The Teacher for the New Social Science Curriculum:

Finding the notes was a lucky accident. The young
clementary teacher had left them in the anteroom of the
superintendent’s office in the excitement of her first
job interview, Our finding them gave impetus to a long
and insighttul discussion of the cliches of the new social
sciences. The notes read:

process not product / ideas not facts f ask don't tell

autonomous learners [ thinking skills [ ingtary

retrieval chart f confrontation materials f self-esteem

emotional climate [ reality and relevance

Bruner-Taba-Michaelis-Fielder. Man: A Course of Study

Contra Costa County Guides

Good confrontation materials are relevant 1o the child and

discrepant enough to start his inquiring

Emphasis on process and thinking skills develops autonomous

learners. Autonomous learners have a strong sense of self-

esteem developed in a good emotional elimate

A great teacher rubs the hair of a child’s mind the wrong way

(cognitive dissonance) and the hair of his soul the right way

(supportuive climate).

In the interview the young teacher gave an impressive
series of responses to questions about the teaching of
the new social sciences. From the look of the notes she
also probably did quite well in her social seience methods
courses. This teacher was obviously able to manipulate
the words used to describe the new social science curric-
ulum; however, the interview provided no real informa-
tion about the teaching skills of the applicant. If all a
candidate needs to do to impress interviewers is to chant
a few dozen words and phrases memorized from a crib
sheet, the possibility of improved social science instruc-
tion in the public schools is somewhat questionable.

At a time when accountability is the big word in our
profession, teachers who receive their teaching ereden-
tials and a position based on no more evidence of ability
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than knowledge of a few key words and phrases scem to
contradict this need for accountability. Those who pre-
pare and credential teachers and those who hire them
need more evidence of proficiency (Elam, 1971).

The purpose of this paper is to look at some of the
key assumptions of the new social science programs and
to describe the teacher behaviors necessary to imple-
ment these assumptions, Much of the background work
for this paper was developed during the three-year Area
111 Social Science Project in Northern California (Minnis
and Prentice, 1972). The paper hopefully will suggest
performance based teaching which can provide a job
description for the classroom teacher of the new soctal
science,

Assumption 1.

A major objective of new social science curriculum is
to teach children to observe, collect, organize, and
gencralize social science data (Taba, 1964). The data,
per se, are not to be memorized; rather, they are to be
processed. Lessons center on data sclected because of
relevance to this process and illustrative of major ideas
and settings. Isolated “facts™ have little place in this
type of curriculunm.

Teucher Behavior Implied:

Given a theme such as Mankind and Men: Integration,
Diversity, Individuality (Proposed California Social
Scicnce Framework) and a seuting such as the United
States, the teacher has the task of gathering materials
to start the process described above. To do this the
teacher must have the following skills:

1. The ability to diagnose the observing and reporting

skills of the children in her class. The performance
criterion for these skills should be an accurate



description of the abilities of the children in the
skills of observing and reporting,
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The ability to sclect materials which are illustrative
of the theme and setting and which are also con-
sistent with the observing and reporting skills of
the class. The performance criterion would be the
successful matching of diagnosis of children’s
skills and the materials selected.

3. The ability to design a fesson which moves chil-
dren through a process from observing to report-
ing to organizing data. The performance criterion
would be the teacher’s ability to develop a re-
trieval chart from which responses clicited from
children could be processed. This performance is
dependent upon successful completion of the tasks
of diagnosis described in No. | above and the
prescription in No. 2. This step is then an eval-
uation and in the case of the gifted teacher is a
source of diagnosis and prescription for future
lessons. The teacher’s ability to develop a retrieval
chart from student responses is a suitable test of
the implementation of Assumption No. 1.

Assumption 2,

A second major assumption is that experiences in the
social sciences should increase a child's ability to think
(Mallan, 1972). This concern is a recognition of the need
for transfer of learning. The data used in social science
classes is rapidly outdated and is often of little use in
real situations. The hoped for relevance of social science
education is that thinking skills learned can be used in
problem solving in future settings. The idcal becomes a
student who can think independently, an autonomous
learner who can apply thinking skills in a problem
solving situation.

Accepting this assumption presumes that thinking is
learned and that it is learned by deliberate practice of a
varicty of ever-increasingly abstract cognitive processes.
This deliberate practice is a direct result of a specific
and planned teaching strategy. This teaching strategy
must provide a supportive emotional climate in the room,
as a practice of thinking skills requires that students
take the risk of trying to solve problems. The higher the
cognitive level or the more abstract the thinking students
are called upon to do, the greater the risk.

Teacher Behavior Implicd:

L

I~

To implement Assumption No. 2, the teacher
must demonstrate the ability to differentiate be-
tween the levels of abstraction of students’ state-
ments. This requires an understanding of a model
or hicrarchy of thinking skills. A performance
criterion is the successful categorization of student
responses by the level of abstraction,

. A second skill is the ability of the teacher to choose

confrontation materials which are exciting to the
children and cause enough cognitive dissonance to
hold student attention. The performance criterion
for this teacher behavior would be the length of
time of student attention to the tearning task.
Asking open-ended data questions to elicit report-
ing of student obscrvation is another teacher be-
havior necessary to accomplish the goal of increased
student thinking. Performance criterion is the
potential plurality of acceptable student response
to the question. The goal for such a question is to
get broad participation from class members and to
obtain a data pool from the students. If students
are to practice a thinking process they must be
active participants in classroom dialogues. The
amount of student participation in a data reporting
discussion is a measure of the interaction between
the confrontation material used, the clarity and
open-endedness of the focus question and the emo-
tional elimate of the classroom. In one sense, then,
the amount of student participation in the discus-
sion is a measurc of the effectiveness of the con-
frontation material.

. The ability to ask convergent questions which

prompt children to find similarities and differences
in the collected data, to find cause and cffect rela-
tionships, to discover systems, or to draw inferences
is a required skill. Convergent thinking is usually
considered more abstrict and more difficult than
data gathering, reporting, and organizing. This
phasc of the thinking process therefore usually
follows a reporting-organizing phase. The perform-
ance criterion for this skill would be the teacher’s
ability to design a serics of convergent questions.

. Another important skill is the ability to ask diver-

gent questions which prompt the child to make
predictions or state high-level generalizations. The
divergent question gives the child an opportunity
to speculate and give creative answers. The diver-
gent question should not ask the students to guess.
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Rather, responses should be reasoned and extra-
polated from that which has been learned. The
performance criterion for this skill is the teacher’s
ability to design a divergent question which would
logically follow the data gathering and processing
of carlier classwork,

. Helping students avoid closure in their thinking

through the use of a “closure buster” question is a
needed skill. Traditionally, children have been
taught that there is “an answer™ to every problem
and they will find that answer if they work at it long
cnough and hard enough. Teaching the open-end-
cdness of knowledge and the idea of conflicting
interpretation of data too often have been left to
college instruction. If children are to learn think-
ing skills, a necessary ingredient to be taught is the
tentativeness of knowledge, and a tolerance of this
ambiguity. The purpose of “closure busting™ ques-
tions is not to make a student feel foolish. Rather,
the purpose is to get the child to look for other
possibilities and to enjoy the tentativeness of social
science theories. The performance criterion for
this skill is the ability of the teacher to avoid
closure by asking such questions as, *How does
your theory explain_____?"; “Who can think of
an exception?”; or “What is the probability of
. happening?”,

. Responding 1o student responses in such a way as

1o encourage thinking and participation is a dif-
ficult teacher behavior. Designing questioning strat-
cgies to facilitate student thinking places emphasis
on teacher initiatory behavior. These questions can
be prepared in advance of class. Teacher respon-
sive behavior is much more difficult to plan because
there is no certain prediction of what students will
say. However, there are responsive patterns which
help the teacher increase students’ opportunities to
learn thinking skills. Some of these are:

a, Clarification questions which ask the child to
communicate his idea more clearly.

b. Refocus questions which help the teacher keep
the discussion from becoming a wandering
*bull session.”

¢. Accepting behavior which encourages student
participation. The acceptance and use of stu-
dent responses.

d. Teacher silence which encourages students to
accept a large role in guiding the discussion.

This also decreases the amount of teacher talk

and increases student talk.
The performance criterion for this skill is to analyze
an audio tape of classroom dialogues to determine
the types of teacher responses. If the teacher
responds with the four skills mentioned above he
will have more success than if he responded with
criticism, lecture, or the giving of direction.

8. A final skill to implement the goal of teaching
children to think is the ability of the teacher to
provide an emotionally supportive environment
where student intellectual risk taking is cncouraged.
This is central to efforts to increase student oppor-
tunity to learn to think. The performance criterion
is inferential. If students do take intellectual risks
in dialogue, if error behavior is such that students
feel comfortable making a mistake, and if the
teacher is able to get the majority of the class to
participate in lessons where answers to questions
are not obvious, it can be assumed that an emotion-
ally supportive environment has been established.
Other cues that such an environment has been
established are teacher behaviors which support
or accept the feelings or ideas of the student. An-
other cue is students addressing each other rather
than the teacher. A classroom where students show
regard for each other and the teacher and the
teacher reciprocates is apt to be a supportive
environment in which to learn thinking skills.

Assumption 3.

Children learn the social sciences best by using the
inquiry models of the social sciences (Beyer, 1972), The
new social science curriculum stresses inquiry. Inquiry
has a wide variety of definitions. Most definitions recog-
nize inquiry as a way of finding out an answer rather
than being told. Most definitions imply a more inductive,
less didactive teaching style and more responsibility for
learning assumed by the student. The teacher role be-
comes one less of telling or giving and one more of help-
ing and asking. Inquiry is closely related to the idea of
processing and teaching thinking skills. The interrela-
tionship is so strong that inquiry cannot take place unless
previously listed teacher skills are utilized. However,
there are some specialized skills which are necessary for
inquiry to take place.

Teacher Behavior Implied:
A skill central to implementing an inquiry approach is
the ability to distinguish between the modes of inquiry



and to judge the suitability of each for the topic and
students in a class. It is overly optimistic 1o expect
beginning teachers to have much skill in inquiry. A
minimal amount of knowledge would be necessary, how-
ever, and an ability to define different modes of inquiry
and a testable understanding of their suitability in par-
ticular teaching situations might establish this minimum.

The proposed California Social Science Framework

(1967) lists and defines three modes of inquiry. Others
have different descriptions (Strasser, 1970; Goldmark,
1968) of the inquiry process, but the three modes are
useful to help teachers identify and use different inquiry
processes.

Minimal performance criteria for the beginning

teacher should include:

1. The teacher should be able to describe the value of
and appropriate time to use an inquiry task which
asks the child to collect data and design a system
for organizing the data. (Defined in the proposed
California Framework as the “integrative mode.™)

2. The teacher should be able to describe the valuc of
and appropriate time to usc an inquiry task which
asks the child to use a traditional existing system
for collecting and organizing data. (Defined in the
proposed California Framework as the “analytical
mode.")

3. The teacher should be able to describe a strategy to
get children to state their values and to listen to
others’ values. The teacher’s behavior is to get
students to investigate their values and the values
of others with a minimum of teacher statement of
preferred values. (Defined in the proposed Cal-
ifornia Framework as the “policy mode” or “val-
uing mode.")

Learning the skills of inquiry is necessary for any
teacher who wishes to implement the new social scicnce
curriculum. Inquiry skills are probably too complex to
master in pre-service teacher preparation. Administra-
tors might well turn their attention to these skills as the
focus for much in-service education.

Assumption 4.

A further assumption suggests that the new social
science curriculum has a strong humanistic base, and 1s
designed to help students develop a good sense of self-
worth. Recent rescarch (Coopersmith, 1967) indicates
that a child’s self-image is a powerful determinant of
what he can learn. Although a good self-image will not
guarantee learning, it is certainly a prerequisite for

learning (Hamucheck, 1970). Helping students develop
strong self-esteem should be an integral part of all arcas
of the curriculum. Social science curriculum, however,
offers an exceptional opportunity for students to devel-
op this vital sense of self-worth. The teacher behaviors
outlined for other assumptions are necessary for cstab-
lishing a classroom environment supportive of student
self-image. There are, however, specificteacher behaviors
which Coopersmith (1967) has found to be related 1o
strong student self-esteem. Those findings represent the
major source for the ideas expressed in the following
list of teacher behaviors.

Teacher Behaviors Implied:

A social science teacher who wants to provide students
with an opportunity for increased self-esteem would:

1. Provide enough structure to the course to give
students a clear understanding of institutional and
classroom constraints, The teacher would also
give students the objectives he has for the course.
The teacher behavior sets and defines reasonable
limits.

Provide a varicty of alternatives for the student

within the structure of the program. Students are

not only ablc to make choices between teacher-
suggested alternatives but are encouraged to devel-
op other alternatives.

3. Design lessons and projects which challenge each
child but do not overwhelm him. This implies
diagnostic procedures which help the teacher de-
termine what is challenging and individualization
to provide an appropriate task for each child.

4, Develop a feedback system to keep each child in-
formed about his progress. To be most effective
this feedback system should be free of value state-
ments; rather, it should be a report of progress.
With a contract system this feedback system can
become a shared responsibility of the student and
the teacher.

5. Clarify the standards of performance for projects.
Children need to know what others have accom-
plished when trying the task. This becomes a
statement of public criterion. The teacher’s respon-
sibility is to provide the standard so the child can
compare his work (o that of others.

6. Insure each child success experiences in his proj-
ects. Careful diagnosis of a child’s contract for
social science projects which are both challenging
and potentially successful is needed.

(3]
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7. Give the student an cver-increasing responsibility
for his own learning. Responsibility for one’s edu-
cation is a developmental skill. Teachers can
diagnose for the skill and prescribe ever-increasing
amounts of self reliance. The prescription must be
challenging and yet lead 1o success. This represents
a major change in the traditional teacher role and
may be the single most significant teacher behavior
in the new social science. When the child can take
the responsibility for his own learning, he gains a
sense of personal power or ability to cope. This is
cssential to a strong sense of self-csteem. As he
takes more responsibility, he can devise more
alternatives in his school work and gain greater
flexibility of time.

8. Respect the dignity of cach student and consider
the ideas of cach to be worthwhile. The teacher
ceases to be a judge of children and becomes a
listener to and acceptor of children’s statements of
feelings and ideas. This acceptance behavior is an
essential ingredient to an emotionally supportive
classroom environment which is so cssential for
strong sclf-esteem (Amidon, 1963).

Summary and Conclusion

It is becoming more and more apparent that the crib
sheet knowledge of the new social sciences is inadequate
if any significant changes are to take place in social
science teaching. Both those involved in teacher educa-
tion and those who hire teachers need a more specific
description of the behaviors required to teach the new
social sciences. More and more teacher education institu-
tions are using a performance or competency based
program.

Teachers who complete a performance based program
can provide a profile of skills which verify their ability
in aclassroom. No profile nor competency based program
can account for all the skills needed by a social science
teacher nor are the skills static. New skills need to be
added constantly.

This paper has suggested some teacher skills which

the author considers necessary to implement some of

the assumptions about the new social sciences. These
assumptions and the teacher behavior might provide
items for a proficiency profile which would look like
this:
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A. Teaching a Process
. Diagnosis of studem
data gathering and
processing skills

~

. Selects materials consist-
ent with diagnostic data

el

. Prescriptive lesson consist-
ent with diagnostic data

B. Tcachmg, r children thinking skills
. Knowledge of model
of thinking

™~

. Uses teaching strategics
for thinking

a. Chooses appropriate con-
frontation

b. Uses open-ended questions

c. Uses convergent questions

d. Uses divergent questions

e. Uses “closure busters™

f. Uses response behavior

I. Clarification

2. Refocus

3. Accepting

4. Silence

3. Provides an emotionally
supportive environment

C. Defines the tnquiry model
I. “Analytical mode™

“Integrative mode™

5
3. "Valuing mode™

eaching for self-esteem
. Provides structure

. Provides alternatives

. Provides challenge

. Provides feedback

. Provides standards

. Provides for student
SUCCESS

. Provides for ever-increasing
student self reliance

X N DL —

. Provides accepting, non-
judgmental environment
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