-

tion of 15.31. The figures in Table III indicate the results

of analysis of variance applied to the means of the two

groups.

TABLE III

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO HAVE A
MAJOR OR MINOR IN ONE OF THE SOCIAL SCIENCE
DISCIPLINES AND TEACHERS WHO DO NOT HAVE

A MAJOR OR MINOR IN ONE OF THE
SOCIAL SCIENCE DISCIPLINES

Source Sum of Squares df Mean Squares F

Between 762.12 1. 762.12 3.2229

Within 76143.77 322. 236.47

Total 76905.89 323.

The F-ratio was not large enough to be significant at the .05

level. Therefore, the null hypothesis that there would be no

significant difference in the attitudes of the two groups of

teachers toward the "new" social studies was retained.

Hypothesis IV

Hypothesis IV stated that there would be no significant

difference in attitudes toward the "new" social studies held

by teachers who have had any two types of training and those

who had another combination of two types of social studies
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training. This hypothesis was divided into three sub-

hypotheses (a, b, and c) for purposes of testing.

Hypothesis IVa stated that teachers who have had both

a social studies methods course within the last two years

and three hours or more of in-service training in the "new"

social studies would not differ significantly in their atti-

tudes toward the "new" social studies from those teachers who

have had both a social studies methods course within the last

two years and who hold a major or minor in one of the social

science disciplines.

The members of Group I (N = 24) have had a social studies

methods course within the last two years and three hours or

more of in-service training in the "new' social studies. The

mean attitude score of Group I was 189.08 with a standard

deviation of 15.15. The members of Group II (N = 6) had both

a social studies methods course within the last two years and

a major or minor in one of the social science disciplines.

The mean score of Group II was 192.83 with a standard devia-

tion of 15.64. The figures in Table IV indicate the results

of the analysis of variance applied to the means of the two

groups.

The F-ratio was not large enough to be significant at

the .05 level. Since this indicates that there was no sig-

nificant difference in the attitudes of the two groups of

teachers, Hypothesis IVa was retained.
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TABLE IV

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO HAVE
HAD A SOCIAL STUDIES METHODS COURSE AND IN-SERVICE

AND TEACHERS WHO HAVE HAD A SOCIAL STUDIES
METHODS COURSE AND A MAJOR OR MINOR IN

ONE OF THE SOCIAL SCIENCE DISCIPLINES

Source Sum of Squares df Mean Squares F

Between 67.50 1. 67.50 .2907

Within 6500.67 28. 232.17

Total 6568.17 29.

Hypothesis IVb stated that teachers who have had three

hours or more of in-service training in the "new" social

studies and who have a major or minor in one of the social

science disciplines would not differ significantly in their

attitudes from those teachers who have had three hours or

more of in-service training in the "new" social studies and

a social studies methods course within the last two years.

The members of Group I (N = 72) have had three hours

or more of in-service training in the "new" social studies

and a major or minor in one of the social science disciplines.

The mean attitude score of Group I was 193.53 with a standard

deviation of 14.8 7 . The members of Group II (N = 24) have

had three hours or more of in-service training in the "new"

social studies and a social studies methods course within

the last two years. The mean attitude score of this group

was 189.08 with a standard deviation of 15.15. The figures
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in Table V indicate the results of the analysis of variance

applied to the means of the two groups.

TABLE V

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO HAVE
HAD IN-SERVICE AND HAVE A MAJOR OR MINOR IN ONE
OF THE SOCIAL SCIENCE DISCIPLINES AND TEACHERS

WHO HAVE HAD IN-SERVICE AND A SOCIAL
STUDIES METHODS COURSE

Source Sum of Squares df Mean Squares F

Between 355.56 1. 355.56 1.5931

Within 20979.78 9+. 223.19

Total 21335.3 4 95.

The F-ratio was not large enough to be significant at the .05

level. Since this indicates that there was no significant

difference in the attitudes of the two groups of teachers,

Hypothesis IVb was retained.

Hypothesis IVc stated that teachers who have a major or

minor in one of the social science disciplines and who have

had three hours or more of in-service training in the "new"

social studies would not differ significantly in their atti-

tudes toward the "new" social studies from those teachers

who have a major or minor in one of the social science dis-

ciplines and have had a social studies methods course within

the last two years.
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The members of Group I (N = 72) have had three hours or

more of in-service training in the "new" social studies and a

major or minor in one of the social science disciplines. The

mean attitude score of Group I was 193.53 with a standard

deviation of 14.87. The members of Group II (N = 6) had a

major or minor in one of the social science disciplines and

a social studies methods course within the last two years.

The mean attitude score of Group II was 192.83 with a stand-

ard deviation of 15.64. The figures in Table VI indicate

TABLE VI

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO HAVE A MAJOR
OR MINOR IN ONE OF THE SOCIAL SCIENCE DISCIPLINES AND HAVE

HAD IN-SERVICE AND TEACHERS WHO HAVE A MAJOR OR MINOR
AND HAVE HAD A SOCIAL STUDIES METHODS COURSE

Source Sum of Squares df Mean Squares F

Between 2.67 1. 2.67 .0120

Within 16924.78 76. 222.70

Total 16927.45 J 77.

the results of the analysis of variance. The F-ratio was not

large enough to be significant at the .05 level. Since Hy-

pothesis IVc stated that there would be no significant dif-

ference in the attitudes of the teachers in the two groups,

it was retained.

Hypothesis IV was divided into three sub-hypotheses for

the purpose of testing. Hypothesis IVa, IVb, and IVc were
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all retained since the attitudes of the teachers showed no

significant differences. Therefore, Hypothesis IV was re-

tained.

Hypothesis V

Hypothesis V stated that there would be no significant

difference in attitudes toward the "new social studies held

by teachers who have had all three types of training for the

social studies and those who have had any two types of pre-

paration. For the purpose of testing, the hypothesis was

divided into three sub-hypotheses (a, b, and c).

Hypothesis Va stated that teachers who have had a social

studies methods course within the last two years, three hours

or more of in-service training in the "new" social studies,

and a major or minor in one of the social science disciplines

would not differ significantly in their attitudes toward the

"new" social studies from those teachers who had both a

social studies methods course and three or more hours of in-

service training in the "new" social studies.

The members of Group I (N = 12) have had a social studies

methods course within the last two years, three hours or more

of in-service training in the "news social studies, and a

major or minor in one of the social science disciplines.

The mean attitude score of Group I was 197.25 with a standard,

deviation of 18.62 The members of Group II (N = 24) had a

social studies methods course within the last two years and
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and three hours or more of in-service training in the "new"

social studies. The mean attitude score of Group II was

189.08 with a standard deviation of 15.15. The figures in

Table VII indicate the results of the analysis of variance

TABLE VII

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO HAVE
HAD ALL THREE TYPES OF PREPARATION AND TEACHERS

WHO HAVE HAD A SOCIAL STUDIES METHODS
COURSE AND IN-SERVICE

Source Sum of Squares df Mean Square F

Between 533.56 1. 533.56 1.9952

Within 9092.08 34. 267.41

Total 9625.64 35.

applied to the means of the two groups. The F-ratio was not

large enough to be significant at the .05 level. Since Hy-

pothesis Va stated that there would be no significant dif-

ference in the attitudes of the two groups of teachers

toward the "new" social studies, Hypothesis Va was retained.

Hypothesis Vb stated that teachers who have had a social

studies methods course within the last two years, three hours

or more of in-service training in the "new" social studies,

and a major or minor in one of the social science disciplines

would not differ significantly in their attitudes toward the

"new" social studies from those teachers who have had both

three hours or more of in-service training in the "new"
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social studies and a major or minor in one of the social

sciences.

Members of Group I (N = 12) have had a social studies

methods course within the last two years, three hours or

more of in-service training in the "new" social studies,

and a major or minor in one of the social science disci-

plines. The mean attitude score of Group I was 197.25 with

a standard deviation of 18.62. Members of Group II (N = 72)

have had three hours or more of in-service training in the

"new" social studies and a major or minor in one of the

social science disciplines. The mean attitude score of

Group II was 193.53 with a standard deviation of 14.87. The

figures in Table VIII indicate the results of the analysis

TABLE VIII

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO HAVE HAD
ALL THREE TYPES OF PREPARATION AND TEACHERS WHO HAVE

HAD IN-SERVICE AND HAVE A MAJOR OR MINOR IN ONE
OF THE SOCIAL SCIENCE DISCIPLINES

Source Sum of Squares df Mean Square F

Between 142.51 1. 142.51 .5988

Within 19516.19 82. 238.00

Total 19658.70 83.

of variance applied to the means of the two groups. The

F-ratio was not large enough to be significant at the .05

level. Since Hypothesis Vb stated that there would not be
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a significant difference in the attitudes of the two groups

of teachers, Hypothesis Vb was retained.

Hypothesis Vc stated that teachers who have had a social

studies methods course within the last two years, three hours

or more of in-service training in the "new" social studies,

and a major or minor in one of the social science disci-

plines would not differ significantly in their attitudes

toward the "new" social studies from those teachers who have

had both a major or minor in one of the social science dis-

ciplines and a social studies methods course in the last

two years.

The members of Group I (N = 12) have had a social studies

methods course within the last two years, at least three hours

of in-service training in the "new" social studies, and

either a major or minor in one of the social science disci-

plines. The mean attitude score of Group I was 197.25 with

a standard deviation of 18.62 The members of Group II

(N = 6) have had a social studies methods course within the

last two years and a major or minor in one of the social

science disciplines. The mean attitude score of Group II

was 192.83 with a standard deviation of 15.64. The figures

in Table IX indicate the results of the analysis of variance

applied to the means of the two groups. The F-ratio was not

large enough to be significant at the .05 level. Since

Hypothesis Vc stated that there would be no significant
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TABLE IX

SUMMARY OF ANALYSIS OF VARIANCE OF TEACHERS WHO HAVE HAD
ALL THREE TYPES OF PREPARATION AND TEACHERS WHO HAVE

A MAJOR OR MINOR IN ONE OF THE SOCIAL SCIENCE
DISCIPLINES AND HAVE HAD A SOCIAL STUDIES

METHODS COURSE

Source Sum of Squares df Mean Squares F

Between 78.03 1. 78.03 .2479

Within 5037.08 16. 314.82

Total 5115.11 17.

difference in the attitudes of the two groups of teachers,

Hypothesis Vc was retained.

The sub-hypotheses, Va, Vb, and Vc were retained.

Therefore, Hypothesis V was retained.

Analysis of Additional Data

Part A of the questionnaire (See Appendix G.) asked for

information from the participants concerning biographical,

educational and experiential background. Four of these

questions (Questions 6-9) provided the data for hypothesis

testing. The remaining questions dealt with the age of the

participant (Question 1), the participant' s experience

(Questions 2 and 3), type of classroom organization (Ques-

tion 4), the highest college degree completed (Question 10),

and the adopted textbook(s) being used (Question 11). A

one-way analysis of variance was applied to data obtained
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from these questions. Where more than two groups were being

compared and a significant F-ratio was obtained, the Fisher's

t for multi-type comparisons was used to analyze the differ-

ences between the means.

Data Related to Age of Participants

Question one dealt with the age of the participants.

The means and standard deviations obtained from the five

groups concerning their attitude toward the "new" social

studies were as follows: Group I, ages twenty to twenty-

five (N = 62), mean 193.34, standard deviation, 13.91; Group

II, ages twenty-six to thirty (N = 63), mean 194.19, standard

deviation 16.26; Group III, ages thirty-one to forty (N = 82),

mean 194.07, standard deviation 15.24; Group IV, ages forty-

one to fifty (N = 75), mean 187.67, standard deviation 15.51;

and Group V, ages fifty-one and over (N = 42), mean 187.02,

standard deviation 14.79. The figures in Table X indicate

the results of an analysis of variance. Since the F-ratio

TABLE X

SUMMARY OF ANALYSIS OF VARIANCE ON DATA
CONCERNING AGE OF PARTICIPANTS

Source Sum of Squares df Mean Squares F

Between 3151.08 4. 787.77 3.4072

Within 73754.81 319. 231.21

Total 76905.89 323.
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(3.4072) is significant at the .05 level, the resulting dif-

ferences were subjected to a Fisher's t for multi-type com-

parisons. The results are listed in Table XI.

TABLE XI

RESULTS OF FISHER'S t ON DATA RELATED
TO AGE OF PARTICIPANTS

Group No. 1 2 3 4 5

I 0.0 NS* NS 2.17 2.08
II NS 0.0 NS 2.51 2.37

III NS NS 0.0 2.64 2.44
IV -2.17 -2.51 -2.64 0.0 NS

V -2.08 -2.37 -2.44 NS 0.0

*Not significant

Groups I (twenty to twenty-five years of age), II (twenty-

six to thirty), and III (thirty-one to forty) showed signifi-

cantly more favorable attitudes toward the "new" social

studies than either Groups IV (forty-one to fifty years of

age) or V (fifty-one years of age or older) at the .05 level

of significance for two-tailed tests.

Data Related to Teaching Experience
of Participants

Question two on Part A of the questionnaire dealt with

the number of full years of teaching experience the partici-

pant had at the elementary level (K-6) (See Appendix G.).

The means and standard deviations obtained from the six

groups concerning their attitudes toward the "new" social



117

studies were as follows: Group I, two or less years (N = 61),

mean 190.26, standard deviation 15.41; Group II, three to

five years (N = 75), mean 195.24, standard deviation 14.53;

Group III, six to ten years (N = 84), mean 193.64, standard

deviation 16.25; Group IV, eleven to fifteen years (N = 53),

mean 187.77, standard deviation 15.32; Group V, sixteen to

twenty years (N = 27), mean 188.56, standard deviation 15.79;

and Group VI, twenty-one years or more (N = 24), mean 187.79,

standard deviation 12.49. The figures in Table XII indicate

the results of an analysis of variance.

TABLE XII

SUMMARY OF ANALYSIS OF VARIANCE ON DATA CONCERNING
THE TEACHING EXPERIENCE OF PARTICIPANTS

Source Sum of Squares df Mean Squares F

Between 2827.21 5. 565.44 2.4273

Within 74078.68 318. 232.95

Total 76905.89 323.

The F-ratio (2.4273) is significant at the .05 level. The

resulting differences were analyzed by means of Fisher's t

for multi-type comparisons with the results listed in

Table XIII.

Groups II, with three to five years teaching experience,

and III, with six to ten years teaching experience, showed

significantly more favorable attitudes toward the "new"
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social studies than Group IV, with eleven to fifteen years

teaching experience. The members of Groups III, with six to

TABLE XIII

RESULTS OF FISHER' S t ON DATA CONCERNING
TEACHING EXPERIENCE OF PARTICIPANTS

Group No. 1 2 3 4 5 6

I 0.0 NS* NS NS NS NS
II NS 0.0 NS 2.73 NS 2.08

III NS NS 0.0 2.20 NS NS
IV NS -2.73 -2.19 0.0 NS NS

V NS NS NS NS 0.0 NS
VI NS_ -2.08 NS NS NS 0.0

*Not significant

ten years teaching experience, showed significantly more

favorable attitudes than those in Group VI, with twenty-one

or more years teaching experience. These differences were

significant at the .05 level for two-tailed tests.

Data Related to Sixth-Grade Teaching
Experience of Participants

On Question three of Part A, participants were asked to

indicate the number of full years of teaching experience

they have had at the sixth-grade level (See Appendix G.).

The mean attitude score and standard deviation of each

group concerning their attitudes toward the "new" social

studies were as follows: Group I, two years or less

(N = 102), mean 192.36, standard deviation 15.11; Group II,

three to five years (N = 89), mean 193.83, standard deviation
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15.93; Group III, six to ten years (N = 74), mean 193.46,

standard deviation 15.05; Group IV, eleven to fifteen years

(N = 38), mean 183.61, standard deviation, 12.95; Group V,

sixteen to twenty years (N = 14+), mean 184.50, standard

deviation 15.18; and Group VI, twenty-one or more years

(N = 7), mean 188.1+, standard deviation, 17.44. The fig-

ures in Table XIV indicate the results of the analysis of

variance.

TABLE XIV

SUMMARY OF ANALYSIS OF VARIANCE ON DATA CONCERNING
THE SIXTH-GRADE TEACHING EXPERIENCE

OF PARTICIPANTS

Source Sum of Squares df Mean Squares F

Between 3976.02 5. 795.20 3.467+

Within 72929.86 318. 229.3+

Total 76905.88 323.

The F-ratio (3.4674) was significant at the .05 level. The

resulting differences were subjected to Fisher's t for multi-

type comparisons, and the results are listed in Table XV.

Group I, with two years or less teaching experience at

the sixth-grade level, Group II, with three to five years

teaching experience at the sixth-grade level, and Group III,

with six to ten years teaching experience at the sixth-grade

level, showed significantly more favorable attitudes toward
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the "new" social studies than Group IV, with eleven to fif-

teen years experience at the sixth-grade level. Groups II

(three to five years) and III (six to ten years) revealed

TABLE XV

RESULTS OF FISHER'S t ON DATA CONCERNING SIXTH-
GRADE TEACHING EXPERIENCE OF PARTICIPANTS

Group No. 1 2 3 4 5 6

I 0.0 NS* NS 3.04 NS NS
II NS 0.0 NS 3.48 2.14 NS

III NS NS 0.0 3.26 2.03 NS
IV -3.04 -3.48 -3.26 0.0 NS NS
V NS -2.14 -2.03 NS 0.0 NS

VI NS NS NS NS NS 0.0
*Not significant

significantly more favorable attitudes toward the "new"

social studies than Group V (sixteen to twenty years exper-

ience). These differences were significant at the .05 level

for a two-tailed test.

Data Related to Type of
Classroom Organization

On Question four of Part A, the participants were asked

to indicate the type of classroom organization employed in

their present assignment (See Appendix G.). The three pos-

sible choices were self-contained, team-teaching, or depart-

mentalized. The means and standard deviations obtained from

the three groups concerning their attitudes toward the "new"

social studies were as follows: Group I, self-contained
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classroom teachers (N = 198), mean 188.55, standard devia-

tion 14.56; Group II, team-teachers (N = 69), mean 198.26,

standard deviation 14.28; and Group III, departmentalized

teachers (N = 57), mean 193.89, standard deviation 16.94.

The figures in Table XVI indicate the results of an analysis

of variance.

TABLE XVI

SUMMARY OF ANALYSIS OF VARIANCE ON DATA CONCERNING
TYPE OF CLASSROOM ORGANIZATION

Source Sum of Squares df Mean Squares F

Between 5202.22 2. 2601.11 11.6445

Within 71703.67 321. 223.38

Total 76905.89 323.

The F-ratio (11.6445) was significant at the .05 level. The

resulting differences were subjected to Fisher's t for multi-

type comparisons, and the results are listed in Table XVII.

TABLE XVII

RESULTS OF FISHER'S t ON DATA CONCERNING
TYPE OF CLASSROOM ORGANIZATION

Group No. 12 _3

I 0.0 -4.65 -2.38
II 4.65 0.0 NS*

III 2.38 NS 0.0

*Not significant
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Groups II (team-teachers) and III (departmentalized

teachers) showed significantly more favorable attitudes

toward the "new" social studies than Group I (self-contained

classroom teachers). The difference between the group mean

attitude scores is significant at the .05 level for a two-

tailed test.

Data Related to Highest Degree
Held by Participant

On Question ten of Part A of the questionnaire, the

participant was asked to indicate the highest degree he had

completed (See Appendix G.). The members of Group I (N = 214)

have completed a bachelor's degree. The mean attitude score

of Group I was 191.94 with a standard deviation of 15.06.

The members of Group II (N = 110) have completed a master's

degree. The mean attitude score of Group II was 190.82 with

a standard deviation of 16.17. The figures in Table XVIII

indicate the results of an analysis of variance.

TABLE XVIII

SUMMARY OF ANALYSIS OF VARIANCE ON DATA CONCERNING
HIGHEST DEGREE COMPLETED IY PARTICIPANT

Source Sum of Squares df Mean Square F

Between 91.31 1. 91.31 0.3828

Within 76814.57 322. 238.55

Total 76905.88 323.
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The F-ratio was not large enough to be significant at

the .05 level. Therefore, the indication is that no signi-

ficant difference exists in the attitudes toward the "new"

social studies held by teachers who have a master's degree

and those teachers who only have bachelor's degrees.

Data Related to Social Studies Textbook
Used by Participants

On Question eleven the participants indicated the text-

book(s) they were using for the social studies (See Appendix

H, Part A.). The mean and standard deviation obtained from

the group using each textbook were as follows: Group I,

using The Ways of Man (Macmillan and Company) (N = 120), had

a mean of 195.34 and a standard deviation of 15.43. Group

II, using Man and Change published by Silver Burdett Company

(N = 98), had a mean of 194.06 with a standard deviation of

13.64; Group III, using The Social Sciences: Concepts and

Values published by Harcourt Brace Jovanovich, Inc. (N = 94),

had a mean of 184.23 and a standard deviation of 15.01. The

figures in Table XIX indicate the results of an analysis of

variance.

TABLE XIX

SUMMARY OF ANALYSIS OF VARIANCE ON DATA CONCERNING
SOCIAL STUDIES TEXTBOOK BEING USED BY PARTICIPANTS

Source Sum of Squares df Mean Square F

Between 7373.83 2. 3686.91 16.9262
Within 67307.48 309. 217.82

Total 74681.31 311.
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The F-ratio (16.9262) is significant at the .05 level. The

resulting differences were subjected to Fisher's t for multi-

type comparisons, and the results are listed in Table XX.

TABLE XX

RESULTS OF FISHER'S t ON DATA CONCERNING SOCIAL
STUDIES TEXTBOOK BEING USED BY PARTICIPANTS

Group No. 1 2 3

I 0.0 NS* 5,46
II NS 0.0 4.61

III -5.46 j -4.61 0.0

*Not significant

Group I, using The Ways f Man, and Group II, using Man

and _jge, have significantly more favorable attitudes

toward the "new" social studies than Group III, whose members

were using T SheSocial Sciences: Concepts and Values. These

differences were significant at the .05 level for a two-

tailed test.



CHAPTER IV

SUMMARY, FINDINGS, CONCLUSIONS, EDUCATIONAL

IMPLICATIONS, AND RECOMMENDATIONS

Summary

The purpose of this study was to determine the atti-

tudes of sixth-grade teachers in selected school districts

toward the "new" social studies and the amount and type of

preservice or in-service preparation these teachers have

had for the "new" social studies as well as to determine if

any of three types of training for the "new" social studies

makes a significant difference in the attitudes of these

teachers toward the "new" social studies.

There were 324 participants in this study from thirteen

selected school districts served by Education Service Centers

in Regions IV, VII, X, XI, XIII, and XIV. These participants

responded to items on a two-part questionnaire. (See Appen-

dix G.) Part A of the questionnaire sought biographical,

educational, and experiential background information, while

Part B contained thirty-nine statements about social studies

education to which the participant was to respond on a six-

point Likert--type scale. Scoring for thirty-one of the

statements representative of the "new" social studies was

done as follows: strongly agree, six points; agree, five

points; slightly agree, four points; slightly disagree, three
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points; disagree, two points; and strongly disagree, one

point. The remaining eight items, reflecting more tradi-

tional social studies education, received reverse scores.

A panel of seven judges, recommended by the Texas Council

for the Social Studies, established validity and selected

those items representative of the traditional social studies

education. (See Appendix A.) Reliability was established

by administering the questionnaire to nineteen fifth-grade

teachers in two school districts represented in the sample

population.

The summed score on each questionnaire was used as an

indicator of each teacher's attitude toward the "new" social

studies. Each hypothesis compared groups of teachers who

had different types of preparation for teaching the social

studies. For groups in each hypothesis, a group mean atti-

tude score was computed and taken as a measure of group

attitude toward the "new" social studies. The group mean

attitude scores for each hypothesis were treated with a one-

way analysis of variance to determine if significant differ-

ences did exist between groups.

Additional variables, not considered in the hypotheses,

were analyzed to determine if they would have any significant

effect on attitudes toward the "new" social studies. These

variables were the following: age, number of years of ele-

mentary teaching experience, number of years of sixth-grade

teaching experience, classroom organization, highest degree
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held by the participant, and textbook being used by the par-

ticipant. The data were treated with a one-way analysis of

variance. When significant differences were found with more

than two groups on the data, a Fisher's t test for multi-

type comparisons was used to determine where these differ-

ences occurred.

Findings

The hypotheses related to significant differences in

sixth-grade teachers' attitudes toward the "new" social

studies which might occur as a result of having had one or

more types of preservice or in-service training in the social

studies. The three types of training with which this study

was concerned were a college-level social studies methods

course within the last two years, an in-service training

session in the "new" social studies at least one-half day

(three hours) in length, and the completion of a college

major or minor in one of the social science disciplines.

Hypotheses I, II, and III stated that there would be

a significant difference between those teachers who have had

any of the three types of preparation and those teachers who

have not been prepared in that way. Analysis of the data

revealed that the completion of any one of these three types

of training was not sufficient to produce a significantly

more favorable attitude toward the "new" social studies.
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Hypotheses IV and V dealt with combinations of these

three types of preservice and in-service preparation as

factors in creating significantly more favorable attitudes

toward the "new" social studies. Analysis of the data re-

vealed that no two types of preparation contributed to the

development of significantly more favorable attitudes than

any other combination of two types of training. The teach-

ers who have had all three types of preparation for teaching

the "new" social studies did not show significantly more

favorable attitudes toward the "new" social studies than

did those who have a background of any two types of preservice

or in-service preparation.

Some additional variables related to the participants

were examined. An analysis of this data revealed several

variables that may be related to teacher attitude toward the

"new" social studies.

Participants under forty years of age have significantly

more favorable attitudes than those over forty years of age.

Teachers who have taught three to ten years in the elementary

grades have a significantly more favorable attitude toward

the "new" social studies than those teachers who have been

teaching eleven to fifteen years or than those with more than

twenty-one years experience at the elementary level. When

teaching experience at the sixth-grade level was considered

as a variable, those teachers who have taught the sixth

grade for one to ten years showed a significantly more
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favorable attitude toward the "new" social studies than those

who have taught sixth grade from eleven to fifteen years.

The attitudes of teachers who have taught in the sixth

grade from three to ten years were significantly more favor-

able than those displayed by teachers who have taught that

grade for sixteen to twenty years.

When elementary classroom organization was considered

as a variable, it was shown that teachers working in team-

teaching and departmentalized situations evidence a signi-

ficantly more favorable attitude toward the "new" social

studies than those teaching in a self-contained classroom.

No significant difference in attitudes toward the "new"

social studies was indicated when those teachers who have a

bachelor's degree were compared to those who have master's

degrees.

Those teachers using The Macmillan Company's The Ways

of Man and Silver Burdett's Man and Change revealed a signi-

ficantly more favorable attitude toward the "new" social

studies than those teachers using The Social Sciences:

Concepts and Values, published by Harcourt Brace Jovanovich,

Inc.

Conclusions

Based on the data presented in this study and on the

limitations of this study, the following conclusions are

offered:
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1. College-level social studies methods courses com-

pleted by the participants in this study within the last two

years do not have significant effects on the attitudes of

sixth-grade teachers toward the "new" social studies.

2. The in-service training sessions attended by the

participants in this study do not have significant effects

on the attitudes of those sixth-grade teachers toward the

"new" social studies.

3. Having a major or minor in one of the social science

disciplines does not have a significant effect on the atti-

tudes of participating sixth-grade teachers toward the "new"

social studies.

4. The age of the teacher appears to have some effect

on attitudes toward the "new" social studies. Those teachers

under forty years of age have significantly more favorable

attitudes toward the "new" social studies than those teachers

over forty years of age, but it is impossible to determine

whether this single variable accounts for the significant

difference. It seems reasonable to assume that teachers

over forty years of age would also be those more familiar

with the traditional social studies education because of their

years of experience in the classroom and that these same

teachers may also be those working in self-contained class-

rooms. Both years of experience and self-contained class-

room teaching assignments appear to be additional variables
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significantly affecting the attitudes of teachers toward the

"new" social studies.

5. The number of years of experience in teaching at

the elementary level appears to have a significant effect

on the attitudes of sixth-grade teachers toward the "new"

social studies. Teachers who have taught at the elementary

level (K-6) or at the sixth-grade level ten years or less

(but more than two years) have significantly more favorable

attitudes toward the "new" social studies than those who

have taught longer than ten years. It seems reasonable to

assume, however, that variables of experience and age could

interact to cause the significantly less favorable attitudes

among the older, more experienced teachers. These older,

more experienced teachers may also be teaching in self-

contained classrooms, another variable which appears to have

a significant effect on attitudes toward the "new" social

studies.

6. The major exception to experience as a variable in

teacher attitudes appears among those teachers who have

taught two years or less at the elementary level. These

teachers do not have significantly more favorable attitudes

toward the "new" social studies than those with more than

ten years experience. This supports the idea that inexper-

ienced teachers may be somewhat hesitant to try innovative

practices or to deviate too far from the textbook materials

(1).
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7. The conditions of teaching within a team-teaching

or departmentalized situation appear to have a positive

effect on the attitudes of sixth-grade teachers toward the

"new" social studies. In both classroom organizational

patterns, the planning for the social studies is often done

by a teacher whose interest lies in this area; and, even in

a team-teaching situation where all members of the team may

help with the implementation of the plans, the social studies

specialist is available to give assistance in helping to

create a successful learning experience. Team-teaching and

departmentalized classroom organizations probably allow for

more active participation and a learning atmosphere more

conducive to exchange of ideas and inquiry than does a self-

contained teaching situation.

8. The Ways of Man (The MacMillan Company) and Man and

Change (Silver Burdett Company) appear to be textbooks which

are more conducive to the development of favorable attitudes

toward the "new" social studies than The Social Sciences:

Concepts and Values (Harcourt Brace Jovanovich, Inc.). It

may also be true, however, that these two textbooks are the

ones being used by the younger, less experienced teachers in

team-teaching or departmentalized teaching situations.

Educational Implications

While this study did not specifically determine the

factors responsible for the significant differences in
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attitudes, there are several educational implications to be

made from the data and conclusions of the study:

1. Social studies methods courses should be restruc-

tured to reflect the emphases of the "new" social studies.

These courses should enable prospective teachers to learn

through inquiry approaches, should acquaint them with many

teaching strategies, and should utilize a variety of media

and materials.

2. In-service training sessions must be improved in

order to have significant effects on the attitudes of parti-

cipants. These in-service sessions should be planned for a

longer period of time than three hours and should provide for

participants to have more and varied experiences to acquaint

them with innovations.

3. College requirements in the social science disci-

plines must be changed if they are to aid prospective teach-

ers in developing better attitudes toward social studies

education. These changes might include inter-disciplinary

courses directed toward development of those concepts and

methods of inquiry which could be used effectively in the

elementary classroom.

4. Implementation of the "new" social studies may be

enhanced by the creation of classrooms where the atmosphere

is conducive to exchange of ideas, freedom of movement, and

interaction between a greater number of students and teachers

than is possible in a self-contained classroom.
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5. Textbooks should be selected carefully to insure

that they will facilitate the classroom teacher's develop-

ment of programs in line with the recommendations of social

studies educators and the National Council for the Social

Studies.

Recommendations for Further Research

Further research is recommended in several areas rela-

tive to preservice and in-service preparation of elementary

social studies teachers. Studies should be undertaken to

determine what types of methods courses and in-service

training sessions are most effective in developing favorable

teacher attitudes toward the social studies. Methods courses

and in-service training sessions should also be studied to

determine the content and teaching strategies which are most

effective in creating skilled social studies teachers.

Research should be conducted to determine the relation-

ship between a teacher's attitude and her effectiveness as

a teacher of the social studies. It is also recommended that

research be conducted to determine the optimal conditions

under which creative teaching in the social studies can

occur.
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APPENDIX A

SAMPLE LETTER TO VALIDITY JUDGES

The Texas Council for the Social Studies has recommended you
as a specialist in elementary social studies. I should like
to ask your help in establishing validity for the enclosed
questionnaire being developed as a part of a doctoral disser-
tation study currently in progress at North Texas State
University. The questionnaire concerns the attitudes held
by sixth-grade teachers toward the "new" social studies.

The Likert-type scale is a summated rating scale in which
subjects respond with degrees of agreement or disagreement
to a set of items of equal attitude value. The items on the
enclosed instrument are all statements which have been made
about the social studies in professional literature and in the
promotional materials and teacher editions of the state-
adopted elementary social studies texts. Most of the items
refer to the "new" social studies, and the more positive
the attitude the higher the scale value. However, some
items, representing more traditional social studies education,
should receive the reverse scale values for the positive
attitudes.

In establishing the validity of this instrument, you are
directed to respond to each item in two different ways. I
would also welcome comments concerning any item or your sug-
gestions for additional items.

It would be helpful if the completed questionnaire could be
returned prior to February 23rd. Thank you.

Sincerely,

Carolyn Jo McIntosh

Fred W. Tanner
Associate Professor of Education
Chairman, Doctoral Committee

136
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APPENDIX B

SAMPLE LETTER TO SUPERINTENDENTS

During the past year, educators have focused their attention
upon the social studies. New social studies textbooks have
been adopted by your district for use in the elementary
grades. Research being conducted at North Texas State
University is seeking to determine the attitudes of sixth-
grade teachers toward the "new"1 social studies.

Data for this research will be obtained by asking each ele-
mentary school principal in your district to distribute a
questionnaire to the sixth-grade teachers in his building.
Upon the completion of the questionnaires, they will be
returned by the principals for appropriate data processing.
These questionnaires will not require more than a few
minutes to complete. The names of school districts, schools,
principals, and teachers will remain absolutely anonymous
and will not appear in any form as part of the study. Upon
its completion, an abstract will be sent to your office.

I would appreciate your marking the enclosed post card to
facilitate my planning. Thank you kindly for your consider-
ation of this request.

Sincerely,

Carolyn Jo McIntosh
Study Director

Dr. Fred W. Tanner
Associate Professor of Education
Chairman, Doctoral Committee
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APPENDIX C

SAMPLE POST CARD TO SUPERINTENDENTS

I do wish to cooperate in the study.

Superintendent's Name District

U |I do not wish to participate in the
s study.

Superintendent s Name District
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APPENDIX D

SAMPLE LETTER TO SUPERINTENDENTS FAILING

TO ACKNOWLEDGE INITIAL REQUEST

TO PARTICIPATE IN STUDY

Two weeks ago a letter to your office requested your coop-
eration in research being conducted at North Texas State
University to determine the attitudes of sixth-grade
teachers toward the "new" social studies.

Data for this research will be obtained by asking each ele-
mentary school principal in your district to distribute a
questionnaire to the sixth-grade teachers in his building.
Upon the completion of the questionnaires, they will be
returned by the principals for appropriate data processing.
These questionnaires will not require more than a few
minutes to complete. The names of .school districts, schools,
principals, and teachers will remain absolutely anonymous
and will not appear in any form as part of the study.

I would appreciate your marking the enclosed post card to
facilitate my planning. Thank you kindly for your consid-
eration of this request.

Sincerely,

Carolyn Jo McIntosh
Study Director

Dr. Fred W. Tanner
Associate Professor of Education
Chairman, Doctoral Committee



APPENDIX E

SAMPLE LETTER TO PRINCIPALS

Your superintendent has given permission for the sixth-grade
teachers in the district to participate in a survey being
taken in connection with research currently being conducted
at North Texas State University. This research is attempt-
ing to determine the attitudes of sixth-grade teachers
toward the "new" social studies.

I have enclosed with this letter four questionnaires to be
completed by the sixth-grade teachers in your building. If
you do not have four sixth grades, then please discard those
not distributed. Should you have more than four sixth
grades, please distribute the questionnaires to those who
would be most likely to complete them. When all are com-
pleted, please return them to Dr. Tanner and myself in the
enclosed self-addressed, stamped envelope.

Your cooperation is appreciated. It would be helpful if
the enclosed questionnaires could be returned by April 7,
1973.

Respectfully,

Carolyn Jo McIntosh
Study Director

Dr. Fred W. Tanner
Associate Professor of

Elementary Education



APPENDIX F

SAMPLE COVER LETTER TO SIXTH-GRADE TEACHERS

Your superintendent has given permission for the sixth-
grade teachers in the district to participate in a survey
being conducted in connection with research currently in
progress at North Texas State University.

Social studies in elementary schools has received a great
deal of attention lately with many changes being suggested
by educators across the nation. This questionnaire is
designed to measure the attitudes of sixth-grade teachers
toward the "new social studies education.

It would be appreciated if you would complete both parts
of the attached questionnaire and return it to your prin-
cipal as soon as possible. Your responses will remain
strictly anonymous.

Thank you,

Carolyn Jo McIntosh
Study Director

Dr. Fred W. Tanner
Associate Professor of

Elementary Education
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APPENDIX G

SURVEY OF ATTITUDES

PART A--PARTICIPANT INFORMATION

Directions: Please supply the information requested by
circling the numeral by the appropriate
response. Give only one answer to each
question. Please answer all questions.

1. What is your age?
20-25 years . . . . . . . . . . . . . . . 1
26-30 years . . . . . . . . . . . . . . . 2
31-40 years . . . . . . . . . 3
41-50 years . . . . . . . . . . . . . . . 4
51+ years . . . . . . . . . . . . . . . . 5

2. How many full years of teaching experience do you have
in teaching at the elementary level (K-6)? Count the
present year.

0-2 years . . . . . . . . . . . . . . . 1
3-5 years . . . . . . . . . . . . . . . 2
6-10 years . . . . . . . . . . . . . . . 3

11-15 years . . . . . . . . . . . . . . . 4
16-20 years . . . . . . . . . . . . . . . 5
21+ years . . . . . . . . . . . . . . . . 6

3. How many full years of experience do you have in teaching
at the sixth-grade level? Include the present year.

0-2 years . . . . . . . . . . . . . . . 1
3-5 years . . . . . . . . . . . . . . . 2
6-10 years . . . . .. . . . . . . . . 3

11-15 years . . . . . . . . . . . . . . . 4
16-20 years . . . . . . . . . . . . . . . 5
21+ years . . . . . . . . . . . . . . . . 6

4. What designation best fits your present classroom arrange-
ment?

Self-contained (This may include grouping between
classes for one or two subjects but
employs individual teachers prepar-
ing for all major subject areas.)

. ." . . .. . 1
Team-teaching (This involves cooperative planning

and mixing of classes.)
. . . . .. . 2
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Departmentalized (One teacher is responsible for only
one or two subject preparations and
responsible for teaching these one
or two subjects.)

. . . . . . . . . 3

If departmentalized, what subject(s)
do you teach?

5. Approximately how much time do you spend each week on
social studies? Do not include time you spend in
planning.

1-1/2 hours per week (20 min. a day) . . 1
2-1/2 hours per week (30 min, a day) . . 2
3 hours 45 min.per week (45 min. a day). 3
5 hours per week (1 hour per day). . . . 4
More than 5 hours per week . . . . . . . 5

6. Have you had a college-level elementary social studies
methods course within the last two years? (Summer, 1970
through Fall, 1972).

Yes. . . " . 1

No ." . ."." .". ".. .,. ." " ". . . 1. " . ". 2

7. Have you attended an in-service training session or ses-
sions in the social studies within the last year (1972)
which was at least three hours or more in length? (Two
sessions adding up to three hours or more would be in-
cluded as well as workshops sponsored by agencies outside
your school district.)

Yes . . . . . . . . . . . . . . . . . . 1

No . . . . . . . . . . . . . . . . . . . 2

8. Was this in-service training mainly developed for the
purpose of introducing you to the new textbook?

Yes. . . . . . . . . . . . . . . . . . a 1

No . . . . ... . ". " " . " " .. . . . . . .. 2

9. In work toward any college degree, have you completed
requirements for either a major or minor in one of the
social sciences? (Geography, history sociology, anthro-
pology, economics, political science. 3

Yes (Indicate area)_. . 1
No . . . ". ". ". ,. ". ". a a.".a.,.".a. ". . " . 2

10. Indicate the highest degree you hold.
Bachelor's . . . . . . . . . . . . . . . 1
Master's . . . . . . . . . . . . . . . . 2
Doctorate. . . . . . . . . . . . . . 9 . 3



11. Indicate the adopted textbook(s) you are now using:
The Ways of Man (Macmillan Company) . . . . 1
Man and Change (Silver Burdett) . . . . . . 2
The Social Sciences: Concepts and Values

(Harcourt Brace Jovanovich). . . . . . . . 3

PART B--ATTITUDES

Directions: Please check the response which most closely re-
presents your feelings about each item. These items are
not considered to be answered in terms of right or wrong.
Do not spend too much time on any one item. Place a
check in the space which most closely corresponds with
your feelings about the statement. Select only one of
the responses. Please answer all items.

a) a)

ci. T)hsg
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2. dis de)n

o td H tO ¬a a

part of the sixth-grade curriculum.

3. The social studies should follow

closely the adopted textbook.

4. The teacher should help her students

develop concepts (key ideas)

through the social studies.

5. The social studies is best pre-
sented by lecture.

6. The textbook should be only one of
many sources.o s . _
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7. Information from all the social sci-
ence disciplines should be included
in the social studies. (These would
include history, geography, sociology,
economics, anthropology, and political
science.)__________ ____

8. The social studies program should
stress the process of valuing
rather than a predetermined set of
values.- s____ng) __nd_____-ti-

9. Questions raised in social studies
need not always have set answers._ _- f.-

10. The social studies should be geared
toward learning basic facts._____

11. Relevant issues of interest to the
pupils (elections, busing, move-
ments, important figures) should be
explored in the social studies
program. ______________--

12. Teachers should allow students to
reflect on alternative solutions
to problems.

13. The textbook should be the final
authority when sources differ.____

14. Emphasis should be on inquiry
(problem solving) and investi-
gation as the method of social
studies instruction. -

15. Current events of local, state,
national, or world affairs should I i
be included in the social studies. I .. 1
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ponsdin the social studies
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2. STesocial shouldhould be low to es-
hsoue ofof irstiorn an tegas

take place, e.g., outside research,
group work, role playing, audio
visuals, field trips, resource

people. -I--
21. Testing should allow for more than I

recall of facts.,____________ 24- --

22. It is important that all the
materials in the textbook beI
covered. __ _ _ _ _ _ _ _ _ _ _ _ _ _ _ .- -

23. Students should be encouraged to
explore alternatives and make deci-
sions on the basis of information
found. _______ ____________-

24i. Thinking skills rather than facts
should be emphasized.,-

25. Social studies should be limited to
the study of history and geography. ~
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Crefcaled for

26. Students should be encouraged to

expesis theow opinions and anrs32. Q i n social studies acvie

27. Students should be allowraed or-

should provide opportunities for

students to solve a life-like
problem that requires the identi-
fication of the issue and the

selection and use of appropriate

generalizations and skills.

33. The role of the teacher should be
to help the student arrive at
ideas and conclusions through
guided experiences and contact
with facts and data.si n id
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38. Ojecti-s o'a'soiHlHtudieluni
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35. Evaluation should include morethan
just "paper and pencil" tests._____

36. Activities and assignments should be
adapted to individual differences
in aptitude, interest, and learning
style. __ _ _ _ _ _ _ _ _ _ _ _ _-

37. Students should have some opportuni- I
ties to choose those topics they tI
want to ,pursue in the social
studies.,_______________

38. Objectives of a social studies unit
should be clearly stated.___ ___

39. The choosing of the exact curricu-
lum to be included in the sixth-
grade social studies program should
be a decision made by the consultant,
supervisor, or curriculum specialist
at the central office.________

Please make sure you have answered all items and that there is
only one response per item. Your cooperation is appreciated.
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APPENDIX H

SAMPLE FOLLOW-UP LETTER TO PRINCIPALS

Several weeks ago I mailed to you four
questionnaires to be distributed to the
sixth-grade teachers in your building.

I have enclosed with this letter four
additional questionnaires to be distri-
buted to the sixth-grade teachers in
your building. It would be appreciated
if these could be returned as soon as
possible in the enclosed self-addressed
envelope.

Respectfully,

Carolyn Jo McIntosh
Study Director

Dr. Fred W. Tanner
Associate Professor of

Elementary Education
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